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CHAPTER 1: THE CONSTRUCTION AND SELECTION OF ENVIRONMENTS

Background of the Study

The study -- or better, the enterprise -- that we describe in the

2

following pages has many tangle& personal and conceptual beginnings; it
is'only the clarity of looking back that permits us to state somé of the
more important ones. What the enterprise becaﬁg, in the end; was a six-
group stud& of home-based education for abu.t one hundred children bétween

& year of age and two and a half. It started quietly. We, all of us, -

"recognized that the second and third years of life were busy ones devel-

opmentally, when the child achieves that subtle transition from baby to
person. We also, though with different force from one to another, felt that
the centers of that developmental transition were language, play, and social

development. Each of us believed, in addition, that there ought to be some

‘way of bringing the orderliness and clarity of the laboratory into natural

settings -~ a conviction that has been sorely tested and blunted in part but
which remains our bulwork, however battered, against the forces pressing
toward some yariant of the uniqueness argument -- the impenetrability, the
ineffability of human personality. More on that issue later; What we were
not prepared for was the uﬁique demand in studies of eafly'education for a
shifting focus, for taking at least three different points of view toward

vhat we were doing -- oft%p in rapid succession, and, occasionally, simultaneously.

To study the child at home, you have to be a developmental psychologist,

calling on your knowledge of data and ideas in the field. To influence that

child at home, you have to be an agent of change, a persuader and communicator.

Some of the issues here are, to be sure, technical but, far more critically,

*

the issues are normative and moral. Finally, to jJudge your impact, you have to

turn your back on your eariier activity and become assessor and evalustor,

(ot0d
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now coldly indifferent to the historical Justification of_tﬁe study. Clearly
a tahgled net, but in it are caught all serioﬁs studénts of éarly educét;on; If
we tried 4o find our specific placerin the nét; incidentally; it would be mo;e
in the developmental research corne? thaﬁ in either the teach and éhange corner
or the test and measurement corner.

Now in this knotted skein of issues, one that conffonted ﬁs éarly and
ofteh was the painful question of the morality of what is Ealled; in its ugly
way, "interventidn." We had seen enough of, and sad to tell, been enoﬁgh qfs
the plaptation liberal -- let us‘éo repair the disadvantage éf the poér folks —-
that we were wary to the poiht qf paralysis on the issue. Our approach to a
solution had two main comp;nents -- first, we sidled up to our eduéational
curricula véry slbwly and second, we organized the curricula around strategies
for the mother rather than around specific behaviors, theofies, or instructions.
Let me say a word about esch of these themes because they have relevance to our
\ Eethods as well as to our sensitivity about the morality of intervention. Two
ffelevant steps preceded ouridesign of curricula for babies in homes.

.

Stage one. Two independent studies were carried out in New Haven several

yeérs ago, one by Clarke-Stewart (1973) on the interaction of young babies and
their mothers, the other by_Katherine Nelson (1973) on the early development of
language in chiléren. These studies provided us with some guidelines for our
later observations and with some important messages abéut method.

’Stége two. Before we put together'anythiné that coﬁld be calied curricular,
we set up three longitudinal studies -- we have called them panel studies -- of
play, language,_and social development. Ih other Ygrds, the panel studies were
our surveys of the terréin; our exploratory probesi;nto the phenomena we wanted

to study through later systematic variation. You will not read much about the

panels in t%g}?eport; their importance was in providing us with data -- data

-
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‘ 3
collected both in homegyahd lgborataory settings -- that were the raw material
from which we fashioned our curricula.

Stage three. Only after we had digested the results of the Clarke-
Stewart and Nelson studies, only with the panels leading the way did we
begin to put together our educational programs, the cenJral part of our
work that you will hear about shortly. Lgt ne f&ist say samething;about the

notion of strategies of our early education. -It is the most important

_message we have to bring to you today.
4

Strategies of Early Education

“
Vi

Slowly, alltw slowly, psychologists are discarding the image of the
child as an input—output system, part of & linear arrangement of the time and
evén%s in which sométhing haﬁﬁens in what we evasively cali the environgent,
to be followed by something that happens in what we evasively call behavior.
Typically the,some?hings have been very naffowif‘definéd, with a hope that we
have found the riéht pieces of environmént and behavior to represehf some grand
process 1iké)memory or learning or language and, more, th;t the pieces we had .
chosen were context-independent, revealing the underlying process unambiguously
in the rather restricted circumstances under which we observed them. But that,

of course, is not the child at all. He is much more a field of events, complexly

interconnected in ways that we can only presently guess at. What seems beyond

Guessing is that there are several separable theories of the field of chila
operative when a psychologist looks at‘or attempts to influence the development

of the phild in his home. There are, at least, the psycholoéist‘s,theory of

the $ield (which has evaipative and normative components as well as the analytic-
ones we advertise), there is "the child"s theory of the field, (almost the exclusive
province of Piaéet until the day before yesterday), and there is the mother's (of
-other caregiver's) theor& of the field. Now, We are elementalizing some profoundly

LS

important and difficult issues in developmental theory, but we want to provide a
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~ framework to hang our study on. We wanted to use our emerging psychological

theory of the child's theory to influence the mother's theory of the field of
~ t . ) .

. . . |

the child. More prosaically, we used.the insights we gained in our earlier:

observations, particularly in the panel studies, to elaborate some:general
principles about how the child changed over the months between 12 and 30 in

the special areas of language, play, and social development. We then, as our

major educational and curricular theme, tried to inform the mothers of our sample

about the discovered general developmental principles. = There are sevérul reasons
for such a curricular strategy. First, and often foremost for us, trying.to tell
mothers what we have found out or~believe about ﬁabies'seems less directive and
manipulafive than prescribing a set of materials or routines or bahvioral objectives.
o
Of course, it was impossible for the planners of the curriculum to suppress their
undocumented prejudices (for example, that it is unwise for motheré to intrude
always into the child's ongoing play) and it was impossible for’the hoﬁe visitors
not to reveal their attitudes toward children (in p:irticular example, most of
our home visitors were shaken by the persistence among our families of what might
be célled classical attitudes toward gender differentiation). But our fo;al
attempt was to inform the mother about child develppment, to draw out her goals
and intentions for her child, to make her as aware as we could of the intricate
relation between her life and the baby's and to (in imitation of our curricglum)
intrude on her relation with her baby as lightly as we could. The added joy of
such a research procadure is that it can be justified not only on ethical groundé
but on theoretical grounds as well. If you believe, as we do, that tﬁe.parents
" are the major agents of chahge in the life of the young Aﬁerican child,'and.if
you have as we do, an image of the child as a field of events interrelated to the
phenomenﬁ around him, then}the basic educational strategy must be to modify the
mofher's theory of the child in ways that are held to be developmentally benign.

In a word, we must change the mother's theory of her child (at least, some mothers;

Cut08
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~only a complicated field, he is also a highly adaptable one. That is, the

others, far wiser than ve, became informal consultanty on the development of

curriculum), - . .

At the outset, we recognizéd thg} human beings-- especially, perhaps;
mother human beings -- are ndt'influenced~greatly by~didactic'mauipulations.
You don't send them a book, or read them a lecture, or show tﬁéﬁ.d film;
and then say, "Now you go do it." But, on the other sidé; we were not sure
what wquld work. So we adopted a complex strategy with'several basic components:
Having the home visitor model interactions with.the baby, involving the mother
as research aséistant (keeping records, making occasional obsérvations); and
centrally of keeping the nition of interactional étrﬁﬁgéies in the foréfféﬁt
of Ehe exchange among mother, baby, and home visitor. Thé homenvisitor was,
therefore; a diagnostician and decision-maker in her own right.

Another word, if you will, on our prejudices of method. The child is not

social sensitivity of the child is so highly developed during the second year
that ther< are many wa&s in which the study itsélf would begin to change him -
his relation to the home visitor, his perception of his mother's attitudes
toward the study, the iﬁpact of umsual materials and procedures. And, more, let
it be said oufright, the field of the home visitor is changed too as the study
moves along. For this multiplex of reasons, we wanted to see the babies in a
number of settihgs and with a véri?;y of observational procedures, Our encounters
with the chiidren ranged from home to laboratory, from parties to experiments,
from checklists to developmental tests, from maternal reports tn videotapes. Ve
tried to see the child and his mdther from as many anglgs as we céuld feasiﬂly
manage, both because we recognized his likelj:variety and because.we were deeply -
concerned about'the involvement of any4particular obserfer‘in the.process of

observation. Our hope, certainly not unique in the field, was to arrange a




families in three repllcatlons of 6 babies each. Thus, Ve began

6

-

a "wraparound" of dhservatignal'procedures that would proyide a good first

statement &% 1east, of the stability and varlety of each child.

»

Blnally, ‘and of Pentral COHCCQtUdl status, these several procedures: gave

us an unusual Opportunity to address‘several issues. We did not set out to ask

E

whether or nof the ch11d can be changed 51gn1flcant1y in the flrst years of life;

“nﬂbo , We trled to make & first assecement of the Suscqptlblllty to’ change of

particular aspects of the child. It is, you sée, our conviction that the

-

elassical argument .ebout early experience has been»wrongly‘drawn. Our central

P et
Vo, e -

»

task as students-of the voung child is to make éfsystematic an&ljsiS‘of the A

p0551b111t1es of change -- which will surely vary widely from one behav1or system

.:

to another —~ and to relate that structure of possibilities to oharacterlstlcs of
the child, his parents, the setting of his early life, and, at 1ast whatever
educat10nal 1nnorat10no are made in his first yaars. The final answer on the
effects of early'education will not be "yes", "no", or "maybe" but rather will be
an elaborate matri; indicating the likelihood that particular aspects of the

child can be influenced in particular dimensions b& particular kinds of situational
or eduzation change. "

Design of the Study

Now, let us sketch out the educational study that grew from our interest in
young- children.

There ar% three groups of irimary interest -- children who are seen with a
cﬁrricular éoncentration on play, language, or social development. Fbr each of
these groups, there is a three-way exchange among mother, child, aﬁd home Visitor,
The home visitor goes to each home 32 times, first on aneekly‘basis then on a
twq—weekly basis, and then once a month. The basic theme of the curricula is 4

easily stated -- to informi, to involve, to commit mothers. We saw the S s

‘%ith 18 children in each of the three currlculum groups.

/
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In addltion to the three groups Of prlmary 1nterest there are three‘ v
> - :?
comparisOn groups, twp Qerlous, one Erofo .In the two serious comparison

grdups, elements of.the curricula are brought into +he home but not 1n a way

v

that will commonly inyolve mother, home vlsitor and chlld but only two of the

three. Thus, the comparison group called Mother - Only is one where the baby

" - - hat

is treated politely but not ‘as part-of thé team-(the analogy is obv;ous to

thé‘secial worker) and in the second, the home visitor concentrates on the

‘\_y - : . t L \
baby with the appropriate materials but keeps the mother at a polite distance

-
L]

2 .
‘(the analogy iu to the baby teacher) Both these-groups let me emphasize,

are designed to aSsess the impact of our materials uhen the exchange is two-‘

-

person mother-home visitor or twe-person child-home visitor rather than the ..

s

three-way arrangements of our primary groups. Finally, there is the required
test-only group, whic¢h gets a periodic assessment but no home visits. - We .

L4

,'recognize that this is, like others have been elsewhere, a risky design -- any
conversation with a lonely young mother ﬁay have the same commanding effect --

but we think it the right way to test propositions about the differential effect
i L

of different patterns of exchange. with 'mothers and babies. R

' Thus, the full design involved some 108 children in six groups of 18.

In addition to his thirty odd home visits, each child was seen in our laboratory

3
Y

or in his home several times over the 18 months of his involvement with us for

systematic assessment (at 12,.18, 24, and 30 months) -- probes of changes in his

o

behavior that might reflect curriculum effects. | -
As you might guess, quite a 'few people have been workers in the study.“ In
order to reduce the impact of observer variation on the data, we arranged for. 1« T

every home visitor to nee babies in all experimental groups., In other words, .

L—

a home visitor would see a language baby, a social baby, a play baby, a Mother - TN
1 , !

,;*"'%. \

Only baby and a Baby - Only baby. Further, we have tried to schedule assessment’

|
observations in such a way that babies are seen by membersof the staff who have ¢ 1
not seen them in the homes and who do hot kuow their group assignment. Of

o611 2 o L
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. humanity in its second-year forms is so great that ahy educational inteiventiopf
R“ L vy . 3

curricula to the homes of one year olds. The second point is the commanding

o’

course to the happy degree that our curricula,made any difference to that
degree the observexs can detect which group the ch;ld cames from. Let us
underline here & couple of points hinted at earlier. Flrst, the variety of
is, on the face of it, unlikely to make a dramatic differential impact. We
had mothers and_babieé marvelously sensitive to playful exchange but they were

in the language group; we had respon: ive speakers and listeners in the social

" curriculum and so on. We are persuaded that, if you did not hold us to random

assignment and let us instead make the assignment of babies on the basis of one

or two shot observat*ons, we could show spectacular group effects; But; seriously,
facing the wealth of diversity and hev1ng available only our present knowledge,

wve recognize with so many other early educators that we are at best adding a

flute obligato to a fully functioning natural symphony when we bring our

character of the baby as a unit of observation. Our observers and home visitars
' »
became scphisticated students of young children and they ell understood the

analytic task of tying to make sense of variables, of differences among « groups,

of variation in standard test and observational instruments. And yet, when the

staff came together to talk about the study, the home visitor!ﬁ&mmed'to talk about
parpiculaf mothers and particule% chiidren, dividing the world not across psychological
dimensione but acroes specific individuals (to give'that aéesed word its exact due)»
families. There is, in brief, a unity and integrity and (more to the point)
sen51bleness about the particular child in his particular family that makes him

the natural unit of con51deration We have_not ‘solved this eternal problem,

either administratively or in\terms of method.

’ {
% There is, ac we have already indicated, great diversity of personality,

»

‘style, and attitude among our families, but on standard demographic measures

they are drawn from a fairly well-defined part of -the culture. The mothers'
. [ ('

o012




smedian age is 23, the fa.thers' 26 tuo-thn.rd.a of the ;t‘a.mlles are Roman

Catho&ic; almost all the rest Protestant; 90% are white most parents have

some high-school education but almost none graduated from college - correspondlngly;

a rough occupational classification tags 60% of our fathers as-whlte-collar

workers, the rest as blue (see Appendlx A, Tables 1 2 and 3 ) F1nally, and

we could spend a signlflcant part of our time on the p01nt, one-thlrd of the

children in our study have an older sibling -- a planning flaw whlch we urge v

no one to repeatu We saw each baby first almost exactly at his first blrthday."
Three core curricula - one on childréns language;>§§0ther on.thei; play,

and another on their social development - provided the co;tent of tHé home

visits. The following brief descriptions have been adap.ed from Kessen, Fein,

Starr, & Clarke-Stewart (in press). Additional descriptive defails can be

found in Appendix B.
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‘The Language Curriculum

Unlike social development, and, to some extent: thé dévelopmént of play '
lenguage is‘a frequent subject of contemporary early edﬁcgtion curricula.
Programs like those of Levenstein (1970), Painter (1968); and Séﬁaeffer
(Schaeffer & Aaronson, 1972), were defoﬁed to improving the vocabulary and
syntax of children from ore to two and a half. Thé cﬁrriculum.réported here
shares one major goal of i£s predecessors: é fucus on vocabulary skills.

In addition to promoting vocabulary, our goal was to help childrén
app?eciate the multifold uses of speech. Our research and that of Nelson
(1973), indicate that in this period the child becomes aware of the possibilities
of language. Some children develop a language origntation toward describing
objects. They learn nouns and adjectives. Others focus on social and
expressive terms; ﬁheir speech is devoted to expressing needs and desires.

In our research we have also followed the child's growing avareness of languagec
as a tool for.communication. Initiélly speech éeems to éccur independent of
thefspeaker's need %o communicafe; then at around 19 months the child beéomés

" aware that speech can be used to tell someone something. Speech now occures
most freguently in interaqtivé situatioﬁs. At 21 months some children maké
the.further discovery that language can be used to communicate with self;
language becomes an accoméaniment to flay. Finally at around 2 years speech
use is activated by both the needs of the speaker and‘those of the listener.
Some children direct épeech toward énother when the other is listening and
toward themselves when no one is 1isteping. |

The work of Loban (1966) and Bernstein (1970) suggests that the child's

¢ .
early hypotheses concerning the function of language may have important implications

for his later ability to communicate effectively with others. A child who

focuses exclusively on expressive, social language, for example, might later

S

have difficulty communicating in problem-solving situations. Thus the
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language curricuium va. deyoted to famlllarlzlng the child with all the roles
which 1enguage may perform. ' -

Like the_program of our predecessors; we regard the mother as thé,major
source of lingulstic information for hér child. Her Spésch and activit& aré
the ffimury variables through which we can afféct the child's language.

Operpting from a Piagétian framework: wé bslieve thnt ths ésséntial function
of maternal speech was to provide a source of infornation to which thejqpild
must accommodate his growing knowledge of languagé.‘ Thé'child's language
changes radically in this a:e span. If,thé mother's speéch is to provoke
accommodation, it must also change.

Yet 1little is known of the precise charactsristiCS<of maternal,spéech
which serves this function. Some tentative prepositions‘weré madé in formulating
the curriculum. In the early stages of language acquisition,research.suggestsxthat the
mother acquaints her child with both_the referential and exfréssive functions
o? speech; language can be used to describe ths world and to.make social contacts,,.
In this period'we encouraged the mother to describe thé»child's activities to nim
ac¢ they occur so that he may see this as a pfoper-function of spéech: She also
used language in social games in order to suggest its expréssivé'function;

As the child starts to speak the emphasis-of the curriculum shifted from the
¢hild's hypotheses about the gunction of languagé,t; the development of language
itself. Our researcn and that of others (Nelson, 1973; Pfuderer, 1969)
suggests that the crucial charaterlstlc of optimal materr ’ Speecn now becones
"its responsiveness. At this stage we encouraged the mother to base the content
of her speech on the focus of the child's attention and the complexity of her
speech on the child's level of understanding: We encouraged her to be sensitive

to his incorrect and tentative classification system. Wheén he misclassifies

objects, she responds by gently cbrrecting him. When he calls a truck a car,

CG6G15




12
she says, "Yes es, it's a kind of car, that kind is called a truck, i-athef than,
for example.'merely informing him, "Nb, that's. not a car."

When the child starts to speak in sentences, the quallty of maternal
speech apparently changes again (Halllday, 1969). Now the mother engages her
cl. .d in dialogues, asking him questlons, responding to his speech and asking
him new questions to elicit more speech. By her example she teaches the child
how to engage in adult conversaticn: Onr data'suggests that respondihg to what

) the child says is particularly important. Presumably the mother s expression

] of interest encourages the child to initiate conversation h1mself.

ERIC ,. o o616
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The'Play Curriculum

The play curriculum is linked to the oldest but perhaps-most fraglle
tradition in early educatlon. Since the 1Tth century, phllosophers have
def;nded eduéational schemes based on the importanpg of physigal acitivity,
sensory stimulation, and experiences with ordinary, everydey objécts for
children's deVelopment. The opportunity to observe and manipﬁlaté a stick;

a leaf, a cup, a shoe, -=- simplé encountérs with natural or pebple-fashioned

things -- have been held to be essentiul expériences'for the development of

mental life. At least two'issués divided Lhése éarly viewpoints; Thé first

issue was how thing-ideas were represented in the child's'thought. Pestalozzi's
position was perhaps the most static and phy;icalistic; whereas Dewey's was the ‘
most dynamic and functional. The second issue was whether planned adult inter-
~vention wag necessary or beneficial. Here Rousseau emerged as an extremist

on behalf of the child diécovering the world on his own, whereas Pestalozzi ~
eventually becamé the creator of a graded, adult-managed curriculum. Clearly,
these issues arevfith us. still today.

The goal of the play curriculum was conceptualized as the elaboration of
possibilities. For the child, this means the elaﬂoration cfrvaried activities --
the probes, tests, and finding out procedures from which the child derives his
knowledge‘of the complex interrelations among the properties of things, actionms,
and consequences.' For the mother, it is.the elaboraﬁion of tﬁe child's opportunities
to encounter an environment suited to his iutellectual and physical";apacities.

The play curriculum was based on three quite simple assumptions abou£ the
implications of play for cogﬁitive development. Consider for a moment the

question, "What can you do with a cup?” A child‘'s answer (in actions or words)

might be bahg it, wave it, fit it into another cup put something into it, take

o617
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something out of it, drink rrom it, or use‘it for & hat. Or, consider the
complementary qpestlon; "What things can you drink from?" The child's answer
might include a cup, and in addition, a thimble, a nutshell, or a paper bag.

The first. assumption of the play curriculum was that play can be usefully
conceptualized as'ghe child's encounters with problems of actions and problems
of things; that possibiiities can be-elaborated on either the»activity side

or the thinguside; that many activities can be pefformed on a cup and many things
can be either banged, fitted; or used as containers; Within this framework, the
child's functional knowledge develops at the intersection of elaborated
categories of actions and éhings. The scheme we are proposing is similar
conceptually to that used by Wallach and Kogan (1965) and others who have
investigated creativity in older children and adults. Recent étudies by Yarrow,
Rubenstein, Pederson, & Jankowski (1972) and Clarke-Stewart (1973) suggest that
the object experiences of young children méy have important consequence for |
intellectual development.

A second assumption of the play curriculum was that qualitatively different
kinds of thinking appear in the child's solutions to action/thing proclems. For
example, the general problem of topological relations is at issue when the child
fits one cup into another..' Simple ordering schemes are involvedv when children
arrange object in a row; ordering and cla551fy1ng schemes are involved when
children build one tower of red blocks and another of blue blocks. Symbollc

‘schemes, disconnections, and transformations nay be involved when the child
treats the cup as if it were a hat, when he feed himslef, his mother or a doll
from an empty cup, a bottomless tube or a tongue depressor. .In varying degreee,
these spontaneous play behaviors have been translated by other ihvestigators into
sfandardiZed test items with specially designed materials, detailed administration

procedures, and carefully established perfcrmance criteria. The assumpfion that

66618
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these behaviors reflect or index intellectual activity is therefore nct novel
or controversial. More unususal, pefhaps, is the added assumption that there

is a fundamental tension between two major categories of problems which

children pose, between problems which concern things "as they are" and

problems which concern things 'as they might be." In Piagetian terms we are
proposing a tension between the child's accommodation to the physical prope;ties

of material things and his assimilation of material things to an intellectual

L

orggnizational structure.

The third assumption of the play éurriculum was that play fiourishes in
an approving, familiar environment in which the material resources are inter-
esting and diverse, in which the énild commands the ihitiative, adulﬁ expec-
tations are scaled to the child's capacities, and "yes-gp“ rules are clear

and skewed toward "yes". In general, the object manipulation and exploration

of children during the second and third years of 1life is enhanced by a change

of materials (Mendel, 1958) andtis inhibited by the presence of strangers or

the departure of the mother (cf. Ainsworth & Bell, 1970). With réspect to

play opportunities provided in the home, our own observations and those of

other investigators (Watts, 1973; Clarke-Stewart, in press; Yarrow et al.,

1972) suggest that it is pot unusual for children to be barred from cupboards
and kitcheﬁ drawérs, while their own, étore-bought toys are inaccessibly hoﬁsed
in a toy chest or playpen. Indeed, toys are in‘®*playpens as often as children,
and the children and the toys are not always there tégetﬁer. -In a&dition,
criticism, correction, pressure to conform to an aduli_standards seens to dampen
children's enthusiasm for materials and to interfere with their openness to the

creative potentials of material things. The general tenor of these findings is

rather surprising in one respect. The support and elaboration of play does not -

program developed by Smilansky (1968) was highly effective when composed of the

seem to require initiating, directive, teaching adults. Even the ameliorative : "}
]
1
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teacher's extensions and elaborations of on-going sequenceés initiated by the

children. The available evidence thus suggests that the play of young children

could be promoted by perceptive and unobtrusive maternal involvement and by

a thoughtfully planned material environment. ' o *d
In sum, the overarching goal of the play curriculum was to encourage

ﬁothérs and children to appreciate thgiﬁossibilities of tﬁings. The program

. evolved to implement this goal was basqd on three assumptions ebout the play

of young children: 1) it is a generative system of action-object relationships,
2) the-juxtaposition, in play, of things "as they are" and "as.they might be"
has implications for cogniiive development, and 3) the environmental factors --

both . and long term --- which influence the level and diversity of

chil¢ -n'c _.ay behaviors can be modified by informed, elaborating, and

unobtrusive interventions by the mother.




17

The Social Curriculum

When one thisks about the problems involved in designing a social
curriculum, it is immediatel§’obvious why this type of program has not been
popular. For one thing, an emphasis on social development is clearly out of
synch with the current mood in American education, which stresses cognitive
development and the acquisition of academic skills. But even more, there are
problems with such a proéram (1) because it is difficult to conceptualize --
perhaps because we have no universally.acsepted standards for social develop-
ment, (2) it is difficult fo formulate specific program principles because
our knowledge aboﬁt social development, even more than about cognitive or
language development, is sketchy and haswlscked a pfodﬁctive theoretical
framework, (3) it is difficult, even once conceptualized, to communicate --
unaccustomed as we are to talking about such abs?ract and diffuse cancepts as
lsve and responsiveness -- to imélement such a progran because it‘is by its
very nature so deeply personal and individual. Consequently, the social
"ourriculum" described here consists of a collection of rather tentafive and
~exploratory strategies which we T.oped would foster children's social developmeﬁf.

The goal of the social curriculum was conceptualized as the enrichmsnt
of interpersonal connections -- in particular, and primarily, the connection
between the cﬁild and his mother. The program did not.presume to create bonds --
but to supplement, enrich, and make more enjoyable those whicﬁ already exist.

The -mother-child relation is‘central in the social curriculum because it appears
to be the ksy to the chiid's social development. ‘Research suggests thaf it is thé
most importast single bond for children under three, at least fbr those living

at home with the mother as primary caretaker. Tt is also likely that this

relationship critically affects the child's relations with people other than

/

e
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the mother, and is therefore an important factor in the child's continued
social develoyment beyond the initial tie.

If we accépt the mother-child relationship as fundamental and central in
the child's social development at this eérly age (1 to 2-1/2 years), the main
questions then become: what does an ideal or optimal mothér—child connection
look like, and hoﬁ can we deliberately foster that ideal?

In anéwer to the first question, Mary Ainsworth (Ainsworth & Bell, 1970)
has provided one vivid glimpse in her observations of children's attachment
behaviors in unfamiliar settings. One-year o0ld children range in their behavior
toward their mothers in a ztrange ioom from totally ignoring her and spending
all their time exploring the surroundings, to clinging to her continuously and
refusing to be separated. But the optimal attachment behavior appears to be :
that of children who are able to use the mothér as a secure base; they afe
happy to explore as long as they can return per?odically to the mother, especially
in stressful circumstances, for reassurance. |

Similaf pétterns of attachmeﬁt behavior were observed in the study of
mother-child interaction which was completed prior. to this project (Clarke-
Stewart, 107 '. In addition, the child's optimal atfachment’to his mother and
his positive involvement yith her were positively related to indices of his
competencétin other spheres of functioning, particﬁlarly ianguage and cognitive
development. Most importﬁﬁtly, there were three kinds of maternal behavior

vhich were most closely related to the -¢hild's competence. They were social -

‘stimulation (looking, playing, and 4alking to the child), expression of affection

(smiling, "caressing, and speaking warmly. and positively to the child), and

responsiveness to the child's social behavior (responding immediately, contingently,

positively, and appropriately to the child's expressions). However, the child's

social behavior étione age was a pofent elicitor of positive maternal attention
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at a later time. Apparently the ohiéd's positive social behaviors contribute
to the”mother-child relationship. '

The themes of the social curriculum emergeo'from thesé empirical results.
On theme was to provide opportunities for enjoyable social interaction between
mother and child which promoted mutual smiling, laughing, touching, talking,
and eye-to-eye contact. Such opportunities were used to encourage the mother
to 1n1t1ate games and social activities with the ch11d (since such stimulation
enhances children's competence) and to maximize the'11ke11hood the child would
smile and "turn on" the mother (since the child's social expressions increase
the 51oseness of mother and child). At first, social activ;ties during home
'vvisits involved only mother and child. After the first few visits, when the
chilad seemed rYeady to accept her participation, the home visitor'SOined in too -~
but theimother-childﬂrelationship remained central. Later, after 6.months or
so, the mother was encouraged to invite father, grandmother, other famiiy members ,
and, still later, other childrem to blay too. Parallel to fhis trend'ofu
enlarging the mother-child'relationship was a'trenq toward increasing .the
‘ pﬁysical distance between mother and child. The suggested social activities
for mother and child became;decreasingly dependent on physical contact and
increasingly verbal in hatuge. A secono theme was to oreate situations which
would foster the mother's awaremess-and‘eppreciation of the child's unique
individual qualities, his particular abilities, and his increasiné mgturity -
especially in the aree of social relations. The mother was encouraged to give
the child greater 1ndependence and 1n1t1at1ve rather~umn imposing her own
desire& and standards on his behavior, and to express her appre01atlon through”
positive behaviors to the child. A third theme was to demonstrate to the mother

her own importance in the child's development to convince her of her influence

~on his behaviors. Attempts were made to sensitize the mother to the meanings

of the child's behawlors, to enhance her awareness ofther own responses to




%0

these behawjors and éncoﬁrage her to respond immediately, positively, and
contingently. Thé final theme was one of general gducation or consciousness
raising. Mothers were encouraged to think about and helped to articulate
there attitudes and goals for social development (for example they were
asked to descirbe their notion of an "ideal" four-year old), and then they
were given in{9rmation about alternative ways of looking ;t issues, alternative
roles, styles, and so on. The issues which were thus discusséd included
sibling rivalry, violence, séx roles, social goals, social rules, and

_d@iscipline. T

A word in conclusion -~ you may rightly infe;n;ﬁ;;xgb e fﬁgﬁ‘£ﬁ§‘6ther‘~\“‘_\k‘%ﬁ\
curriculum the social‘curriculum reflects the individual characteristics
of mother, of child and of home-visitor. The home-visitor must give more of
herself to the inter%&@ion - confidences} openness, frankness, warmth; she
must be guided by thg mother's goals, tempo, tolerénce,-receptivity, and

ability to comprehend and utilize curriculum ideas; she must be responsive to

the child's spontaneous social activities. Far more than in the language

curriculum or the play curficulum, the social curriculum relied upon the

sensitivity and flexibilify of the home visitor.
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" CHAPTER II THE ASSESSMENTS: VARIABLES AND FROCEDURES , .

The core curricula ccnsidered ibhe child's languzge, play and social develop-

1)

ment. The materials grew out of en attempt to understand the available litera-

€

ture in each arca, and to translate research findings and tentative hypotheses about

children's developmé&nt into a form which would be communicable to parents. In the

4 ¢ .
process, we found ourselves weavirg discontinuous and uneven strands into a far °*

e guessed and extrapolated, with one eye on other developmental psychologists who

would examine the plausibility of our inferences and another 6n parents who would

_ » . 4
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The néxt task was to unpack our curriculum Stories--to work backwards from

- o . . - . . \l\r\" Rt R
curriculizn themes to variables in order to identify relevant and usable measures
with which to assess the results of our efforts. The tendency of previous research ~-_|

in infaat cducation to rely almost eﬁblusively on IQ testé or cogritive @eésufes

(cf. Levenstein, 1970; Schuffer &/\arénson, 19725 Gordqn & Jester; 19723 FoWlér,
1972), was clearly not suited to our purposes. We revorXed the.available literature,
used our own preliminary\studies, and finally selected recording techniques, si?ua-
tions, and ;easuremenﬁ instruments whith were appropriate to cur?iculum fghues,
different ﬁehavioral systems, éhe ages of the childrén and the life circumstances

of our families. The variablés we chose and the methods we used to coliect; reducé,
and 2nalyze the data are discussed in the follow;ng sections.

First, a brief out.ine of the wny assessments were organized. Mothers and

children were seen for assessment purvoses before the home visits began (pretest-

fissessment 1) and at six-month intervals thereafter dn@il the children were 30 -
months of age. FEuch of the four asscscments consisted of a three-part series of

different data collectioy sessions'. At each assessment, the first session of the
. ’ . ! . s
series focused on language data; mother and child were seen in the home. The
- p , ‘ A
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second sessiop consisted of naturalistic obser&ations of mother-éhild interaction
' in the home. The third>session of the series focused on play and cognitive
.developmont; ncethers andtchildron were observed in a laboratqry setting.

. ‘?ﬁ&s, at each assessment, each mother and child was seen a total of three
. ’diff?%ent times, involving a total Bf 5 to 5-1/2 hours of datz collection. The
sequence of data collection was constant for all four assessments--firs: language
(home) , then social (home), tHen play (laboratory). Scheduling was arranged so
that the sociai visit (i.e., the home observstion) took plice approximaiely two )
wéeks‘after’the language visith.and the laboratory obscrvation took place approxi-
mately one or two weeks after the soecial visit. To’complete the three parts of'
each assessment required approxinately S weeks, considerable orgénizational Sym-
pathy, regular prayer,’and an occasional tranquilizer.  Mosi parents were cheer-
rfully coorerative most of £He timey they welcomcd-unfamiliar 6bservers into their
homes, answerczd endless guestions, égd braved heat. and cold to visit the‘labora—
tory. Dut despite'the dévotion ank, patience of pargnts and researéhers, strokes
of natural calamity ;buld not be'avoiacd:_ mothers, children, and researchers .
became ill,véars ﬁroke down, téxis vere late, mother; gave birth to babies, families
went on vacation. Lifé and déath, troubles and joy, often did nct resgpect our
research schedules,Aand as a result the. test series for some famiiies took longer
(9 &eeks, in Bﬁg casg); on a few occasions the sequence was taken out of‘order, or
successive visits occurred witﬁin a day or ﬁwo rather £han the regular one to two
week interval. Or the,averége; our attempt to maintain a six month schedule was

successful. The mean age of testing was 12.3, 18.1,. 24.7, and 30. 3 months.

Analyses of variance failed to revcal Jlganlcunt main effects or interactiong for

v

sax or curriculum groups (seg Appendix F, Table 20 ).

Over the year and & half perioé, 19 pcople farticipated in data colleétion
{14 of whoﬁ}also served un home vjﬁitors), and approximately © others helped with
coding, tallying, and data reduclion. The relatively largeistaff of trained

research assistants madu Li possible to arrange "blind" testing. Since 7 different

, | CG026




people were involved in c&llecting language data, 6 in socisal and 6 in play, the ;

Y

influence of individual biases was reduced.

. s : . ) . -’
T3 tpan e Tanoe . -
Chnildren's Tanguage

4

The complexities of ianguage seem enormous but the young chilé is peculiérly
égaptcd to r;solving them. How does he come to undersfand.and speak the language
of those who care for him? This' puzzle has stimulated a number of detailed
stpdies of o.il ren's early language acéuisition. A greal many interesting issues
ﬁavg been studied over the past decade, éome more fruitfully than others. Since
our children were being studied from 12-ménths (before smost children speak) to

30 months (when most child:en do so) our probler was to identify veriables.likely

to be appliédble over an age range in which change is more striking than stability.

Vocabulary and s&htax—-the;problem of sfructural changeQ In the earliest
stud}cs; invastigatorslkept reCOrds‘of childyen's multi—word combinations and_thén,
to gain‘insight'info childrenfs‘approach to syntax, aﬁtempted to write a grzmmar
which would generate the utterances recorded. Typically, grammars were based on-
the distribution of words in the speech sample (Braine, 1563; Brown & Fraser, 1964 ;
Miller & Eévin, l96hj; WordS»whicﬁ occurred in like settings were grouped into
classes and rules written which would generate the class combinations actuallj a
obtained. These situdies gave rise t; pivot~-open gr;mﬁars. Early two-word utter-

N ances were said to result from fhc combination of one of a‘smail class.of frequently
used %ords, the pivots, with one Pf a 1arger'clas§'of open wofds. It was argued
that‘child;en began Qith.two-word; pivot-open coqstructions and progréssed gradualiy,-’
by a process of c}assidifferentiation and combination, to completé‘érémmars
(‘Mc*:e‘iii , 1066).

Theoretical {iffieulties and mors recent research (Bloom, 1571; Menyuk, 1969 ;

P

Schleiéinger, 1971), -however, cast doubt on tha usefulness of pivot-open theqry.‘

Sume children's qﬂjeraﬁces do' not fit this model, and even when they do, it is
"'! . .

difficult to establish the basis for the pi%ot-opén classification. The major
» . k< 14
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-' fail%ng of these approaches apparently lay in their concentration on distributional‘
.evidence rather than on meaniég. Words were c¢lassified as alike because they
occurrea with other similar words. lNowgver, children can use siﬁilar word combi-
nations té express quite different myanings. Thds Rloom's (1971) famous example

"Mommy sock' which can signify possession of an agent-object re’ationship depending

6n'the context. Recent studies have trieé to writq grammars which will not only
predict word combinations but will glso represent,;;é pivot—ppen £ enmar s did not,
the different meanings which siﬁilar combinations can convey (Bloom, 1971; Brown,
1973; Schleisinger, 1971). However, multi—wofd combinations-are the second phase of
language acquisition, beginning at gbout the age -of 20 months. Although Brown (1973)
has  summarized approximat;ly 20 studies of early syntax, lending considerable
coherence to the results of previous resga;ch, his summarj begins when syntactic

constructions have become prevalent.

The growth of children's vooébulary, the aeccumulation of 200 to 300 words, is

one of the more strikine developments of the second and third years of life. The
first phase of language acquigitioh, usua}ly lasting from 12 to 30 months, is
cﬁaructerized by the'develgpmcnt of words rather t?dnisyntax. Duriné this phase,
the child amasses a voc&bulaﬁy cf between 25 and 100 words. Redéntly, Nelsca (1973)
has e¢xplored the ;irst words cgildren learn. However, Neisdn's study ends 1its
detailed analysis as syntax begins.

The lag between these'studieé poses serious though not unsolvable problems
for the assessment of‘language devéloﬁment'ﬁetWeen 12 and 30 months. It is a case
in which the qualitative structure gf theuchild's performance undergoes substantial
cliange but the iesearch iaeally requires a’single unit of measurement able to

represent -the continuity between earlier and later forms. In order to assess the

/a\ggﬁcomcs of the:present ctudy, it was‘necessary to construct a single measure of

>

the child's level of lauruage production~which could span an age range in which

lanpuage chauges from largely unintelligible utterances, to single werds, to complex

multi-word cowbinations. . ‘ |

o © 66028 | | ;
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In the sfuay of syntax the accepted unit is the mean length of ﬁtterance (Mu),
Generally this is computed according to the rules given by Brown (1973). This unit -
has the advantoage both of widespread use and of providing an easy, if global, repre-
sentation of most aspects of linguistic complexity. Unfortunately MLU is not gppli-
cable to the éériod prior to sentence production. All children, no matter what the

size of their vocabulary, receive an MLU of 1.00 if they speak at least one word and

‘no ntences. Moreover, a child who uses one sentence and produces ten different

single werd utterances will receive a higher MLU than a child who uses one sentence
and fifty different single word utterances.
In the study of vocau‘lary, on the other hand, t@qye’appear to be two possible

units of mcasurcment. One is the number of different words used, the other the

-

simple number of words. To ellcw fér variation in productivity, the number of
different wbrds can be converied to a type/tokenrratio (rurber of different words/
total numbe; of words). Numbof of words can be converted to.a proportion of total
utterances.

| For the study of vocabulary the nuwber of different words has advantages:
é@er the simple number of words. The number of dif'ferent words provides an
indication of the size of the'éhild's:vocabuiary which is uninfluenced by any

. 4
variability in ckildren's tendencies for vepetition. Elininating repetition is

partiEulariy important when comparing the ease with which certain chiidreu learn
to use types of wordé. Some classes of words may, as will be discussed‘below,
lend themselves to repetition more than others. Unfortunatcl?, the number of
different words is not particularly useful as an index of the development -of
syntax. DNot only is it extremely time consuming to compute, but in some sense it
‘advanced speakers. Advanced syeakeré use copulas, past tense

endings and other inflections which, although reflecting their advance ™ syntactic

status, can be used in most utterances. Thus they use a smaller proportion of

different words per total words spoken than do children who do not use such

Co629
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Fortunately, in early speech the number of different words and the total
nunber of words are highly correlsted. When sentences begin, the number of words
'ner utterance is closely related to MLU (number of words per utterances using words).
The nurber of words per utterance (hereafter referred to as prcportion of words)
thus provides-a compromise; it is a unit of measurement which can be used for
representing both the level of vocapulary development and the acquisition of syntax.

There are technical problems as we11;. Research on early vocabulary development
has generall& relied on parental reports. The majority of these were constructed byf
linguist or psychologist parents who kept careful records of their chiidren's
language development (Lewis, 1951; Lecpold, 1949, étern, 1930). More recently,
Nelson's (1973) study of early vocabulary asked a group of mothers without special
training to keep records of their children's first 50 words. The advantage of
parental reports is that parents have a greater opportunity to observe their chil-

dren than do outside observers. In the early stages of‘speech development, words

‘occur infrequently; during a two or three hour visit by a researcher the child may

only produce a fraction of his total vocabulary. Further, early pronunciation is

often inarticulate; many words are intelligible only to parents. The'disadvantages
of a parental ;ecording system lie in the 1sck of reliability between observers.,
Parents vary in their definition of words and in the accuracy of their records.
Insofar as the%elirregularities index parental attitudes toward lengange and other
behavior, they\msy interact with the linguistic variables under consideraticn and
further complidate an interpretation of the results obtained.’ -,

Studies of syntax have usually employed 3ust the opposite approach. With a
few exceptionsIKBraine, 1963; Weir, 1962), recent records of children's early e
sentences nave %een kept by outside observers, using taped and written records of

children's speech (Bloom, 1970; Brown and Fraser, 1964; Miller & Ervin, 196h; and

many others). As children begin to speak in sentences, their production of

lPreliminary analyses revealed a correlation of .12 ab- 18 m.nths betwaen maternal -_-
reports and vocabulary counts obtained from a trained observer

66030 | o
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intelligible utterances 1ncreasés. Tape recording becomes & necessity if a complete
record is desired. Transcription of such recordings is a time consuming task
requiring a trained observer. Most parents thus beéome ineiigible for the task of
;ecord keeping.

The methodology of parental reports is thus only applicable to vocabulary
development. However, outside observers with tape recordgrsrcan be used for the
study of both vocabulary and syntax. In the present study, maternal reports and
taped records wer:’used to sample children's vocabulary, whereas taped records
were uged to obtain measures of other aspecfs of language production.

In addition to problems of measurement and recording, there are problems of
interpretation which hinge upon how the utterances of young children are best
classified. Traditionally, children's vocabulary was classified according to
parts of spéech (McCarthy, 1954). Two objections can be raised to this practhice.
First, children's meanings are often at variance with those of the adult. If, for
example, a child uses "daddy" to refer to all males rather than only to his father,
it is a common rather than a proper noun. Further, words ban be clascsified
accordiﬁg to parts of speech only on the basis of the roles they play in senténces
(Menyuk, 1969). If the child speaks only in single words, parts of’speech have no

~meaning for him.

The alternative seems to be a semantic claésification system. There are
problems here as well. Meaning changes over time. The child can use "ear" to
refer to ali moving vehicles today and only to cars tomorrow. More important, if
speech is holophrastic, the intended meaning of an utterance changes from moment ”

to moment. "Car" can connote the desire for a car now and someone's possession of

a car five minutes later.

The present study found detailed semantic analysis extremely difficult and

so adopted a compromise which is closer to parts of speech than to semantics.

Children's single word utterances were classified into parts of speech (see Appendix D)

o . ‘
<
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However, where the child's meaning was cleariy differentzfroﬁ that of an adult's,

the child's meaning was used as a ﬁasis for classification. :Further, certain
classification categories were introduced to allow for words which children frequently
.used differently from adults. The obJjection that children who do not speak in sen-
tences do not have nouns, verbs, etc., still holds true. However, the purpose of

this classification system was not to invest tﬂe child with these categories?,

but to relate his early language to the syntactic period in which parts of speech
acquire meaning.

Thezfpnctions of language. In addition to promoting vocabulary, a goal of the

language curriculum was to help children appreciate the multifold uses of speech.

Our research (Starr, 1974) and that of Nelson (1973), indicate that:as children begin
to acquire words, they become aware of the poséibilities of language as a communica=-
tion system. Oome children develop a language orientation toward describing objects.
They learn nouns and adjectives. Others focus on social and expressive terms; their
speech is devoted to expressing needs and desires. A similar orientation or general
interest characterizes his first use of syntax (Starr, 1974). He continues to talk
about things or fo express his feelings towerd others. In the present study, we
examined the functional aspects of the language children used. _The ability to use
language descriptively is an essential communicative‘skill. In order to communicate
ideas, the speaker must be able to accurately describe actions, objec%s, énd the
’relations between objects or actions and objects. Between ohe and two and a half
descriptive language is, of course, Very primitive The child usually only names

an object or describes it; only at two aﬁd a hélf + .3 he begin to relate two objebté
Aor an object and an action. However, we assumed tt = - the ability to label objects,
and their attributes was the forerunner of true descriptive speech. Demand speech
represents the other side of the coin from descriptive language. Désériptive
language deals with the world objectively; demand speech communicates the speaker's

wants and needs. The child needs to acquirc demand speech, for adult language is
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used to obtain fulfillment from others as well as to describe the world. Again, _
demand speech between one and two and a half ic primitive. The child;generally
combines one key demand word ("more" or "want") with the object or-action desired.

-

We assumed that the use of these standard phrases represented the early stage of -
. . \A'.

R

demand speech.

Between 18 and 24 months, children begin to gfasp the éonversation function
of language. Interjections are a feature of any adult conversation: greetings
and exclamations occur regularly in infofhal settings. Yet interjections,;when
compared fo descriptive or demand phrases are seen to ‘have little content; they
.express.emotions, not idezs. In contrast, the presence of gu=stions and answers
in the child's lénguage signals éhat the éhild‘is trying to use language to con-
verse with someone, not merely to express feelings, describe objects or obpgin
fulfillment of his desires. Language with questions and answers sounds like a

-

dialogue rather than a monologue. Questions and answers appear relatively late
@n the course of language acquisition, becoming fréquent only when the child acquires
a rudimentary vécabulary'and synfax (stein, 197h).

Although the child should be able to exercise most of the functions of language
with a relatively limited vbcabulary or syntax, thére is some evidence that struc=
tural and funct;onal aspects of 1angﬁage are not totally independent. How aspects.
of children's ¥mnguage change with age and the deveJOpmental'timetable for particular

forms and functions was a matter of considerable interest in our analyses of the dsata.

Comprehension. There is now adequate evidence that linguistic comprehension
precedes linguistic production (Fraser, Bellugi & Brown, 1963; Neléon, 19733 Sé;&h,
1970; Starr, in préss). When language acquisition is approached with a semantic'
model this- statement seems almost a truism. In order té produce a construction’
which will accurately convey his meaning, the child must ha&e comprehended the

meanings conveyecd in other similar constructions. For example,'the child who can

convey an agent-action-object relationship such as "John throws the ball," must




have comprehended other similar sentences. Ofherwise he might have combined John,
thrgw, and ball in any other of a.number of possible permutations. |

The comprehension tests were designed to provide infor;a%ion on the relationshib
" between comprehension and language productién.h Thé items on the Assessment 2 test
described some of the relationships frequently communicated by children's early
sentneces. For example, some items described an ahtripﬁtive relationship, "Give
more ball" or "Give big car." Other items described a possessive relatioﬁéhip,
"Give Mommy's purse," (for a further dégcription of these relationships, see Brown,
1973). We wished to compare the ease with which these various relationships were

understood at 18 months, and the frequency with which they appeared in the sentences

of two-year-olds.

The assessﬁegﬁ»of children's language. The child's language production and
comprehension were‘assessed in a variety of situations at each assessment. Assess-
ments took place in the home and last 1 to 1-1/2 hours, Each session was preceded -
bj a 5 to 10 minute chat witﬁ the mother, during which time the observer briefly
described each task. The situations vere presented in an order designed to maintain
the child‘s interest throughout the asseésment session (see Appendix D). Thus
specific tests (Comprehension, the Palmer) were interépersed with pegiqu during
which the child could play'with toys as he wished. Periods of adult interaction
(mother-child play, obsérver-chi]d play) were interspersed with opportunities for
the child to play alone. In most cases it was possible to keep the éhild happily
involvéd_in the proceéiings for the entire visit. ' o .

Sevgral'portions of each assessment‘werg taped on a portable cassette recorder.
The tapes were used to assess the level of children's langu: ge production. Chil-
dren's 1anguage'was taped while they ﬁlayed with an adult énd whiie they played

alone. , Toy sets were varied during interaction periods so that the children's -

1
language production was sampled over a variety of interpersonal and material settings.

)




Since transsituational reliabilities were moderately high, scores were combined
over situations to produce the final measures of-children's language productions.
The measures of language usage were converted to percents because of high
variability in the total number sf utterances: Twouobsérvers classified a random
set of 30 transcripts; intefobserver agreement ranged from .95 to .98 (see Appendi#
D for additional details). The final set of measures were a) pr0portioﬁ of words
(no. words/no. uttér;nces, b) no. utterances/minute. The number of utterances per
minute is positively correlated with the level of children's language production
(Nelson, 1973). Thus, to some extent, this measure, like thé proportion of words,

assessed linguistic ability. The number of utterances per minute was also

assumed to measure the child's efforts to communicate in spite of limited lin-
guistic ability. Children witl. a high number of utterances per minute try to talk
althoﬁgh they experience considerable difficulty in meking themselveg understood.
¢) % descriptive speech (no. description/ro. utterances, d) % demand speech (nb.
demand objectAplus action/no. utterances), 3) % questions (no. questions/no. utter-
ances, T) % answers (no. answers/no. utterances, g) % interjections (no. inter-
jections/no. utterances).

The méasures of children's vocabulary were a) percentage of nominals (no. of

nominals/no! of words). A majority of early vocabulary words are nominals, and a

very high percentage of nominals in early speech}seems to be characteristic of
children who acquire a large and varied vocabulary by two and a half (Nelson, 1973¢

Starr, in press), b) percentage of modifiers (no. of actions/no. of words). Action

‘words, like modifiers, account for zonly a small proportion of early vocabulary.

However, action words must become more frequent if sentences are to become more

complex; growth in the proportion of ‘action words would appear to be required when
the child begins to produce long sentences.

Comprchension was assessed at each assessment. Test items varied with the age

of the children, but the same format was followed .at each age level. The items were
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designed to be of moderateddifficulty for the age of the,children tested. Since
pilot work indicated thatuchildren generally performed better when test items were
presented by the mother, such a procedure was folloﬁed here. The observer gave
the mother a set of flash cards, and asked her to read tpeﬁ, one at a time, to

the coild. If the cﬁild did not respond to the instruction on the card, the
mother was allowel to repeat the item three times before proceeding to the next
card. The child was given a standard set of toys containing all the objects men-
tioned in his mother's instructions. After a break of fivegminutes,Jthe dother '
was giyeo a secondhset of cards and the child another set of toys.® The orocedure »
was then repeated. Items, materials, and scoring procedures are described in
4Appeodix D. _

The Palmer Concept Familiarity Inventory (1973):for 2 yesr 01ds was admin-
istered at 2k and 30 months. The test is a vocabulary compr=hension test which
'assesses the child's ability to understand words which are commonly osed to
describe the attributes of objects. Each item presents the child with a pair ef
s1m11ar objects which mlght d1ffer, for example, in color (e.g., a black horse

and a white horse) The examiner then asks the child to point to one of “the

pair. The Palmer‘items used at edach assessment are listed in Appendix D.

Maternal Speech ) S

y Although the potentialities for language lielwithin the ~hild, the lenguage .
he acquires is determined by«the culture io which ﬁe is born. A knowledge of the
character1st1cs of that langauge is an a1d to understandlng the child's efforts
to match it. Occas1ona11y speech to the ch11d has been assumed to be identical

with speech between adults (Chomsky, 1957). However, recent evidence suggests

‘that speech to chlldren varies in both form and content from the way adults speak

to one another (Bernstein, 1970; Hess & Shlpman, 1965; Snow, 1972).

The child hears speech from both his parents, from other adults and from
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‘other children. In the present study, we regarded the mother as a major source.
of linguistic information for her child. Her speech and activity' are the‘primary
variables through which we sought to affect the child'é*language. Operating from
a Piagetian framework, we saw the essential function of maternal speech as provi-
ding the child a source of informotion gbout language to which the child must
accommodate his growing knowledge of language. The child's languagé changes
radically in this age span. If the mother's speech is provoke accommodation, it
nmust also» change.

| Yet little‘is known of the precise characteristics of maternal speech which
serves this funotion: Some tentative propositions made in formulating thé cur-
riculum wero translated into assessment measures.“‘In the oarly stages of’
laoguage acquisition, tho function‘of maternal speech is to ocquaint the child
with both the refereptial and expressive-functions of speecp; the mother uses

:language to describe the world and to initiate or maintain social contacts. It

is an:aid %b the child‘s’earlj langauge development if the mother acti;ely

initiates language cxperiences--if she uses it to describe objects or people,

3
.

to direct the child'; activity,-or to -express feelings.

As the child starts to speak, the mother's emphasis should shift from expan-
ding the child's hypotheses about the function of language to the development of
language itself. Our research and that of others (Nelson, 1973; Pfuderer, 1969;
Snow, 1972) supgests that the crucial characteristic of optimal maternal speechﬁ
now becomes its responsiveness. At this stage the mother basos the content of her
speech on the child's interests. She bases the complexity of her speech on the
child's level of understanding. She is sensitive to his incorrect and tentati#e

“elassification system. When he miscla;sifies objects she responds by gently
correcting him. When he ca]}s a truck a car, she says, "ch, it's. a kind of car,

that kind is called a iruck," rather than, for example, merely informing him, "Wo,

that's not a car."
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When the child start; to speak in sentences, the quélity of maternal speech’
apparently changes again:(Halliday, 1969). Now the mofher engages her child in
Qialogues, as%ing him questions, responding to his speech and asking him ‘new

/questions to elicit more speech. By her example she teaches the child how to
engage in adult conversation. Our data (Starr, 1974) suggests that now responding
to what the child says is particularly importaﬁt. Presumably the mother's;

éxpres;ion of interest encourages the child to initiate conversation himself.

_ Structural analyses. Little research exists on the structural aspects of

maternal specech. It seems reasonable to assume, for example, tgat the frequency
of parts of speech in maternal language might inflﬁence'children's vocabulary.
Nelson (1973) found that the extent to which motheré named objects affected.their
child's voc@bulary. In addition, Bernstein (1970) suggested that variation in
children's vocabulary of nouns, verbs, adjectives and adverbs was related%fo their
mother's speeéh. One puzzling aspect of children's early language is -the preseﬂ%e
and absence ol certain structurﬁl forms. This canAbe partiallyvexplained on
grqpmatical grounds; questions and n=2gations, for example, appear late and also
re;uire complex transformations. Alternatively, it may be explained, as alluded
to earlier, on the basis of the frequency of these forms in maternai speech. In
thé assessment of maternal speech, we examined structural variables such as noun-
verb diversity and the mother's tendency to use’ébﬁplete éentencgs.

Content. Maternal speech can also be an:lyzed according to its content. The
largest portion of nother's speech to small children consists of directions for-
their behavior (Starr, 1974). The frequency of such directions may be re}ated to
language beéause it indexes the mother's géneral interést in her child's behavior,
’including his speech (Nelson; 1973). Directions were defined as any -suggestion,
however mild, that the child:do something. Directions thus in&luded grammaticalr

imperatives and stabements and yucstions that were actually dircctive in intent.

CoGo8-
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Like directive speech, speech which describes the child may be an index of the

2

mother's general interest in hgr child.’ To the extent that mothers who are <
interested in their children talk and listen to them more than thcese who are
not, speech.deséribing the child may be beneficial for language deve10pmen€;~
Speech which describes the child's activities may be part%gulafly benéficial'to_ )
language; the referent should be ;asy fo; the child to ascertain. Thé'éecond
largest portion of maﬁernal speech tb,the chiidldescribes things (Stgrr, 197&).
Utterances which had an objeét asithéir real or implied subject were classified
as Describing Things. "Th;t‘s a ball,ﬁ "The ball is red," and "Where's tﬁe red
ball?" are all examples of this categdry. Directive and descriptive speech _
. L&y ‘ - i’
tends to be fairly informative. As the mother tells the child what to do, she is
labelling objects and relationsg as she‘describesfpe0ple-and things she is u;ing
aAzerbs ;nd adjecﬁives. .. Some materna;_speech conveys relatively little informa-

ion .regarding the relation betwedn ianguage and events. Many mothers speak

lmost exclusively in interjections--"Wow!" "Oh, oh!" "Good!" "Atta-boy!" "Stop!"--,

he stereotypic language of verbal reinforcement. Although possitly an effective
: ‘ >
means of controlling the child's behavior and certainly an important language

function, interjections provide a relatively skimpy communication model.

The assessment of maternal speech. At some point in each assessment, the

]

! TN .
! mother was zsked to show her child standard sets of toys. Mothers were aware ‘that

-

this portion of the visit was taped, but they were not told that theifnown spéech

-

was of interest. Maternal speech directed toward the child during this segmént

\

was transcribed by a trained typist, checked and then coded whenever possible by

the research assistant who collected the data. Again, measures were combined over
. ’ - "

<]

situations to produce the final measures of maternal speech. Th;se measures were
a) % directive speech, b) % describing things, c) % deseribing the child, d) %

descriBing other people, e) % interjections, f) % questionms, g)‘houh/verb diversity, .

[N
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ﬁ) % complete sentences. In the factor analysis, complete sentences which were
questions were separated from negative and simple active,affirmative, declarative -
sentences in order to distinguish the mothers' tendency to pnomoté conversation
from her tendency to use grammatically complete statements. A finai ﬁeasure; 1) -
matern;l responsiveness, took into account the contingency between the chiid's
utterafice and the mother's response. When the child speaks little, a maternal
language style which i;'highly contingent offérs the child a relgtively limited
~sample of speech. Oncerthe child is p}odﬁcing language, mothers with a.responsive

t % ’ : . ! .
style say more, and at that point, what they way is likely to be linked to the

v

- child's interests and activities. Additional details regarding coding, calcula-

tion of scores, and reliabilities can be found in Appendix D.

Children's Play: fStyle and Structure , : T

Children's play, although widely heralded as the young child's dominant form of

spontaneous ‘activity, is perhaps the léast well documented and studied behavidr of
those we are considering.’ Whether simply the spontaneous expressidn of children's "
competence (Piaget,. 1962, 1966; Sutton-Smith, 1967, 1971),.of a’précessvwhich
prémotcs cognitive growth (Bruner, 1972) has been debated but'not resol%ed. Indeed,
if we consider play s- a complex behavioral system with multiple forms and funétions,

it is unlikely that the qugstiop'of its role in children's development will be resolved

at the level of the global- label used to stake out the domain of the activity; just as
children's language needs to be parti%ionéd into useful analytical categories, so it is
, .

necessary to partitiorn play into smaller units which permit systematii obServation:

Style of play. The contrast between specific exploration and d ersive explora-

-~

tion (Berlyne, 1960; Huff, 19+O; Nunnall& & Lemond, 1972) typically provides the
basis for measﬁncs of children's style of piay.

Suppose a chi]d;s activities are divided into an action'compdnent and aﬁ objeét
component. In specific exploration, the relation is that of many actions to 935,: - %

e 1Y T .
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obJect--individual.actions might be brief or sustained; but the child samples one
object while selecting broadly from his repertoiré.of behavior: A child might picg
up an objéct and then shake, bang, mouth, or throw iﬁ. In diversive explorati%P,
the relation ié of one action to many objects--the child samples broadly from the
objects in an array but narrowly from his behavior répertoire: A child might pick'

up one objeét after another, thus holding the action component constant. It is
evident that a child whowconfacts many objects and who does many things with each

of them within a given period of time will show a relatively high rate of action-
object change. In order to summarize different patterns of action-object relations,

at least three variables seem necessary: (a) one which reflects the éxtent to which
. _ . .
a child restricts Q;s,activity to a particular preferred object, (b) another which

T

considers the diversity of objects contacted and (c) a third which considers the

rate at which actions and/or objects chanéé:' T

In situations vwhich permit’.choices, it is possible to examine children's sus-
“tain. . directed involvement with individual objécts (Kagan, 1971; peppucéi, 19703
McCall, 197k4), as well as the diversity of theif contacts (Goldbefg & Lewis, 1969; .
Messer & Lewis, 1972). According to one point of view, a young 'child's tendency, to
engage in sustained ‘directed activity (based on the time spent/ﬁith pafticular
objects) indexes a reflective style of problem solving (Pederson & Wender, 1968;

?

Kagan, 1971; Reppucei , 1970).

!

According to other investigators, preference for a particular object &and
!

the tendency to contact =a greéﬁ'many different objects reflects the child's

level of information processing (Messer & Lewis, 1972). However, there is some

\ _ . ; .
reason Lo believe that some componénts of children's activity with objects index

an emotional response to situational stress associated with the presence or

approach of an unfamiliar person (Ainsworth & Bell, 1970; Maccoby & Feldman, 1972).’

1
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months on all measures as unfamiliar people and places have a less disruptive

)

The relation between age and children's style of play is-also unclear. If,
for example, a high rate of action-object changg is a ;igﬁ of impulsiviéy, one
might expect to find-a Qecline with age; if, héwever,lthe measure reflects infor-
mation procéssing skills, one mighf expect an ;pcrease with ége. If phe specifie
exploration of a preferred object is related to the breadth of a child's behavioral
repertoire, one mighf exﬁect to find an increase with age as new. activity scheﬁes
becomé funcfional; ifethe child's tendency t6 sample objects broadly is linked to

a process whereby children come to know about novel objects in the environment, one -

might expect to find a decline in diversive exploration ‘as children's experience

with objJects expands. If style measures index children's emotional responses to

anfamiliar persons and situations, one might expect an increase between 12 and 30

influence on play.

Structure ofAPlay. Although the action side of play is of considerable theo-

retical interest (Berlyne, 1960; Millar, 1968; Hutt, 1970; Nunnally & Lemond, 1972),

measures of curiosity, exploratory or manipulative behavior are often based on the

obJect side--the duration, latency, or frequency of obJject contacts. Distinctions
among actions are most likely to be made in studies which present the child with

one object at a time. For example, Switzky et al. (1974) differentiated exploration

I

(the examination'of an obJect visually and tactually) from play (rhythmic mani=
pulation of the object or use of it symbolically to represent something else).

In a recent ctudy of free play, Mcéall'(l9710 defined finer qualitative categories
'(e,g., mouthing, appropriate behavior, secondary and tertiary qircular rcspohses);

which showed significant changes between 8 and 12 months of age. Yet to many

developmental txdorists (Piaget, 1962; Werner & Kaplan, 196h) the form-or structucc ©

¥

of the activity is the most consequential aspect of the way children's object tran-
cactions change witn age. Indeed, a recent observational study by Inhelder, Ldziﬁe,

Sinclair & Stambak (1972) posited that during the second year of life chanises in
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the.way children manipulate objects should parcllel changes in their tendency to
use objects symbolically. Suppose activities are classified according to their
structural characteristics. In a Piagetian taxonomy, one-object activities would
be the most primitive. The child manipulates one'object at a time as if it‘were
an undifferentiated whole, using sensory-motor behaviorsysuch as pushing, pulling,
throwing, waving. At a somewhat more advanced level, children manipulate the parts
of objects (wheels, kaobs) and place two-objects in relation to one another (i.e.,
on top of, into, next to) often governed by an apparent recognition of how objecta
typically go together (cup on top of table, spoon‘into cup). Presumably, such acti-
vities reflzct the child's differentiation and organization of spatial relations--
both‘the relation of a distinctive pert to the whole and the relation of one object

to another. Finally, the child comes to acknowledge other characteristics of ob-

Jects (e.g., roundness) and to use these characteristics in his orgdnization of
them. It is at this level that he is able to solve form board problems or put

rings on a stacking pole. It is also at this time that tne'child begins to build
towers and rows in which objects are systematically ordered with respect to physical

N

spatial, or temporal schemes. It should be noted that age norms for items on infant

developmental tests (cf. Bayley, 1969) seem to follow a similar sequence. From

[

a developmental perspective, the striking phenomenon is that prior toua certain

time, the task'of putting a round form into a round hole simply doesn't\@ake
aen?e to the child. The progression svggested by these observations is ae foll—.
ows: The child initialiy performs action routines on an object treated as if it
nere a distinctive, undifferentiated pattern, unrelated at any given time to
other objlects in an array. Then, as individual object patterns becone decomposed
'.and dimensionalized, new patterns of "objects-in-relation" can be constructed by
‘vay of special combfning activities which can be applied iteratively (e.g., one

block on top of another). The appearance of pretend piay at gbout this time seems

to be associated with a new way of organizing relations between objects. If, as

t

. - | - g
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Piagetians claim, activity-object representations are initially acquired ﬁhrough,
imitation (i.e., the figuravive aspects of iﬁtelligeﬁce), the development ofvppe-
tend substitutions would séem to depend upon the functioning of a éecond, more
sophisticated process (i.e., the operative aspects of intelligence) which can
break down, code and combine the central elements of activity;opject representation
Thus on theoretical and empirical grourds, there ig some reason to believe that how
children usé objects changes with age, and that4ho§ they use obJects in play
expresses the‘pracfical, adaptive side of cognitive development.

Two guite different aspects of play--its style and its structure--seem to have
different implications for children's social and iﬁtellectual development., With
respect to style of play, interpretations disagrece considerably, and how variables
asssciated with children's style of play change with age is uncertain. The devel-
opmental implications of the structural aspect of play seem clearer. Changes in
the way childfen use objects between 12 end 30 months--most especially, the way tie

impose upon cobjects relatively sophisticated modes of organization--presumably

- refiects the child's acquisition of mental structures which haye to do with

objects-in-relation to other objects. The case for ihdividual differences is
less cle&r, although one would expect more sophisticated ways of dealing with
obJects to be related to indices of intellectual competence.

The play curriculum evolved out of the noticn that play was a childhood

activity which, when unencumbered by stress and supported by an interest in

objects, enriches children's experiences with the features and workings of-

physical things. We expected children in the play cufriculum to be more varied
in their activities and more sustained in their interests. We also expected play

children to show relatively more mature forms of activity--more symbolic plsy,

end nmore sophisticated object combinations.
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Assessment Procedures. In order to examine style and structure within a

single observational system, it was necessary to devise a procedure which took into‘
account both action and object. The scﬁeme eventually develéped was bésed~on a list
of apércmimately 50 core verbs whichAdéscribed sbecific actions (puts into, fits,
lines up, bangs, fingefs, feeds, stirs, and so forth). A verb could only be coded
whenkavchild's cOntacé with an objJect was visually directed (except for mouths)
and although non-tactual contacts weré coded (such as kicks), they occurred infre-
quentlyf A verdb cbde vas always followed by the name_of the object contacted, so
that the basic unit of observation was an action-object event. An obsérver, sta;
tioned behind é one-way ‘viewing window in a room seﬁ;rated from the playroom,
orally recorded on tape the child's ongoing action-object behavior blocked into
10.second intervals by a timer a’tached to the microphone.

Each verb was assigngd on an & priori basis to a broader structural category--

a verb such as fingers designated a non-specific exploratory behavior (Ml), verbs

such as bangs or shakes referred to a well-defined sensory-motor action (Mg)? a
verb such as puts'into designated a simple spatial relation (Mh), verbs sucﬁ as
feeds or stirs designated a pretend activity (P)% The verbs ané structural
categories, and coding rules are given in Appendix CII, Table Cy and Appendix
CIII). The transcribed protocol from which scores were tabulated contained a
structural activity code for whénever an action or objJect changed within a 10-

second time interval and a list of the objects used by the child. Observer

training'and post-training reliability procedures'are described in Appendix CII.

Observer reliabilities taken over assessments were based upon 30 play episodes
in which two observers weré stationed in separated observation rooms. By
pairing each of the five observerslwith every other observer, the sample of 30
represénted three sets of 10 cgmpleteNPairs. Another set of relisbilities,

obtainedvonly for selected key measures, were based oa a larger sémple of 100

(0045
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children. Estimates of observer agreement for the sample of 30 weré based on the .
ratio of the smaller score tp tﬁe larger score, averaged over ob?efver pairs;
wvhereas correlation coefficients were obtained for the larger saﬁple.

The following measures of style and structure were derived from the basic :
coding scheme. Obsérver reliabilities.are given ingparentheses.
1. Play Style: (a) Tempo of play, based on the number of action-object units
per 10 sec. interval, reflects the rate a@ which the child changes either the
object he is using or what he is doing with it. High scores reflecﬁ two sources
of diversity--one from actions aﬁd one from things. Iow scores could mean either
that the child's activity was punctuated by pauses, or thaf it was highly.repeti-
tive (% observer agreement (30) = 96%; r = .94). (b) Focal Object Involvement

(FOI) indexes the degree to which the child's interests tend to converge on one

3

or two preferred objects. Each child has two FOI scores: FOI (1) irs based on the
number of intervals in which the child contacted his most preferred object

. - { .
(observer azreement (30) = 94%) end FOI (2) is based on the child's second most

frequently ‘contacted object (observer agreement (30) = 95%). In the final analysis,

., FOI (2) was subtracted from FOI (1) to obﬁain & measure of the narrowness of the
child's preference. (c) Object Diversity reflects éhe breadth of a child's explora-
tory activity. ?he score is calculated as the number of different objects a child
contacted during an observation period (observer agreement (30) ='92%; r = .93).
(d) % Executive Failure was a measure designed to assess how well a ¢hild was able
to carry out an intended activity (observer agreement (30) =v81%)f According to
~ Bruner (1968), skilled.action:\both in its sensory-motor and its cognitive aspects,
should increase during the seéond and third year_ofrlife. An executive failure was

coded for sensory-motor failures (cup tips as the child is trying to put a spoon in)

“or cognitive failures (trying to put a spoon into the blind end of a jar). Four

additional measures, positive affect (92%), negative affect (95%), looks mother (87%)

and looks experimenter (85%) asscss the social-emotional aspects of play.

o (6046
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2.Play Structure: In the analysis of age effects for structural variables both
frequency scores and proportions were used. Proportions were btased on the fre-
quency of a given form of.activity divided by the total number of activities.

(a) Level 1 activities are thosé which involved actions with a single objecﬁ.
One-object activities were considered to be the least mature form of play, which
should show a decreése'during the first year of 1life (% observer agreement (30) =
86%). (b) Level 2 included activities which indicate that the child either dif-
ferentiated part of an object from the—whole (such as turning the ﬁheel of a truck)
or placed one object in relation to another (spoon on cup, pot in truck) (% obser-
ver agreement (30) = 87%). (c) Level 3 consisted of activities which involved some

constraint due to either the properties of an object (fitting spoon through the

.bafs of the crib) or due fo an ordering scheme imposed by the child (1ining up two

cups, making a row of chairs). Level 2 and Level 3 activities were expected to
increase between 12 and @80 months (% observer agreement (30) = 82%; Ti00 = .89).
Since Level 3 activities occurred relatively infrequently, Level -2 and Level 3

activities were combined in later analyses. (&) Pretend activities were analyzed

I
[

separately on the assumption that prefend,play reflected changes in the child's

ability to represent familiar activities and events (% observer agreement (30) =

[N

827%; Ty00 = +89). Briefly, a pretend activity was defined as one which resembled

‘a practical everyday cevent displaced from its practical coutext (such as the

motions of eating froﬁ a spbon .n the absence of food, the motion of reclining
with closed eyes without going to leep). .In more elaboraté pretend activities,

the child might treat an inanimatd object as if it were animate (feeding a doll,

‘putting a stuffed animal to sleep, or engage in typically adult activities (read-

ing a book, telephoning). In coding structural activities, a superordinate code

’

(M1, P) could be used when no verb from the 50 verb list was applicable. Additional
details regarding the coding system, inter-observer and transsituational reliabil-

ities and behavioral criteria can be found in Appendices CII and CIII (see also

- Tables Cl, C2, C3).
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The children were observed during two 10-minute episodes. A different toy
set (consistingfof 14 toys) was presented at the beginning of each episode (see
Appendix Cl for toy lists). Toy Set I contained’materials which tend to support,
pretend play (a truck-like truck, a doll-like doll, cup-like cups, and so fortﬁ).
Tﬁe materials in Toy Set II wene roughly matched to those in Toy Set I with respeet
to general size and shape. Scores were moderately correlated across toy sets
(ranging from r = .37 to r = .48; see Append{x CII, Table C3, for transsituational
reliability coefficients). In order to simplify the analysis, scores were averaged
across toy sets. 1In 5oth Play episodes, the experimenter suggested five pretend
play themes to fhe child (e.g.; "The baby is hungry, feed the-baby"), at approxi-

mately one- to two-minute intervals. Procedural details are described in Appendix CI,

Maternal Play Style

The curriculum encouraged an elaborative style of adult participation in the
child's play. The emphasis wes not on the total amount of an adult's activity, nor

did the curriculum encourage a didaciic mode of maternsl interaction. As defined ...

in the curriculum, elaboration is an interactive concept based on the adult's
response to the child's activity. If the child is banging on a drun, the mother
might propose that he try banging on something else, thereby‘encouragiﬁg'the
child to extend familiar schemas to new things. The mother might also propose.f
en elaboration on the action side by suggesting that the child try rolling the
drum, thereby expanding the range of schemas applied to an object} Since &ouné
children often lack the fine motor skills necessary to carry through activities,r
the mother's role in helping the child (by steadying the drum, or retr;eving it
when it is out of reach) was salso stressed. A helping activity vae one in which.

the mother proposes no change in the child's activity. The definition of parfi—

+
.

cular play entries were based on whether the mother pror~sed a change in the
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child's action, or object, or both. Figure 2 indicates how elaborative and un-

related entries were conceptualized. The curriculum attempted to enhance the

Figure 3 about here

diversity of children's play, by encouraging the mother to ndpice the fine details
of the child's activity and t6 respond within the framework of tﬁelchild's.interest.
How might a mother's play stylg change as the child grows older? One might argue
that an.elaborative style is "natural," and that, by its very nature, it would be
linked to the child's behavior and therefore tend to keep‘pace with the child.

On the other hand, mothérs might tend to perform spectacles for children when they
are young--to-entértain and amuse them until the children themselves develop the
skills needed to perform varied object activities. Finaliy, one might argue that

mothers become more ambitious for their children as they grow older, and that with

age they become more prone to tutor their child in the appropriate use of obJects;

Assessment Procedures. The assessment of maternal play style was based on

the scheme described eérlier. At each assessment, mother and child played
together for periods lasting from 4 to 8 minutes. The tby sets contained a

large number of attractive commercial toys. A mother's activity was coded
whenever the mother handled an object with some gesture indicating an attempt

to attract the child's interest (several mothers tended to Play with the toys
themselves, often with their backs to- the child). Maternal behaﬁioré were con-
tinuously coded on a pre-established form. Reliabilities were based on the
record of two observers (one stationed inside the Playroom and the other sta-
tioned behind a one-way viewing wirdow) obtained for 75 children at 12 months

and IOQ children at 18 months. A detailed description of procedures and materials

is given in the Appendix (CI, CII, Tables Ch, C5).
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The mother's play entries were scored accordihg to the féllowing catego;ies:
(a) Elaborative entries referred to those in which e;ther the mother's choice of
object, or her choice of activity matched the child's activity. (b) Unrelated
~entries were those in which the mother varied both activity and object. (¢)
Helping entries . re those in which %he mother's suggestibn involved neither a
change in activity or object (e. g., ¥hen the mother steadled a toy, or handed the
child another block, or part of a toy to malntaln this ongoing activity. (a)
Imitative and reqipxocal activities were;those in wh;ch the mother either repeated
what the child had done (without changing object er activity) or in which the
mother repeated an interactive activity (e.g., child roils peg to mother, mother
rolls peg back to child). For a more extensive discussion of behavioral criteria
s;e Appendix CIII.

Elaborative and helping activities were difficult.to distingpish, and
imitative-reciprocal activities occurred infrequently. In thé.final analysis, the
. N
index of an elaborative play style was thé ratio of difference between elabcrative-

helping entries and unrelated entries and unrelafed entries to the sum of all
activities coded'gobservcr agreement (30) = 91%; r7 = .85). In addition, the
total number of m;ternal play entries (observer agreément (30) = 89%; rqg = .82)

was analyzed.
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‘Social Development

Undoubtedly the most intense feelings of chlldhood involve the social ties
between a child and significant others in hlS env1ronment. How the infant comes
to form and extend_social relationships, how he constructs a theory of his social
world based on interacﬁ;ons with the significantmpe0ple in his life, has received

attention in the past from investigators of different theoretical persuasions and

‘research propensities. Researchers studying maternal-deprivation, infantiattechment,

o

and children's social play have provided descriptiohs‘of various social phenomena

V~, which appear during childhood. Ethologists, psychoanalysts, social learning theo-

* rists, and cognitive-developmental.theorists have offered explanations for the ’

*

eppearance of these phenomena. More recently, the child's social world has been
emphasized by those interested in early education. Reaiizing the pervasive influ-
enee‘bf the social environment on the child's development, educators heve expressed
concern about the interactions betﬁeen caregiver and child in day care centers. and
homes (Fein\&‘CIarke-Stewart,'1972; Anérews, Bache, Blumenthal & Wiener, 1975; Lasater,
Briggs, Malone, Giliam, & Weisberg, 19755 Lelef, Johnson, Kahn, Hines,& Torres, 1975).
According fo several recept studies (Clarke-Stewart, 1973; Watts, 1975), the |
child's relaiioh with a primary caregiver in‘infancy abpears to be of considerable
importance to the ehild's social:and' perhaps, intellectual-deve10pment during the
post infancy period. Research suggeqts that the mother-chlld relation may be the

-

most 1mportant single 5001al tie for chlldren under three, at least for those living

" at home with the mother-as primary caretaker. It is also likely that this relation-

ship critically affects the child's relations with people other than the mother, and
is therefore an important factor in the child's continued social development beyond
. B

a3
the initial tie. This suggestion, as well as being a basic tenet of psychoanalysis,

is supported by evidenge from a recent observat.icn study-of children's social

development (Clarke-Stewart, 1973).




blologlqal impulses to cling and to follow learnlng theorists (Calrns, 1967)

~ predisposea behavior patierns and environmental cond@tions, namely behaviors of

integrated behavior pattern which is apparent only. upon separation from or reunion

. I o

The child's social behavior. In the literature on early social development,

a focal concept is the child's "attachment" to his mother. Ethologists (Bowlby,

1969) conceptuallze this phenomenon as an expression of the infant's innate

-

consider it an Outcome of condltlonlng which pairs the presence of mother with

S

satisfaction of a primary need; but thezmost popular current stance is that the

L

R . . <t
child's attachment to his mother derives from an integaction between his innately
. . .
the mother (cf. Ainsworth & Bell, 1970; Schaffer & Emerson, 196k4; Maccoby &

Masters; 1970). The concept of attachment, in it narrow connotation of -an

with the mother, or when stress is imposed, is but one aspect of the chlld's s001a1
development , however. The frequency»and content of the child's initiative and
responsive social behaviors to the mother and tq,others.arewmore direct measures

of how a child evokes and maintainsvsocial encounters. 'Reeent'research indicates
that a child's sociai behaviors toward the mother;-such‘as looking, smiling, of
vocalizing to her--may influenee the.mother's sociability tsward the child
(Clarke-Stewart, 1973).

The second area ﬁhlch has rece1ved cons1derab1e attention in’ the 11terature

on social development has been the child's reaction to strangers (cf. Schaffer &
Fmerson, 196L: Rheingold, 1956; Morgan & Ricciuti, 1969- Fleener & Cairns, 1969;

Maccoby & Feldman, 1972). The varlables examlned in these studles are often

" ‘Measurement of these varlables has often been

stranger anxiety" or "wariness.
confounded by potent1a11y stressful 01rcumstances ‘like the absence of the mother
or the unfamiliarity of the setting. These studies haye often emphaslzed negative
reactions te the stranger (Cohen, 1974) and neglected positive .behaviors. However,

recent research indicates that children's reactions to unfamiliar persons are fre- 1
, : |

quently positive during the second year of life (Clarke-Stewart, 1975), depending

£
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_on circumstance or previous experience (Ricciuti, 197h Fein & Apfel 1975)

i

The measures of the child's social development used in the present study ’
4 5
consisted of soc1al behaviors toward the mother and toward strangers, The\

~

child's relationship with his mother wes evaluated by observations of the
behaviors which occur as mother. and chil'. go ,about their nornal, daily acti-
vities in the ‘home. Mother and chil% were also observed in & semi-structured A
léﬁoretory situation. ‘Behavior units describing'the cnild's reactions to the
mother included.the child's enjoyment of sociei contact,with her, the frequency
with which he initiates social‘interactions: and his positive and appropriate
social responsiveness‘to her adrances or suggestions. ‘Mso observed was his
physical contact with her, the mode of contact he uses nost frequently when

interacting with her, and the frequency of his'expression of positive and

negative emotion. The child's reactions to unfamiliar persons were observed

" in the home and in a semi-structured laboratory sitvation. Although natural-

istic observations in the home are often discussed as if no one but mother .
end child are present, there is, in fact, an observer. The observer may b%,a ‘
more or less familiar person, but she is always a pleasant person with vhom
nother anu child have a friendly though brief exchange before the observational
period begins. As far as the child is concerned, the observer may constitute
an‘interesting social being with whom to establish friendly social contact. One
might suspect that as'children hecome»increasingly sensitive to finer aspects of
their immediate'sociel environment , the observer would increasingly ettract‘

interest and that the interest might be greater for children ekposed‘to regular

home visits. In a sense, the observer -and the mother are possible tergets for

«

- social overtures. Thus in the home observations it is possible to exomine the

.child's preference for interagtion with the mother relative to his interaction

with.the observer, although the observer makes no attempt to initiate or maintain

interactions. Variables describing positive social behaviors toward an un{amiliar

person in the home were similar to those indicated above for the child's béhavior

- s

toward the mother. ) ) ¢ 0 093

- -
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~research to be influential aspects of the ¢hild's social environment. Ve

; (Clarke-Stewart, 1972 ; Goldberg & Lewis, 1969), and eye to eye contact (Moss &

(Lewis & Goldberg, 1963) and .creating for the child opportunities for new

s . R . .

" s

Maternal -behavior. The child's social behavior, is only half the story of

childreq's social experiences. The other half is concerned with ‘the characteris-
tics of the child's social en&lronmenﬁi;most specifically, the social béhaviqrs

of his parents toward him. For an analysis of the child's social exPeriencEs, th;
literatuie on mothef-child.interaction is relevant. The foliowing §tatemeﬁt$‘

. * . . . L d )

summarize‘results and conclusions of several studies:‘ the numﬁef of people in

the child's world and the frequency of his exposures to them do not seem signifi-:
cantly related to his social development (Clarke-Stewart, 1973; Gewirtz, 1965;

Ainsﬁorth, 1963; Schaffer & Emerson, 1§6h3.-\Socia% development does appear’to be
related to the frequency vw'ith which the mother expresses pbsitive emotion to Fhe ,
child (q}arke-Stewart, 1973;,étern et al., 1969; Yarrow, 1963), the amount of
social interactive stimulafion she prbvides (Clarke-Stewarﬁ, 1973; Schaffer &
Emerson,Al96h; Walters & Parke, 1965). Particular interactivengehaviors which
are impbrtant include touching (Casler,’i968), smiling (Gewirtz,kl965), talking
Robson, 1967;'Clarke—Stewart, 1973)1 Of considerable imporﬁanceuis theAconéisiency
of the mother's contingent resbonsgveness to the child's expressive behaviors
particularly his social behaviors (Ainsworth & Béll, 1970; Clarke-Stewért, 1973).
Apparently,. "tuning in" and a pflnt of contact between infant and caregiver
are important dimensions. But %p o#der for the child to develop efféétive social
transactions he may‘need btherséin his envifonment'who will not only respond to
him, but‘who will respond in a way thaf is predictably related to his own_ﬂehaviqr

z

(Yarrow, 1961), creating in the child a generalized expectancy of positive response

behavioral adaptations (Kessen, 1968).

v

" In the present study;'we observed those maternal behaviors shown bj other

.
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observed variables such as the mother's expressions of affection and her stimu-
lation of the child by talking to him, playing wi;h”him; her tendency to praise,
criticize or restrain the child's activity. \

Mother-child interaction. The design of the isocial curriculum and the

variables ﬁsed to assess it were derivéd,laigely from a 1ongitudiﬁal study of
children between 9 and 18 months of age (Clarke-Stéwart, 1973). In the study,
36 mothers and children were repeatedly observed as they interacted more or
less naturally at home. The findings suggest that ﬁhe notfon of interactioh
requires fairly explicit behavioral definitions. N \
First, the child's positive involvement with the mother weré.positivély
related to indices of his competence in other spheres of functioning, ﬁartiéularly ’
language and cognitive dsvelopment. Children who were most competent in all areas
of development showed a pattern of development in whieh interest in the mother was .
balanced with independence. Although they spent over 80% of the @ime they were awake
in tﬂ; same room as the mother, they were physically close to herﬁ(within i feet)’
only ‘about half of their time, and in actuai physical contact only from T% to 20% at
11 montbs and even less (4% to 14%) at 17 months. Children who wgre‘lgyggz_on !
measures of overall competence, on the other hand, either‘never touched their

mother or were in physical contact with her more than 30% of the time. Competent

children dgmonstrated the highest proportions of smiling at mother, having eye-to- -
\\ ~ .

eye contacﬁ\with'her and playing with her. In fact, these ﬁgther-child pairs
interacted nore frequently in évery mode except physical contact and routine
caretaking.

3cond, fof competeﬂt children, the behaviors of mother and child when inter-
acting were mo}éllikely to be contir .t uppn'and responsive to the actibns of the
other person. Neifher mo?her nor child was‘operating in isolation; their contact
was reciprocally interactive. The dévelopment of an optimal mother-child relationship
appeared Lo debend upon ‘the pairs working out mutually satisfying and balanced inter-

actien patterns. 5
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Finally, when patterns of causai direction were examined, it was discovered that
there were three kinds of ecarly maternalxbehavior which were most close}y related to ,
the child's competence. They were soéiallstimulation (looking, playing, and talking
to tﬁe child), expression of affection (smiling, caressing, and speaking warml& and
positively to the phild), and responsiveness to the child's social behavior
(responding immediatély, contingently, positively, and apprépriately to the child's
expressioﬁs). However, in th2se families (which were comparable to those in the
present sample) affectionate and playful maternal behayiorsiwere relatively
infrequent (accounting forlbnly 4% of the observed time the child was awake). An
additional finding was that the child's early social behavior was a potent elicitor
of positive maternal attention at a later time. If the infant looked, smiled, and

A_‘vocalized to the mother frequently at 11 months, his mo}her stayed.in the same room
more; was more responsive to his distress and demands, and was more affectionate to
him at 17 months.

Evidently, in different but significant ways, the behaviors of mothcr and- child
contribute to later outcomes. The "connectedness" between mother and child appears

to be of central importance in the child's development of reciproéal'control systems

“ in which the child modifies the behavior of others by modifying his own behavior in
4 .

1
\

response to others--the essence of social development.

For this reason, the observational procedure used to record ivhe social behaviors
. \ N b

of mother and.child w%s based on a scheme which took into account the quality, timing
and direction of an iAﬁeraction. It was thus possible to consider the Ebgfingencies
v ' ~

between observed maternal and childlpehaviors and operationally define variébles

\

i, . ' _ .
such as maternal responsiveness and effectiveness. The scheme also made it possible
' - v A

to examine interactive episodes in which the behavior of mother and child are so

temporally interlocked (mother gives, child takes; eye to eye contacl) that the

‘interaction is best deseribed as mutual.
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Sociél Assessmént;. The most important source of information about the social
behaviors of mothers and children weas the observation of-intera;tions in the home
as mother and chi;d went about their normal daily activities. -A minimum of one
hour of such obséyvation was recorded at each test point. Natural observations
were recorded acc;réing to a continuous, second-to-second scheme. In essence,
the pbserver roted in a two-columned stenographer's notebook the behaviors of the.
' chiid and the people with.whome he interacts, choosing from a fixed repertoire of
behéwioral units (e.g., looks, vocalizes, goes, expressive physical) which ¢an be
given specificity by‘particular qualifiers (at mother, to sibling, angry).
Emphasis‘in the observation schedule is on interaction. One column of the note-
book is reserved for the chiid's behavior; other people's behaviors which impinge
upon the child are written in thevothgf column. Behaviors can be simultaneous or
sequential; this is indicated by the notebook lines on which they are recorded.

The details of this observation method are described elsewhere (see Clarke-Stewart,
1973 and Appendix E, ﬁﬁis report). |

Home observation visits proceded in the following ﬁanner. The observer
arrived at the home at a time prearranged with thg mother to‘méximize the likeli-
ﬁood that the baby would be awaké. Aftgr she arri;Ed, the observer first talked
with the mother briefly, inquiring about the child's\ﬁeglth and schedule‘fpr that
day, and requesting the mother to continue her normal d&%'es and ignore the observer,
who would be watching and following the child. Phen, for thé\ngxt 1 - 2 hours she
recorded the naturally occurring activities of thé infant and, Qﬁen‘the mother was
in the same room as the infént, of mo@per and infant. In the right;ﬁéng column of
the notebook short abbreviations for the infant behaviors were writtgn;\;h‘the
left column, maternal behaviérs wihich impinged on the child were recorded. Thék‘

behaviors which had been established and defined in the Clarke-Stewart study, and

to a small group of qualifiers (e.g., "responsive") and specific object, person,
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and place names. The comblete list of behavior units éoded are given in Appendix E,
Behaviors of mother and baby which occurred simultaneously were written on the
same horizontal line in the notebook; sequential behaviors were written on alternate
lines. Every lO'seconds,'at the sound of a timer in an inconspicuous earphone, the
observer made a horizontal mark on the notebook line. Any single behavior was
written only once in a 10-second period unless it was interrupted by another behaviof
and then resumed. A continuous behavior was indicated by & vertical line for as
many time.périods as it continued. At the end of each visit the observer made
ratings based on that observation period. These included the infant's activity
level, the mother's emotional expression and tone of voice, the amount, closeness,

and vigor of her physical contact with the child, the mother's verbal and social

stimulation, stimulation of the child with materials, responsiveness to the

child's distress, and responsiveness to socizl behaviors. (Rating scales cen be
found in Appendix E . Sec Appendix E for‘a summary of the measures, the way they
were constructed and inter-observer reliabilities.)

fhe measures used Lo assess children's social behavior werc a) ﬁociability to
ithe observer, b) talks to mother, c) shows qffeétion to mother, d) responsiveness
tc maternal sociability, e) social pfeference'for mother (affection plus talks to
mother minué sociability to observer).

{easures of maternal sociubility vere a) positiye emotion, b) social stimu-
lation, ¢) effectiveness (sum of social, verbal and material cffectiveness),
d) unaccepting, e)‘maternal responsiveness to child's social behaviors, f) maternal
responsivencss per child's level of socigbility.

Measures of the mutuality of tﬁe interactions between mother and child were
a) mutual goeial object exchanges, b) mutuél rhysical and eye-to-cye contact,

¢) mutual socizl contact, and 4) sume room time.
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To complement the home observations, the child was observed in a standardized
laboratory situation. Dur{ng the first 5 minutes of the lsboratory visit (episode 1)

mother and child were alone; on assessments 2 and h, an unfamiliar observer entered

~at the end of 5 minutes (episode 2), chatted briefly with the mother, and then

occupied hersclf with paper work for 5 minutes. (See Appéndix D, "Waiting Room"
for a description of ﬁrocedures and matérials)l

Four measures were derived from the observations. These were (a) mothér—child
distance, (%) child's‘toy contacts, (c) child's expressive behavior (smiles plus
vocalizes), and kd)”mother's involvement (contacts objects plus vocalizes). The

construction of these measures and inter-observer reliabilities can be found in \

‘Appendix C. : }

Additional Variables

Formal testing. During their laboratory visit, the children were given the

Bayley Scales of Mental Development at 12, 18, and 24 months and the Stanford- |
Binet Intelligence Scalés at 30 months (Bayley, 1969; Termdn & Merrill, 1973).
Formal testing began after a 10 to 12 minute play episode, approximately 25 to

20 minutes after the child entered the playroom. Over the year and a half period,

7 examiners were randomly assigned to children. One result of this schehe was

that relatively few children were tested by the same examiner on two cdnsecutive
assessments (11%), and no child was tested more than twice by the same examiner.

The aver ags inter—obécrver agrecment on teét items (# agree/ # agree plus #

disagree) calculated for 50 protocols was 99% (See Appendix CI).

Family background infornation. The present study had several purposes. -
In addition to the develoyment and assessment of the‘effectifeness of an
educatiopal program, We wished to examine the relation between the social milieu
of {he family, the educational and occunational status of the fami]y and children's

deveiopment. Family background information was obtained from the mother on the

firat asscssment visit. We inquircd obout the parents' source of information
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about child rearing, family interrelaticnships, parents' education and
occupation (see Appendix AIi). In addition, the mothers were given the
Peabody Picture Vocabulary Test (Dunn, 1965) at either Assessment 1 or 2,

and the performance sca’.e of the Wechsler Adult Intelligence Scale (Wechsler,

1955) at Assessment k.
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Data Reduction

As we indicated in discussions of the variables used to assess children's
language, play and social development, a large number of behavioral uniﬁs were
coded and subsequently combined into larger categories. Several rules guidéd
the initial data consolidation. First, units which occurred infrequently or
whose distributions were ékewed were either coﬁbined with othef conceptually
- related units to form broader categories (guided la?gely by previous reséarch),
or were dr0pped from‘thé anelyses. Second, categories which were artifactually
correlated (e.g.,.the child's distance froﬁ the mothe£ and his physical contact
with her) were also combined. Third, when‘the same behavioral categories were
observed in more than one situation at each assessment, and when £he overéll =
transsituational stability was bettér than .25, catégories‘were combined over
situations. Finally, factor analysis was used to generate complex variables which
represented patterns of maternal and child behavior across areas of development.
As a result of preliminary analyses, several measures which dia not contribute
to the factér structure were eliminated, so tha@ the factors used in subsequent
analyses were based on 34 mea§ufes of‘child behavior and 20 measures of maternal
behavior. Factor analyses with one VARIMAX rotation performed separately on
maternal and child variables resulted in six child factors and 8 maternal factors

which accounted for approximately 75% and 68% of the variance, respectively.

Data Analyses

Data analyses proceeded in several stages. In order to establish linkages
to the previous research and to ahswer questions regarding particular aspects of
children's development’,such as changes with age andAdifferences between boys

and girls, univariate anzlyses were performed on individual variables. A second

set of analyses were then performed on factor scores in order to examine these
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questiens with respect to broader patteens of behavior. In order to avoid problems iq
the use of repeated measures designs (McCall & Appelbaum, i973), scores were con-
verted into trends (linear, quadratic, cubic) and multivariate analyses of variance
were performed on trends scores to yield multivariate E;retios for the main effect
of age and for those interactions which involved age. Tests of orthogonal contrasts
which compared treatment groups were.superimposed upon this scheme in order to
examine hypotheses which originall; governed the research design. Although the
assignment of subjects to treatment and control groups usedvrandomizing procedures,
group differences on pretest measures were examined by Sex x Curriculum analyses of

variance. None of the differences were significant. Since three cohorts of children

were recruited for the study, and since each cohort was nested within each cell of

the design, prelimin analyses were performed to examine whether cohort differences

centributed significantl tofmain effects or interactions. Since cohort differences
did not do so, this dimen$ion was collapsed in subsequent analyses.

The above analyses wexre undertakep to examine how mothers and children changed
over the year and a half period™sud how components of educational progranm influenced
change. However, change is but one aspect of development end not eecessarily

synononous with it. In all likelihood, a capacity for change is balsnced by a

capacity for stability. If some aspects of development are relatively malleable

and responsive to educational efforts, there are likely to be others which are
relatively slow to respond to environmental changes. Moreover, it is possible that
some influcnces on later development were in full force at 12 months when our program

began and that scme early relations are powerful enough to mark out features of

later development even though important changes have occurred along the way. To
investigate the cffects over time of variables which did not respond to the inter-

vention program, we used correlational analyses and a set of statistical procedures

which permit inferences of a causal influence from the difference between
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temporally cross-lagged correlations (Camp‘t;ell &.Stanley, 196 7; Eron“, Huisman,
Lefkowitz & Walder, 1972; Clarke-Stewart, 1973).

Finally, investigators of widely different interests have noted that the
child's famiiy background may be associated with the effectiveness of different
early child programs (Dilorenzo, Salter, & Brady, 1969; Jensen, 1969; Fowler,
1970; Bereiter, 1970) and, pérhaps, to tﬁe effectiveness of latér schooling |
(Jencks et al., 1972). Although the hypothesis is intuitively reasonsble, little
“is known ﬁbout the relation between famili_life style and the utilization of
educational resources (Schpinfeld, Bowles, Tuck“& Gold, 1970). Demogfaphic
inférﬁation and maternal IQ scores were factor analyzed to produce a reduced set
of family structure variables which reflected socio-ecological aspects of the
child's life. These variables were used in sﬁbsequent correlational analyses and

in additional analyses of treatment effects.
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CHAPTER III DEVELOPMENTAL TRENDS

The second and third years of life are marked by a series of milestones

which one by one signal the end of infancy. Seemingly within a brief year and a

half, children acquire much of the eésential behavioral repertoire of adu;thood.

At 12 months they might understand a few words, but by 3Q months language has
become & comfortable mode of cpmmunication. At 12 months, they might manage a
few wobbly steps mouthing objects is stili a popular way of exploring them,
énd the bdundaries between thé self and others are fluid and fleeting. By 30
months; the child is mobile, an ingenious creator of countless object maneuvers,
and an artful autonomous participant in social encounters. But our sketch of
change sweeps too wide an age range; it heralds the obvious, and treats change
as if it were’'simply a matter of constant, inevitable increments. In fact,
;elativély little is known sbout important details of children's development
between 12 and 30 months, about the pacing of changes in particulér behaviors, -
about the spurts, decrements and plateaus which characferike the post-infancy’
period. |

Moreover, dramatic changes in children'sggéhayior easily oﬁscure'equally

dramatic changes in the behavior of the adults who interact with them. Buppose

rit were possible to observe the behavior of parents‘thfough a screen which

filtered out information about their adult status. ,Would behavior alone be
§ufficient to identifjréur éubjects as adults? :thld we witness changes in parent
behavior as vivid as those we observe in their children? If oﬁr chart of |
children's behavigr contains gaps, that of parents' behavior has yet to be
drawn. ‘ o _'- v . .

In the foliowing section, we consider‘changes in the behavior of parents and
children. Some changes, especially in the behavior of children, have been well

e

documented by other investigators;»others have not been studied in great detail.

(o064 o
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Some issues are highly controversial. Wheﬁher boys and girls‘show different
patterns of development and whether the mofhers of béys and girls behave differently
toward them are unresolved questions of considerable interest. In the presentation
of the data, we first discuss the results of univariate analyses performed on a
number of selected measures. In the discussion of the results of the multivariate
analyses, we attempt to cast the question of change into a framework which con-

siders connected patterns of behgvior, derived from a large number of variables
L

measured at four age levels.




“ : Univariate Analyses: Age

Children's Language
Between one end two and a half years children begin to talk (Nelson, 197 3;
Brown, 1973; Leopold, 1948; Schlesinger, 1972; McNeill, 1970). At 12 M6nths

most children speak only a few words ("Mama," "cookie,") and respond only to

faﬁiliar, simplé commands ("Give me the ball.”). By 30 months most children
pro&uce two and three word sentences:('More Juicég,Mommy;"? and can comply with
long\, involved requests ("Put the ball and the car in your truck."). Accdrdihgly,
every linquistic variable measured in this study showed large age-correlated |

changes indicative of the rapid pace of language acquisition.

Language production. At 12 and 18 months virtually all speech utterances

consist of‘a single word; there are few multi-word éombinations. At this stage
of language acquisition, the proportion of words depends upon the ratio of lin-
guistic to non-linguistic utterances. It measurés the extent to ﬁhich the
child has begun to use language; the child's use bf language is highly correlated
. . L
~  with the size of his vocabuiary. ‘At 24 and 30 months, multi-word combinations
are common and non-cpeech vocalizations infrequent. At theée ages thé pioportioﬂ
of words depends largely upon the number of words per utterance.
The meanvprppprtion of words_at each age is given in Table 1. As preéicted,
there was a statistically signifiéant incréase;in the préportion of q@rds froﬁ 12
‘#to 30 months. At 12.months very few utterances contained words; ﬁven at iﬁ
ﬁoﬁths,only a third of all utterances were Iinguistic. By 2h-moﬁ€hs\h§?ldren's'
" linguistic ability haé improved tremendously; most utterances containedf&grds and

multiword combinations were not uncommon. Between 24 and 30 mpn%hs the pace of

~-— acquisition declined; very gradually,®the length of sentences increased.

The type of .vocabulary used, as well-;s the proportion of words, changed

between 18 and 30 months. At 18 months (no assessment was made at 12 months >

/'< |

. s . ' ’
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becaﬁse of the small size of the corpus) the majority of children's words were
names for people and things (68%). By 24 months 31% of all words were nominals;
actions (25%) and modifiers (12%) nov accounted for a substantlal proportlon of
children's vocabulary. Between 2h and 30 months vocabulary underwent further
changes. Pronouns andxverbs increased (from 13 to 33% and 6 to 2u%, respectively)
while adjectives and stereotyped expressions leclined (22% to 6%; 23% to 17%).
According tq these results, much of the eample's initial vocabulary was
limited to‘labele for objects and pedple: As reported elsevhere (Starr,-l975;
Nelson, 1973; Greenfield,‘1972) words theh describe ections and locations are
usurlly acquired later, juet prior to the onset of eentences. After children |
learn.to produce sentences; the type of vocabulary used is influenced by gram-
‘matical.considerations. A large portioﬁ of initial sentences are noun phrases;
N .

although e\uldren do use verbs, their  first sentences are likely to be combina=-

tions of nbuns and word< which modify nours (Starr, 1975; Brown, 1973). The

{
decline in promortional frequency of both nouns and adjectives and the rise in
verbs between 2l and 30‘months probably reflects the substitution of complete :

sentences for noun phrases.

Language function. The language curriculum was designedunot oniy to
-influence the level of language production but also to‘affect the function which
language performs. Two major linguistic funetiens were explored--l)_Referential

. speecﬁ: descriptive speech which labeis objects and describes the.relatibn of
parts to wholes.  Referential speech is believed to be valuable for problem
solving situatioﬁs. 32) Conversational speech: speecﬁ used to obtain information
) and oﬁjecte‘from others.. |
The proportion of both‘referential and conversational speech increased with
age (Table 1). At 12 months most of the child's utterances were nen-linguistic and

served neither function. By 18 months, 36% of children's speech used words and 21%

was either conversational or referential in natﬁre. By 30 months 56% of all speech
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could be so classified; the remaining utterances included yes /o -answers, inter-
Jections, and a sﬁall proportion of unclassifiable utterances (see Appendix D).
~eferential and conversational speech\wererf almost equal importance. At
N N
the last sampling period the pefcenfage of conversational'speech was leéé than
the percéntage 6f referential speechz Howeﬁer, at 30 months a iarge'percentage
of the child's utterances were yes/no answers. Therefore, the two and one half
year old was still engaging in conversatioﬁ, but his conversation now consisted
of'resﬁbnses toothers as well as reqpeété for information and objécts.
It appears that‘referential andvconVersational speech are both acquired
eariy in the course ol language acquisition. However, the sample of referential
and conversational speech waS'obtaiﬁed vhile the cﬁild playe& with toys. Had

other situations (lunch, bathtime) been sampled, the proportional relationship

between these two speech functions might have been different,

Table 1 about here

~

. , ‘
Comprehension. An assessment of age related changes in comprehension is

extremely difficult to perform} 'Small children's attention spans are notofiously
short;‘an; comfrehension‘test must aécordingly.be very brief. A short test, however;
cannot encompass all the items necessar§ to assess both the primitivé comprehenéion
of a 12 months old and the advanced understahding of a child of two and a half,
For this reason different tests were’éivgn at 12, 18, and 24 months. The 2L
month test was repeated at 30‘months. -

The 2& and 30 month comprehension test consisted of a series of twenty-one
. ccmmands.d Three of these commands were simple seﬁtences:t Nine more were matched

: _to those three in length but used additional vocabulary. An additional nine were

matched in length but contained embedded or dépendent clauses. Children performed -

" best on the simple sentences and equally on the vocabulary and synfac sections.




65

<

#
Children improved on bothk the vocabulary and syntax comprehension from 2R.to

30 monihs (Table 1). o .

These cqmprehension results are supported by those obtained with the Palmer

-

Cor cept Inventory given at 24 and 30 months. The Palmer requires children to .
distinguish between two concepts. For example, the experimenter shows the child

& short and a long block-and asks for ‘“he long one. Crildren's scores on the

Palmer doubled between 24 and 30 months.

Maternal Speech

The language curriculjm assumed that maternal speech is one of the most
important determinants of children's language (Nelson, 1972; Snow, 1972). Efforts

AY

were made to influence maternal épeech in the language curriculum, and a ten minute:
sample was obtained at each assessment. Five major variables were‘considered:

13 The percentage of descriptive speeéh: Highly descriptive speech was hypothesized
to be more beneficial to early language acqpisition than_non-cohtenfive speech, since
descriptive speech provides the child with oppo}tunities to acquire labels for'thingé
and activities in his immediate environment. 2) The percentage of directive speech’
was expectea to decreése with age as maternal use of language becomes more diversified.
3) The percentage of complete sentences: The percentage of complete sentences pro-
&ided a measure of thé'complexiﬁy of maternal speech. It was hypothesized that, for
maximum linguistic develoﬁmeht, méternal“spéech'should be only slightly more complex
than the child's level of comprehension. Witb the_aid of contextual cues the cnild
can decode such speech and{>at.the same time, learn new wordc or syntactical struc-

tures.' Thus, for maximal linguistic development, the percentage of coiplete sen-

tences should be low at 12 months and gradually -increase with age. U4) The percentage

of questions: The percentagg of questions was a measure of the mother's efforts to

communicate with her child. Concern with communication and value of the child as a

comnunicator should be beneficial to language acquisition (Bernstein, 1970).
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5) Maternal response to the child's speech was assumed to be especially important
as the child begins.to produce intelligible language. %t is then that contingent
maternal responses /iﬁ both speech and action) can introduce the ckild to ‘the
communicative functions ofllanguage; and? perhaps, by expsnding or ertending the
child's utterances, introduce him to the finer details of linguistic reletions

I

(Cazden 1968; Nelson‘ 1972). /

All but the percentage of directive speech increased with age (3&ble l)
Age increases were expected for the percentfge of complete sentencesi The percentage
of questlons rrobably increéascd because, with age, children beceoe 1ncreas1ngly able
%o respond. The increase in descriptive speech is more d1ff1cult to explain; des=-
criptive speech was hypotheslzed to be most valuable at early stages of language
when vocabulary acquxs1t%on was essentla}. Apparently, mothers felt that their
child required more direction, and moreJrepetition of directives, at 12 than at 30f'.
months. Mothers may have also used more.non—contentive interjections at 12 than -at
éO months in order to limit the complexity of their language. /The percentage of
descriptive speech may therefore have increased with age becacse mothers felt less
‘need to instruct their children and le#s need to simplify th?ir speech as the child
becomes older. Maternal response to the child's speech shows a steep drop at 24
months and a rapid recovery by 3% “month Jat which time mothers tend to respond

either verbally or non—verbally to over $5% of their child's utterances. Whereas

at 12 months, thé mothers' responses were largely non—veroal, by 30 months their

’
I4

responses are predominantly verbal. The precipitous drop:in the proportion of
.responses of both kinds accompanies the chiid's abruptlyiexpanded speech repertoire,

as if at that particuler moment in time the Xhild's speech outburts is semi-autotelic,
‘ \
neither enlisting nor nequiring an active, resionsive language partner. Note that

i

the mothers' speech sti}l contains a high prop\rtion offdrrectives, and that the

\ |
decline in directive speech is accompanied by increase in responsivz speech,
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perhaps another sign that the language of mother and child has become more mutually .

conversaticnal.

There ié\g\close correspondence between age changes observed in maternal speech
and child speech. As discussed above, the conversational function of children's
speech was eventually exceeded by the referential function. The function of maternal
speech changed from telling to asking and responding. The percéntage of complete
sentences showed the largest increase in the period between 18 and 2l months. Chii-
dren's proportion of.words showed its greatest. spurt in the same period. Both the
percentage of maternal questions and the percehtage of children's questions are

stable at 12 and 18 months and then begin to rise.

It is difficult to agsign causality to these relationships. 'In the case of
W& .

descriptive speech, for example, the child probably influenced the mother. Changes
o’

in,thevchild's personality and linguistic proficiency may have produced the rise in
maternal éescriptive speech (seevabove). At the same time, the mother probably
influenced the child; Assuming that the mother serves as a model "or the child, as
she becomes more descriptive in her speech the child should bhecome more descriptive'
as well. Similérly, while the percentage of complete sentences was probgbiy a
response by the mother to the child's linguistic ability, the child's acquisition of
vocaﬁulary and syntax should have been affected by the complexity of maternal speeéh.
Maternal and child speech can be conceived as a feedback loop in which changes in one

continually produce changes in the other.

Children's Flay

4

Style of play. At 12 months the child contacts and explores objects although

‘his repertoire of behavior may be limited. Apparently, between 12 and 30 months, the

pace of action-object change becomes neither faster nor slower, and contacts with
objects in the environment becomes neither more nor less diverse. However, the child
shows more sustained interest in a particular object, so that the impression. of a

casual observer is that play hac become less diffuse and better focused. Mean scores

Co671
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at each age level are pre;ented in Table 2. It is evident that both measures of
focal object involvement (i.e., the extent to which interest convérged on one or
Vtvo objects) show significant increases with age. Scores at 18 moﬁths are a notable
exception. In suppqrﬁ:of the frequent observation that the behavior of children of
this age tends to be f?agmented (Escalona, 1973; King & Seegﬁiller, 1973), tempo

and involvement measures show a drop between 12 and 18 months and in increase
between 18 and 24 months. It is of interest that changes in focal involvement

occur in the child's most preferred and second most preferred playthings,'a pat-
-tern possibly reflecting the tendency to use two objecﬁs in combination (e.g., a

¢

up and a spoon).

Table 2 about here

Play structure. The mean scores (proportions and frequencies) for Level 1,
Level 2, Level 3, and Pretend activities are shown in Table 3. Level 1 activities
declined over the age range, and although 18-month scores showed the steepest ﬁro-
portional drop (18%), they were in keeping with the overall decline. As expected
from a Piagetian perspective, Level 2 and Le&el 3 activities increased over the

'year and a half period, most markedly between 24 and 30 months . Not surprisingly,
preteﬁd activities show a consistent increase from one 6-ﬁ0nth period to the next.
The steepest propbrtional rise is between 12 and 18 months (10%), with more
moderate increments thereafter (95% and 6%, respectively). It should be noted,

however, that at each age level, one-bbject activities ére the dominant type of

Table 3 about here

manipulative behavior, although by 30 months,’%he total proportion of Level 2,

Level 3 and Pretend (55%) exceeds the proportion of Level 1 activities.

-3
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Also noteworthy is that patterns of change between 12 and 30 months are
strikingly similar to those reportéd by Sinclair (1970) and Inhelder et al.
(1972). Although the abrupt increase in symbolic play during the first half of
the second year (when it becomes established as a uéable.form) is accompanied by
increases in relatively mature non-symbolic activities, it is not until the first
half of the third year that behaviors in the latter group (espeéially Level 3)
begin to come into their own. It is necessary to bear in mind, however, that the
appearance of particular forms of play is undoubtedly influenced by the available
mﬁterials, so that conclusions regérding phases in the development of structural

forms must be tentative.

Maternal play styles. How mothers' tendency to use an elaborative p;ay style
changes with age is shown in Table 4. The meaéure was one iﬁ which unrelated
entries were subtracted from helping-elaborative entries (divided by the total
number of entries), so that a negative cell mean indicates that mothers tended to

favor entries that were unrelated to what the children ﬁere doihg. It is evident

Table 4 about here

from the table that the mothers increasingly used an élaborative style as the
children grew older. The largest increase occurs between 12 and 18 months (27%)
whereas adjacent increases bhetween subsequent ages declines.

The most striking change in the mothers' tendency to cue her'activiiies to

those of the child thus occurs yhen the child shows the most marked decline in

immature object activities and increase in symbolic activities. Evidently,
mothers do not maintain a constant linkage between the child's activity and their
own: when the child's activity is relatively immature, mothers ignore it, but

when the child adopts a more sophisticated mode of object behavior, mothefs»

@ | 6673 . | - w
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become more likely to adopt a style which takes the child's behavior into account.
Also, as the children grew older the mothers tenéed to enter the child's play less
often. The most precipitous decreases occurred between 12 and>18 montks (X = .89)
and between 24 and 30 months (X = .87). The drop between 24 and 30 months seems
to accdmpany the incfease in Level 2 and Level 3 activities shown by the children.
In sum, the diversity of children's exploratory behavior remains relatively
stable between 12 and 30 months. The 12 month old is mobile and alert enough to
investigate objects of interest in his envirohment, as if the capacity to take
note‘of an array of objects is relatively we..l-established by 12 months. If the
breadth of the child's contacts remains relatively stable, how he distributes his
interest changes markedly. Over the year and a half period, the short bursts of
interest characteristic of the 12 month old are reélaced by relatively sustaized
periods of activity. Childrern seem to become more selectire in their play; their
preferences sharpen and they become more absorbed in activities with one or two
preferred objects. An increasing tendency to become "hookec" on objects is accom-
panied and, perhsps, supported by an expanded behavioral repertoire,‘as if the
child's interest in an object derives less from its externsal properties than from
the activity‘a child can imgose upon an object. Mothers seem to acknowledge the
child's growing scphistication. They become less prone to enter the child's play-f
to suggest, demonstrate, or perform spectacles to amuse him. However, they are not
necessarily uninterested in the child's activity; on the contrary, they appear to

be alert to what the child is doing and increasingly likely to cue their entries to

‘the child's immediate interests. When monitored over 6-month ihtervals, it becomes

evident that the rate of change is not constant, that there are spurts as well as
dips and plateaus. Moreover, not all changing behaviors have the same time table, and
not all show increments with age. In play, as yell as language, development during
the year and é half period seems to‘be characterized by a set of holding gates which

govern the cequencing of new behavioral components.
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Soc¢ial Development ’ ; .

Social interactions in the home. In the year and a half period‘from 12 to 30

months, there are striking changes in the child's language and play. Not surpris-_
ingly, there are commensurate changes in ongoing patterns of social 1nteraction
between mother and child. Once again, the changes do not appear as constant incre-
'nents or decrements; rather, chanées in social behaviors show precipiteus increases
or decreases at some ages and not at others. Mean scores for mother and ¢child

measures are presented in Table 5.

Table 5 about here

Consider for example the child's response to mother's social behaviors.
Between 12 and 24 months there is little change, but between 24 and 30 months, the
children show a substantial increment in their overt responsiveness to adult socia-

bility. Although the mother's response to the child's social behaviors varied some-

what with curriculum group, the mothers tended to become -less responsiveato the chil-

. k)
)

dren's social behav1o;s, as the children were becoming more responsive to the social
vehaviors of the mothers. The mothers' dron occurs somewhat garlier (at 2} months),
which poses interesting.questions regarding the system of reciprocity involved--

to what extent might the mothers' declining responsiveness reflect diecouregement in .
the face of stability in the child's beh%yior, and tc what extent might the mothers'
declining responsiveness precipitate an increase in the child's? Other aspects of
the mothers' social behavior are also changing over the year and a half period. A
substantial decrement between 18‘and 24 months appears also in the extent to which -
mothers express positive emotion, and provide social stimulation. Although mothers'

verbal stimulation is maintained between 12 and ol months, it finally drops between

24 and 30 months.
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Furthermore, mother and child are increasingly less likely to be in the seame
room over the year and a half period, with the largest decrement occurring between
18 and 24 months. Since scores on all measures take same room time into account,
the picture which emerges suggests that mother and child tend to increase their

' as they decrease
spatial distance A their social encounters. Although the mothers also
become less unaccepting and less critical of the child, the question is whether
interpersonal detachment is the price of.a possibly beneficial change.

Recall that the observational coding scheme described earlier made a distinc-

tion between mother-child interactions (in which one person initiates an encounter

and another person respondé to the encountef) and mutual mother-child transactions
in which both mother and child seem to be mutuslly involved in an ongoing exchange
which is difficult to divide into initiate-respond sequences (at least with the
observational procedures used here). Suppose the child is curled up in the mother's
lap and the child leans against the mother as she strokes his head. Suppose the two
are playing a social game or suppose the two are sharing a household activity--
regardless of who initiated the contact the shared activity proceeds wi£h the mutual

consent and reciprocal interest of the participants. As indicated in Table 5,

mutual physical contact between mother and child declines between 18 ah@ 24 .  _hs.
However, mutual social activities increase éhring’the same period. Although t!
mother's verbal stimulatiop increases slightly, the child's conversations with the
mother increase at a fairlj constant rate during the second year. Thus,yit would

seem as if less mature forms of social engagement are being replaced by more mature

forms which involve a shift from short term interactive episodes to more sustained,

flowing, mutual exchanges. Measures which failed to show significant age‘effects

are also worth poting; for example, children did not change in their displays of

affection, and mothers did not change in the effectiveness of their manageﬁent

procedures.

- r ol e ™
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It is also apparent from Table 5 that the observer became increasingly a part
of the home enviromnment. The child's social overtures to the observer increased
at each age level, most steeply between 18 and 24 monﬁhs. The implications.of tﬁis
for home-based observational studies of mother~-chilad interﬁction merits careful
consideration. Although with the infofmed consent of the mother, the observer
deliberately.maintains the posture of a ndh-participant, the child apparently
entertains a different view of things. To the child, the ;bserver becomes a
viable and attractive social presence aé the child's social’boriZOn éxpands.
Again, the data pose exceedingly difficult questions regarding the extent to which
other observed chapges in the behavior of mother and child might be governed toq’
some extent by the special characteristics of the observational situation in con-
Junction with developmental changes in the child's response to that situation.

0

One might wonder, for.example, about the extent to which the decrease in the time

154
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spent by mother and child in the same room might noﬁﬂbé a function of the child's

realization that he is not alone when the mother is absent and the mother's

ébpreciation that a benign, responsible adult is in the'robm with the child.
Once again,; it is evident that mothers as well as children show striking

behavioral changes during the year and a half period. More important, perhaps,

is the observation that not all‘éggg;ngly "good" maternal behaviors increase;

rather, mothe:s seem to revise, gquite drasticaliy in some cases, their way of

behaving toward their children. Whether there are causal linkages cahnot be
inferred from age trends, but it is clear that mothers keep“abreast of children's.

changing capacities: in language, mothers use fewer directive and more descriptive

statements as the children grow older; in play, they become less intrusive but more
elaborative; in their social behavior, they shift from social initiation to social

mutuality, from close physical supervision to less direct supervision from a distance.

" ) *
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The childrefi, too, changed. Regardless of}curriculum group, gll children
learned to talk and understand. In the process of‘learning langunge, their
vocabulary changed enormously and their use of language Became flexible and
varied: As children contacted the diverse object; of degily life,_the& acquired
new skills for manipulating them and the basis for symbolic, socio—dramétic play.
Concurrently, the social interests énd techniéueé of the children expanded as
they became more assertive»participants‘iﬁ social exchanges.. It ié‘evidgnt that
any curriculum, any attémpt to modify behavior, hai to operate .on a fﬁhctioning
sysiem already in flux.

The overall direction of the changes discussed so far gpreared in all curri-
culum grouﬁ; regardless of sex. Howéver, boys ané girls did differ and on some

variables the nature of the differences depended on the childrehfs age.

\
Ix
¢

AL
Q (1'!!048




Univariate Analyses: Sex

Language

Sex differences in early language development have been noted by several
~ investigators (Moore, 1967; McCarthy & Kirk, 1963) but‘it is unclear whether
differences reflect primarily the girls' greater fluency or whether they reflect
differences as well in the kind of language spéﬁen by boys and girls. It is
evident from the mean scoresidisplayed in Tahle 6 that by 18 months differences
appear on meaéures of fluehcykrather than measures of style (e.g., expressive or

: significantly in
referential), At 12 months, boys and girls do not differ - the proportion

A
of words spoken or understood. Significant differences appear at 18 months,
and remain relatively stable thereafter. However, a significant interaction with
age also appears on the Palmer CFI, even though the instrument was not used until

the children were 24 months of age. Although both sexes show improvement with age,

- the small differences initially favoring the girls more %“han triple by 30 months.

Table 6 about here

rI‘he only maternal speech variable to Véﬁow e fe‘la.tion with sex was the degree of
noun-verb diversity in the mbther's spegch‘with her child--and here the initial
difference which favored the boys was reversed between 18 and 24 months foJfavof the
girls. Ordinarily, one might‘gssume that a high degree of diversity in maternal
language would support language acquisition. In this case, however, the more fluent
girls have mothers who use lessvcomplex language. Too much diversity, éspecia}ly
when disconnected from the child's activity 6r the concepts he understands, might
make the task of word acquisition more difficult. If so, the more complex language

used by the mothers of boys may have beén inappropriaté for the children's level of

development. Belutedly, by 18 months, the mothers begin to simplify their language
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to boys Just as they ihcrease the camplexity of their language to girls.

1
H

KPlax_; ‘
| Boys and girls dlffer in the way they use objects (see Table 7).

Boys show
a preference for manipulating single objects and combining objects (Level 1 and

Level 2). To complement the stereotype, girls are more likely than boys to use

objects to mediate social exchanges. Girls are also more diverse in their explor-:

atorfzbehavior. They contact a w1der array of dlfferent objects, poss ibly in the

service’of sharlng new and interesting discoveries with the mothek. ;S\$here any
ev1dence that boys play more "actively" than glrls° The groups do not. i&wfer in
the tempo of play, nor is one group more likely than the other to show sustained

preferences for one or two objects (Brooks & Lewis, 1974). Sex differences were

A
more likely to appear on structural rather than style variables. What children

choose to do with objects seems to be more sex dlfferentlatlng than the manner in

L ren

It is surpr1s1ng that boys and girls did not .-

The averaging of scores across play sets’

vhich they do it (Bronson, 1971).
differ on toe measure of pretend play.
eliminated the signdficant difference which éppeared with realistic to&s (pg -001).
When the playﬁhings consisted of doll-like dolls, truck-like trucks or cup-like

cups, girls pr%tended more than boys (i.= .21 cnd X = .16, respectifely).

Of considerable interest is the failure to find interactions with age for

-

‘any of the asbove d¥#fferences; significant differences in Level 1 object acpiyities, £

and in social object actions appeared when the: children were 12 months old (Eﬁ(.019

© on ooth measures). However, a maternal measure showed significant changes with age.

\

The/ extent to which the mothers entered the child's

!

play differed for boys and girls,

bu‘ the direction of the difference depended .on the age of the child (see Table 8).
' |
i

' ’ ‘Table T about here : o
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At 12 end 18 months, mothers were somewhat more likely to enter their child's play if
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‘the mothers. In support of other findings'(Minton, Kagan, & Levine3‘197l), mothers

] months, boys show a 5 point decline and girls show'é 5 point increase,gthereﬁy

T

the child was a glrl. _At 2h months the divection of the d1fference undergoes a

. {
marked shift--now the mother is more 11ke1y to make a play suggestlon 1f the child v

is a boy. Although over the year and a half period mothers tend to become less
intrusive when they play with their children the mothers of girls show:a relatively”
steeper decline than do the mothers of boys (who/eétually become somewhat more intru-

sive between 18 and 2u months)

Table 8_about here ‘ oo /

Home observations. When children are observed in their own homes, girls are

more prone than boys to initiate social exchanges with relatively unfamiliar per-
sons. As indicated in Table T, girls initiated more social overtur s to the ob-

server and talked more to the mother. If the childrén differ, so apparently do

@

tend to be more unaccepting, critical and oonstraining when their children are boys.
Whether maternal differenoes are related to a greater incidence of "misbehavior" in

the boys, cr to the1r tendency to ignore maternal requests and demands as some inves-

tlgators have suggested (Maccoby & Jacklin, 197h), cannot be determlned frOm the
T

-

present measures.

Formal testing. Sex differences on the Bayley Scales of Mental Development : 'Yy
- T N . - . -

’

. . N . .
and the Stanford-Binet Intelligence Scale have been reported by other investiéhtors
- R “

(Wilson é,Harpring, 1972; Goffeney, Henderson, & Butler, 1971; Lewis, Rauscn, Gold-

berg &tDodd, 1968) for children between the ages of ,8 months and 3 years. Reported

. differences invariably favor the girls. Results of the present study provide addi-

e
tional evldence that glrls perforn better than boys on tests of general ablllty

From Figure 2, it is evident that a small difference appears at 12 months: By 18

.

.~
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producing the greatest difference between the groups (J;én’poin‘ﬁ/s, gL.Ol) found
at any age level (see Appendix F, Table F1 for m&ans and . Table F2
for sthbility coefficients). From 24 to 30 ‘months, differences are more modest,

but still favor the girls (pX.05 at 2k mohths). The changing pattern of differ-

ences may reflect the tests 1ncﬁéa51ng emphasis on language items which would

b1as the test in favor of the girls. Another possibility is tnat glrls are .

betjer test takers than boys. Girls' greater .ociability may offer them a test-
Ed ! .

advantage, especially between 18 and 24 months when the close-in work with an

unfamiliar adult examinervmight~be enjoyablé'for girls and irritating for boys.

" - .
Additional data pertaining to these possibilities is presented in a later section.

- ————

Figure 2 about here

An Unfamiliar Situation

To complement home observations, varisbles associated children's social
behavior were assessed in the laboratory--first, when mother and child were alone
and then in #he presence of an unfamiliar adult who {after an initial greeting)
busied herself with paperwérk and intéracted with neither mother nor?child. It is -
evident from the mean scores presented in TdblesA9.and 10 that differences between
boys and girls depended to a considerable degree on thé situational context. When‘
ﬁother and child were élone; their proximity to one another did not differ according
te sex. However, in the presence of an unfamiliar person, girls.tqued to stay
relatively closer to .the mother (and the stranger) than did boys, although.axéis-
tance reduction appeéred in both groups. 1In gene?al, the childrén we;e ﬁore likely
to smile at the mother éfter tﬁe stranger's entry, but which éex smiled more depended f
on circumstances: more girls smiled when‘they;were alone with their-mothers and rore

.

boys smi;ed in the presence of a stranger.

G652 I—
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Tables 9 and 10 about here

Hoﬁevef, the extent to which bgys and girls physically contacted their mothers
in différent situations depended on the children's age. When alone with their |
mothkers, both boys\and girls are  less likely to be in physical contact with her,
but at both ages, more girls fhan boys are lik=ly to seek physical contact. The .
significant interaction between sex and age comes largely from Episode 2. At 18
months , 60% of the girls make a physical contact with the mother, whereas only 36%
of the boys do so. By 30 months, differences,are reversed--51% of the boy:; physi-
cally contact the mother and 38% of the girls do sO. Girls'show a decline regard-
less of circﬁmstances,lwhereas boyé do not. Boys show a pettern of behavior sensi-
tivity at 30 months which girls showed a year earlier.

For boys it is as if the p.esence qf a stranger energizes contact and the
expression of positive affect toward the mother. Perhaps boys and girls differ
less in.their general sensitivity to persons than in the behavioral media which
reveals it and the circumstances which.provoke'its expression--giris move bodily
cioser wiaereas boys move closer with behaviors which mediate social contacts over
a greater physical distance;<differences are less likely to appear Qhen‘children
are alone with their mothers than when an unfamiliar pefson is presenv.

Although boys‘and girls show behavioral differencgs on several measu: "s,.the
magritude of the differences is hardly strikihg considering the number of g%ildren
in the samplé;and the four ages at which children were observed. If differences
are relatively subtle, it.is not surprising that previous research findings would
be inconsistent, But;small differences are not necessarily triviai or inconsequen-,

tial. The behaviors of boys and girls are measurably different in several respecﬁs,

and behavioral measures are, at best, thin and partial indicators of variability,

fedr
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indicators which simplify complex bechavioral events in drder to reduce them to

manageable domains. - Whether boys and girls differ woﬁldxsnem to be a less inter-
A

esting question than the fine details of how they differ.\

\
| \

Our resuits suggest that during the second and tbird ;ears ofr}ife, boys and
girls differ in how well they understand language and}in th;\complexity of their
épeech. Altﬂbugh boys and girls also differ in their§scciabi¥ity and their style
of play, they do not differ in their use of language for referénce or communication.
During th¢ first half of the second year, mchersluse{more divefFe‘language, and
are less intfuding when they rlay with boys. ‘Mothers seem to be”more socially
engaged witﬁstheir daughteirs, and perhaps as a consequence more sensitive to their
level of language development. As we indicated earlier, there are grounds for
believing that at 12 and 18 months, a less varied vocabulary with f?equent
] repeéitions geared to the child's ongoing behavior offers invaiuable' support co
the child's acquisition of words and meaning. VIf so, the mothers of'girls were
providing a more supportive Language learning ervironment than were the mothers
of boys. Buf at 24 months, when the language differences between boys and gifls
is g;eatest, there is a striking znift in maternal vehavior -- mothers begin to

I . .
take a relatively more active role in their boys' play, and as thcv do'so, their

language becomes scaled to the relative abilities‘of their children.

i

. How stable are the differences between boys and girls? All of the'differences

which appeared at, 12 are evident at 30 months, although on the Binet théy are no

ldnger significant. As might be expected, differences in languagé‘ability do not
appear until 18 months, but these, too, are present at 30 months. Materhal

measures tend to be less stable and on two of the three maternal measure$ which

revealed sex.differences, the direction of the difference changes between 12 and

30 months.

L
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Multivariate Analyses

The preceding discussion was based on a sample of incividual
measures selected to illustrate aspects of children's language, play
and social development. However, since a total of 54 mother and child
meesures were available for eech of the four assessments, a sesectlon
might present a biased portrait of changes over the year-a?g-a-half
period. Further, inspection of the individual measures suggested that
some measures formed sub-groups which shared a comﬁon pattern of‘change.
In addition, correlaticnal analyses indicated complex inter-relations among
measures. In order to extract general patterns, the final step in data
reduction used factor analysis. VARIMAX rotations performed separately oh
34 child measures and 20 mother measures (see Appendix F, Table 3) ylelded
a reduced set of variables which represented the patternlng of behavior over
differentﬁassessment situations, ages, and aspects of competence. It .
should be noted that information about subject characteristics or curriculum
differences was: contalned in the final set of factoes in so far as the
correlatlons between 1nd1v1dual measures were 1nf1uenc%d by these variables
Each factor could be considered a complex behavioral variable tapping an
underlying dimension of behatior derived in part from sources such as age,
sex, birth order, parentvcdccation, parent 1Q, independently, or'in‘inter-

actlon w1th curriculum effects. Since the factors ﬁere extracted from a

VARIMAX rotatlon performed on the total set of scores (136 for each child,
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and 80 for each mother over four assessmentsl), the factors were orthogonal

with respect to the total set of scores, but not orthogonal within
independent sources of variation. The important peint is that additional
analyses performed on factor scores could examine the contribution of
such sources to the totél variance, as well as the concurrent and cross-
lagged correlations between mother and child factors at successiverage

levels.

Table 11 about here

Patterns of Behavior

Children. The six child factors listed in Table 11 accounted for
approximately 15% of the variance. Two factors, Factors 1 and 6, seem to
differentiate functional and tested competence. According to Factor 1,
functional measures of language, play and sociability share common features
over the 12- to 30-month period. Note that advanced langﬁage forms are
associated poéitively with advanced play forms (e.g., pretend play) and
negatively with immature play forms (Level 1 activities). In addition to

/

being advanced in their symbolic structg;ég, children who score high on

this factor are also advanced in the use of language for communication

1Scores were randomly assigned to 12 month language measures (% Descriptions,
%4 Demand, % Questions, % Answers, % Modily and % Action) and play measures’
(pretend play) which tend to be either infrequent or unreliable at that age.
The random assignment was constrained by the range of the obtained cell means

- within each sex group. The factor analysis took age, sex and curriculum
group into account. :

CO656
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and in their sociability toward urfamiliar péfsons. Interestingly enough,
tested competence as reflected in the ﬁigh weighting of the mental test scores
" on Factor 6 is also associated with social behaviors. Consi&eriﬁg the nature
of the relationship between the child and the examiner in the testing

situation, it is not surprising to find that a particular form of social

behavior -- the social exchange of obj ects -- or that the child's
sociability towéfd_an unfamiliér observer (measutred in the home) should
be represented in this factor. It is possible, then, that children's
performance in stanéard'testing situations between 12 and 30 months is
closely linked to their social maturity.

¢ The factor analysis revealed two patterns associated with stylistic
‘ aspects of play (Factor 2 and Factor 3). The play of children who score
Jhigh on Factor 2 tends to be achievement and problem-solving oriented.
Manipulative activitiesyare biased toward a more advanced‘developmental

3

level in spite of considerable failure. High scoring children show
sustéined and narrow object prefe;ences; they aemand little of adults
although they respénd to achievement-oriented questions (What is that?).

A second style factor (Child Factor 2) reflects the dimension 6F specific-
diversive exploration. High scoring children show a rapid tempo of activity
change confined toba limited range of objects. A_cﬁild who scores high
on"this factor is likely to become intensely preoc;upied with a particular
object which is manipulated in a variety gf ways; a child who scores low

is likély to engaéé in diffuse, aimless, exploration punctuated frequently

by,episodes of fretfulness.

»
? Y
!
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k4 reflected children's social interaction and preference for the mother. in the

_of the language functions represented on this factor are barely present at 12

8l

Two distinctive social patterns also emerged from the analysis. Child Facter

home setting. In contrast, Child Factor 5 reflected the children's sociability
toward thé mother in the laboratory setting. Children who score ﬁigh on Factor 5
tend toc;tay close to their mothers, their expfessive and obJject behaviors are
mother-directed and their manipulative play is relatively limited.

- Stability coefficients varied considerably irom factor to factor (see Table k4
Appendix F ). The highest coefficients aﬁpeared for Test Competehce‘between
18 and 30 months (range r = .32 to r = .50), whereas the most persistent séabilities
appeared for Social'Interabtion—Proximity M in the lgboratory situation (Factor 5).

r

ivel
Functional social-symbolic compelence waselatlve gtable between 18 and 24 months

(r = .36), and somewhat less stable between 24 and 30 months (r = .28). Since many

months, .the low correlations between 12 and 18 months (£_= .09) and between 12 and
24 months (r = .07), are less‘surprising than the small but significant correlation

: f
between 12 and 30 months (z = .25).

i i e o o e e e g S e S S S R 4 S R S A T S P A e e e

Table 12 about here

Mothers. The factors extracted from measures of the mothers' social, play
and'language behaviors are listed in Table 12 . Maternal Soéiability toward the
Child (Factor 1) and Social Muiuality (Factor 3) seemed to reflect.different
patterns of maternal social behavior. Mothers who sccre high on Factor 1 ére

socially stimulating and responsive to their children. These mothers deal effec-

tively with their children's demands and tend to spend a considerable amount of

timeﬁih physical proximity tc their children. Mothers who score high on Factor 3

tend to faver mutual "hteractions rather than those which are either initiative or

-

€

responsive. : |

” r\'o
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The remaining mother factors, reflect different combinétions of maternal
directiveness and intrusiveness qualified by the style of the mothers' language
interactions with the children. Mother Factor 7, for example, reflects general
passivity accompanied by a responsive mode of verbal interaction. A mother who
scores highxon this factor would provide a poor language model for the ﬁre—verbal
child who produces relatively little speech, but such a mother might be a highly
effective tutor for the older child who has mastered enough langu2ge to produce
rudimentary forms on his own. TFactor 4 reflects the CAQbination ofv;;%ernal
language richness and noﬂ—intrusiveness. A high scoring mother is generally dif-
fidehtvand unimposing, but the }anguage she produces when she inperacts with her
¢hild is well-formed though not neces',sarily'tied t6 her child's langwege.

Factors 2, 5 and 6jrepresent different patterns of maternal control. For
' example, mophers vho score hig£ on Factor 6 tend to be bossy and controlling-—fhey

dom;nate theixr childrgp‘s acgivities while prowiding a rela%i?ely impoverished
.langﬁage model (é.g., "Put it there,”" "It goes in that one"). The language im-
poverishment of mbthers who score high on Factor 5 comes from the use of language
almost exclusively fo deliver verbal reinforcements. ‘These-mothers participatle
actively in their children's play and when they do so, their speech is heavily
punctuated by interjections such as "Atta béy!,"'"Wow!," "Gobd!,"dThat‘s it!".

In general, those factors which load high on maéernal play entries mark mothérs
-who ‘tend to be exceediﬁgly busy when they play with their children; the child is
inundated with proposals, suggestions and demonstrations of what to do and how
to do it. Of considerable inter;st in the present study is the extent to which
mothers use an eiaborative sfyle when they enter the‘child's'play. Although
Factor 7 accounts for relatively lit;lé of thevvariance’(G%), it loads high on the

measure of mother's eiaborative play. It is nbteworthy that an elaborative play

style is relatively independent of the mother's overall level of activity.

- - @
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Stability coefficients for mother factors were moderate (Table 5,

Appendix F), especially in comparison to thoserbbtained for child factors.
'Mﬂterﬁal sogiggi;ity showed the most persistent stabilities between sﬁccessiﬁg
age periods from 12 to 24 months and motheré' 12-month scores showed a small
positive correlation with 30-month scores (r = .21). Maternal Dominance showed
the strongest'stabilitj over a,year-and-a—ha%f_épread (£_= .39 betweén 12 and-
30 months), and Maternal Passive-Responsiveness showed low but persisfent
correlations between successive age périods.

As indicated earlféé, the factor analysi; was used to derive 'a reduced
_set of variables likely to reveal distinctive patterns ¢f development between
12 and-30 months. A Sex x Curriculum x Age analysis of variance was performed
oq;eaéh factorAscore.1 Correlational analysis examined relations betﬁeen mother
and child factors within and between age levels. Additional énalyseé examined
variables such as birth order, parental education, maternal’ IQ (PPVT and WAIS),
and family backgroun: variables (length of residence in New Haven, etc.).

Statistical procedurés and results will be discussed in the sections which foliow.

Patterns of Chaggg; Mothers and Children

At least on the behavioral surface, the post-infancy period is ﬁarked by the
appearance of strikingly ﬁew capabilities which rapidlywassume adu}t-like charac:f\
teristics. As children's language acquires the subtleties \f mature forms; it
begins to supercede non-verbal forms of communication. . As cBNildren's sensory-

motor activities become enriched by representational, imitative and. combinatorial

skills, play begins to acquire the refinements found in the make-believe and con-

-

,structive games of older children. According to some in&estigatérs (cf. Kagan, 1975),

2

social behghiors also undergo important changes during this period. Aftachment

lWhen main effects or 1nteract10ns attributable to age were significant, add1t10na1

analyses of trends using the MANOVA procedure suggested by McCall (197&) vere
performed. .
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behaviors toward the mother peak then taper, whereas spontaneous social gestures

(such as4the use of obJects in social encounters) make their first appearance

A}

(Maudry & Nekula, 1939 ),

In the analysis of developmental trends, two gu-...iomns were of special interest.

First, we asked whether the{behaviors of mothers and children showed distinctive pat-,

terns of change dﬁiing the year-and-a-half pericd. Do seme functions increase while
others decrease? Are some trends marked by dips, others by spurts and others by
relativeiy stable increments and decremente? Second, we asked whether there was any
congruence between'the_changeé of mothers and the changés of children. For example;
the analysie of individual variables suggested that mothers might be relatively act-
ive and assertive model-teiors when their child's language or metor skills are rough
~and poorly organized, but that they become less active but more responsive as the
child's skill 1ncreases. Indeed "the language curriculum was built on phe premise
that a/shift frem mother-as-model to motherfas-responder represented an optimum
strategy forvpromoting language deyelopmeﬁt. In the discussion wﬁich.folloys, we
examine patferns of change over the year—and-ephalf period.

The mean standardized scores for chiid factors at each age level are indicrted
in Table 13, Significant age effects appeared on four of the six factors

enalyzed; on two of‘the child factors--Functional SS Competence (Child Factor 1).

and Sustained Problem Solving {Child Factor 2)--the level of significance was well

beyond the .001 level. The developmental curves plotted in Figure 3. indicate

notably different patterqs of change which reflect the large linear trend for
Factor 1 and the 1arge quadratic trend for Factor 2. Not surprisingly, the factor

whith represents children's symbolic acquisitions, advanced play forms, and

sociabilify toward unfamiliar persons, shows a dramatic increase between 12 and 2L

. moﬁths. In-eontrast, the more stylistic-attitudinal factor shows a decline during
this period even though it contains positive loadings for individual behaviors which
increase during this period. The curves seem to represent strikingly different

developmental functions. In the growth of Functional Competence, the cxercise of

V=
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new structures was inextricably linked to their écqpisition.l However, the

rapid rate of growth was accompanied by an emotional-motivational by-product. It

was in the ability to engage ingsustaihed, difficult problem-solving activity and

to cooperate in tutorial t&pe exchanges that the ehildren revealed the often noted

acute disruption of behavior summarized in the phrase "the terrible twos."

Table 13 and Figuré 3 here

4

However, note the reversal between 24 and 30 months. At 2k months, when the répid
rate of structural esange toPs out, the pacefof motivational disorganization bot-
toms out. In the 6-month period between 24 and 30‘mohths, the stabilization of
structural‘growth 1s acnompanled by a prec1p1tous increase in the Chlld'S ability
to sustain cognltlvely challenging activities in splte of substantlal amounts of
fajlure. With respect to these two developmental strands, 2k months seems to be af

watershed age. Thereafter the child's way of d01ng things, his style- of functlon-

ing, becomes commensurate with his recently acquired competence.

Table 14 about here

— -

Included in Figure 3 are two curves of maternal factors which show
developmei.cal trends similar to those  of the children (see Table 14 for mean
scores on maternal factors). Mothers scores on Art1cu1ate-Non-d1rect1veness show
a linear increase between 12 and 2l months. Although the rate of incréase'is not

as rapid as the rate shown by the children on the Functional Competence factor,

,Ja

"the“two scores are significantly correlated. ' A$ 12 months, when the

4
.

lAlthough curriculum effects modified the relative stcepness of the increase, the
trend for each group between 12 and 24 months was essentially linear.

S 66632 -
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langunage and.play repertoires of the children are relatively limited, the mothers-
tend to be relatively directive and controlling, andvthe language they use with their
shildren tends to be simple, with few complete sentences and little description; The
mothers show .a slower rate of change than the‘ﬁhlldren between 18 and 24 months,ﬁas .
if the mothers were gradually dropping behind as the children suréed forward Although
differences in adjacent 6-month periods between 12 and 24 months are significant‘for
mothers and children, the difference between 2& and.30 months is not‘significant for
. e1ther group.l By 30 months, the mothers reconstitute their earller d1rect1ve pattern
50 that now, relatlvely complex Ianguage is used w1th far less directiveness. ’
The curves plotted in Fig&re 3 ’ . reveal another congruent pattern. Mothers'
tendency to use a relatlvely passlve style plum@ets at 24 months as the ch11dren be-
come diffuse and discrganized. In other words, mothers become more active and asser-

g N

tive as their children become less task focused, less pliant and more deménding. Then,

v,
9%

as the children recover, the mcthers seem to relax, once again returning to the earlier

more passive mode. A significant quadratic trend also dominates the child's tendency

to maintain proximity toward the mothef in an unfamiliar situation. Proximity main-

-taining behaviors peak at 2L months, on what seems to be a developmental complement
to the collapse of achievement oriented problem solving at that age level. It
should be noted that the two measures derive from different situations, so that the

connections are not produced by a measurement artifact.
The trends analysis also indicates that several maternal behaviors show a sig-
nificant decrement over the'year-and-arhalf pe}'iod.2 Maternal sociability declines

between 18 and 24 months but shows little change between other 6-month intervals.

1The trend between varies accord1ng to curriculum group. These
data will be discussed in a later section. :

2yhe decline appeared in all groups, although the rate, timing and termlnal level
varied for M. Sociability and M. D1rects vSs. Quostlons.
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.mothers. Mothers were the least controlling and the mgst verbally articulate when

* changes. These episodes are sustalned 1nteractive sequences in which initiating -

90
sacial .
Note, however, that mutuality increases #s if the structure of mother-child -

*

interactions changes from a temporally spaced out system of initiating-responding

[3

interactlons _to temporally condensed eﬁﬁﬁns of "transactions." Maternal reli-
‘ance on 51mple verbal reinforcements and verbal directiveness also show s1gnif1cant
linear dec1~nes, although the, latter increases slightly between 12 and 18 months

(thus producing a modest quadratic trend). Again, it is important to note that

between 12 and 30 months, the behaviors of mothers are as much i- 1t as the

behaviors of children.

»

Two general themes emerge from the preceding analysis. The first is that it
may be necessary to distinguish between behavioral changes which reflect the child's
acquisition of new capahbilities and the emotional-motivational by-product of an

abruptly .expanded repertoire._ On the one hand, between 12 and 24 months new seman-

ra
.

tic and syntactic forms, new ways of handling objects and socidl occasions enter

the child's repertoire and come to function as effortless and essential constitu~
. ., s . ,
ents of spontaneous behavior. (: the other, the period of most rapid growth is - -

accompanled by increasing task disorganization;“susceptlblllty to fallure ara '
social abrasiveness. For the young child, it may be one thing to be the possessor
of new teghnical POWErsSs , bnt quite another to orchestrate and synchronize the y
application of these nowers. '

The second theme is that maternal behaviors show patterns of change as stri-
king as those of the-children. If children show pesks and troughs, so do the /
. N\
the children displayed the highest level of competencé. An'unexpected finding was
an overall decline in maternal socability based on the type of social interaction
in which initiating and responding scciai exchanges between mothers and children

undergo a qualftative change characterized by longer episodes of Pecinrocal ex-

. ————— - e .- B A

~
e, -

and responding behaviors have become so condensed and'interdependent that they are

best viewed as a series of reciprocal, contingent transactions. In other words,

S 69634 . . o
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between 12 and 0 months, mothers',social behavior toward their children becomes

less a matter of'brief social gestures such as a fleeting smile'and occasion-

oF
governed attentions to the children's needs for comforting, help or entertainment

1

As encounters become less epi sodic, their content changes. The child's new

\

skills support - perbaps even dictate - a tran31t10n from "verbal interaction"
\

to "conversation," from the brief exchanges of giv1ng," "showing," and "helping

et

to elaborate social games, from echoic imitative gestures to playful and sometimes

serious cooperation in household activites.

Six Differentiating Patterns
If girls are verbally'more precocious than boys (Maccoby & Jacklin, 1973),

verbal precocity mizht be one component of a more extensive cluster of skills

At

which differentiate the sexes. If boys’are’more Vigérous or object-oriented
than girls(Goldberg & Lewis, 1969; Clarke-Stewart, 1973) these tendencies

might be indices of a more general activity style. Our analysis of individual

.

variables revealed a number of differences related to sex. The question is

whether differences would appear for broader pat.erns of behavior. Mean

- 1
scores for child and mother factors which revealed sex differences are showa

(Y4

in Table 15.

Put Table 15 about -here

Consider first the %unctionaI Competence factor whicnfcontains positive
doadings for relatively mature forms of language, play and social behav1or.
At 12 months, bbys and girls did not differ significantly (1n fact boys
scored somewhut higher t%an girls) However , by 18 months, girls score higherf

than.boys (p & Ol) and the dlfferences are sustained over the following year.

The shapé of the developbental function is esseﬁtially quadratic fer both

[
’

sexes. -1n other words,wihe differences derive primarily from the girls' moref

A A Ca6ad 7
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rapid rate of development of emerging functions between 12 and 24 months

(see Figure 4).  As might be expected from earlier amnalyses (e.g., individual
measures such as the Bayley Mental Scales and Stanford-Binet, social object.
'Y ] : v o .

exchanges and sociability to stranger), girls score higher on the Test

Competencel factor- than boys, beginning -at 12 months of age. -

- L " Put Figure 4 about here

i
Sex differences in children's specific\vs. diversive style-of exploration

' supplantsuthe rather fragmented image of%stylistic differences which emerged |
from thc analyses ff 1nd1v1dua1 variables. Boys tend to focus on a partlcular,
favored object upqn which they exercise a w1de array ‘of different and rapidly
changing act1v1tx schemes. Thelr act1v1t1es tend ‘to be developmentally
egalltarlan - 1mmature activities (banglng, shaklng, ‘pulling) aré as likely

to appear as the more advanced combinatorial act1v1t1es. . Vhatever the particular
_object or whatever the partieular from of action, children who score high on .
specific exploration are ntterdy preoccupied with what they are doing. The
contrasting pattern*is,exhihited by girds. Their activity style tends to
~exhibit more diversityvin‘the objects they contact, a slower pace and more
emotional 1ab111ty Itﬂshould bevnoted-that children-of both sexes show'a
tendency to become more d1ffuse and irritable at 18 months.

Differences in mothers' behav1ors related to the seX‘of the ch11d is as

controvers1al as dlfferences in the behav1or of children. The present findings

- - -

support those of other researchers who report that in 1ate infancy glrls
{

mothers tend to be more dmrectlve and domlnatlng (Clarke—Stewart 1973).

.Thls characterlzatlon howevcr holds only between 12 and 18 months. By

]

f

- 2l months the direction of the difference is dramatically reversed. Girls'

l'I’hese differences appeared in five groups but were reversed for children

in the Mother Only group.
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mothers become less dominating whereas boys' mothers become more so, a

difference which persists over the next 6 months, although maternal dominance

generally decline.l The interaction between sex and age is. plotted in

Figure 5.

Put Figure 5 About Here

In sum, sex differences favoring girls, appear on two factbrs which
index children's cmpetence -~ girls are not only better test takers, but
their spontaneous behaviors tend to reflect a more rapid development of
linguistic, cognitive and social forms. Mothers are considerably more

bossy toward girls at 12 and 18 months but then shift gears, easing up on

the girls and bearing down on the boys (Minton, Kagan & Levine, 1971).

To what extent does maternal dominance at 12 months influence girls' superiér
performance at 18 months? To what‘extent are initial maternal differences
and later shift in maternal behavior provoked by the boys relative immaturity
and the girls' relative pgggocity? Later sections will examine data

pertaining to the interccunections between sex-linked maternal and child

_behavior..

Birth Order Effects

It became evident soon after the home visiting program began that
whether the cﬂild.was first or second born might make a substantial difference
in the effectiveness of *+he program. Althopgh the initial selection criteria
limitéd the sample to first and second borns, the group was not blocked on
this variable. The final distribution of 65 first borns and 35 second borns,
reflected the distribﬁtion found for families drawn from the same hospital

records but not contacted to participate in the present study.

9

lAlthough maternal dominance showed curriculum variations, the pattern of sex

differences was not modified.

CuGa7
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-Previous research on birﬁh order has been far more.concerned with
children ‘than parents (Bayley, 1965; -Altus , 1966). For the most parﬁ,
the available data suggest that first borns do relatively better in adult
managed achievement situations, whereas seéond borns are relatively more
oriented to social Involvement with peers (Sampson, 1965; Sutton-Smith &
Rosenberg, 1970). Few studies have examined bgrth order effects on behavior
measures during infancy, although it is often assumed that differences
begin at appear early iﬁ life.

The present analyses revealed marginally significant differenc-=s

in children's Social-Symbolic Competence (p = .056) favoring first borns

(Table 16). though the interaction with age was also only marginally
significant (p_¥ .085), mean scores suggest that differences make their
first appearance at 18 months, increase between 18 znd 24 months, and remain
stabl€ thereafter. Witk respect to early symbolic development, second borns
seem to gain few advantages from the presence in the household of an older
sibling who tended to be on the average only two years older.
More stéiking differences appear in maternal sociability. In accord
with other findings, mothers are consiﬁerably more socially stimulating
and responsive toward their first borns at every age level (Hilton, 1967).
However, maternal‘sociability is SOmewhat moaified'by the sex of the child
(p = .059). For first born children, the difference between boys (M = .13)
and firls (M = .15) is small. It is the second born boys (M = -.62) who
f!kreceive considerably less social stimulation than second born girls (M = -.08).
Although mother; are les; sociable toward their second born children,
they do not necessarily ignore them. Although again only marginally significant

(p = .056), mothers tend @ more directive with their second borns.

——

Put Table 16 ..bout Here

(6608
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- Developmental Trends: Summary and Discussion

It is apparent from the preceding discussion that behavioral
changes between 12 and 30 months follow no single or simple developmental
trend: Some behaviours show fairly steady increments, then taper off;
others show decrements, while still others are characterized by plateaus,
pesks and dips. For the most part, measures which reflect the child's
- acquisition of new behavioral struetures -- components of language

_(such as ansvers or nominals), play (pretend or two-object combinations),

or socisl behavior (exchanges with an unfamiliar person) - show a rapid
rate of change during the second year, which levels off between 24 and 30
months.' The 24 to 30’ months plateau may reflect several factors. Children
may enter a period of consolidation in which newly acquired forms are
practiced and refined in diverse new situations. If so, our research scenes
should have been expanded to permit us to examine the diversification of
skills (e.g., to include the child playing with éeers as well as playing
~alone or with his mother, or observations of a broader sample of unfamiliar
adults). It is possible, too, that our measures were insufficiently
sensitive to changes after the age of two (e.g., MLU might be a better
measure of langﬁage complexity for older children or new and more subtle
problem solving or social strategies might emerge which are notgiepresented
in the units used to observe play of social behavior). Noné the less,
multivariate procedures helped to identify patterns of related behaviors
which apparently follow a éomparable course of development during the year

and a half period. The factor which seemed to represent structural changes

o
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in child;en's social and symbolic competence transcended our initial division
of behavioral systems into language, play and social development. Although
language, play éhd social behaviors can be disfingished, the distinction
may be more a matter of convenieﬁce phan a psychological reality. At
least some aspects of these behaviors seem to share common structural
attributes (such as appears in child’Factor 2 which groups together stylistic
aspects of language and play).

Maternal behaviors also change as the chi.dren éet older. Aé we
noted earlier, it no longer seems reasonable to consider mothers and
children as behaviorally independent organisms. Although it is possible to
examine tpe relative contributions of each to a given outcome, such analyses
are imposed upon a system in a state of continuous flux; the influential
force of one mcmber may simply prepare the way for the counter-influence of
the other.

The foregoing analyses leave little doubt that boys and girls differ,
that some d%ffgrences arc already evident aﬁ 12 months of age and that
some were mainéained cver the following year and a half. Boys favored a -
specific style of exploration, whereas the girls favored a more diversive
style. The girls' greater interest in social matters Was;associated‘with‘
‘higher levels of performance in a test situation requiring interactions with
an unfamiliar examiner. The results of univariape analyses were neatly
surmarized in the analyses of multivariate factors which grouped together

those individual measure which shar common undeflying préperties.“ Mothers

differed in how they interacted with boys and girls, but maternal differences

reversed direction beﬁweep 18 and 24 months. At 12 months, mothers were
e
more directive and intrusive toward girls but the maternal dominance decreased

for girls and increased for boys. The change tame on the heels of a decline

(i

<>
>
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in the boys' Bayley scores, whereas the change follows an improvement in

tesﬁ scores for girls. Thé U-shaped function for boys, suggests that the

variables which govern mafernal dpminance change substantially over the year and g%
a half period. One possibility is that when children are relatively immature,
mothers are easy going; they expect little and make few demapds. Then, as
the childreﬁ begin to dcquire language, sophisticated problem solving .and
social skills, mothers beomce more directive and intrusife; they expect

more and‘get more. Fiﬁally, when the child display a high level of masiery,
ﬁhén his language permits: extended conversation and his interests lend themselves
to sustained periods of activity, mothers again change. Unobtrusiveness

during the third year may support therdeve10pment of qompetence'combined

with independence. Altﬁough this nicely illustrates the notion that a

viable model of children's development should contain provisions for a

feedback loop, the data presented thus far do not preclude alternative
explanations'whiéh.call upon the role of environmental pressures toward sex—
typed socialization. Whether mothers, for example, are less accepting of

their boys' behavior because boys are less compliant (Minton et al, 1971),

or whether the mothers are reacting to cultural pressures and sopio-affective
anxieties, or wheth!& both facotrs operate as a chain of effects the plausible

alternatives which our data cannot resolve.

3
14
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CHAPTER IV  CURRICULUM COMPARISONS

Data Analyses

The 100 mothers and children who*participafedlin the present study changed
dramatically over the year-and-a-half period. We turn now to thé_gnestion of
vhether these changes were modified by one or another aspect ?f<mr educational
program. Of special interest are those aspects- of the program which focused
on the child's primary caregiver as a crucial force in the child's moment-to-
moment interactions with people and.things during the early years. Implicit in
a parent-zgucation strategy is that the p?rent (or parent substitute) is a central
contributor to the child's development 7€g£t changes in parental behavior sﬁppor£
or induce changes in nhiln behavior. As described earlier, three curriculum and
three comparison groups were designéd to investigate how particular features of
home-based educational programs might influence the behaviors of mothers and
children.

W First, we wanted to know whethér curriculum'materials stressing either

-

language, play or social development would have differential effects. The three

core curricula shared a common perspective (i.e., a three way interaction between
home visitor, mother and child) but differed in'sgecific content. The materials
designed for curriculum comparisons called upon the fine details of what ig cur-
rently kno;habout éarly language scquisition, the cpgnitive underpinnings of play,
and the form and complexities of social-?mdtional behavior to produce three cur-
ricula--a Language Curriculum, A Play Curriculum and a Social Curriculum~-which
were presented Po three independent grouns of mothgfs and children (Language vs.
Play vs. Social5. -
Second, we wanted to examine whether concentrated, direct contact between

the child and a trained home visitor which excluded the mother was nore effective

th an equaf%?’concentrated focus on the mother which excluded the child. Thus
?n :

in two comparison groups, the interactive mode was dyadic: ' the home visitor

<
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: 99
functioned either as theﬁdhild's playmate and tutor (Baby Only) or as the mother's
friedd and child development consultant (Moﬁher Only). The dyadic groups were
patterned after early home-based intervention studies which stressed either the

& Harte, 1968
child (cf. Schaeffer , Furfey ) or the mother (Levenstein , 1970).

Third, we wanted to know whether the 1nteractive mode of thé visits (i.e.,
dyadic vs. triadic) made a difference. In the dyadic groups (Baby Only and Mother
Only) the effort was to delete either the mother or the child from the relation-
ship with the home visitor. In the triadic groups (Language, Play and Social) the
curriculum matérials were designed to encourage a three-way patte¥n of interaction
between' home visitor, mother and child; more accurately, to balance the ongoing
intercpanges between all three so that whoever was deleted.at one moment could be
a participa@t the next. On peddgogical grounds, one would expect a triadic pat-
tern to be a more effective learning condition f0£ the mother and provide a better
teaching situation for the home visitor. In a triadic situation, thg home visitor
has available an ongoing, illustrating context in which her own behaviors and those
of mothe; and child can become concrete instances of curriculum themes. To the

extent that the home visitor is sensitive enough to take advantage of the here and

now, and agile enough to reshape the inevitably abstract and linear curriculum

“units by exploiting moment-to-moment happenings, the mothers ‘should be better able

to understand'and use concepts which stress the role ofvenvironmental contingencies,
reciprocity and flexibility in children's early development. )
Finally, ve wanted to know whether the mere presence of a friendly, sympa-
thetic outsider in the- home would make a difﬂerence.v If loneliness and isolation .
is a major influence in the lives of middle and low income parents, the opportunity

for regular contacts with a warm and interested home visitor might be extremely

Lconsequential no matter what else the home visitor did.

\;\1103
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The above questions guided our analysis of the data. Orthogonal contrasts
were used to make relevant comparisoﬁs: All groups'vs.'ggst Only, Triadic groups
vs. Dyadic groups, Baby Only vs. Mother Only, and Languééé vs. Play vs. Social.
Although individual variables revealed signifiéant differences, it became ’
prohibitively iarge to ?valuate individually: Firét, because a certain number
of significant effecf% could bhe expected bx,chdhce alone; second, because the
complicated trail of indi#idﬁal va?iables}over sets of contrasts would be likely
to yield a fragmented picture of the results; and figally, because the reduced
set of 5! variables were sufficiently intercorrelated so that the distinction
between significant and nonfsignificant di}ferences could easily obscure fairly
general patterns. |

Longitudinal analyses pose innumerable problems, not the least of which is
the statistics of répeated measures designs (McCall & Apfelbamm, 1973 ). Although
the most feasible solutién, multivariate analyses of trends,ﬂimposes a médel'which
can be unduly limiting for an exploratory study, it was.the solution adopted here.
Each dependent variasble (i.e., 6 child factors and T mother factors) was converted
into a set of three trends--linear, quadratic and cubié. The three trend %cores
were then entered as dependent variableé into a multivariate analysis whicﬁ
yielded multivariate F-ratios for each Curriculum Trend contrast with univariate
F-ratios for each trend; In the present study, the longitudinal analysis has a
special significance in view of the gradpélfphase out of home visits. Home'v;sits
occurred.weekly dﬁring the first‘six montbs, bi-weekly during the second six >
months:, and monthly during £he last six mohths of the program; Typicaily, inter-
vention studies exhibit stroﬁg effects immediately following the participant's
most concentrated invoivement in the program,land theﬂ an attenuafion‘of effects
once thevprogrém has been terminated. A gradual phasing out of prdgram contacts

: o :
seemed to make sensee-clinical}y, as a way of easing the stress of breaking what

v . °




had become in many cases a close and warm frieﬁdéhip between home visitors and

v

-

families, and, programmatically, as a way of building into thé program prdcedures‘

which hopefully would maintgin effects despite reduced contacts with* the hoﬁe
visitor. '
Families wére randomly assigned to treatment and control gfoups. Although
/none of the bretést measures, family backgfound indices, or’matefnél IQ measures
revealed differences larger than would be expected from a random assignment
(p { .20), group means are worth noting because the magnitude of the differenées
5etween extremé sbores is occasionally large engugh-to be significant if tested
separately without appropriate adjustments (Aﬁpendix F:.Téble 20 ). However,
there were differences, some of which éould contribute to the maghitude of the

interactions with age. In the following analyses, pretest scores were used in.an

enalysis of covariancc whenever an interaction with age was significant. - -

Home Visits: As They Were

?

Y

In our master plan for the home visits we projected a year-and-a-half program
which would gradually phase out over successive 6 mbnth periods. Curriculum
materials for each-of the,32 visits were designed to cover about an hour's worth
of activity in the home, ahd the visiting schedules of the homé visitors allowed
approximately an hour?per visit., Taking into account travelling and planhing
time, we feiﬁ that it Qould be possible for a home visitor to maﬁgge gt{%he mosf
3 visits per day, so that a maximum case load of 10 families and ¥§Bkly visits
did not. seem unduly burdensame.

The reality differed notably from the original plan. As indicated in
Table 17 . the Mother Only group consumed an inordinate amount of time
(almost an hour and forty minutes at one point); especially when compéxed with the

Baby Only group. According to the home visitors' notes and commentary, Mother

Only visits requiréd immense tact and diplomacy-—séme mothers had pressing personal

6ui0>h




102

*

E .

problems (with family, Husband, or Welfare Department) whereaf a few mothers
. . o
strained the hoile visitors' conversational skills with long silences, or mono--

N

syllabic responses tonleading questions and discusaion probes. Some mothers

wanted to talk abdutﬁeverxthing but the children, whereas qthers used the home

visits to scrutinize every detail of the child's life. After the first_eight L e

visits, most ) home “visitors. found themselves staying longer . fewer visits
were missed, especially when visits;wefe bi-weekly. Mother Only visits often

became socializing.oegasions-:tbej'took place in the kitchen with a cup of
coffee and sometimes lunch; the fine boundary ' between the home visitor as

professional consultant and friend was a difficult one to maintain.

Ld
P

Table :17 abéyt here \/,/{// : .
. #. 4// . ‘
/' ,

As might be expected Baby.Only visits presented vastly d}fferant problems

-~

At 12 months, very few children were able to sustain an hour long perlod ‘of
3

interaction with an adult; sessions were interrupted by the children's frequent

\\

Journeys to seek out the mother, which tended to become more frequent and lengthy
as a visit progressed. Early in the-home ;isit series, home visitors considered
themselves'fortunate if they could extend a visit to an hour with as much as 10
minutes of contact with tne child.' The child's attachment to the mother was
expressed in the "secure base" phenomena (cf. Ainsworth & Bell, 1970 ; Bowlby, 19693
(4
° 1973 ), a case of a treatment format out of synch with a chlld's developmental

level. It was only gradually, after many weeks of pat1ent persistence, that home

visitors were able to engage the child in sustained periods of activity. It should

be noted that although there were differences within triadic curriculum groups, the

<

physical presence of the mother and her interactions with the child created a

(G106 R




vastly dlfferent v1s1t 81tuat10n. The children were not necessarily in constant

"y 1nteract10n with the aduft&, but they were rarely more than a few feet awey.
“‘;*””*“‘Noﬁetheiessi“iaﬁguage“visits tended'tOxtakeﬂibss time then play or social visits.

In fact, the length,pf language visits decllned abruptly (by 20 minutes) just as

L most chlldrep in the study began to speak--as if~with - success,' mother and home

visitor lost interest in the effort.

2

Scheduled Visits were often cancelled--sometimes becguse of illness, weather
or family emergencies, occasionally because'the mother simplyx forgot. In order ' ®

. & ) ‘ ' s ~ .
to maintain the assessmant se€quence, home visitors frequently were not able to

_reschedule yisits, so that sessions had to.be condensed to scover more than one
week of activities. The pr oport16ns of mlssed v1s1ts (per 16) was never less than

7% (Baby Only) nor more than_22% (Play). Fewer vxsits%were missed in Baby Only

’

and Mother Only groups-¥and over«oimexlﬁitsed visits increased in the former but .+ -

hY . . r

. . -~ £
decreased in the latter. ‘Evidently.’Mother Only visits not only take more time,

o

but they are alsq more likely to occur. "Wisits in the core curriculum groups

were subject to relatively more disruption, -in ‘part, because both mother and child
, . F .- ,
had to be present and able to participate. -However , mean exposure time to the

curriculum, with the exception of ‘the Mother Only grouﬁz was relatively uniform.

. 7

As home v1s1tors accommodated to ex1genc1es ‘as varled as” flu epldemlbs vacations,
-~ /

snow, birth, ‘and family crisis, as they Juggled the hours and days of a demandlng

~

schedule, they were able to adhere_remarkably(well to the fhtent}ons if not the

‘details of our early projectionms. ‘ i - ! ' i

-
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The Core Curricula: Language, Play and Social

. The children. One purpose of a curriculum comparison was to examine the
extent to which one could demonstrate the differential sensitivity of éevelop-

mental functions to particular environmental influences. T

%

During the period of most rapid growth, children's development of functional

competence--their acquisition of linguistic, cognitive and social skills--was

influenced by curriculum procedures. From an inspection of change scores over ’

)

afic 12 month.baseline (se= Figure 6 and Appendix F, Table 6 for grcup

means), it can be seen that the language curriculum‘considerably accelerated the
early development of functlonal competence; language and play children-performed

— _better than social children at 18 (p = .01k) and 2k (p = .045) months (although
| the Test Only group did not fall behlnd until 24 months). However, the accelera-

S tion of language and play children aﬁpeaxs to have depended on the frequent pre-

<>

, ) senée of the-home visitor. 1In keepiﬁg ‘with the signiticant quadratlc interaction,
o« - “ . S : o
-* . _language and play groups show a small decline between 24 ard 30 months, whereas

the development of children in the social group-continues at a somewhat slower
rate. Indeed, at 30 months, differences between curriculum groﬁps are not signi—
o ficant. If, as we have.argued previously, the functional competence factor
li- reflects chlldren s acquisition of fundamental structures, the 24 - 30 month atten-
{'uatlon is not surprising. Chlldren may differ in their acqulsftlon rates, and
‘ under some circumstances might show precoclously_hlgh levels of performance.l But
Aall children eventually acquire these structures; apparentl§; when specially
- enhancing circumstances are.withdrawn, differences evaporate and children function

at;a’level commensurate with their developmental level. Is it the case, then, that

fhnctional‘competence, as we have defined and measured it in the present study, is

purely a matter of matnration?» In a later section, we examine some of the early

Figure 6 about here
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nmternal influences on ehildren's éO flonth scores. It is‘clear, however, that
insofar as intervention effects are concerned, theﬂinflation of language and play
scores at 24 months does not withstand the withdrawal of the home visitor.

’
Children's interactive-proximity seeking behaviors toward the mother, pre-
dominantly during the waiting room episode in the laberatory, were also sensitive
to curriculum influences. The significant cutic trend, depcted as changes over

the 12 month baseline in Figure T . reflected a complex Interaction between

currlculum group and age. Between 12 and 18 months, the interactive-proximity ‘

N

a

seeklng behaviors of the language ‘children 1ncreased whereas those of. play and
social children decreased _The latter groups showed a belated increase at. 24
months , when the language children were beC)m1ng less 1nteraet1Ve, although lang—
uage and play children areisomewhat more involved with their mothers than social
children, the differences are‘not significant. By 30 months ,- language cnildren
show ahconsiderable increment over their 12 month scores, social children show a
decrement, vhereas play (and Test Only) children move close to the 12 month base-~
line; One"might argue that with respeét to'the‘qverall pattern of change, the
language children are advanced; their attachment behavior peaks at months,
wireregs children in other groups peak at 24 months. It is important t te,
however, that the language chlldren generally maintained a higher level of inter-
action with the mother than did social children, and that they exceeded play

~hildren at two ages; play chlldren, in turn, exceeded social children at 24 and

30 months (sec Appendix F, Table 6 ).

Figure T about here

The waltlng room situation was not a stranger probe, children are no%
""'—~

choosing to interact with the ‘mother rather than a stranger, and the children's

-




- ' | . 106
heightened involvement with the mother is not linked {o stranger anxiety. It also

seems unlikely that chiidren were responding to fear engendered by the novelty of.
the toys. Rather, the particular behaviors which entered 1nto the interaction-
proximity factor (+socisl object actions, +expressive behavior, -object contact,
-MC distance) suggest that the children who received high scores simply enjoyed
interacting with their mothers. Note also that the 30 month‘scores reflect cur-
riculum differences vhich appeareu at 24 months on the more structural measure of
competence. Although speculative, it 1is possible that children s general communi-
cativeness and interest in the mother at 30 months when no observerhis present is
¢ an applied counterpart of earlier differences in competence, an application which
has little to do with particular language froms, for example, but more generally
tohdo with the use of 1anguage_in»interpersonal exchanges.

The mothers. Some support for our interpretation of curriculum effects on

tne children come from the maternal factor Articulate-Nondirectiveness. Change *
scores over the 12 month baseline are plotted in Figure 8, (see Appendix F, '
‘Table,7 for mean factor scores). It is evident that changes in the mothers did
not reflect curriculum influences until the children were 30pmonths of age,
: after home visits had been reduced to:a monthly basis. It is important to note
that none of the measures which entered into this factor were. obtained in 51tuations
which yielded high loadings on the child's interactive-proximity seeking behavior.
Tn other words, the 30 months distribution of curriculum groups on these two measures
v is not a situational or measurement artifact. <At 30 months, language mothers were
Vmore sophisticated in the language they used with their children than play mothers,
who, in turn, were more sophisticated than social mothers, They were also less
\ . ‘ h
intrusive and directive in their interactive st&le. It,yopld appear as thougn
differences in some maternal behaviora might reqnire a well-established competence
in their children in order to become manifest --.so that, in a sense, maternal

B

interactive style might lag behing, and be in response to, changes in the children.

Figure 8 about here
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Note Towever, that although at earlierlages social mothers performed soﬁe-
what better than mothers in the otherhgroups, they show a trend reversal between
24 and 30 months. Although the linear trend for‘ﬁhé curriculum‘efféct is margin-
ally significant, group differences are also carried by a quadratic trend which
reflects the decline for the social mothers during the last 6 ménth period. In
the absence of support from the home visitor, social mothers apparently reverted
to an earlier pattern of restricted language and intrufive interaction;‘
In what way might the curricula have produced’%hese changes? iAlthough lang-
uage and play curricula used different materials, and examined nominally different
- aspects of children's behavior, they yielded indistingui;héble linear trends and
terminal scores which exceeded those of the other groups. Yet, Qverriding the many
specific differences, language and play curricula shared a common, stfuotural
framework. In the language curriculum, the units of discussion were the elements
of language--nouns, verbs, modifiérs; people, things, actions and relations among

‘these. In the play curriculum, the units were more simplistic, yet can be viewed

as the non-verbal structural counterparts of objects and actions (cf. Bruner,

Oliver & Greenfield, 1966). Even more, both curricula dwelt on the apparent inten-
tions of either the child's language or his activity and both attempted to sensitize

the mother to the structural and infentiona

aspecté of her child's behaviors. In
many respects, the social curriculum shared. comparable point of view. But the
issges enveloping children's social developfient are vastly different from those
which appear in language and cognition; the c ections betwe;n the acquisition of
social rules, socializatidn pressures, interp: sonal transactions and linguistic-
cogﬁitive skills are obscﬁre and compiex. The s;cial curriculum had to address the
elusive questions of goals for the child, sex-gtereotyping, social values and

emotions. The social curriculum had to introduce such abstract interactive con-

1 . . . B . . T .
structs as "reciprocity," "contingency" and "social reinforcement," in the absence

of a st?uctural framework as elegant as linguistié analifij’ﬁf/as obvious as,play.
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In a sense, the social curriculum was handicapped by the current emphasis on
process over structure ip studies of ‘'social development. It appears as though
mothers in the social group could adopt the mix of verbal sophistication and
non-iztrusiveness only‘as long as the home visitor was available to interpret
or model the social curriculum's rendering of these, as though the curriculum
provided too little of the general understanding which might lead to more
enduring gains.

Two additional findings are worth noting. Two maternal factors revealed
curriculum main effects which did not interact with age, but which appeared
between 12 and 18 months, were sustained over the following year, and were not
eliminated by an analysis of cova}iance using 12 month scores. Beginning at

- 18 months, language mothers (M = .35) exhibited more social mutuality when
interacting with their children than did play (M = -.06) and social (M = -.05)
mothers (p = .03). Language mothers also avoided an- intrusive verbal reinforce-
ment style of interaction (M = -.32), whereas play mother; (M = .02) were more
likely to use this st&ie than social (M = -.lh)' and language ﬁothers'(p_= .01).
Play mothers were more prone than mothers in other groups to accompany their
frequent entries. into théfr children's activities with words of encouragement
and approval, perhapshan gffecﬁive means ofvsuppérting children's activity,
although not exactly the elaborative style promoted by the play curriculum.

In summery, comparisons of the three core curricula indicate that the social
curriculum seems to have had the weékest influence on the beﬁaviors of mothers
and children, whereas the languag¢ curriculum seems to hav: had the strongest,
most pervasive impact. Although the differences are clear, their implications
regarding the respective contributions of hOme{yisitor and mother are not.

An uﬁderlying though ofgen-imp;iqit aséumption of parent education progfams
is'that the chain of influence.proceeds frdm parghf,educator-——~—91nother~———4>child

Chilman, 1973; Lambie, Bond & Weikart, 1974). Our findings, however,uyield v

(o1t
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littLé support for that assumption. For example, suppose ve aigue that the
mother's language and style of play influences her child's symbolic and cognitive
development. According to a highly simplified parent educaticn model, changes
in the mother's behavior should precede, or at least be contemporaneous with
changes in the child's behavior.l Some of our findings are not in accord with

a linear parent education model: e.g., changes in children's symbolic competence
preceded by several months changes in the maternal style which,‘on the surface,
would appear to be the most relevant to the child's acquisition~of mature
symbolic and cognitive structures. Indeed; it apperrs as though the mothers
respond somehat belatecdly to the children's ievel of functioning at an earlier

age. Furthermore, group differences in the children seems to have been dependent

on the curriculum in combination with the frequent presence of the home visitor; .
between 24 and 30 months, ﬁhen visits are down to a monthly schedule, the
enhanced performance of language and play children take downward turn, whereas
the social children move steadily forwerd. In other words, in the hands of the
home visitor, the language curriculum was able to eleva te children's performance,
which the motﬁefs were not able to sustain even though they eventually were
ﬁsing the right "techniques."

For these data, it seems necessary to abandon an overly sigplified view
of maternal and child change. Those elements of language, play and social
behavior grouped together in the factor we call "Functional Social-Symbolic
Competence' may be structural elemenfs which all children acquire and which
appear in their spontaneous behavior (in contrast to their tested behgyior).
1f so, the precocity of the language children, induced by the combination of
home visitor and curriculum, might have come from the use of mature forms which

were not truly assimilated, and which, perhaps,'could not be assimilated as

M

such an egrly.age; e precocity thus appears only on the surfacé, and only

when buttressed by the enriched stimulation of a skilled practitioner. If

|

“Although the issue has not received sericus attention, and parent education

CGild
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some aspects of growth are fundamentally maturational, reflecting a

biological schedule of development, it would be unreasonable to expect profound

and enduring changes froﬁ a relatively modest environmental intervention. Of

course, it is possible that maternal differencés which appear at 30 months

might have implications for children's later develomment: unfortunately our

data do not permit this possibility.to be explored.

Non—é%rucﬂ&al dimensions of child and ﬁaternal behavior responded to

- curriculum vari;tions, and it may be that behaviors which reflect social-
interpersonal styles are more amenable to environmental interventions. Although ;
exceedingly labile between 12 and 30 months, children's interest in communicating
and sharing with the mother was generally higherifor language children than |
social children, and language mothers tended to eﬁéage in relatifely more -
matual, reciprocal éxchanges, avoiding a language ;tyle dominated by language
impovegished verbal reinforcement. If there is aﬁy synchrony at all between
mothers and children, in the differéntial effects of the core curricula, the.

" synchrony seems to .appear in an enhancement of moment-to-moment , ongding
exchanges between mother and rhild. Although not yithout some necessary
qualifications, the pattern of results suggeét that, for’the most part,
mothers and children in the language group had a great deal to do with one

' another; that thgir exchangés were relatively rich and prolonged. Mothers

and children exposed to the play and social curricula tended to do less well,"

although the play group produced higher scores at 24 and 30 ﬁénths.

N

. programs rarely measure both parent and child behavior, the problem is a

crucial‘one methodologically (involving the péychometrics of maternal and child

measures) and conceptually (involving a model of interacting change processes).
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Sex and the Curriculum: Baby Onl Vs, Mother Only
In the earlier section we described some patterns of sex differences which
appeared between 12 and 30 months. TFor the most part; girls received higher
scores in Test Cbmpetence than did boys--the difference appeared at 12 months
and was not substantially modified over successive test points. However, in one
. case a curriculum treatment gqualified the generality of this finding. Note t@g
significant sex by curriculum interaction resuléing from the trénds comparison
- between Baby Only and Mother Only groups (see Table 18 ).. Mean change scores
-ovef the 12 month baseline are plotted fér boys and girls.in Figure 9. ?

In spite of our home visitors' liberated personal beliefs, their close relation-

ship with the children supported and'possibly enhanced test taking superiority

for girls while only slightly modifying the decline for boys (although relative
to Test Only children, children of both sexes received higher scores).* The irony
is that the only instance of a reversal appears at 30 months for the Mother Only
group, a group in which the home visitor's treatment of attitudes toward children
and sex stereotyping was more abstract and academic. Note that the positive trend
shown by the Mother Only boys is balanced by a negative trenrd for the Mother Only
girls which reverses the pattern found in 6ther groups. Apparently, the home visi-
" tors delivered two quite different messages: one wheﬁ they dealt directly with the
mofher and énother when they functioned as a model or interacted with the children.
It appears. as if home visitors adopt different stances toward boys and girlg; one.

in adult - adult interactions and another in direct interactions with the children.

Table 18 and Figure 9 about here

. Moreover, the Sex X Curriculum effect is 1linked to age: at 18 months a significant
interaction (p = .03) reflects the enhanced performance of Baby Only girls relative

to Baby Only boys and diminished differences between Mother Only children; 24 months
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appears to be a reordering period, and differences are no lohger significant,
whereas by 30 months the reversal for Mother Only children appears clearly énd
significantly (p = .009).

Some additional clues reéarding how Baby Only and Mother Onl&'éond;tion;
influenced the children ‘and the mothers come from two othef'interactiOns_with

‘ \ ] .
sex which yielded significant linear trends. In support of our earlier sugges-

tion éhat Test Competence contains a strong social component, consider the way
.children's social interaction and preferénce for the mother changed in Baby Only
and Mother Only groups. The attachment behaviors og girls in the former group
shifted markedly asway from the mother betweep 12 and 18 months; that is, during‘

the home observation they initiated fewer social contacts with the motﬁer,

showed less affection and less responsiyeness toward her and displayed more

interest in ;he unffamiliar observer. The progresSiQé detachment of Baby Only

girls is comparable to the progressive detachment of the Mother Only boys, vhereas
the reverse pattern--increased positive behaviors toward the mother is shbwn by

the other groups. It would appear Ehen, that by 30 months, éhildren's performance
in é standardiged test situation is govefned by the extent to which their earlier -
‘ fdcus oﬁﬁ£he méther as a primary source of support and stimulation has been
ifepiaceqhby a positive and warm interest in new and uqfamiliar people. Appaféntly,
‘the home visitor's relations with Baby Only girls mediated this transition--i.e.,
haviﬂg had a close and satisfying relation with one non-family female may have
‘provided_a bridge to other.fgmales, the unfamiliar examiher who tested the child,
©or the ﬁnfamiliar observer who recorded mother-child behavior in the home.

However, clinicai observations by the'home visitors suggest that they had

considerable difficulty managlng play sessions with Baby Only boys. The home ;isit

}
postsc11ptg vividly relate how the home visitors struggled——one‘boy would play only K

with balls, another moved the home visitor's toys to a corner where he played by

C
v
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himself, another spent innumerable visits climbing on the furniture, racing
aromnd the room, generall out-of-tourh with his dismayed playmate. Boys seemed
especially prone to theAback and forth, periodic and repeated reestablishment of
contact with the mother. Con51der1ng changes in the mothers' sociability*with
the children, it is p0551b1e that the mothers might have contributed to the home
visitors' difficulty. Although in the Mother Only group (and in Test Only as
well) the mothers' sociability toward boys declines markedly over the year—anq-a-

half period (a decline often-accompanied by poorer test performance and reduced

preference fcr the mother), the trend is attenuated for boys. in the Baby Only
group; that is, the home vlsitors' attempt to befriend the boys may have provoked
in the mothers increa;ed nurturanoe and maternal attention, whereas the home
visitors' warm relation with the girls may have quickened thevpace of maternal
detachment. Put another way, although between 12 and 30 months mothers generaily-:x
distance themselves more precipitously from their male children than from their
female children, the presence of a possibly competing maternal figure may disrupt
the process. Even'though mothers ordinarily pursue a policy of detachment from -
their boys, they may not countenance their replacement by a maternal substitute.

LA

If home v151tors found it difficult to establish an effective worklng relatlonshnp

with Baby Only boys, part of the trouble might have stemmed from exceedlngly

— »

‘subtle obstacles introduced by\the mothers which served to maintain close contact
w® |
with their boys while precludlnc the development of a close rethlon with the

home visitor. . ' v ,)
| Although the mothers might have played an active role in majntaining social
contact with their boys (home ;isitor'-——§ mother =3 child) it is equally
possible that\the boys were not socially mature enough to manage.a close, intensive

reiation with.an unfamiliar female, and dealt with the situation by seeking contact

and support from the mother (home visitor —3% child —=p mother). Additional

(6817
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analyses provide more Support for the latter hypothesis. As evident in
Figure 10 ‘the interaction effect begins to appear at the same age (2h
months) on both child and mother measures, alfhough the differences are not
significant. By 30 months, differences are significant on 5oth measures, but_
when child scores are used as a covariate, maternél scores‘are»ho longer sig-
nificant (£ = .89), whereas when the procedure is reversed, child scores are

marginally significant (£ = .07). Note also that Baby Only - Mother Only

e Figure 10 about here

- -l

éomparisons failed to reveal differences in several patterns of behavior, which .
show sex differences during this age period. Scores on factors such as
Functio;al éocial Syﬁﬁéiic Compéfehce, Sbecific'vs. Diversive Exploration, or
Maternal Dominance faiied to show interacti#e effects. Although the path is by

no means clear, it is possible that the boys had established a pattern of sgills

and inclinations which ran counter'to the Baby Only curriculum: for example,

the curriculum stressed language games and pretend play, wh%sh'boys develop

~ . . Q. »”
slowly and which, in some respects, might conflict with cultural values the

children are beginning to acgquire. Aﬁso boys tend to prefer a.specific mode of

AN

exploration--the intensive, preoccupied§mapipulation'of»a particuler object,
while thé home visitor attempted to encourage a wider, more progggnxstyle.
Again, a stylistic incompatibilit&rbetween home visitor and aﬁiidrep ﬁight héég
evoked sufficient distress tb lead the boys tb seek out the mother who, in turn,
responded with heightened social beﬂavior.

It is noteworthy that Baby Only - Mother Only comparisons .failed to reveél

'Effeéts vhich were not linked to sex, a failure whiéh is strikingly similar to

»

the pattern of findings reported by Gordon & Jester . (l972 ) in ‘which the

effectiveness of the parent educator in mother vs. child comparison treatments

depended .on the sex of the child.

. G0ils
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Intervention Style: Dyadic vs. Triadi@ Comparisons

a
*

o It became evident quite early in the home visit series that &s far as home
visitors were concerned ithe dyadic and triadic modes of intéraction required nif-

ferent types of preparation. On the one hand, the dyadic gronps meant preparing.

to slip into a relatively stable role relation with one other person in which the
home visitor with increasing ckill could predict how mother or child might

respond to an overture or counter-overture. In a sense, dyadic interactions were

3
easier to stabilize and routinize because it was possible to delete a source of

uncertainty. On the other, the triadic groups meant preparing for two and
p0551o}y three, shifting reles-—one with the mothier, another with the child, and,

4nev1tably, the delicate more elusive role of "expert" (with its alarming evalua-

L3

‘ tive_sta*ws) vit a vis the mother's behaviors with the child.
hi

) 4

4o

-

Figure 11 & Figure 12 about here - --

.

LY

Mean change scores in maternal dominance are plotted in Figure 11
o (see Appendix F, Table T for mean factor scores). Although maternal dominance
decreases between 12 and 30 months, the dyadlc groups decline somewhat more steeply

than triadic groups. However, it is the pattern of change over age which differ-
. ; %

entiates the groups. Whereas mothers in the triadic groups tend to become more
,controlling between 12 and 18 months, mothers in ‘dyadic groups become less eontrol-

N\1ling; dyadic mothers show a belated .increase by 2k months, but then show a steeper
. X <y ’ o ) .

decline between 2k and 30 months-.

The cublc trend for chlldren s test competence is also 51gn1f1cant ‘Change*

(Figure 12)
scores plotted for dyadic and triadic groupshlndlcate some synchrony between
‘.‘2 -
maternal dominance and ‘children's test competence: increases in maternal dominence

tend to be accompanied by decreases in children's test competence and decreases in

. ; A ‘
\‘l~'-. . - . o 0“119 °
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maternal dbminancé tend to be accompanied by‘increases in test coﬁpetence.u
LY a g

Again; there are exceptions (e.g., no change for dyadic groﬁps bg}ween 12 and

18 months, and a decline for traidic groups betWeeﬁ’QM and 30 Pdh%hs even »
thougﬁ maternal domiinance shows a small decline). Although Eaby Oniy girls

and Mother Only boys confributed substantiallj to the impfbvéd tesﬁ’performanceﬂ
"of the dﬁadic‘groups between 24 and 30 months, $ex made no differential.contrﬁgu-

tion to the peggormanCe of triedic groups. Maté;nai dominance did not interact

with.§ex over curriculum groups, although as reported earlier, the two-way inter-

agtién between sex and age was significaﬁt. Some comfortécan be derived from the
édditional finding that al?hough‘mothers in the triadic groups tended to be more
-controllﬁ.ng at some ages, they were also génerally ‘Klore articulate in their
language style (p_= .02, MT = .39, MD = .07T).
Although the connecting links are not clear, maternal domingnce may have a
negative influence on cﬁildrenf; test performance. More disconger£ing from the 9
”feréﬁéctiyevof curriculum development is:that at two ages the mofe é;mplex and
intensive three-way interaction between hbme visitor, mother;‘and child enhanced
the ‘controlling, intrusive behaviors of the mothers, and degraded the test per-
’formance of the ch}ldren. |
Educational enterpriﬁgs often coﬁtain hidden messageé. The core curricula
made explicit efforts to avert the pattern of results which appeared. %he play
curriculum, for examéle, developed the notion of an adul@ elaborative play style

in order to avoid supporting a maternal style in which the adult dominated the

- child's activities. The goal was to combine awareness and appreciation with a.

non-intrusive style of interaction. Unfortunatéiy,;mothers'ﬁh& have  acted upon the ,
more obvious though - : ¢ ] \ .
A unintended (and even disavowed) message that mothers ought to ‘be more active

and initiative with their children. Since the core curricula seemed to have a

common effect (even though each preached a similar light-touch-responsive message),




o

&

B

sufficienﬁ‘té'deal with the ramifications of a participant-expert.

home visitors produced the effect is unclear.

]

17
1 p .;

one might conclude that regardless of the cast, curriculum materials were not

How the

3

Whether the,mothers became

anxious régarding their child's achievement, whether they found it more com-

S

fortable to be active when they were being observed by an expert, or whether

»

the mothers' helghtened activ1ty was inadvertantly relnforced by tﬁ}

4

=

home
rs

visitors -(e.g., home visitors were.careful not to criticize the mothers'

behavior, andrt§e rule 'be posi{iVe' may have been difficult to apply selec-

tively),

are alternative possibilities for future research to examine.

i
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'The Lonely Mother: Home Visit vs. Test Only | .

Approximately 5% of the mothers in the study reported that they had no

famlly 11v1ng in the aresda, but on a glven week many more reported that they

—

and the/ﬁaby neither. v151ted nor were visited by friends (30%) or-relatives
(237). - The sample also contained families on the other extreme: 10% reported
50 or more relatlves‘11v1ng in the‘;mmedlate area and many reported busy
social calend;rs--S'er ;ore viglts with different relatives (16%) or different
friendsx(l3%)ﬂ The médian-familxlhad'ls relatives in the area, sav at least

2 of'tﬁem during an averikge week. 'During the course'of the project, we #ere
frequently startled by the cemplex social interconnections among families and

friends in an area of over 300,000 people. It was not unusual to learn that

a mother's relative's child had participated in an infant study a number of

‘years ago; in one case, two mothers who went to school together met again for

‘the first time in 10 years at a .party sponsored by the social curriculum;”in

. . _ S . _
another, more dramatic incident, the connection Dbetween two families partici-

pating in the study were'ﬁiscovered whén the newspapers announced that the
fatﬁers had been indicted for the same crime.

cAltheugh_those mothers who were socially isolated were extremely so, most

of our familie° had at least some contact with family or friends outside the

“home. The demographic data, therefore, d1d not suggest that the contrast

3

between home-visited and Test Only groups would reveal patterns of maternal or
child behavior clearly 11nhed to a reduction of spelal_lsolatlon such as
enhaneed seciabilitf‘in the'mothers or friendliness toward strangers or explora-
tory behavior. in the chlldren.H.Rather, the compdrlson between home—v151ted and
Test Only groups ‘yielded some\evigence tﬁat one consequence of regular home

visits might be a heightened centering of attention upon the child indexed by .

increased maternal controlling behaviors.. As indicated in Figure 13. , between

{'\
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12 and 24 months; home—v1s1ted mothers as a group tended.to use a language style:

~

whlch stressed directives rather than questlons, i.e., they less frequently con-
sulted the child when interactlng,w1th him,: they offered fewer ch01ces, they
were more‘prone to éuide rather than to evoke behav1or. Note, howevéf, that by
30 mghths,'the»direction of the differences is reversed.’ The decline for Test
Only mothers in this stylewof verbal interaction stops at 24 months, whereas
mothers in the homeavisited groupsioontinue to become relatively more active
pa;t;cipants ih their children's play, accompanying their activities with a
heavy dose;of verbal reinforcement (at a leuel similar to that shown by play

mothers) .

Figure 13 about here

N

/
Y, . /
, . /

' kThe differences between Home Visit and TestVOnly groups appear in fairly -°
subtle aspects of maternal interactive style; never inﬂen aSpect of the ohildrenfs
behavior. The maternal factors which are sensitive to the Home Visit‘vs. Test‘
Only contrast may‘be small indications.of the mothers' heightened athention to

a

their children perhaps a heightened concern with their children's achievement,
1

,promoted by the presence in the home of an: 1nterested, ch11d focused third person.

The notlon that any kind of 1nterest or caring might have pervas1ve influence on
mothers and children was not. supported. The social isolation of parent ‘and
young children mlght be a major issue in some ethnlc.or socio-economic groups
and, perhaps, for some of our famllies, but neither demographic nor outcome data”
suggested that the issue was generally importaut'to the predominanﬁy Italisn,

Roman Catholic, middle class p0pulation who participated in the present study.

.
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* Piscussion: Stability and Change

1

One’ Justification for beginning a parent education program when the children
are 12 months old rather than later or earlier is that during the following year-
and-a—half children meke breathtaking strides in the acquisition,of symbolic;
representatlonal functions, in their mastery of langnage, in their organlzatlon of

material objects, and their interpersonal exchanges with other people. It seems

reasonable “to assume that an 1ntervent10n geared to thg?beglnnlngs of a develgp-
AR p

mental period, before new behavioral organizations have appeared might demonstrate

1

selective effects on some components of development rather than others.

children's ' .
In some respects, the distinctiveness of Alanguage, play and social behavlor

is more apparent than real. Factor analysis revealed that some components of

3

language, play and socdal behavior shared g common deveiopmental course over the
“year-andja-half period. When childrer's behavior is assessed in relatively open-'
ended , ongoing s{tuafions-—when playing.vith toys,vtalking witn the mother, or
when behavlor i5 observed "naturallstlcally" in the homeq‘there are elements of
"peech object manipulations and soc1al behavlor with an unfamlllar observer wh1ch
display sufficiently similar relations with age; sex, and curriculum to form a
coherent pattern. That the pattern of behavior we have labelled "Functlonal SOClal-
‘Symboiic Competence," reflects structural changes between 1 and 2 years of age is
snggested first, by the elements of behavior wuich appear in the factor, and second,
) by,tne way in which the 1anguage, play and social curricula influenced children's
development. Curriculum effects»appeared_betWeen 12 and 24 months, during the
period of most rapid growth, and the most effective curriculum wasilanguage,‘followed
bv piay, followed_by social. it is likely, however, that the effect was produced bv

the\combination of curriculum and home visitor. When visits tapered off to a

msatdly schedule, the precocious perfornance of language and play children abated,

the slower developing social children continued to advance, and terminal levels of
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performance at 30 months no longer differentiated the groups. The mothers also

responded/differentially to the curricula, and again, the order of influence was
l;nguage, piayland social. However, maternal differences, in a pattern of beha-
vior which conceptually should be most closely linked to children's symbolic-
Acognitive development (e.g., the uée of complete seﬁt;nces, descriptive languag;,
T a non-éirective, non-intrusive interactive style))do not make their appearance
until 30 months--6 monfhs after‘differences apéear in the childien and immediately
after home visité have terminated. If a chain of\influence‘can be inferred from
these findings, the most reasonable would be home visitor == child -—>mother
rather than tﬁe home visitor —> mother =—3>child chain expected from a linear

f;x. i
- parent education model. More importantly, whatever the linkages, curriculum

changes brought about in the structural aspects of children's behavior seem to be
ephemeral and unstable; apparently, structural precocity reguires fhe intensive
buttressing of a skilled and weil trained professional. It is as if the children
acquired merely the surface manifestations.of maturity which did not become an
integral part of their underlying competence. We are not suggesting that language
agd play children showed a structural regression (our measures are not based on
t%e presence or absence of forms) , but, rather, that their tendency to spontaneously
use_advanéed fqrms was reduced in the absenct: of appropriate encouragement.

An additiénal finding suggests a second principle which adds unwanted

structural ,

complexity to our analysis. Although,differences produced by the core curricula
became attenuated by 30 months, - differences in the child's }nterésﬁ in
maintaining an interpsrsonal exchange with the mother at 30 morths conforms to the
ordering of curriculum groups (1languace, piay and sacial) which appeared earlier
in the ¢hild's social-symbolic competence. If earlylprecocity is difficult to

maintain, it may, nonetheless, have pervasive consequences for how a child uses

those skills which have become structurally integrated. The child who is advanbed_

(6135 | -
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Many staff meetings were spent discussing the ethical problems posed by

home visitors who, in varying degree, were concerned about sex stereotyping

4in American society. It soon becante evident that many of our families were

deeply committed to the preservation of sgx-differentiated roles; in more
than one family, the honme visitor was asked not to bring dolls for boys,

and in other families, the mothers quietly put the cdolls away between visits
(explaining that the father couldn't bear to see his scn playing with them).
As a project, we were determined not to impose a counter-cvlture upon our
families;cand by policy we acquiesced passively to parental wishes -- with
two exceptions, thé Social and Mother Only curricula. In these curricula, the
question of Sex-stereotyping was introduced as a discussion prbbe (How do
the parents feei about sex-typing? ‘Are social values changing? Are tomboys

punished as much as sissies?). It is thus striking that a modification of

the direction of sex differences appeared only in the Mother Only group in
comparison with the Baby Only group, and that the modification appeared as
a reversal. Within the Baby Only - Mother Only contrast a rather special set

of conditions were associated with changes in children's test competence.

td

' Typically, early maternal sociability and positive social exchanges between

mother and child seems to generalizeto strangers and supports the child's

ability to funcLion in u test situation (see next section for additional

evidence). The\significance of these behaviors appears to have been altered
|

\
in the Baby Only - Mother Only groups -- as if in the fovrmer, the home visitor, -
herself, became a social mediator for the child (positive for girls and slightly
negative for boys), whereas in the Mother Only group, it was the mother who

promoted a similar transition for boys while maintaining a restrictive éociability

|
1

toward the girlsl Baby Only mothers, although not targets of the intervention,

show increased sociability toward their boys, promoted by the children's enhanced
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at an earl§ age is able to do more thm his less advanced peers and in doing more

has more opportunities to experience the impact of cognitive, verbél and sdcial‘
skills on his immediate environment; if he is advanced in language he might dis-.
coYer‘that verbal discourse is pleasurable, and that adults respond warmly and
with interest to childfen who talk; or, he might discover more broadly that the
domain of language serves an important sccial function which permits sharing, in-
formation seeking, and information giving. If; at the same time, the child

at an early age has invented intricate ways of cmbining objects, how to impose
order and relations on discrete events, how to transform familiar experiences
into make-believe games, he may benefit from a social by-product whereby such
skills support extended, mutual exchanges with others. It may be that in order
to understand change between 12 and 30 months we mustzenvision the child in an
expanding behgvioral'environment criss-cro;sed by a regulating feedback system --
the child whose behavior is enriched and‘broadened, becomes a more appealing

and interesting child to be with, and for that child, the significance and
meaning of social exchanges undergoes substantial changés which persist althaugh

at a later age his performance no longer distinguiéhes him from his peers.

" The, mother then actively acknowledges the child's sophistication (i.e., the

socialization of his competénce) with more complex language and a greater

. willingness to permit the child to control his own behavior.

Another finding of considerable interest concerns the home visit conditions
which quify the sex differences found among children who participated in the

present study. The generalization that girls are superior test takers than boys

“fi.e., they receive higher scores on standardized tests, and show more of the

social behavior which is appropriate in a testing situation) is qualified by
the behavior of boys and girls in the Mother Only group. "Here, in the only
condition in which the home visitor did not interact with the children, the

direction of the difference is reversed by 30 months of age.

¢
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at an early age is able to do more thas his less advanced peers and in doing more

has more opportunities to experienc; the impact of cognitive, verbal and social
skills on his immediate environment; if he is advanced in language he might dis-
cover that verbal discourse is pleasurable, and that adults respond warmly and
with interest to children who talk; or, he mighf discover more broadly that the
domain of language serves an important social function which permits sharing, in~
formation seeking, and information giving. If; at the same tiﬁe, the child

at an early age has invented intricate ways of combining objects, how to impose
order and relations on discrete events, how to transform familiar experiences
into make-believé games,whe may benefit from a social by-product whereby such

~ skills support extended, mutual exchanges with others. It may be that in order
to understand change befween 12 and 30 months we must envision the child in an
expanding behavioral environment criss-crossed by a regulating feedback system.--
the child whose behavior is enriched and broadened, becomesa more appealing

and intéresting child to be with, and for that child, the significance and
meaﬁing ofnsocial exchanges undergoes substantial changes which persist although
at‘a later age his performance ﬁo longer distinguishes him from his peers.

The mother then actively acknowledges the child's sophistication (i.e., the
socielization of his competence) with more compléx language and a greater
willingness to permit the child to control-his own béﬁé&gof.

Another finding of considerable intereét concerns the home visit conditions
which modify the sex differences fourd among éhildren vho participated in the
present study. The generalization th't girls are superior test takers than boys
(i.e., they receive higher scores on . : ndardized tests, and show more of the
social behavior which is appropriate .: a testing situation) is qualified by
the behavior of boys and girls in the Mother Only group. Here, in the only
condition in which the home visitor did not interact with therchildren; the.

direction of the difference is reversed by 30 months of age.
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orientation to the mother. The argument that Baby Only children medified the
behavior of their mothers is consistent with the nature of‘the treatment and
tlie direction of the evidence. - . . “

The best candidate for a tentative example of an intefvantion procedure
which‘influeneed maternal behavier‘which may have in turn influenced the child
appeared when triadic groups were compared with dyadic groups. Maternal

-

dominance seemed to be associated with detrements in test performance, and

-

mothers in triadic groups tended to be more controlling than mothers in
dyadic groups. Given the volatile, even explesive quality of children';
behevior at these'ages, it should not surprise us to fiqg marked reactions to
changes in maternal attempts to exert Eoetrol. The findings are suggestive
and merit further study.

In sum, althbugh 9 of the 14 mother and child factors revealed significant’
curriculum effects, the connections eetween maternal and child behaviors were
not always straig}{fcforward, and not a.lwa.ysr an obvious outcome of the effort
to'modify children's behavior by modifying ?he behavior of the mother. In
the following section we examine a few of the linkages between maternal and

child behaviors which in some cases governed outcome measures in spite of

intervention procedures and, in other cases, help to interpret curriculum

effects.
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‘CHAPTER V WHEN THINGS DON'T CHANGE

Causal Hypotheses 7

The planning and implementation of an interveﬁtiéh program is often a
myopic affair; Fnergies are so funneled into an insistence upon radical change
that it is difficult to fﬁliy appreciate the essential conservatism of the

- family and relationships among family members. iMore or less humbly, 'an
égucatibnél program -- even at 12 months of dge - imposes itself on an existing
and non—trivial matrix of sensitivity and understanding between parent and
child. Already in existencge, developeh graduélly over the preceding year, is
a system of family accommodations which takes iﬁ£o account personal histories,
skills, inclinations and societal exigenecieé. As gescribed in the previous

section, features of a home-based program can modify the behaviors of mothers
»

]

and children. It is clear, however, that séﬁe aspects of behavior are more
modificable at soﬁe ages than others, some are slow to change, whereas otliers
resist change ﬁt all‘ages.} 5

From either a developmental or a sociological perspéctive, such conclusions
are not surprising. The behafior of human beings is robustly organized, and
new experiences are appraised and assimilated accordiné to available ami
functioning structures. Informal observation supported by the data analyzed
thus far lead us to believe that majér sources of influence on the 5ehavior of
children and mothers were already operating when the program began, and: that
although we may have dented, deflected, or temporarily suspended some, others
continued to prevail. In the previous section we assessed what changed; here

wé turn our atﬁggEign&to what stayed the same. In the following analyéés, we

use cross-lagged correlational analyses (Cambbell, 1963) to examine how sets | <

cot3e j
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of governing relations eluded our intervention efforts.l

Recall that the design of the social curriculum was motivated by earlief
findings which indicated that maternal sensitivity and responsivenéss had’a
major influence on children's development between li and’lT months,(Clarke-
Stewart, 1973).. The mother factor, Maternal Socisbility, contained several
of the particular behaviors which‘wcre implicated in those earlier findings.
Unfortunately, the social curricnlum failed to modify maternal sociability;
the other core curricula did no betfer, and thé only relation between m@ternai
sociability and . treatment, which appeared at 30 months, involved sex.

The question of interest, the is whether this aspect of matcrnai behavior
exerted an influence of children's performance while the program was in Progress.
The pattern of 12 and 24 month correlations for the relation between Maternal
Sociability and Children's Test COmi?etence2 isbdiagramed in Figure 14. The
correlations on the diagonals are cross—lagged'correlationsfi The cross-lagged
correlation between maternai sociability at 12 months and children's test
competence at 24 months is significant, whereas the cross-lagged correlaticn ‘
on the other diagcnal is not; The difference between the two cross-lagged
correlations is significant (g_= 2.41, p & .025), supporting the hypothesis that

maternal sociability influenced the children's later test competence. This

%
%

causul hypothesis is diagramed in*Figure 1hka. However, certain rival hypotheses,
diag "med in Figure 1kb to 1lkc are conSistent with this difference. Procedures
for eliminating alternative rival hypotheses are described in considerable detail

elsewhere (Rozelle & Campbell, 1969; Fron, Huizman, Lekfowitz, & Walder, 1972;

1Analyses were performed on the Within-cell correlations of mother and child factors
which at a given age level did not reveal Significant main effects of interactions for
any treatment contrast. To"simplify the analysis, scores for the entire group of 100
were used.

2Since the Baby Only - Mother Only interaction with sex was not significant at 24
months, and the difference between dyadic and triadic{groups was not significant
until 30 months, scores were collapsed over treatment {groups.

3 1
. .,




(.34) would have been less than the product of the correlations between
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Clarxe-utewart 1973). For example, the hypothesis diagramed in Figure 1lv,
is that maternal sociability af 12 months affects the child's test competence
at 12 months, which leads to test competence at 24 months. This hypothe51s can

be rejected because if it had been true, the correlation between the end points

1

.intermediate points (.01). The hypothesis diagramed in Figure llc was eliminated

~

on s.milar grounds.

Figure 1L about here

Procedures 'suggested by Eron et al. (1972) and Rozelle and Campbell (1969)
were used to examine the hypotheses depicted in Flgures 144 and lbe. The possi-
bility that éhe relation betveen early maternal soéiability and later test
competence Eould be explained as a function of eérly test.taking ability
(Figure 1lhe) can be rejected because the partial correlation between eérlyg
ﬁaternal sociability and later test competence, coﬁtrolling for early-test
competence was as hiéh:(.36) as the unpartialled ccrrelations (.35). The final
possibility, that early test competence reduced maternal sociability, tested
by ﬁsing a "no cause baseline" (.02) which corrects for a change in the internal
reliability of'the measure, failed'to eliminate the significanf cross-lag
correlation between’maternal»sociability'at 12 months and thevchild's test
taking abilit;r at 24 months (see Appendix F,. Table 8 for additional details).
Since it was possible to eliminate piauéiblé competing hypotheses, there are
gréunds for believing that maternal sociagility at 12 months contributed to
children test performance at 24 months .

Consider another child factor which responded differentially to the core
curricula at some ages and nqt others. Although children's social-gymbolic
abilities were differentaiily modified by the core curricula at 18 and 2k

months, differences were no longer significant by 30 months. Of interest here

Gois2
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i8 whether there are early maternal behaviors which can be shown to “cause! ¢

children's ampetence at 30 months. According to'the data given in Table 19,

the mother s tendency to be pass1vely-respon51ve to her child at 12 months

had a negative infl uence on the child's competence at 30 months Note also

-

the high negative correlation between maternal and child-behaviors at 12 months.

At 12 months, children who were relatively immature had mothers who tended not

©

to initiate act1v1ty with them although they responded to the children's verbal

5

'efforts. But, since the children made few attempts to speak, the mothers“\ad

few opportunities'to respond. Controlling for child scores at 12 months doe&
not reduce the crous-lagged correlation, as indicated in Table 19, other
plaus1ble hypotheseScan be eliminated. A,pass1ve maternal style at 12 morths

&

seems to provide too few 1rducements ‘or opportunities for the immature child to

acquire advapced forms. Although children acQuire most of these forms by 30

months, some do better than others. How Well children haVe mastered sophisticated

-

forms Of language and play by 30 months is apparently a function of the mother's

initiatives at 12 months.

Table 19 about here

The language curriculum was also based on findings from a preliminary study. - -

In des1gn1ng currlculum materials, it was reasoned that the pre-verbal child

‘offers little comprehensible language for an adult to expand , acknowledge or

reinforce. Furthermore, many parents find it difficult to speak to a child who

is not speaking and, when speaking, to use language within the child's span

of comprehension, although the modeling of appropriate language facilitates

‘children's development. The language curriculum encouraged the mother to speak ¢

to the child about his immediate activity and interests, rather than just respond p

" to the language he produced. Apparently, the,curriculum came upon the scene too

late with too little. In the hands of thé home visitor, the strategy worked
|

1 60iss |

D>
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well enough to produce a trensient effect. Howeyver, the mother's way of inter-

acting with the child at 12 months (or earlier) is more erucial than we had

Lsupposed, the:mother's style at that time has consequences which persist for

3

'_Eﬂe sample across a year-and—a—half period despite currlculum induced changes
in the children along the way.

Both in the case of the social curriculum and the language curriculum,

-

strategies were based on prior evidence of a linkage between early maternal

behgviors and later child abilities. The linkages appeared at 12 months of age,
and, Et the time, it seemed reasonable to ,assume that 12 months would be an

’

appropriate age at which' to attempt to modlfy thos¢ matexnal behav1ors whlch seem

to have negative consequences for some children. In retrospect the assumptlon

‘no longer scems reasonable. Maternal behaviors and the child's response to those
! o

behaviors probsbly come into being and have been functioning long before+the age

as ‘,\

- at which causal influences can be demonstrated. If those tehavioral adaptations

a

are to chenge, the impetus for change may have to be introduced before‘the system
has been so well cstablished-that relatively long-term conseguences oan be
demonstrated. Key maternal behaviors were highly interveption-resistant, vhereas
child behaviors seemed more modifiable, at least for short periods of time. The .
influence of early maternal Sociaoility on chi}dren's test teking ability held

-3

until at least 2k months, whereas the influence of an early materﬁal langmage

style spanned imterfening curriculwn effects-aqd appeared at 30 ménths.

- The syﬁ555551Z1np of mother change and child change- 1s’a ceﬁtral problen for
parent education programs to ponder. For example, maternal sociability might have
to change by- 10 ronths of age if the ch11d is to have the "ind of relation with

“his mother by 12 months which will’enhance his performance ‘at 24 months. It is-
also possible that belated sociability migﬁt have a negative influence on test
. . ] . s
performanee (e.g., Baby Only Boys at 30 months) so that the developmental «timing

of maternal behaviors, es pec1ally those which decréase with age, may determine -

" whether they have positive or negative effects.
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Additional analyses revealed other problems. Ag we repOrtéd ih an earlier
section,'Sex difgerencesvabpeared in the two phild factors we have been discussing. .
Do the relations, between maternal and child behaviofs hold equé}ly well for both
- sexes? Separate analyses for boys and girls suggest that‘they do not. Although

the pattern of relations is similar for both sexes, it is evident that the rela-

tion between early maternal behaviors and later child perfofﬁance is stronger for
. ‘ . ] = .
_girls than boys. .. T ' ' : . :

1.

Other sex differences discussed previously concerned maternal dominance and

l

children's specific-diversive exploration. At 12 ménths, mothers were more con-

9 :
trolling with their girls, but by 24 months they were more controlling with their

- boys. Girls.%ended to exhibit a diversive style of expldration whereas boys

<

favored a more single-minded specific style. Ctoss—lagged‘correlational-analy%es,
per#irmed separately for boys and girls, revealed a highly 51gn1f1cant relation

beﬂ%een maternal and child behaviors for boys but not for girls (Table 20). When

boys' mothers are highly controlling at 12 months, their sons exhibit a diversive

;

style of exploration at o) months. In other words, relative to girls, the mothers,df.;
N,
Jboys tend to be.less controlling at 12 months; for boys, less controlling maternal

behavior supports a specific style of exploration. When mothers treat boys in a

Ty
anner 51m11ar te the way they treat girls, boys tend to exhibit the diversive k\"ﬂj

étyle favored by girls. It should be noted that maternal dominance showed no
‘dlfferemtlal 1n€¢rvent10n effepts“for sex. Pvidently, it is another example of an

£ % s s ) T N
. ) B : - .

Table 20 about here

8

interyention-resisxant rattern of maternal behavior which is 6pernting in sufficient
strength by 12 months to influence children's behavior a year later. 7.
Contemporaneous'COrrelationé at each age level, for the total group and
2

separately for boys and glrls ‘are listed in Appendix F (Tables 9 to 15). The

' correlat;ons are useful in that they indicate relations w1th1n and between

GGid9
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child and maternal variables. At 12 months for the group as a whole Bayley °
(Appendlx F, Table 9) test scores are p0sit1vely correlated with the mother's
use. of an elaborative play style (.31), and ‘with a specific mode of exploratory
behavior (.26). The first relation is significant for girls (shl), but not
for boys, whereas the second is significant for boys (.42), and not for .girls. B
An elaborative play style also correlates positively with.sustained problemp

e ‘ ' : . v ‘.

solving activities for the total group (.41), for boys (.44) and for girls (.38).

However, for boys an elaborative style of play is negatiyelx associated with

functional~social symbolic competence, and 20s1t1vely a§Socfbted w1th a spec1f1c
b 1 1Y

style of exploratory behavior. In other words, for boys at 12 mOnths there is a
<

significant connection between maternal play style and exploratory behavior,

and between exploratory behavior and test scores.’ Not snrprisingly,:at‘an‘age ’

(when test items tend.to reflect sensory motor skills, test performance is‘linked_;
to'a specific style of exploratory play which in*tprn is associated with an
unobtrusive, but sensitive style of‘maternal participation. ’

By 30 months, the pattern of correlaxions has changed (Appendix F,'Table lO);

For the group as a whole, the relations between(m;ternal play'style; exploratory

behavior and test scores is no longer s1gfif1cant.\\Now B1net scores are

positively assoc1ated with the Chlld's tendency to spontaneously engage an susta1ned .
problem solving act1v1ty and the mother's use of a passlve but responslve style

of interaction. However, both play factors.are negatively associated w1th

.o functional social-symbolic competence;’ that is, the children who exhibit a high

level of structural competence, tend to be those who are more diversive, more
social in their orientation. Furthermore the pattern of correlations is
-similar for boys and girls (Appendlx F, Table Jh) It is as if by 30 months,

“maternal and child behavior has become reorganlzed ~- with the child's capacity

to engage 1n sus ,a1ned problem solv1ng act1v1ty replacing the 1mportance of
. earlier sensory motor object exploration, and the mother's verbal respon51veness )
: % .

replac1ng ‘the importance of her earller non—verbal object or1ented elaborat1ons. ) - .

ERIC ¢oise
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The purpose of the present section was not;to discourasge serious effort to
enrich the lives of parents of children; Rather, the analyses were undertaken
to encourage a more realistic appraisal of the boundary constraints which the
on301ng, functioning context of the. ~home and famlly sets upon intervention
efforts. The preceding analyses dwelt on the consequences of relations vwhich
were functioning et 12 months of'ege -~ before the,educational program began.
bne conclusion is that it might be exceedingly difficult at that point to alter e
the course of an already functioning systeu -- either a stronger intervention
is required or‘one which beginsiearlier. We should note here that those 12 month-
maternsl factors which showed siénificant causal relations w{th child factors
vere used as covariates to examdne vhether they either enhanced or masked program
effects. Apparently:\tBEy did uot do so; the program effects reported in the |

previous section were independent of zarly maternal behaviors..

Demographlc Characteristics

If a relatlvely molecular behav1oral analys1s reveals slgnlflcant relations,
one might wonder whether there might be more molar social or ecologlcal characterlstlcs

3 -

of families and parents wnich warrant cons1deratlon.

>
/
i

In our initial interview with the mother, we inquired about”the parents'
education and occupation,.their contact with relatives and friends, the-size of
the household whether the mother sought advice in child rearlng from friends,
relatives or professionals, and other itmes which mlght teli us about the 11fe
style of families in the study (see Appendix A for individual items and data
reduction procedures) In addition, the mothers were gl&en the Peabody Picture
Vocabulary Test (PPVT) and the Wechsler Adult Intelllgence Scale (WAIS, see

- Appendix A, Table h for 1ntercorrelat10ns)
. Family background, demographlc and IQ data were combined by factor analysis

into two scales which aecmed to reflect the structure of famlly life for the

parents and children who partlclpated in our study (see Table 21 for a summary of

*

famllj structure factors and Appendlx ‘A, Table 5 for 1ntercorrelatlons) The
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first factor seems to represent the contrast between families who maintain
extensive and close contacts with members of & 1arge and local family network and
those whose family connections are relatively limited. Families who score high
on the family network fédctor tend to ﬁtilize theig families as a source of
social suppo}t; they have more education, a higher occupational status, and

bthe mothers score higher on the tests of verbal and non-Verbal intelligence.

For the éample of families in the present study (which did not include the

wealthy or well-educated), -a strong family support system is associated with

relatively higher levels of educational and economic achievement. N
3

Table 21 about here

_The second factor seems to represent a different dimension of family structure,:
namely the organizavion of the household. Families who receive high scores
“tend to have large households,'many individuals in addition to the mother care
' for the child and the father seldom partiEipates. Although many relatives live
~ iﬁ the area, the household is a relatively self-contained social unit. These
families tend to.have a lower occupat10pa1 status and less educationl
The reader must bear in mind that these patterns of faﬁziy life style might
be particular to the small New England city in which our families lived. Our
families were predominantly Roman Catholic and ethnically, Italian-American.
The ﬁedian faﬁily could count 15 relatives living in the immediate area, and
84% counted 4 or more. The larger households generally contained a sibling,

one or two ggandparents and occasionally an aunt or uncle. Our families tended

to be relatively lorg term residents of the community; for the mothers, the median

length of residence was 10.5 years, 58% had lived in the area 16 or more years, @
and 87% expected to be in the area in 5 years. Only 22% of the mothers and 39%
of the fathers belong to a club or other organization. Although relatively -

stable residents of the area, 30% moved within the area during the year-and-a-

~
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half period; 21% of the fathers changed jobs, 5% lost jobs, and 21% of the 13%
ncthers went to work, leaving their children for the most part in ‘the care of
reletives (see Appendix A, Table 3 for sdditional information). Although
families in the study seemed to be representative of those in the- community
with comparable occupational and educational backgrounds; (see .Appendix A,
Table 1), thete is no reason to assume that they'ﬁge\similar to other families
in cities of similar size or geographic location: e

For our sample, family eeololy is associated with the behaviors of mothers
Ana children. Intercorrelations with several behavioral measures which do not

‘show intervention effects are displayed in Tsable 22. One child factor --

sustained problem solving -- which neither responded to the intervention nor

" Table 22 asbout here

revealed causal relations with early maternal behaviors shows significant relations
with family structure at 12 and 18 months. Children who came from high SES
families Vith an extended network of close family relations, are more likely to.
show sustained problem solving activity, whioh_reflects an achievement;oriented
style of problem solving characterized by persistence despite frustration.

Children from these families do well on ‘standardized intelligence tests beginning

Y

at 18 months, and show a hlgh level of test taking skill at 2k months. \\
N\
Note the pattenn of relatlonshlps between famlly structure and materna1\

\
\

bbassivity. At 12 months, low SES mothers who come from a restricted family
netwvork are likely to be passive when they interact with their children - the
ege at which maternal passivity is associated with later decrements in social
symbollc functlonlng. However at 30 months these mothers become highly

actlve and non-respon51ve whereas the more capable mothers from a supportlve

fmmily network become relatively less so. According to the interpretation we

lOver the period of the study, the unemployment rate in the state increased by ‘
approximately 5%. ) 1
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proposed earlier, the child rcquires a moreuassertive, more actively modeling
mother at 12 months (before he has acquired functional langhage and symbolic
‘skills) than he does at 30 months (when he is technically able to engage in
extended discourse). |

L ' 2
Household organization also shows linkgages with maternal behaviors -- far
imore so than with child behaviors. Live in a large household tends to support
a less passive maternal style of interaction with the child at all age levels --

perhaps a maternal consequence of multiple ‘caregiving. The mothers' tendency to

P

use an elaborative play style -~ an intervention resistant maternal behav1or -
also shows & small but significant relation to the way a household is organized:
it is mothers from relatively nuclear, high SES households nho are more likely
to use such a style when playing with their children.

The data seem to hold two messages. First, some of the behaviors we set
out to change seem to be deeply rooted in a larger matrix of family'culture -

family vaiues, pred1sp051tlons, and preference -- which resists minor perturbations-

and also, perhaps, checks the deviation of its members from firmly established
normative family modes.

The second me5sage‘is more in the form of abperturbing and perennial
question: to what extent was our definition of central variables determined by
unsupported social class and professional biases? To illustrate the play
curriculum stressed the importance of a maternal style of play which 1! attuned
to the child's behav1or whlch elaborates the ch1ld's interests rather than im-
posing the mother's will. Yet the mothers' style of play did not respond to
curriculum attempts to change'it. At the same time, it was the style favored
by our more middle classg nuclear families. Is there any evidence that our
selection and definitionjof this variable was more than a product of our own

social class blases.

Table 23 about here
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' The correlational date displayed in Table 23 lend some support to our choice.
Af 12 months maternal play style and childrén's‘test scores are significantly
‘ correlated. Moreover, the 12 X 18 and 12 x 24 month cells reveai a cross-lag
| pattern which suggests that maternal play style at 12 months "caused" a higher
level of children's test performancel at the later ages. Note, however, that the
causal relation holds more strongly for boys than girls; thus it is especially boys
,uho/fg;;fit from the maternal style, and it is 5oys from middle class, family
oriented homes who are most likely tc have mothers who favor such a style. In
some fashion, then, another aspect of maternal behavior which may play an im-
portant role in cﬁildren'sblater behavior, is associated with an ecological
aspect of family organization. | : ' . .
The skein of connections is obviogsly a knotty.one. In two cases in which

we find evidence that maternal behaviors might have a causal influence on later

child behaviors, we also find évidence that, even within the narrow demogrgphic
range of fsmilies sampled in our study, these important maternal-behaviors are
associated with the broader social context of people's lives. So we return to
the theme with which we introduced this issue. But now consider that theme in
a larger theoretical persbective. If we truly conceive of human beings as
functioning withiﬁ highly organized systems, and if we conceive of systems as
themselves ofganized hierarchically, with sub-ordinate smallér systems nested
within larger societal systems, what might be some minimum conditions for
permanent, stable, behavioral chanée? The question is far easier to pose

than ansver. If we are asking the "right" question itmay, however, be possible
to offer some tentative hypotheses for the future. In the previous discussion
we examined associations between family characteristics and the behaviors of

linkages rcvealed by our analyses,; we are forced to ask whether the effects of

1A similar pattern appeared for the children's test competence factor, but the
cross-lags did not differ sipgnificantly. ’

? Coid1
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home~-based education on mother and child were{modified by characteristics of
the larger system of which they are a part.

Family Structure and Program Effects | . ‘

The’import of the foregoing discussion is that the life styles of our
families provided the children with varying degrees and kinds of Opportun%tiés
for sustained and enduring social contacts beyond those provided by the pzrents.
In a sense, the behaviors of mothers and children were linked to a system of
relationships ‘which extended beyond the dyad, and whic@ might serve to transmit
and‘maintain culturally_valued ways of rearing children. It should be noted
and emphasized that our analysés did not reveal a dichotomy between relative-
centered and friend-centered networks; if our families were not immersed in kin,
parents and childrenyhad relativelj restricted and casual social ties. At least
for the families who participated in our study, the community and the neighborhood
provided few‘opportunitieé for the formation of cloée and viable personal ties.

Howéver, there were two distinctive patterns of family engagement: one
which involved the amount of contact between indépendently maintained households
(Factor 1) and another which involved contacts within a nuclear or extended
household (Factor 2).

Ir tﬁese patterns of family organization do, in fact, bring stability into
people's liveé, if they serve to buffer individuals from the vagaries and dangers

of depersonalized communities, it seems reasonable to expect that family organization

would play a role in the wéfkiﬁés ofwé hoA;;based_education program, especially when
the program is deeply concerned‘with maternal influences of children's behavior.

For example, according to the mqther;s report, families who scoré high on Factor

1, turn to their relatives for child care informat?bn, rather than to friends;
néighbors or professionals. Under ordinarj circumstances, pediatricians, educators,.
ministers and the media are notably ignored as sources of.inforﬁation about the

care and rearing of children by the middle and lower class parents who purticipated

Coid2
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" in our study. How receptive then, were our families to exper?d opinion delivered

in their homes?

Consider another issue. Families who score high on Factor 2 havé»extended
households in which the young child has mﬁltiple caregivers. In theserhouseholds;
the mother is ﬁot necessariiy thé child's primary caregiver; She shares the task
with others who may have a vested interest‘in how the child is treated. To what
extent, then, is maternal change facilitated or‘impedéd by the sharing of child-
éare responsibilities?

In order to examine these issues with regaid to particular aspectsFOf home~

based eaucation, we divided our families into high and low groups according to

their scores on family network and household organization. Multivariate analyses
which ccntrasted curriculum groups were then performed on trends as described

earlier.

Family network: Extended-restricted. Vhether the families were part of an

extended family network played an important role in the extent to which maternal
. behavior was influenced by a home viéitor. However, the extent and direction of

the effect depended on the treatment group and the age of the child. Change

scores are plotted in Figures 15, 16, and 17 (seé Appendix F, Tables 15 to 19

for mesn .cores).

Figure 15 about here

" During the first six months of the program, the language curriculum enhanced

the elaborative style of mothers in high SES extended network families, the play

curriculum enhanced the elaborativeness of mothers in low SES, restricted families,

" and the social curriculum had no effect whatsoever (Figure 15). The play curriculum
ﬁés able to maintain this maternal play style over the year and a half period,
whercas differences in other groups were no longer significant by 30 months.

Mothers from both types of families showed gains at 30 months if they participated

LRIC - BT
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in the play or langﬁage curriculum. Soclal mutuallty is another factor which

interacts with core curriculum and age (Flgure 15) But here 'the benefits -
accrued to mothers high on Factor l "and the most effective currlculum by 30
months was the social curriculum. For mothers low on Factor 1. the language
’curriculum worked best, but‘only at 2k menths. Roughly paralleling changes in
the mutualitj of the mother-child relation, were changes in the child's social -
p}eference for the mother. h |

Again, the curricula promoted soc1ab111ty toward the mother for those
children who already had high levels o6f stimulation from members of their famlly,
and who had mothers who engaged them in extended interactive seqpences. By 30
months, the social curriculum was most effective for high Factor 1 families;
whereas the play curriqulum wss most effectivelfor‘children?from 10& Factor 1

families. X N

Figure 16 about here

The extent to which mothers use a passive-responsive style when interacting
with their childreqiwas also sensitive to the characteristics of the families
(see Figure 16), but here, again, if a passive-responsive style supports children's
develobment at the older ages, it is the higher socio-economic, family-oricnted
-mothers, who show the_greatest;.overall increments by 3C months regardless of
treatment group.: However, the mere presence.of the home visitor (HV vs. TO
contrast) supported this style for low Faetor 1 mothers, and the Mothers Only
group produced the highest 30 month scores. The course of change over the year

and a half period differed according to treatment group, but in comparisons which

yielded a significant interaction, all mothers became more assertive by 2h months, %

.

" whereas the tendency to become more assertive at 18. months was cushloned for high

Factor 1 mothers in the Mother Only group, and for those vho were participating

in the home visiting program.
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Eigﬁre i7'aboﬁt heré -~

Finally, ecological aspects of family life were associated with maternal

“dominance in the comparison of triadic and dyadic home-visit groups. In earlier

analyses we reported that at 18 and 30 months mothérs in triedic curriculum
groups become relatively more controlling and intrﬁsivé toward théir children
than mothers in dyadic groups. It is apparent from Figure 17 that high Factor 1
mothers were iargely responsible for this difference: at all ages; the effect of
the core curricula upon these mothers was to enhance their directiveness and
intrusiveness.

Not surprisingly, family ecoiogy w;s more likely to produce curriculum inter- |
actions on maternal variables than on child variables. Apparently, the organization
of family iife plays an important role in determining maternal behaviors and
their responsiveness to change agents outside the family miliéu. However, our
notioﬁ that a strong family culture would work against change is clearly not
supported by our findings. In our initial formulation of this possibility, we
concentrated on the_social organization of the family, neglecting its intéllectual
and economic'functions. Although our high Factor 1 moﬁheré were more famiiy—
oriented, they were also better educated, ;nd.were of relativel& higher economic
status. For such mothers, it may be that the family network supports upward
mobility and any change that promises to enhancg the social standing of the
family. Our families were not, for example, insensitive to the fact that our
project originated at Yale University. One of the standing jests, which took

many forms and which was made by too many mothers to be casually dismissed, was

that now they could say that their one-year-old was "going to Yale," or "had

" attended the Yale prep. school." It was the mothers who led more restricted N

lives, with fewer educational and economic opportunities, who were most
resistant to change —-- at least with the relatively limited methods and procedures

at our disposal. But it is necessary to bear in mind that our more advantapred

Ciidh
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families ceme from the middle of the educational and economic spectrum. None
of the mothers had Atfended ébllége, and post—high school education consisted N
of vocational'training. Although our parents aSpiréd toward greater affluence;
and envisioned wealth and success for their children, they themselves led
humble, hard-working lives in fairly routine civil service or ékilled trade
occupations. Our more isolated, lower class families representéd the working
poor; they were often not hiéh schdol graduates, and theirAjobs were often

#

as manual laborers with little hope for advancement.

Household organization: Expanded-nuclear. A second set of analyses were

performed for families'divided into high and low groups on Factor 2 which reflects
the organization of the hohsehold. Families in the high Factor 2 group had large
households, multiple cafegivers for the chiidren, littlerfather participation,

low educational attainment, and low status employment. Altﬁough many relatives
lived in the area, the'hoﬁsehold represented a self-contained social group.

Families in the low Factor 1 group had smaller households, more father participétion
and higher .social class status. The results are plotted for change scores in

Figure 18.

Figure 18 about here

Again, contrary to our initial speculation, the combihatién of an enlarged
hpusehold and poverty facilitated maternal change, but did so differentially for
éurriculum groups. Mothers from expanded households showed the mogt change in
elaborative play over pretest scores during the first six months of the languaée
curriculum, and over the second and third six months of the play curriculum. The

social curriculum had a slow Start, but by 30 months the mothers who participated

in this group had developed the highest level of elaborative play shown by any
groups at that age. Furthermore, simply being a part of a home visit routine

seemed to support a more elaborative form of play -- as if mothers welcomed an

(G146 ;
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extra-household source of stimulation, no matter what its form. Household
organization also produced an interaction with age in éhildren's test competehce
in the Mother Only - Baby Only contrast. Here; however; the effect was strongast
du;ing the first six months, and by 30 months, household‘organization no longer
made a differenbg g}though children in the Baby Only group performed better'than

children in the Mother Only group. Although the interactive effect was not
sustained, it is worth notingi--'in the Baby Only group, a large household
initially had a negative effect, whereas children from small nuclear families

showed positive gains. The pattern was reversed in the. Mother Only groups.

When the home visitor functioned as the mother's frienh, children from large

‘1households showed performance gains whereas those from nuclear families showed

decrements. It may be that the level of activity in a large housheold simply
does not permit a sustained one-one relation beﬁween the child and an occasional

visitor .to the home. For the young child, the arrangement might be puzzling

and confusing. Since within the home there are different pebple who regularly
care for him and he rarely expériences care from baby sitters or non-household
relatives, the role and function of the home visitor might be difficult to
understand. However, with age the arrangement seems to get easier, and by 30
months the child performs well.

The pattern of results suggests the need to re-examine our earlier hypotheses
about the relation between family organization and resistance to change. Ve

y -

initially conceived of family culture as a conservative force. When-the data

indicated that people who belong to an extensive family network were more open 3

to cﬁénge, we argued that socio-economic facﬁéfs were more important than fqmily
factors and were responsible for the results. -However, we may have réjeéted the
influence of the family prematurely. Here, on the diménsion of household
organization, ve find loy socio-economic status associated with an openness to
change. Evidently, neither poverty nor affluence afe necessarily linked to a

. .
person's responsiveness to educational efforts. The results argue for a

(0147
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revised notion of how families contribﬁte to human grewth and development.
Over two dimensions of family life style; the element associated with resistance
to change was the relative isolation of the meﬁher;childvdyad. Regardless of
~economic or education advantage, family invelVement, Vhether within or wiﬁhout
the immediate household§ seemed to support the ﬁendency to be open'to ﬁew ideae.
Our data suggests, tentatively to be sure, that "i‘a;nily" ‘when v:isible ‘and, viable
provides a secﬁre aﬁd stable framework wh?bh‘makes‘it easier to welcome and
.utilize new information from persona who are outside the farily c9nstellation.

bl

Continuity and change: Summary and conclusions. 1In tihe foregoing section we

0

considered three issues: l) the ex1st1ng and ong01ng relations between mother and

child wh{eh are operating when a parent edﬁcation program.begins, 2) the ecological

- . )
characteristics of family life associated with patterns of maternal and child

behavior, and 3) those aspects of family organization which facilitate or impede ,
, . . N

e
1

change induced’by a parent education prograﬁ.

| With respect to the first, it is evident that by 12 months of age, mother

: and ch11d have developed a mode of 1n+eractlen which will influence the child's
later behavior. At least one form of maternal behavior (maternal socigbility)
which has subsequent conseguences was rela#ively immune to change, even when
family” characteristics were taken into account. Although the force upon the child
of early maternal 5001E§}}}py was eventually countered by intervention efforts
(i.e., the dyadic treatment groups), it took a year and a half before interventionn
effects beceme'evident. The frequent findiné in parent education studies (cf,
Lasater, et al., 1975; Weiner, et al., 19755 that the effects of parent educatioe
efforts in infancy do not become evident untll well past the’ 1nfancy period may
reflect the extreme dlfflculty of changlng the soclal-emotlonal "soul" of the -
mother-infant relation once it has been‘establlshed. It may be far éasier to

mpdify maternal behaviors which arise and develop later in response to post-infanc,

/ changes in the child's verbal and intellectual powere (e.g., the mother's articulate,

nondirectiveness). We are suggesting that, perhaps, each developmental period
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carries with it its own set of_determining influences, and that thé chéllexge.
for intervention program is to discover those relations which short-circuit
the pbwer of earlier determinants.

Secondly, it, 1s amply evident that educational designs, asbeciali§ those

c_lﬂ

vwhich consider the parent as a primary agent of the child's aoclallzatlon and

intellectuai development, mus* take into account more .seriously then they have

in the past, the function of the family sy;tém as a supporter of continuity and
change. The ecology of family life -- its style and‘organization - provides

parents and chlldren with more or less stxmulatlon, more or less comfort, more

' or less opportunity for sustained and endurlng relations. The child's experlenc:mg

%
of the world, the significant—others in his life and their mode of dealing with

him, prov1des and structures those special events wh1ch fof'the child, con-

stitute unlts of experience. The "field of events" we p051te6 earlier is more’

E b1
-

than a flgure of speech -- it is the moment—to—moment day—+o—day, mundane stuff
from which thg child constructs a comprehen51b1e and workablevworld, it is the
stuff which maintains that éonstruction or cauces it fo chaﬁge.

Moreover, the presence of firm and viable family connections m;y support
human growth and development in adulthood as well &s in childhood. At least

among our families, the lack of family ties was not compénsated for by friends

A

£
and neighbors. We found little evidence that the community offered smalls - iSolated

family units alternative institution which might fulfill.a similar function; I%
is also evidént,\that a simple and non-institutional program such as the one we
offered did not supply a useful, supportivé alternative. Indeed it was a matter
of program policy to avoid as assiduously as possible any promise of institutional
permanence. So, if some of our families needed to find a stgble network of
enduring, persbnai ties, if such a network ameliorates withdrawal and insularity,
and if- ame lloratlon of such a gort is a prerequ151te to change, future programs

need to be conceived on a far grander scele than ours. "Hdrd to reach' families

may be hard to reach even when they are ostensiﬁly program participants, even when

\ 00149 S
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they welcome an outsider into their homes, and eyen vwhen they continue to do

so for a relatively long period of time. Actessibility is a dimension. of

psychblogicaL functibning about which we know little, -except, perhaps that it

.

; . L& ; P
may require fairly diverse and continuing human relationships, a social milieu-

trg

rather than a social contact. =

|
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J
1
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TABLE 1
” Age Mges in Selected Linguistic Variables
’ o | ’ 2
, Age in L'(onths
Variable . 12 18 ) 30 F.Ratio
Proportion of Words 05 . .36 <1.50 - 2.27 510, 56%#%
"% Referential Speech .0l WAl ;31 " .33 | 100.92*&.
% Conversational Speech .02 T .io .31 .23 149, 56%u
Comprehension .
Test Score - 13.7 ° 20.7 25.62%n%
% Maternal Description .29 . .33 . .35 A1 . 18,654
% Complete Sentences .18 21 ko 48 . 72.&5*“
. % Questions Coar 18 .2 .28 2k, T1wwe
* % Directives , LUl ;,'-.I‘o e 32 AT 105.65%%*
# Maternel Response 3L . W3 . - .56 oo 57,36%4%
%88 p ¢ .001
. /,/" )
IS

e
<D s
o e
<0
F=




TABLE 2
Style Varj.ableﬁ:" Mean Scores Between
12 and 30 Months of Age

Style ) Age (months) 4
Variables 12 18 2k ‘30 F-Ratio
Focal Object

Involvement (1) .13 11 .12 .20 108.71%es
Focal Objlect . . ) : ) ' "

Involvement (2) .09 .08 .09 .13 5k, 06 nu

oy Coe : - , .
Object Diversity .13 .13 W12 .13 n.s.
*#% p <.001

54




TABLE 3 ’. o

Structural Play Variables: Mean Scores®
. : i "/
. / Between 12 and 30 Months
Structural ‘ * , : Age (months) e
VarisblesP 112, 18 oh 30 P-Ratio
% Level 1 T .53 AT b2 ' 189.83%ew
'§ Level 2 a8 20 - .22 .26 - 32,9leen
% Level 3 S .1 .02 .02 .05 6292008
: ' / ‘

% Pretend .03 .13 .18 2L 148,03%ns
No. Level 1 1160 .83 ‘;79 .70 ~ 93.87hns
No. Level 2 .32 .32 a3t .50 © 2,03
. N . M . . '1 .
No. Level 3 .01 .03 .0k .10 | Gl 56nne

. } ]

No. Pretend .06 .22 .28 .36 © 120.26Tee

|
I

o o . / o
& &4 scores are based on the number of ac\ivities within a given category divided
by the total number of activities coded during an observation.

b Level 1 = one-object'activities;'Leiel = part-wholé and}s;mple-spatial

*ae p ¢.001
|




TABLE 4

Mother's Play Entries: Mean Scores

\ Between 12 and 18 Months
Mother Play ’ Ag; (months)
Variables® 12 18 2k 30 F-ratio
X M's Play
Entries . 3.51 2.62 2.70 1.83 67 .Lgnun
Elaborative
Style Index -.06 .21 .26 26 16,934

& X M's Piay Entries = No. Play Entries per minute; Elaborative Play Style

Index = Elaborating plus Helping minus Unrelated/Total number of entries.

##% b £.001




-

TABLE 5 _

Home Observation: Age Changes in Social Behavior

Variable S : Age (months)
12 18 2k 30 F-ratio

M. pos. emovion .68 .Th b .46 11.06***
M. soc. stim. .25 .28 .1b .1k 8.28%%x
M. Verb. Stim. 23 .21 . .26 19 5.8gnus
M. Un#cceptins .37 .27 .12 .06 15.508%#%
M. Resp. C. Soc. .94 .95 .83 .T5 ' 1h, 6548
C. Soc. to 0 .36 .61 1.06 - 1.26 20, 3TH*
C. talk M. .51 1.04 1,50 1.L8 23.13
C. Resp. M. Soc. 43 ., .43 .50 3.56%
Mutual Physical © .1h .1k Jd2 .10 L Lhlne
Mutual Social .10 11 .1k .15 h.23ue o
Same Room .8k .81 T2 .70 14 .,938un

* p £.05

** p (.01

K1l P <-001




TABLE 6

Sex Differences: Language Variables

Age (months) _ | F-ratio
12 18 2l K O X " Sex  Sex x Age
Chiid. Variables:
Comp. Boys. .07 9 .93 .99 .62
. ' 5.62% 3.90%#
Girls .07 .51 9 1,01 .63
€ Words Boys .08 .25  1.33  2.15 .95 ‘
i 8.5800 3.3000
Girls .08 .  .u6 1.69 2.40 1.16 ,
Palmer Boys 7.20 13.70  10.h45 9.06%  6.61%

CFI Girls 8.10 16.92 12.51

Mother Variables:

‘Noun-Verb 5, 0 "7
Diversity Boys .73 .12 .69 - T9 . W13
Girls .67 67 .18 .8k JTh
*p & 08
e Loy




TABLE 7

Sex Differences:

Children's Play

and Social Behavior

‘Pliy and Social

Variables

F-ratios

Boys Girls

% Level 1 .55 ' .53 5.22%
% Level 2 .23 .21 ~ b.59%
% SoA " .05 .07 10.82%#
Object Diversity .12 .13 5.0T*
C. Soc. to O. .07 .10 L4.62%
C. Talk to M. .10 .13 T.3l%#
M.-Unaccepting .03 .02 L.18%
*p «<.05
*p ¢.01

Goi?0 ’
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B | o TABLE 9

Mean Scores on Waiting Room Variables

for, Sex and Episode g
——
Variablesl Boy Gira = X Source2 -  F-ratio
M/C Distance
Episode 1 1.947 1.85  1.902 S x E 5.957*
Ep:ll.sode 2 1.890 & 1.436  1.663 E 10.329%#
Smiles M
Episode 1 .532 .Ths .639 S xE 5.099#%
Episode 2 .9ko | .8u6 .893 E 13.969%##
Vocs | |
Episode 1 .26 266 .264 SxE ne
Episode 2 . .207 .255 .231 E 5.538#%
* p .05
**pL.01
s#% 5 £001

1. M/C Distance = aveyage distance between mother and chilgd; Smiles =% children
who smile; Vocs = #10 sec. intervals of Voc/#10 sec. 1ntervals.

[ERJ}:‘z' The main effect of sex was marginally significant for mother-child distance (p = .06)
e and not significant for the remaining measures. 0 “'~»v |




TABLE 10 -

Children's Physical Contact with the Mother as a Function
of an Unfamiliar Person"
Age (months) F-ratios
r 18 . 24
Boys
Ep. 1--Mother .32 ' .29 SxAxE L.o7*
Ep. 2--Mother and Stranger .36 ' .51 S xA C S e
X : .34 ko Ep. 9.5
Girls
\
.Ep. 1--Mother .38 .32 -
X . .
Ep. 2--Mother and Stranger .60 .38
X A9 . .35
*p .05 .
#8p ,025 ‘ .
!!li .005 ‘ ' 3

aP’hysical contact = % of children who contact the. mother at least once during

> a 5 min. episode.




TABLE 11

Swmary of Child Factors Based on U4 Assessments

D

% Words (.853)
% Descriptions (.717) .
% Demand (.591)

% Question (.651)

Comprehension (.893)

% Moairy (.417)
% Action (.791)
Play (Lab Observation)

PMI (.737)

% Answer (.354) - CF3:

cry: Functional Social-Symbolic | CFo (continued)
. a . -
Competence (26%) . . Play

- Language | PMI (.L5T)

Level 2 (.358)

Focal Involvement (.752) °

Narrow Preference (.T42)
Executive Failure. (.608).

Specific vs, Diversive Exploration (12%

Utt/min (.630) . Play

Level 1 (.580)

Level 2, 3 (.613) |
Tempo (.932) : %
Object Diversity ( <KTH)

Focal Involvement (. 315)

Level 1 (-.54T) ' _ " Social-Affect

Level 2, 3 (.308)

Negative Affect (- 538)

Pretend (.630) - CRy: Social Interaction-Preference M (11’)
Social-Affect (Home Observ‘a.tion) Soc. O (-.h3l) (Rome Obsee-vation)
€ Soc. 0 (.335) ) 7 Talk M (.712)
| C Talk h‘ (.433) . Affect M (.6L9) - o
4 CF2 4 Achievement-oriented | . ' Resp M Soc. (. 6h6)
Pro'b‘lem Solving (13%) | 4 - Preference M (.931)
Language | .
% Demand (-.306) ~ N
. $ hnsver (65T) -
TRY




TABLE 11  (continued)

Child Factors Based on 4 Assessments

A
CF5: Interaction-Proximity M
| (Lab Observation) (7%)
Social Object Exc?#nges (.500)
C Expressive M (.T21)
- C Contact Object (—~355) '
M-C Distance (-.73&)
CFg: Test'Competence (6%)

Social Object Exchanges (.311)

Bayley-Binet (.630)‘

C Soc. 0 (.540)

ERIC *\ | A




TABLE 12

Summary of Maternal Factors Based on U Assessments

\ —

MPy: \M. Sociability (20%)%

Verbal Stim. (.626)

- Soc. Stim. (.350)

| Erf;?tiveness (.665)
Resp:\\c's Soc. Obj. (.4s50)

Same g,\,wm(__: 885)

Mutual\§oc.-Phys. Contact (.h18).

T MR M. Veﬁpal Directiveness (1L4%)

] Direcﬁive Speech (.639)

| Question gtyle~(-.939)

Question e?mplexity (-.923)
MF3: Socialvat\i:\tuality (13%)
.Verbal Stim. (-.5T6)
Mutual Soc. Obj. (-.638)
Mutual s°c.-1;¢_\1ys. Contact (-.746)
% Resp. C. Soé. (.760j :

\
M. Articulate Non-directiveness (11%)

MF), :
% Directive (-.42L)
Play Entries (-.349)
% Describe People (.889)
% Gomplete Senteﬁc,es (.675)

1

)

MF5: M. Non-Verbal Intrusiveness (9?)
% Interjections (.855) |
‘7-Plny'Entries (.hhS) ‘

% Describe Things {-.662)

% Complete Sentences (-.316)
MF6: M. Dominance (8%)

% Directive Speech (-.369)
: 'Play Entries (.438)

N-V Diversity (-.870)
MF7: M; Passive Responsiveness (8%)
Resp. C's Speech (.858)

% Directive Speech (-.340)
Z.Describe Things (.472)
MFg: M. Elsborative Play (6%)

‘Elaborative Play (.9%41)

%3

s Propoﬂ%ion of variance accounted for by each factbr. " . E
L . _ ‘ : .

I

i ' - [
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TABLE 15
' Sex Differences: Factor Scores
| Age (months) F-ratios
12 18 2l 30 X Sex®  . S x AP
Child Factors: ’_ o
1. C. Functicnal S§ | )
Competence o \ ‘ ‘ T.26%% 5.06%#%#C
Boys ‘ -1.25 -.52 .68/ .78  -.08
Girls -.28 ,-.30 .99 .88 0T
3. C. Specific vs. |
Diversive Exploration - 5.1&0*5 ns
Boﬁ 30 =10 .1k .26 .15 |
Girls =17 -.32 13 =16 -.13 - e
6. C. Te.é;, Cémp;tence | : } ‘ 11.12%»° o ‘ns
Boys . .02 29 - -.24 :.23 |
‘ g ~ e
Girls .25 .29 .1b 17 .21 -
Materrial Factor:
6. M. Dominance ns g 6 Ly nund
Boys o1 .0 B2 3 Loz
Girls .3k 3k =08 -.60 .00
** p.01
e#% p (.001 ‘ - .
" sar=1/88
b ar = 3/26L

it

C The quadratic trend for the interaction is significant; F = 6.87, 4f = 1/352, 2=0009~r‘

o @ Linear (F=.0.2(, df=1/352, p¢.001) and cubic (F=b.59, df=1/352, p=.033) trend are

COEvY

EMC significant for the interaction.

)
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X Length of Home Visita'

Visits No. C. Age  Llangusge Play  Social  Bady Only  Mother Only
1-8 (13-15) 7.9 - 8.5 .81.5 13.6 85.6
9 - 17 (16-18) 8.3 85.5 9.9 75.0 99.2

18 - 26.  (19-24) 61.9  78.3  TT.b 65.0 9k.1
27 - 32 (25~30) 68.9 3.3 1.7 67.6 96.2
X T2.5 9.6 T9.1 = T3 93.0
) % of Missed Visits

1-16 ~16.0 130 194 T2 13.7
17 - 2 16.9  21.6  1T.% - 15.3 8.7
I 16.5 17.4 18.4 1.3 1.2

X Curriculum Exposureb
1-16 17.8 17.9 17.2_ - 18.3 2.2
17 -3 1k 5.8  17.1 ° 14.9 23.2
X 16.2 16.9 17.2 16.6 22.2

-

®in minutes; F (cm’ricul\m) = 8.3 p¢.001

®n hours per 16 visits

v wre .r.’... n.-"p'-. v W g A —-0-"- <




TABLE 18

R R e

Baby Only vs. Mother Only: Sex x Curriculum

Interactions for Linear Trend Scores

Boys Girls . F-ratio F-ratio
B vs. M® Lifear ' Trend® -
C. Test -Competence
Baby Only . =11 .81 2.30 6.39%*
Mother Only .29' ~.lb
(Test_"‘Only) " (~.36) ‘i (.o7)
C. Soc. Interact';ion -
Pref. M (Home)
Baby Only .36 -.60 3.95%% T.08%#
Mother Only 552 Lo 3 .
(Test Only) (-.1é) (.35)
M. Sociability (Home) | |
Baby Only " -.09 ~.69 2.63% L.35%
Mother Only -.90 . -.13
(Test Only) (-.56)  (=:17)
_ y




TABLE 19 .“ ' : ' ’
 Materna1 ?assive-ResponsiVeness and Child Functional Social-Symbolic
Competence: Cross-lagged, Contemporsneous and Autocorrelations‘
between 12 and 30 Months.
ALl Children Boys  Girls
N = 100 Nel8  Ne52
Cross-lagged Correlations: c12/M30 .00 | 20 0 -.13
MI2/C30  -.39%e% -.26 - Lgwns
'Contemporaneous - | C12/M12  -.52#%* ~.SLERE _ GONEN
Correlations : ' c30/M30 -.03 -7 ,0b
Autocorrelations: c12/c30 .25% . :02 3w
‘ M12/M30 AT .20 .15
Partial Correlza:t;:.ons‘D : ' oL 31w -.28% -.3b
No Céuse Comparlsonc: : -.10 -.0k f.10
2z Differedce between Cross- ’
lagged Correlationsd: o : 2.88nu% 1.Th 2.03%
2z Difference between Cross- .
lagged Correlations and - Cl2/M30 .70 .29 .15
No Cause Comparison®: M12/C30 2.18% 1.08 2.18%

<.05
lll.n <. 005

aBa.Sed on within cell correlations taking into account sex and curriculum.

cControlllng for child test competence at 12 months. ‘

The average of contemporaneous correlations attenuated for the reliability of
maternal and child measures (r MPR = .50; r CFSSC = .70).

dFisher s z transformatlon. ‘
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~ TABLE 20..

Maternal Dominance and Specific-Diversive Exploration:

Cross-lagged, Contemporaneous and Autocorrelations for .
Boys and Girls at 12 and 2h Months
i Boys Girls
Cross-lagged Correlations: cla/mel .10 .15
) Mi2/ceh ° PO * Al -.13
Contemporaneoué Correlations: o cle/M2 - ;Oh -.05 ’
{‘ colimak .ol 06
Autocorrelations: | c12/c2h 12 .21
M12/M2k .06 29%
Partial Correlstion®: 2 | - 3" -.12
No Cause Comparisonb: ' .00 i .00
z Difference between Cross- .
lagged Correlations®: - 2. Ll e 1.ko é .
2z Difference between Cross-
1;gged Correlations and No : c12/M2h .18 .75
Cause Comparisonc: A M12/c2h .1.96% ' .65
% .05
*ep 025 ( L .
ocfg .01 .

°Controlling for child's specific-diversive exploration at 12 months.

The average of the two contemporaneous correlations attenuated for the
internal reliability of the measures.

Fisher's z transformation. -
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Teble 21 )

Sumary of Fanily Structure Factors

— v
Family Network | Household Organizatioh Social
u % (+Extended, high SES vs. (+Nuclear, high SES vs. Isolation
~Restricted, low SES) -Large Household, low SES) Integrati
—
#Fanily Contacts
1. Family Visits C. AT - "
2. C. Visits Family . .40
3. No. Relativgs Nearby , A2 Lk
4, Size of Household | ' ) <T5
5. Father partiéipation '
’ in child care - | -5 e
6. Famiiy source qf cc
information RS . : : ‘e(.28) ‘
T 7. Years in New Haven:: | s ¢ |
_8. NOﬁ-pafental C;reg;vgrs ) .79
Non-Family Contacts ' | | : .
1. Fon-Femily Visits C. S : -.68
2. C. Outings ' : . -
3. C. Non-Family Soc. | - . ‘ -.62'
Coﬁtacts | )
Y ﬂeighbérfFriend Sources
of CC information -.30 ' | | -.22
5. Media Source of CC | ' |
information . X z . ' - -.38
6. Professional Consuitation - . )
Family SES o | ) |
1. X MF Employment ';RT ( -;316 . -.36:
2. X MF Education 59' : -2 -
o MajerppipQ . T 67 . .'; ) . : R |
IERJ}:‘ g. WAIS Performance IQ .59 Cuid)b 1
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» A TABLE 22

- )
Intercdrrelations: Family Structure Factors and Behavioral Measfires

Factor/Age : Family Network . Household Organization
o (Bxtended, High SES vs. (-Nuclear, High SES vs.

Restricted, Low SES) ° +L§.rge }iousehold, Low SES)

Total Boys Girls Total Boyg Girls

‘.

b A

£

C. Sustained Prpblem

Solv‘j.nga ( :
" 12 months - 220 35w 22
18 months L30%#% 25 - oows

C. Bayley - Bineta

18 months 27% 30 22 | -.25
24 months 33088 R 35w —.33%e
| 30 months L28e T lowes 3 -.23

C. Test Cdmpetence

12 months - .25

24 months ) 38R 30w Jy5uen

M. Passive-Respbﬁs ive

12 months -.22n .24 .23 38w

18 months | o o8 .26 1w

2} months | - | 19 .20 .19

30 months © .35 oo RNELL L | L
M. Elaborative Playa'

18 months -.é6** =24 —.29% H

24 morths '.36** , %21* _ -.25

o | | A ,

-Bomitted ages failed to yield significant correlations.
*p £.05
*#p 2,025

_ We¥D 2,005
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Standardized Factor Scores

1.4

l.2

l.o

Figure 3
Developmental Trends for Children's Functional S5 Competence
and Sustained Problem Solving and Mothers' Articulate-

Non-directiveness and Passive-Responsiveness
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Figure 4
Functional Social Syuteclic Competence

Sex x Age Interaction
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x——x Flay
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© Test Only
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2.9
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1.0

C. Functional SS Competence

Change Scores (baseline - 12 months)
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Figure 6 C. Functional SS Competence:
Change Scores over 12 month Baseline--

Language, Play and Social Curriculum Groups.
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C. Interaction-Proximity M. (Lab)
Change Scores (baseline - 12 months)
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Figure T C. Interaction-Proximity M.

in an Unfamilier Situation: | Change Scores
over 12 month Baseline--Language, Play and -
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M. Articulate Non-directiveness

Change Scores (baseline - 12 months)
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Figure 8 M. Articulate Nondirectiveness
Change Scores over 12 month Paseline--

Language, Play and Social Curriculum Groups.
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C. Test Competence

Change Scores (baseline - 12 months)
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c. Interaction-Preference M. (home)
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C. Test Competence

Change Scores (baseline’ - 12 months)

»
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Figure 12 C. TestCompetence:
Change Scof‘es over 12 month Baseline--

Triadic and Dyadié Groups
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M. Directs vs. Questions

Change Scores (baseline - 12 months)

[
3
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Figure 13A M. Directs vs. Questions

Change Scores-over 12 month Baseline for

Home Visit and Test Only Groups
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Figure 16 Child and-Maternal Change Scores as a Function of Household Orggnization
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and Treatment Group.
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Appendix A, TABLE 3
e

Family Background - Demographic Information

(1 e., fed, dressed, bathed, and so forth ut least once)
fnedlng, playing with, readlng, and so forth

[Kc

wll Toxt Provided by ERIC

C0209

Mean Med. SD Range 1% 4+%
No. relatives living in the area: 25 15 26. 0-99 5 83
No. household members (other
than M and B): 1.6 1. 1. 0-9 3 3
No. contacts with relatives
per wveek: 3.3 2. 5. 0-35 23 21
No. friends seen pe. week: 2.9 1. L, 0-30 31 18
No. trips by B outside home
(shopping, park, visgit): 1.4 1. 2. 0-9 Ly 10
No. adults seen by B daily
(other than M or F): .8 1. 0-8 67 3
No. adults seen by B 1-2
' times per week: 2.0 1. 2. 0-21 3k 11
fo. times persons (including F)
bother than M cared for B
during week®: 1.3 1. 2. 0-20 b 4
No. of different activities F
engaged in with BO: 2.5 2. 1. 0-7 1k 9
No. of different activities fre-
quently engaged in by F: .8 1. 1. 0-5 45 1
No. of years lived in area: 13.3 10. 11. 0-39 7 66
5l =T
% 1-5 = 30
% 6-15 5
- % 16+ =58
w,:/LExpf:c:t,,t,o,,‘pe, here in 5 years: 87
% M belongs to a club (yes): 22
% F belongs to a club (yes): 39
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Appendix A, TABLE 3 *

Family Background - Demographic Information p. 2

M plans to work in Future:
% No plans: 15
% Maybe: 34
% Yes 50 .

Families who moved during study: 30%

Sibs born during the study: 16%
Fathers who changed jobs: 21%
TFathers who _,b‘ecame nnemployed: 5%
T Mothers who became employed: 21%
-~
“A
;‘b -
O
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Appendix A,

Intercorrelations:

%

TABLE

Family Background Variables
Maternal IQ and SES Indicators

‘l. No. Family Visit. B.

. No. Outings

3. No. Visits to Rela-
tives .

4. No. Non-parental

Caregivers

5. No. Relatives
" Nearhy
6. Non-relatives sees
B. Regularly L3l
T. Father Partici-~
pation
8. No. in Household -
(+ M and C)
9. Years M lfxed in
Area
10. M. PPVT
11. M. WAIS
12. M. Ed.
13. X MF Ed.

14. X MF Occ.?

Jlywes -

'27**‘

.22% LOTR% .26

T

RIS LU

C31E

2Lh# 21% |, 23%

L20% Lo3% ~-.2h
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Appendix A, TABLE

Summary of Family Structure Factors

Family Network Household Organization Social’
(+Extended, high SES vs. (+Nuclear, high SES vs. Isolation-
-Restricted, low SES) -Large Household, low SES) Integration

+Family Contacts

1. Femily Visits C. . Ry | | -.b7
. -+ 2., C. Visits Family . ~-.ho
3. No.'Relatives Nearby A2 _ pnn
?h. Size of Household /‘ .T5 :

5. Father participation
in child care ) ~.5h

« 6. Family source of CC

information R X ) (.28)
T. Years in New Haven A5 .
8. Non?parental Caregivers .79
Non-Family Contacts : o
1. Non-Femily Visits C. . o | .68
2. C. Outings _ _ -k
3. C. Non-Family Soc. - | -;62.~
o T ¢

Coﬁtacts .

[

tooa?

L, ﬁeighbor—Friend éources
of CC information -.30 . -2
5. 'Media Source of CC
iQfOrmatién, e o | . =-.38

6. Professional Consultation

*  Family SES
1. X MF Employment 7 o -.316 | -.36
2. X MF Education .59 . :; ~.- f.22.
O ter I -
' lz gﬁg I?erformance IQ gg ' 00 : 1 3 o : . ;
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The Curricula

Core Curricula
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Overview:
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Home-Based Educational Curricula

fof Mothers and Infants ‘

Nancy Apfel & LaRue Brion . .

Based on a study of Infant Edg:ation funded by the Office
of Child Development, Department of Health, Education and
~ Welfare Grant #0CD-CB-98 Awarded to William Kessen and

Greta G. Fein, Co-principle investigators.
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Many mothers today find child-rearing, with all its complexities, a ¢
lonely undertaking. The majority of'American families no loﬁéer live in
close proximity-to a whole network of relatives, such as grandmothers,
;unts, and cousins, who used to be a rich source of information about chil-
dren and traditional met&pds of child-gearing., There ar; few community-
support systems available tovhelp parents obtain basic iﬁTorﬁatian about
early childhood.%nd often there are few.interested adults with whom to
share the‘bes and worries of parenthood.v

. The federally funded program®* "Curriculum Reseaich in Infant Education"
was designed to help fiil this void by deve10ping curriculufmaterials for a
home-based educational program for families with children between thebages'
of 12 and 30 months. Some 100 middle-income families living in the greater.
New Haven, Ct., areu participated in the year and a half lc¢ng program. Eﬁch;
family was visited regularly by a trained Home Visitor. The cﬁrriculum‘
materials guided the Home Visitor's presentétion of current knowledge about
children's cevelopment and ideas fortparent-child activities. fhree indepen-
dent cuﬁ!icula, vhich placed different emphasis on childrén}s language, play,
and social development, are brieflj dgscribed ié this booklet along with some

of the problems, challenges, and satisfagtions which inevitably accampany

home-based ventures.

Y
] - R 2

£

. y : ,,I
X'Ottice of Child Development; Department of Health, Education and Welfare.

##The curricula, in their entirety, and further information are available

through the ERIC Clearing House.




IMPLEMENTATION OF THE PLAY CURRICULUM

%

Goals of the Curriculum

The flay Cﬁrriculun is based on and grows out of a firm conviction in
the value of spontaneous pley as & learning.activity. Play offers children
s wide choi~e in what they do. The curriculum attempts to ékhance two ¢

dimensions of that activity: the range of things upon which a given activity
t

is attempted,- and the diversity of actions performed on a given thing. The

home visits are designed to enlist the mother's aid as observer, teacher, and

research assistant by acyuainting her with techniqnes for recognizing and

: facilitating pretend, "relational," and'"manipulative play. The theory

“that children play most creatively when they run their own show is central to

the play curriculum. Mothers are encouraged to Join their‘children s play,
using an elaborative play style; that is, proposing a variation on the child's
play theme and then leaving it up to the child whether to pick it up or ignore
it. | | |

The Pattern of a Typical Visit

A visit in the play curriculum proceeds as follows:
a,) A review of the child's “activities over the previons week. Mother
and home-visitor discuss the mother's written accounts of the child's play.

.

b. ) Introduction of the toy set. The home=-visitor asks the mother for

'additional items from around the house that vould £it in with the theme, of

the weeh.
c.) Observation of the child'sinlay. Mother and home-visitor £ill out
a form describing-his actinities. - L
d.) Play session. The home—visitor asks the mother to participate in

three-way play (mother, child, home-visitor). Wnile playing with the child |

G0 w 17




they 9iscuss adult-child play styles.
kel) New forms left to do during the week, new toys left for child,
last weeh's;tongcollected and taken. ﬂ
Durinélthe'visit the emphasis is on observation of the baby's play, with
apprec1atlon of his achievements shared between home-visitor and mother,
The follow1ng excerpts from the home-visitor records give some color to this -
outline of activities.'

o "The chil@lﬁas more interested in small toys and spent most of his time
carrying them and'putting them in larger toys. The mother felt ne was more suc-
cessful with them. They made a ramp for the cars,which the child ehJoyed.' He
picked up on her (the mother'sl‘elaboratlonsiwith a good many of the toys. The
mother said he's either c0mplete1y'involved with the toyslshe gives or he
ignores them--his play is intense." ' g

Another home-visitor writes: ™The child was not as attracted to this toy
set. During the observation‘time his interest faded fast ahd he wandered off.
In our play sesslon together he became more interested and loved opening and
closlng the .cigar box, puttlng balls in the egg box, and fllllng and dumplng
boxes. I used this as an illustration of how adult participation can enhance

avchild's interest and activity." | .

The Pattern of Visits Over Time

_Visit 1 is used to introduce the project and to get acquainted with the

-

mother; to explain to her that a child's play is a learning process and to

e

ecquaint her with what a child is learning from h1s play; to acquaint her with
Q o

a method ang slmple vocabulary to descrlbe her child's play, to play with the

child, elaborating on the child's play. Tﬁi'baslc format, cons1sting of inter-

actions among mother, child, and home-visitor, is established.

1
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' Through.Visit I ihe mother continues as dbsérver only, sharpening her skills
by.learning to £ill aut forms on Pla; Deacription, Developmental Miléstonés,,and
Make-Bélieve..-These ;gims serve tha prepose of focusing her obqe?yations and

proviiing a&fecord of tha child's deﬁelopment. These forms and pictures of the
_%aby at play are made into a Babbeook for'ﬁhe femily. The impact of these is'
éest illustrated by & quote from a home-visitor's records: "he mother Was
thrilled with the pictures of the child playing. We mounted them on construction
~ paper and added them to the book. It_certainl& added aa appealing beginning to
the book." These first few visits afa also used to Caqpally introduca the threea
kinds cf play, "prete;d," "relational," and "manipulative." Toy sets were
deaigned to elicit basically ona of these thrge kinds qf play behavior. The
following lis£ gives examples of toy sets by category..
1. Pretend Play--make—belie&e feediag (cups, spoons, pot;lbOWl, doll,
staifed animal); make-believe groomingrand dressing (toothbrush,

cloth, powder can, mirror, hair bfush, bangles, hat, bowl, doll,41

" animal); make-believe sleeping (box, cover,-pillow, bottle, -
carton).
2:' Relational Play-~topological relations (pop beads, siack toy,
cardboard tubes and balls, puzzles, egg paacher with top_andb N
inaat, coffee pot,withvparts, nesting éaps). . - s

3. Manipulative Play--noisemaking Sctivities_(drum, pail, wooden spoon,

| keys on a ring, anything for bangiAg and shakiné}; open-close and;
in-out (cigar 5ox, égg carton, pail; shovel and assorted Small
things)§ la:ge nuscle activityi(sturdy cardboard ca;tons, large
suitcasa, chair_for baby to climb onto ana into); circular

displacement (cars, pulleys, push toy).

[
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The toy sets over visits change as the child grows older but the basic

premise remains the same. Different xinds of toys promote different kinds of

pley. New forms are added during this period--the Baby Day Record, Play Ob-

servation, Adult-Child Play, Attraction-Aversion,Multiple Use, Yes=No (rules),

and Stability and Change. The development of a supportive and "el@borative"

o~

play style by the mother is stressed continually. "Helping" and "imitation!

are also used but the cultivation of a non-obtrusive use of ﬁeiaboration" is

thought to be most important.

Visit 5. introduces the mother as an active participant. The "pretend"
theme of this vigit seems to be the easiest point of entry. From now through
Visit 15 the rérious kinds of play are explored in°depth,-with the recurring
visits used as comparison chec.s of the child's developing abilities.

During tnis time the use of the "second basket," stocked with toys and

household objects pfovided by the mother, is also promoted. We bring ih the

notion that.a toy tg a child is something that he can do something with or to.‘
: . The "second basket" leads into the more general theme of the organization of
the home im order to provide optimum piax,opportunities for the chiid. Even
if the home is well;ofganized from a chilé's point of view, it might be pos-
sible to enrich it further in order to give him more things to pla& with and
more places to play. Visits 16 through 19 expiore these possibilities and
also use forms Involvement Obsemvation, Empty- Hands, How Things Are Uced and
Mini-Study. |

Beginniné with'visitbéo, the curricuwlum introduces Speoiel Toys , commer-‘

cial toys Which pose'a particular problem or learning opportunity.’ These toys
7-«"9' “ oo are ieft/iﬂ“éhe home for the mother to use with the child over the two-week .

period. - WeAsuggest to her that she choose a special quiet time each day when

€JU~~0
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ehe can spend five or ten minutes playing with the child with Just these toys.

This is a methcd of encouraging her to use & ﬁeipful, elaborative style with

her child. When mother and child's attention is focused on one toy, unrelated

entries iﬁto the child's play are less likely. This is also to help her develop

\ criteria for wise selection of commeréially made toys. It is important for the
mother to be a;ere that there are many uses for a given toy besides the one
intended by the designer. Whatever the child wants to do is "right." Some of

~ the toys used wefe the Fisher-Price Housebost , puzziee of‘varying levels of

difficulty, Magic Slates, chalkboards, and a form box.

Visits‘28 through 32 are now made on a monthly basis and dre divided into
two parts: Play, includiné newly added plastic,.media such as play-dough, and
a new emphasis on the child's participation in household activities, with -
Montessori-inspired tasks. The child is eneouraged to help set the table,
serve refreshments, and clean-up afterwards. Cognitive components of this
activity (groeping things, establishiﬁg one-one correspondences), sensory-
motor comp?ﬁents (pouring), socialization and sheer pleasure are stressed. On
3
vdifferent'visits, the children polish shoes; plant seeds, and receive an intro-
duction to household carpentry.
At the final visit we discuss and review the rrogram with the mothef. She
.has & chance to state what she has liked and disliked about the project. We
reminisce appreciatively about how fer her child has come in the year and a half
~ we have been visiting them. Throughout, we_he::‘tried to stress the needs of a
changing, growing child for develepmentally appropriate experiences with
'materia%s and to extend the sense and spirit of play to areas which often become
demanding and directive. We talk about how she can continue in this vein and
also emphasize the concept of change and stability in any given child. How has

he changed, how has he remained the same? \

(6521




The Play Curriculum: As It Was

The Pi;y Curriculum encourages the m;ther to Join her cﬁild in play.
~\\ The suggestéd‘play‘style is an elaborative, helpful one where the mother
is attuned to her child's interests. Mothers in the curriculum differe@ :
greatly ih their inclination to become involved in 'Child's Play.' There
vere those mothers who enjoyed playing ‘with their children and were eager
to hear and talk about adult play styles. New ideas for making toys ogt
of household objects and for different play activities were welcomed by
most mothers. Among these involved mothers were those who felt the
playtimes were tests of skill -and tried to teach the children the rlght"
way to hgndle the materials. The home-visitor's role in these cases was

to show the mother that the other creative used a child makes of a toy

are sometimes more interesting and valuable for himvthan the manuféf,urer's
prescribed usage. Together.the homé;visitor and mother observe theyexplor—
ations a child carries on aﬁd might note, for example, that to use the rings
J from_g stack pole as a hat or bracelet, or to pile them or line them up

instéad of fitting theh on the pole in oréer, are instructive also.

There were some m%thers who declined athfhe beginning of the program to
get involved in play with their children for a number of reasons--other
things to do, fatigue, |etc. The home-visitors attempted to generate exciéeﬁent
"about the child';¢acti ties and developméntal changes. This enthusiasm
coupled with developmeﬂtal info;mation and appealing play materials was conta-

gious. Most mothers found real enjoyment and even amazement in their children's

activities and progressL




IMPLEMENTATION OF THE LANGUAGE CURRICULUM

Goals of‘the Curriculum 3
" Children's accumulation of a vocabulary of 200 to 300 words is one of the

more striking developments of the second and third years of life. While some
children accomplish that challenging but neéessgry task far more easily than
others, improving vocabulary is an important aim of the language curriculum.
In eddition to promoting vocabulary, our goal is to helpbchildren appreciate

* the multifold uses of speech.. The mother is regarded as the major source of
linguistic information fbr the childj it is primarily througp her speezh and

activities that the curriculum attempts to affect the child's language.

The Role of the Home-Visitor
On her first visit to a famiiy participating in the . Language Curriculum,

the hqme-visitor conveys to the mother these goals. She explains that the

“
i

child will learn to speak without our help, but that we want to help her child
eventually become ﬁ person who can speak clear’ -, who undgrsgands what others
say tdrhimg and who uses language to communicate ideas and express feelings.
Thérhome-visitcr emphasizes that we are not interested in making her”child speak
sooner, but we would like him to speak well when he begins to talk. The mother's
active participation is essential to the program since she is the child's major
language teacher. The home-visitor and she are fellow-lnvestlgators of the
child's early langusge, exploriﬁg his speaking abilities and level of compre-
hension. The home-visitorfs other major role is providing the mother with ideas

about what she can ao to promote her child's language development,

Pattern of a Typical Visit--the Strategies
A language visit typically begins with the mother telling the home-visitor

about the child's latest language developments—~-new word’énderstood and spoken

-~




and the child's reactiqns to specific language teaching activities. In one of
the early visits the home-visitor presencs the child'with a toy set and comments
on the tdyé which the child shows he recognizes by using them appropriately, such
as throwing a ball, o. pushing a car. She introduces one of the basic concepts
of the curriculum: It is easier fdr a child tollearn the names of obJjects he
récognizes. The home-visitor then moves into nhe role of ianguage model, a pri-
mary strategy of the curriculum.f She arouses the child's interest in one of the
toys he recognizes and when she has his attention she repeats the name of éne
object in short sentences. The speech model demonstrated at this stage of the
curriculum con51sts of short (3-4 word) sentences, consisting of nouns, adJec-
tives' and verbs other than the verb "to be." After her demonstration, the home-
visitor helps the mother to choose the names‘of a few other familiar objects to
teach the child to understand, tusing the simple speech pattern just demonstrated.
Tne second strategy of the cu:riculum is to create opportunities for the mother
to actually use these styleé modellnd for her. The home-visitor encourages the
mother to apply this descriptive‘referential speecu during home-visits (witn
different toys and books whicn the home-visitor brings) and during o%her everyday
situations (féeding, dressing, bathing) when the home-visitor is not there. |

A third strategy, record-keeping, addresses itself to the problem of maternal
responsiveness. The aim of this strategy is .to inform the mother about her child}s
language development so that she can base her speech on hié linguistic ability.
Early in the curriculum the n:tner keeps simple written records of the child's
responses to songs, gemes , bc. ‘s, and words.she is teaching him. The homelfisitor

helps the mother list the chil . s first 50. -words, which are used to determine what

categories of words the child tinds easiest to 1earn. Two excerpts from home-

visitors! records illustrate, the possibilities of this strategy:
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"Before we'd even begun to classify on the questionnaire the
words that the child says, the mother remarked that he doesn'ﬁ name
things as mucﬁ as he uses words for actions he does. I was
pleased éhe could analyze his language this way. After comple-

. ting the questionnaire we could see that actuélly his words are

-

fairly well distributed in the different categories, but that he

\ did have quite a few more action words than names for things."

"Then we filled out the questionnaire about how.the child

expresses needs, wants, etc. It was a good game because the

”“

mother remembered a few words and expressions her child says that ' ¢

the mother hadn't realized. It was good for her to see this be-
cause I felt she wasAdisappointed that her child hasn't learned
nev words in the last two or three weeks...sometimes I think the

mother is really surprised to find out that her child knows so much."

£

To further inform the motﬁér, tapes arewmade of the child's vocalizations tq
see which sounds he found easiest to'make, and language comprehension probes are
done by asking the child to perform small tasks. A fourth strategy is to provide

. | the mothers with specific activities which might promote vocabulary growth.

Books, puzzles, and special toys are given to the child,and a scrapbook of pic-

P g .

tures to read to the child is made during the visits.

(3

The Pattern of Visits Over Time

The first third of the curriculum casts the mother in an activqjinterest-
creating role while the child is viewed as a listener and observer of his environ-

ment which his mother is describing to him. In the weeks following the first

visit, the mother is encoﬁraged to describe and name not only particular objects,




but to 5roaden this technique to events in general so that her child may see
this as a propervfunctibn of speech. Comments written by one home-viéitor
indicate how one mother adapted this speech sfyle and how her’child reacted:
"Phe mother said her child showed interest when she used descriptive
speechiwhen playing'with him. He is mostly using b, d, m, and n sounds
so we will concentraté on teaching words containing these soupds. The
mother did well describing what objects do when we were playing with =
‘the cgild. He imitates the intonations of her'sentencéé and speaks in
long strings of syllables." ’
Home-visitor and mother play classic rhymes; songs and gaﬁes with the.child;
the home-visitor gives the mother a‘cpllection of rhymes (including some
rhymes mothers taught the home-visitors) to further intereét her in enjoying

social speech with her child. A vocalization réinforcement exercise is done

to illustrate to the mother how her sfeaking to the child increases hLis
talking. N ~

Tapes of mothers talking to their children are used occasiohally in the
éurriculum. One tape of a German mother and her child talking in Gerwan is a
vivid reminder of the difficulties of leérning a new languﬁge. Another tape
contrasts the suggested style of using concrete nouns Qersus vague words  like ;
"this," "that," or "it's" in talking to a child. These tape demonstrations
are followed b& a play session in which the home-visitor and mother apply the |
¢oncept in their own conversations with the child." 

Another fund;mental poncepf the language cufficulum emphasizes is the use

pf functional definitions in labelling objects and-animals for the child. The

home-visitor demonstrates with books, toys and household ob;ects how to show and

, describe what things do. (This is a clock. The clock's hands go round and rouhd.
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The clock goes buzz.)

hooks are introduced early in the curriculum and remain important through-
out. The& are presented as a way\tohinterest the child in spesaking as well as
to help his understanding. Ways of attracting and holding a child's.attention.
in books are demonstrated, such as reading with enthusiasm, asking questions
and supplying the answers, making up tickling, bouncing, or animal -sound games
to go with the pictures. | In later visits objects are matched to‘pictures.

As the child begins to talk more, the mother's role is changing. In the

middle third of the curriculum, she and the child are both active partieipants

" in theAprocess. Visits are riow bi-monthly. A goal at this stage is to increase

the mother's awareness of her child's languege comprehension to help her accom-
modate appropriately to his ever-changing‘abilities. A technigue used to
determine how much the child understands is to have the mother give a set of
simple commands in sentences of varying length. Once it is clear what length

of centence the child»understands, the.home-visitor suggests that mother talk in

sentences somewhat longer than those, (e.g., if he responded best to "See ball"

she would say "See the ball" but not "See the ball on the chair"). The home-

visitor explains that this length of sentence will be simple enough for the
child to understand but oompiex enough ?or him to learn'more by listening.
Modelling and having the mother practice this style of conversiné with her-child
reinforces the idea.

In‘thisvmiddle,third of the curriculum the home-visitor and mother explore
the.ohild's vocabulary and categorizations of the world. One of the child's main

tasks between 18 and 24 months of age .is to figure out the adult definitions of

. words. For example, does dog mean all four-legged creatures to him or Jjust his

own stuffed toy'dog? The mother can help him expand the words he defines too
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. narrowly and specify the words he defines too globally. The home-visitor and
mother work out techniques together, using gbjectsiﬁround the home, toys, books,:
tﬁe out-of-doors, etc. A gentle correcting of the c@;;dlsweategorization errors

is advocated. If the child-cal § a truck a car, a helpful response would be to

"ysh&>"Yés, it's a kind of car called a truck." When the child shows a preference

for a particular category of words, animal names, for example, the mother is
éncouraged to help the chiid expand this category.
o Emphasis shifts in the last thig@ of the curriculum, where the child is
viewed as the most act%ﬁg participant in the languagé learning pro;ess. He is
novw talking and the mother's role is to react ﬁo what he sayé in ways that will
fostér the continued growth of vocabulary and communication ability. Visits 17-
20 concentrate on improvingvthe child's vocabulary of nouns. In the 21st through
24th visits adjectives and adverbs are étresseg. The curriculug tries to help ab
mother and child develép conversations between them. Conversatipnal styles:are'
Amodelled-ih the 1Tth through 20th visits while Visits 21 through 24 focus on
having the mother practice these styles. The excitement of this stage.whén the
child begihs to use language to communicate hgs feelings} thoughts, and what he
sees is shared by mother, home-visitor and child. While the 50 word list helped
to keep“tfack of his objectz’people- and action;name55 a new type of record, the;
communication quest{onnaire, helps record the chanéqs in the child's level of
communicafion from gestﬁres to one~word utterances to simple sentences to more
‘complete sentences. Tapes of other mothers and children talking, and démon-
stratipns by the home-visitor are models of a c;ﬁvgrsational style which encour-’
" ages the cﬂild to continue talking by expanding upoh his vocalizations and asking
questioﬁs and elaborating upoﬂ his resvonses.

During this phase of the cufriculum, action words are taught by having toy

0228
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_animals jump, run, hop, walk, etc Color texture, shape and size words are

emphas1zed by the mother and home~visitor while the child plays with toy sets

designed for the purpose, . looks at and touches materials of different

textures added to a picture scrapbook (started with the mother earlier), and

manipulates play dough and finger, pa1nts. Another conversational mode that -

- ) -

the home-visitor and mother begdn to he1p the child develop is that of calking
about the past. A technique suggested is to ask the child Just after an evént-- -
a walk, a v1s1t to a restaurant, ete. --what he did and saw. The h;ne-v1s1tor, o
mother and child take walks together and describe to the child what he is seeing.
Afterward, they talk about what they saw on ﬁhe;walk, using the past tense.

At the last visit the home-visitor and méther review the course:of the

child's language developnent using the Bahy Book with all its forms as an aid.
The tone of thismreminiscence.is positive about how far the child has come and
how well he can communicate now, A tape is mAde of the child's conversations
-at 30 months for the mother to‘have as a permanent record. If the motherfis
expectlng another child, or if one has been born during the course of the curri-
‘culum, the home-visitor brings materials to start a Baby Book for this child

This is to encourage her to. follow this ch11d s language development and to

remind her‘of the techniques used to help the child who participated in the

: .
a

program to understand and use language.
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The Language Curriculum--As It Was

‘The differepces in the children's verbalvcomprehension and froduction
necessite?ed two levels of activities in the Language Curriculum. Although"
the basic presentation of concepts proceeded as descrlbed in the previous
section, flexibility was written into the curriculum " To some mothers the
descriptive language style and the use of functional deflnltions in talking .
to their children was natural and self-ev1dent; However, to other mothers,
verbalizinghtg their children in simple repetitive language was sO unnatural
that they seemed embarrassed to talk this way. The hcme-Visitors to the

4

latter group of

children and worked on facllltatlng the process of interpreting the children's
‘early sounds and signals. For example, some mothers did not believe their
children were talking until they listened with the hdme-visitor to a tape of the

child vocalizing and could recognize words the child was saying. The home-

< yisitors'to the ‘ * children who werevverbalizing alreedy and/or to mothers
vho were already communicative to their childrec supplemented the.basic“curric-‘
ulum with morevadvanced eierciées which the res*t of the group would be doing
when the children were older. For example, they began using the scrapbook tc
extend these advanced children's word categories (if»the child said the word
'dog" tﬁen one might find pictures of all varieties of dbés to put in the‘book
and later add pictures of differect four-legged animaig that could be confused
with a dog, to help the child learn new categories) They might be doing this,
while the other group was working on the more basic concept of teaching a child
an object name by showing the object's use. “

The home-visitors needed to be sensitive to some subtle and not-so-subtle

:messages,the mothers were giving. Atstimes some mothers of children who, were not

ERIC -~ 66733
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speﬁking yet, worried that there wa§ something wrong.. The home-visitof“had
“to f;assure a mother at such times that the child would start to talk in his
own good time and that children vary tfemendously in the age at which they
start to talk. A basic theme of the language curriculun would be rg}tgrated:

the goal is not to teach the children to talk sooner but, at this.stage, to.

,'help him understand the language'he hears and to show him the many uses of

1§nguage.

C0<31
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- IMPLEMENTATION OF THE SOCIAL CURRICULUM

1

PN

Goal of the Curriculum

'

The enrlchment of interpersonal connections, particularly the connection
between a mother ‘and her child, is the fundamental goal of the soc‘al currlc- .
wlum. The program does not presume to create bonds but to‘supplement and tc
make more enjoyable those which already exist. It hdpes to foste'r;-in- the child
and mother aware, open, interested, respectful and sensitive at%}tudes toward

each other ®nd toward other people. ; “ . : o

The Home~Visitor's Role

The home-visitor begins the hoﬁe-visiting series by establishing a friendly

rapport with the mother, not as a teacher‘or'interviewer, but as L friend and

fellow investigator of child development. The role of‘the home-visitor is to

~

encdurage mother and child to engage in social activities together. In the

‘ N - first third‘of the curriculum, the home-visitor provides opportunities for

| mutual laughter, physical contact and eye-to-eye contact between nother and

child: She brings ideas for new games and elaborations of 0ld games (i.e:,
rhymes, finger plays variations on peek-a-boo) with different props. Although ¢
she occasionally participates in the play times, mother and ch11d remain the - f’;«l
central players. The home-visitor also éreates s;tuatlons whieh are planned to ;b
foster the mother's awareness and appreciation of her child's unique qualities.
She tries to demonstrate to the mother how, the mother influences her child'
behavior by initiatlng social exchanges and by responding to those initiated by
the child. Whennmothers are‘concerned:about specific developmental issues--
When d;ﬂl toilet train and how? What should I do about temper'tantrums or'fears?;4
the home-visitor assists the perents in formulating a consistent strateg& by

providing articles and books about the subject and providing basic developmental

e

T




“knowledge (e.g., when a child actually can control the sphincter muscles, how
two-year-olds frequently have fears,and a list of fears common to a two-year-
0ld is given to the mother)

The Pattern of a Typlcal V1s1t--the Strateg;es ‘

A visit typlcally begins with a relaxed chat with the mother about the
social events the chlld has experieoced over the past week, the people the
ohild has seen, the places he's been, the games aod activities mother and
chila have'done together. The mother keeps a 81mple written record of the
fun social times she and the child have. The Social Dlary is one way in -
which the curriculum emphasizes'the vélue.of these moments of social st1mula-
tion for the child. At times the mother is asked to keep other simple written
records of her child's act1v1u1es which tie in. w1th the discussion topic of the
veek. For example, one form the mother and home v1s1tor work on in the 2na
visit is a 1ist of the many little ways the child imitates his parents. This
exercise in observation helps to illustrate how influential the mother is ih
her child's life &nd the extent to whicm she serres es a model of behavior.l
The curriculum begins here to try to bolster the mother' s self-esteen, show1ng
her that she is a mador force in her child's llfe and that her oplnlon of her-

sFlf influences his opinion of himself. 1In the 4th visit the mother is given

a developmental milestone“sheet ‘ to introduce the perspective of long-

term developmental changes. Asking the mother to observe her chilﬁ's behavior is
! : )
another strategy used by the curriculum to help her keep in tun 5ﬁith her c¢hild's

developing abilities so that she can respond to him on an appropriate level. She

»

is also encouraged to observe his moment-to-moment social behav1ors (smllzng,

ooking, vocalizing, touching people) to alert her to how 1nteractlons between

-
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people occur, to attune‘her to the wide range of pre-ferbal communications a
child uses at 13 months, and fo the more sophisticatgd coﬁmunication hé will
use later (these forms are attached). To encourage a mother to fespond
immediately, consistenfly and contingently to her child's: expressive behaviors
during the course of the curriculum, she is asked to observe her child's
emotional expreséions at different ages and uhder different situations. One
such form "How does your child tell yoﬁ that he is happy, angry, affaid; ti?ed,

sick, etc." explores how her child communicates these states. Another form in

this angef and how the mcther respgndé. These forms, with pictures of the child

and family, are made into a Baby Book whichvprovides an dbservation record of
- .. changes in the child's behaviofs as he develops. -

Following this review of the week's activities and forms completed by the

mother, the topic of the current visit is introduced by a variety of techniques:
Fhe home~visitor may ask a few questions about ho; the child behaves in certain
situations or shé may show home movies of children expressing different emoticns;
or use articles from pépular magazines and child-rearing books. During!thesé
discussions, mothers are encouraged to articulate their attitudes and goals for
the social development of their child. Topics discussed include: Responding to

a Child's Attempts to Communicate, Individual Differences and Cross-cultural

Universals, Social Roles and Sex Identities, The Child's Widening Social World,
etc. |
Some excerpts from the home-visitor's “Postséripts" indicate how these
techniques were appliéd in Epe visits. o
"Mrs. P. enjoyed this visit. She liked the article, 'Crying--A Child's
View" and the film. She commented fréquently on the differences between -
the three children and the different ways they eipress their emotions. She

also compared D. to each of them."

Visit #8 explores anger in the child--what provokes it and what behaviors indicate




5>

"We talked about how F. learns about his body--finds his belly-
button, tries to take off his finger, looks in mirror, points to

his own features and mdther's same features."

Each visit usually has a play period. Early in the curriculum the home
visizor concentrates on giving the mother ideas for new games and variations on

0ld favorites. She conveys the basic idea that a child learns and develops so-

. ¢ially through games, that he derives happy expectations for social interaction

/ from such play. Finger plays, songs, rhymes, books, bounc.ing and tickling

games fill thése early visits. Later visits take the form of a trip to the zoo,
a farm, the park, or to visit a friend, or the ho;e-v151tor brlngs ‘play dough
finger paints, books, puppets,ﬁ? doll house to give the mother new ideas for play
periods. At times the activity takes the form of an observational exercise to
illustrate the topic talked about or as a vehicle to get into a discpségon. For
example, to reinforce the idea that the mother is a "secure base" for the child to
re£ﬁrn to periodically while exploring the world, the home visitor winds up a toy
cloﬁn which the child has not seen before. As it "walks" along, the home-visitor.
and mother talk about how her child reacts and if the child feels he can explor€\
wiﬁhout contact of mother,'of if he needs contact and wﬁat kind--eye-to-eye, »
merely,yor physical touch. One excefpt from a'home-visitor's "Postscripts"
indicatéé how this went in one case:
"R. had never seen a wind-up toy before..;R. looked at it cautiously,,
exchanglng looks between Mommy and me to check to see how we liked...this

*

‘new thing. He very cautlously touched the hat whlch somehow triggered

movement. R. was frightened and, screaming, ran to Mommy Mommy said,

M"How about that, I guess I still am useful."
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Another'exercise is designed to show the mother how effective an immediate
N .
and poéitive response is in reinforcing a child's behavior. A baseline tally
is made_of‘the child's vocalizations and smiles directed at his mother while
she is instructed not to respond. Then a tally ié taken while the mother rein-

o

: forces‘each smile and vocalization with positive affective speech and smiling.

- She's encéuraged to t?y this out over the week with two toys, reinforcing play
with one and ignoring play with another. This is a strategy to (1) encourage
responsiveness to the child on the mother's part and (2) teach the mother how
a child's desirable social behaviors can be augmented and undesirable ones
diminished by reinforcement, thﬁs fostering the deyelopment of the mother's sense
of effective control. This lesson is further expanded by helping the mother
choose an appropriate social rule to teach her child using the techﬁiques of

T modelling and positive reinforcement rather than direcfiveness or pﬁnishment.
¥ ) There are 'review" sessions at regular intervals in the curriculum when

home-visitor and mother look back over the Baby Book to review how the child

is maturing in his social behaviors. One home-visitor's "Postscripts" tell® us

how this sort of review went:
"Mrs. P. has boticed many changes in D.'s behavior--most noticeable--
his independence and the appearance of temper tantrums. Changes in likes

and dislikes--for example, now he doesn't like 'broken' cookies."

L

The Pattern of the Visits Over Time

There is a spiralling of the same basic concepts throughout the curriculum,

with particular emp.asis on social stimulation, sensitivity to the child's mes-

sages and responsivenessAto him as a uniquely valued individual with his own
rate of development and ways of communicating. As these topics reappear in the
curriculum, the discussions reflect developmental changes and individual

differences. .

1
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The first phase of the curficulum features the mother-child dyad and the
home as centers of the child's social life. Visits 1-1L4 empﬁasize the mother's
importance in'her child's socdial development. Topics in these visits inciude:
The Value and Enjoyment of Social Games, How a Child Learns by Imitation, The
Importance of the Child's Attachmént to His Mother, The Importance of a Mother

ObserY;pg< er Child's Behaviors. The home-visitor helps the mother to articu-
—

e
late the social goals the family has for the child. Maternal responsiveness

to the chi}d's signals is a core concept in the curriculum, which is discusséd .
and encouraged épecifically in Visits 7-9, 12, and 14. In this visit series
the mother and home-visitor study how the child expresées his needs, desires,
and emotions and how the mother communicates to him her wants and feelings.
Interwoven with this theme is the theme of‘;gentity and self-concept. In
Visits 10, 11, and 13 héme-visitor and mother consider how a child forms a
self-concept and begins to feel self-esteem. They discuss how social roles and
individual differences influence a child's self-concept.

In the second phase of the curriculum activities expand outward to the
child's experiences outside the home. His relationships with other people, his
pro-social and anti-social behaviors, and the social rules the family begins to
teach a child are tﬁe concern of Visits 15-27. At this age (18-2L4 months) the
child is communicating more clearly and the curriculum alerts the mother to his
growing need for independence and autonomy. The social curriculﬁm has parties at
holidays for the families participating in the program to provide opportunities
for mothers to see their children in groups, to note differences between children,
and to arrange to see one another again if they desire.

Findlly, in the third phase of the visit series (24-30 months) the curriculum

encourages a further expansion of the social circle. Neighbors and friends are

invited to sessions and "Forming Friendships" is the topic of Visit #30. Mother
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and home-visitor consider future group activities for the child in the 32nd .
visit. Balancing the emphasis on the outer social world is a thoughtfu1 :
consideration of the child's inner life. A child's fearévand how parents
can help a child overcome them is the topic in Visit #2Q,and Visit #29 deals

with the development of a primitive conscience and how a child begins to

learn self-control.




The Social Curriculum--~As It Was

The nature of the social curriculum was such that a talk between mother
and home-visitor on a particular issue suggested'by the cﬁrriculﬁm could
evolve quite differently for each mother. In fact the curriculum is written
to allow this fiexibility--all home-risitors would bg doing the same exercises,
giving the same hand-outs and discussing the same general topic but how it
evolved dgpended on the individuals involved. The curriculum suggested many
pogsible issues in a ﬁbpic. Even the same exercise could; and usually did,
bring about éifferent reactions from each child. The soéial curriculum
emphasized this uniqueness of each individual. The postscripts illustraterhow
one exercisé.could turn out quite differently, ahd how the home-vfsitor must
be adept at adjusting to all possibilities:

"She (the mother) told me she didn't think S. thought she
was special--especially since he showed little anxiety with strangers
and can be ieft with anyone. Then I laughed and told her that I bet
S. did think she was special and that I had a little experiment to
see how importantbshe really is to him. The child didn't mind when
she left the room, but when sﬁe put her éoat on and sai¢ goodbye he
panicked--he walked towatd the door and screamed. When I pretended
to leave, he walked me to the door, smiled and said "by<-bye."

Mommy was amazed!"

(1

"After a discussion of children's attachment to the people they
know and trust, we tried a mini-experiment: separation reactions. The
mother left the room and P. waved bye-bye and laughed. The child

showed no anxiety at all--so I picked up on.the point that she must

4
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," feel very secure, that the ﬁother's relationship w££h_the baby

is the foundation on which she will base other relationships

and perhaps that's why she felt secure Qith me when the mother

pretended to leave."

Fach family had its own unique social context which necessarily.influenced
the development of the social curriculum. The differing contexts were events
such as the birth of a sibling, & move to a new neighborhood, or visits by
'grapdparénts who live far awsay, and ongoing situations such as a large extended

femily who involved themselves in thé rearing of the project child, or a nuclear

family without relatives near, or an unwed mother liviné with her parents or a
mother who changed living-partners occasionally. Although the general visit
topic would usually be maintained, the individual visits reflected the varied

concerns of each family for their child's social development.

|
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Unexpected Variations, Obstacles and "Tricks of the Trade"

The curricula rephesented the idealized version of what a hdme visit should
be. ‘As any teacher knows, what actually happens out there ih the "real‘world"
is not necessaiily the same as the on-paper lesson plan. (Soﬁe situations pre-
—~ :
sented problems,whereas others called for unexpected variations in our visit plans.
What were some of‘the most basic problems met in carrying out the curricula? What

IS

wefe some of the strategies evolved to handle these problems?

The Presence of Siblings

Quite a number of children in our study had older siblings who were young
enough to feel slighted by attention paid to the "project~child." They wanted
to be part of the show. We 500n learned that to igno;e this desire was impossible
and a diplomatic blunder. Possible solutions were to arrange visits when the sib--
ling was visiting grandperents, other relatives or friends, out with a sitter,
sleebing, or with the father. When nonerf these was possible, the older sibliné

was gracefully worked into the visit by the_home-visitor, who had to juggle the

goals of a particular visit with the needs of the older sibling. A model of four-

way play was devised in the play curriculum in order to hefp home-visitors with
the sibling "problems." The home;visitor in this hodel had two options: If the
sibling was inclined to be cooperative, the hbmefvisitor could suggest to him. or
her elaborations the sibling could make on the "projeet child's" play. If this
system did not work, she could involve the sibling in play while she also watched
the mother 's ongoing play with the "project-child." Mother and home-vi51tor could
discuss how the two children responded to different materials and the influence of

entries made into their play by adults.

The Presence of Other Visitors

Another unexpected and interesting Qariation on visit plans came from

-

grandmothers and grandfathers, uncles, aunts, cousins and friends ™0 would come

00241
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to sit in on the visit; or yhb Just happened to be there when the home-visitor
arrived. Visitors participated in varying degrees: Some Just watched, others

questioned the visitor about the program, and others.contributed to the

discussions,

The R-t¢ of the Father

Father participation was welcomed and encouraged by home-visitors when the
fathers were present and appeared interested. Some fathers who were uhemployed
or on night shifts regularly took part in the visits and d1d the written obser-
vational exercises with the mothers. Some-fathers were rarely seen, but their
presence was strongly felt through the mothers' reports of what the father felt
about the program, the t ys, books, and articles, and even‘discussions between
the mother and home-visitor. Many fathers were not regularly home for the
visits, but several stayed at the beginning of the family's participation tp see

what the proér;m‘was all about and, it seemed in some cases, to make sure they

approved of what was going on.

The Strategy of Inﬁolving~the Mother as a Research Assistant

One of the basic purposea of four of the curricula was to involve the mother
in the program by having her keep simple written records/observations about her
child. To scme mothers this was an enjoyable exercise; to othere it was not
appealing. Since it was essential to have a record which the home-visitor and
mother could look back over to assess the child's developmentalﬂprogress, thehhome-
visitorvencouraged the mother to keep written records. However, if the task seemed
to be too much of an imposition, the home viqitor would do the record with the )
mother during the visit and add it to the Baby Book which each curriculup (exeept,

Baby~-Only) provided. Some mothers who were not record-keepers at the start became

interested in the Baby Books and started to keep records later.

o | 65242
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The Strategy of Modeling Interaction With the Child

The difference between showing a mothér a technique and the mother's actually
doing it herself, was felt keenly by the home-visitors. For eiample, the play‘
cu;riculum encourages the mothef to engage in reciprocal elaborative play with her

N ~child. The home-visitér models this play style and talks about it with the mothers.

' and

Some mothers declined to play with their child, saying, "I'1]1 watch you,'
othér mothers who were ﬁot attuned to their child's imm;diﬁte interésts were direc-
“t;ve in play with their child. An example from another curriculum'of the differ--
eﬁce between seeing and doing is the mother in the Language curriculum who 1istehed
andvdbserved the home-visitor model simple repetitive desgrip;ive speech with the
child,‘hut could not do it hé;self. It may have been that some mothers felt uncom-
fortable (or "silly," asc one mother sald) talking this way to a child, or it may
Just be difficult, for some to imitate & speech style that gseemed foreign to them.
The home~visitor in the program was a diagnoatician and decision meker in her own
right, particularly in su;h cases. The philosophy of the study was to intrude on -
the mother'!s relationship with her chiid as 1ightly as possible with a non-directive

but informative approach. The home=visitor needed to be sensitive to the child's

needs and the mother's inyentions and goélé for the child.

The length of Visits L

The typical visit was expected to last about one hour; Héwever. the home=
visitors found that certain-curriculg and certgin families required considegably
: longer visits, It appears that vigzts 1h the Mother-oﬂly cﬁrriculum tended to e
the longest, Also, eertdain families aeross currieula, in extehding their hospi=-
tality, invited the visitors for coffee and lunch and furthervconversatiog;‘ Most
homme-visitors accepted the family's hospitality whenev;r posdible, despite the '
considerable pressure on them to naintain a regu;ar schedule, assemble materials,

kééﬁ records, and so forth. I




Reaction of Families ;to the Program ’

The lives of many families'who participated in the program were
gﬁite complipate&. ¥in;§9;éﬁga§es both p&rents had to sﬁend'cons;derable ‘

¢ energy to feed, clbthe, Qnd shéltér their childrenm. In other cases
familyflife washdisrupted by death, illness, marital coﬁflict, or legal

gntanglements: Home Visitoré were ektrgmely flexiblg in drranging
visits--going in the evenings, on week%nds, or re-arranging appointmenfs

‘at the last mament to. adapt to changes in femily plans. At the other

end of the spectrum were the mpthers who, for IQmonths, maﬁaged to have

> their'HbmsJ&isikor come. on the same day of the ﬁeeﬁ. Many mothers

~obviously enjoyed_fhe/contact and communication, and expressed this to

their Home Visitor. Yet there were many for whom the pleasure was not’

obvious and still others forﬂwhom participation seemed to be difficult
e . and even stressful at times. In spite of éreat variation in reactions
to the program, of the 110 families who inifially agreed to participate,

100 remained participanté to the end. This degree of cooperation and

interest suggests that” the servises provided by this prograﬁ:fulfill a

community need. L i : ¢
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Appendix B, TABLE 1 - ' ' -

| 2
Home Visit Calendar
X Length of Home Visits®
Visits No. - C. Age Language Play Social Ba.by‘ Only k Mother Only
¥ . T ' *
1-8 (13-15) 7.9 81.5 81.5 - 73.6 85.6
9 - 17 (16-18) 81.3 85.4 79.9 75.0. 99.2
18 - 26 "(19-24) 61.9 78.3 7.4 ~ 65.0 9k.1
27 - 32 (25-30) '68.9 73.3 7.7 - 67.6 - 96.2
X . 725 19.6 9.1 70.3 93.0
. | ' . % of Missed Visits
. 1-16 ‘. 16.0 3.1 194 T.2 13.7 .
17 - 32 | 16.9  21.6 7. 15.3 8.7
X J 16.5 17.%  18.4 11.3 112 __\

X' Curriculun Exposu:c'eb '

1-16 : 17.8 17.9 17.2 18.3“ - 21.2
17 - 32 14.5 15.8 17.1 14.9 23,2
i’ 16.2 16.9 17.2 1€.6 22,2

8in minutes; F (curriculum) = 8.3 p<.001

Q ;1 hours per 16 visits .
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Appendix CI: Laboratory Procedures. .
The data discussed in the feportbis based on the follo&ing episodes: (a)
“two perlods of child play, (b) a mother-child. play period,. (e) a waiting room
eplsode occurring ‘'when mother and chlld f1rst arrived at the\play room, and (a)
a formal test session. in which chlldren were given the: Bayley Scales of Mental
|

Development (at 12, 18 and 2L months) and the Stanford-Blnet Intelllgence

\

a. Child Pla; Episodes

The -first play ep1sode occurred approximately 15 to 20 minutes after mother
and child entered the play room and the second occurred after the formal test °
session, approximately one hour later. The experimenter chatted briefly with
the mother, explaining to her the purpose of the observation, tnen set the
toys.out in a pre-determined display and invited the child to play with them.
All children respended_to this invitetion within a few seconds. Each play epi-
sode began with-a preliminary period of 2 (Assessment 1) to 4 (Assessment 2;h)
minutes during which the experimenter chatted with the mother, followed ty 8
minutes during which the experimenter unobtrusively introduced five fretend
themes. With the exception of the first theme (phoning), the experimenter did
not demonstrate the activity. If the ehild ignored the snggestion, it was

\
repeated and the apprbpriate materials were placed in front of the child. The

dgctual words used by the experimenter depended on information from the mother

regarding the labels she or the child use for words such as doll, bye-bye, night-

night, and who the child is most likely to talk with on the phone. The five

suggestions, the t :: allotted to each, and the experlmerter s approximate words
were as follows: \a) Let daddy talk to the doll (2 min.); "The phone is ringing."

(E dials and listens). -"Daddy wants to talk to you. Talk to daddy (E hands child

the phone). "Now daddy wants to talk to the baby. Let the ‘baby talk to daddy,"

)
[
T2 a

47

©




\
i

(b) Feed the doll (2 min.): "Baby is hungry. Feed the baby," (c) Give the
doll a ride (1 min.): "Baby wants to go for a ride. Take the baby bye-bye.
Bye-bye, baby," (d) Put the doll to sleep (2 min.): "Now the baby is sleepy.

Put the baby night-night," and (e) Wash the doll (1 min.): "Baby is dirty.

~ Baby needs to be washed. Wipe the baby all clean."

Differeﬁt toy sets were'presented in each play episode. Toy Set.I (first
episode) contained 14 realisticbobjects vwhich tend ‘o support the pretend pia&
of very young children (doli, truck, erib, blanket, phone, pot, 2 plastic cups »
with handles, tissue, 3 spoons, 2 baby bottles). Tre toys in Toy Set‘II (second
episode) were less realistic relative to those in.Toy Set I, but they were
roughly matched in size and shape (gingerbread man, small box, large box, rag,

mod phone, strainer, 2 tubular nesting bowls, napkir, 3 sticks, 2 jars).
b. Mother-Child Play Episode
After removing the toys from the second play erisode, the experimenter

brought out the Mother-Child play basket. The experimenter explainel to the

mother that we would like to see how babies play with their mothers. The mother

wks invited to use the toys in the basket and to play with.her baby as she would

at home. The mother-child play period continued for 5 minutes on Assessment 1,
\ :

‘8 minutes on Assessment 2 and 4 minutes on Assessment 3 and 4. The materials

were commercially available toys and household objects likely to be interesting
\

to children within this age range. (A;sessments 1l and 2: toy drum, tube, napkin

i

il

[ .
box, cup, keys on a key ring, mé@suring spoons, bowl with cover, 6 balls, barrel \\\\
AN

" of monkeys; Assessments 3 and h:gplush horse, plastic horse, pillow, 2 dolls, cup,

truck, toy pliers, wrench and scfew driver, cow and horse puzzle, bracelet, stack
toy, 4 rectangular blocks).
c. Waiting Room Episode

\\ .

The waiting room episode ocgurred shortly after mother and child entered the .

play room. The experimenter showed the mother to her seat, chatted briefly with

!
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| " Appendix CI Diagram C.
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Playroom and Waiting Room Arrangement
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Appendix CIT: Play Assessment Variables.

a. Children's Play Activity

Coding and Data Reduction. The coding scheme from which all play measures

were derived was based on a list of approximately 50 core -verbs which descfibed
specific actions ("puts into, " "fits," "bangs," "feeds"; see Table Cl for

complete list). A verb was coded only when the child's activity with an object

‘was visually directed (except for mouths), and, although rnon-tactual contacts

yefe coded, they occurred relatively infrequently. A verb ccde was always
followed by the name of the object contacted, so that the basic unit of obser-
vation was an object-action event. Within a 10-second interwval, an action-
object unit was coded when thefé ﬁas a change in either acticn, object, or

both. An action-object unit (e.g., bangs-drum) which was susiained ovef adjacent
10-second intefvals could be coded again, but an action-orject unit sustained
within a 10-second interval could only be counted once. ZXltkough action-object
units were continuously sampled, the record blocked into time intervals made it
possible to base measures on either time units or behavior univs. For example,
pretend play measures were based on behavior units--a child could be credited with
more than one pretend activity within a 10-second inter;al. In contrast, focal
obJect involvement was based oh the number of time intervezls in which the child
played with his most preferred toy.

Two methods of data collection were used. Data for ‘he four play observa-
tions (12 to 30 months) were collected by an observer stationed behind a 6ne way
viewing window, orally recording on tape the child's ongoing action-object
behavior. In two additional observations (24 and 30 montw.s) two observers (one
in the playroom and one in the observation room) used an zbbreviated scoring form

to code a reduced number of variables (see Table C3). Wi<h the former method,

the first step in data reduction occurred when the tapes weore transcribed. Each
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verb was coded acéording to its membership in a.broader categcry~--a verb such -
as fingers designated a non-specific exploratory behavior (ML), verbs sﬁch as
bangs or shakes referred to a well-defined sensory-motor acticz (M2), a verb

" such as ppts into designated a.simple spatial relation (Mﬁ), +2rbs such as feeds
or stirs d;signated a pretend activity (P). The core verbs azi coding cate-
gories are given in Table Cl. ‘The coded pfbtocol (seé Table C2) from which
scores were tabulated thus contained an activity code indicating whenever an
activity or object changed within a 10-sec{ time interval; In_addition, the
different objects used within a 10-sec. time interval ﬁere listed. The final
set of variables afe listed in Table C3;

Observer training. Five observers collected data in the present study.

Observer training involved three procedures. Fifst, the observation language
was-learned ana practiced by transcribing sample tapes under the supervision of
an experienced observer until there was agreement Letween them. Second, two
filmed play sequences used only for practice purposes were studied until there
was agreement with a pre-standardized transcription. A second set of films
(120 minutes of four episodes) was used to obtain initial reliabilities with
respect to a coded standard which permitted all observers to be paired with

one another. PFinally, two observers tracked the play of at least two childre.
in the laboratory behind one-way windows in separated observation rooms. Ob~
server reliabilities for filmed and live sequences were relatively high: Post-
training reliabilities were cémparable to those obtained subsequently in a
formal reliability check based upon 30 10 min. play-episodes in which two
observers were stationed in separated observation rooms with one-way viewing
windows arranged so that each observer ﬁas paired with eachlof the others -
approximately three times. ZEstimates of obsenver agreement were based on the
ratio of the smaller score ta the larger score, averaged over 30 observer

pairs. Six reliability samples were taken at Assessment.l, and 8 samples were

o
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taken at each of the remaining three assessments. A second reliability study
(based on the Child Alone portion of the mother/child play episode) occurred
during assessments 3 and 4 (N = 100), using a paper and pencil coding proceduré
and a reduced number of measures (Pretend, Level 3, Play Tempo, and ObJect
Diversity). A third reliability check was run during the Waiting Room episode
at Assessment 4, comparing two observers using oral and paper and pencfl
procedures. Two measures (C contact objects and Positive Affect) were derived
from the same coding criteria used in the observation of play variables and
involved the same observers. The following measﬁres of style and structure
were derived from the basic coding scheme. The percentage of observér agree-
mert is given in parentheses (N = 30), for each measuré, followed by reliability

J coefficients for those measures coded by two observers using the larger sample

(N = 100).




Appendix CII - Table Cl

Children's Play Activities: Coding Categories and Core Verbs

Ml--Simple explorafory object contacts (general exploration, reference, search)
ﬁ .

-

Verbs: touches, fingers, points, places/drops (intentionsl release),

searches for, picks up, Ml other

M2--Differentiated displacements of single object
Verbs: pokes, presses (full hand), pats/strokes, CDWO (tﬁrns over)
circular displacement of whole object, twists, squeezes, shakes,
waves, ONA (noise aptivities such as scratches), flings, topples,
(knocks over), bangs (not 2 objects-bangs on floor), pushes, pulls,

straightens, crumples, lifts, bunching-pulling things.to him, M2 other

M3--Part whole relations-manipulation of a part of an object
Verbs: CDPO, DPO (wind up, turn on TV, etc.), Part-part (creates a part
from a whole), opens, closes, presses (with a finger), turns (page),

put in, teke off or out, involving a body part (hand in cup, ring off

finger), rips, breaks, M3 other

Mi--Simple two-object combinations involving spafial relations
Verbs: puts on, putsvin*, takes off, takes out, dumps out, pushes off#,
toucﬁes to, draws, bangs-2 objects, one on other, M4 éther.
*Prepositions which imply different relationships between objects can

be used with core verbs, e.g., under, off, through, in, on, next to.

CR-=Relational activities involving two object combinations which consider.
dimerisions such as shape or color, or which produce configurations such as
a row or tower.

n

Verbs: fits (as in fitting a puzzle piece in hole), lines up, sorts, matches

(two blocks of same color, size, etc.), connects (as in pop-beads,




!1r--:--:————————————————————————————————7——————__________________,_____f,',",

4

rings on pole), disconnects, CR other.

SOA--Social object actions in which an object mediates a social exchange
Verbs: gives, takes, shows, offers, throws (to), request help with -

object., SOA other.

P1P2-Pretend
Verbs: affection, stir, pour, other cock, scoop, feed, sleep, groom,
dress, drive with sound, P other. Pl involves 1 object, P2

PN
involves 2 objects.

MB~~--Mouthing
Verbs: blowing, mouthing, any activity involving contact with mouth

(if not coded as Pretend)

WB---Gross motor activity

Verbs: climbing up, down, riding (bike), kicking, stepping on object.

;
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Appendix CII Table C2
Children's Play Activity and Coding Form
Name . " Wave/Test # Date \
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¢ Appendix CII Table C3
Play Variables, Inter-observer Reliabilities, and

} Transsituational Reliabilities

- . Mean
' . Inter-
Play Activity Variables
Observer

-

Reliability®

Mean Trans-
situational
Stabilityv

Coefficient

Structural Variables:®2
1. level 1 -- activities such‘as ﬁushing, shaking, mouth-

ing, banging, performed on one object: Level 1 = Acct

ML + M2 + MO. ‘ ' " 86%
2. Level 2 -- activities in which either objects are

brought into-spatial proximity with one another (M-

spoon is put into or next to a cup, thevpct is put

intb the truck) or a part of an object.is moved (M3-

the wheel of the truck or the dial of the phone is

turned): Level 2 = M3 + Mk, 87%‘

3. Level 3 -- activities in which two objects are

brought into relation with one another according
to a common perceptual feature (R-the handle of the
‘spoon is fitted between the bars of the crib, two = . 82%

bottles are placed next to one another): Level 3=CR. (r=.89)

R

hf Pretend -- activities whieh (a) involve treating
something inanimate as though it were énimate
(b) resemble ordinary everyday activities but
occur in‘the absence of necessary materials

(drinking from an empty bottle), (c) are not -

.

carried through to their usual outcome (putting

06256
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Appendix CII Table C3 continued
Play Activity Variables Mean " Mean Trans-
Inter- - situational
Observer Stability

Reliability Coefficients

on a hat, but not going outdoors; closing eyes,

but not sleeping), or (d) are typically performed

~ by someone else (dialing a phone, brushing hair): 88%
Pretend - P1 + P2. k . (EF'BQ) r=.39"
5. Social object activities-~activities in which
an object is used in a sociel gesture (offering,
showing) or in a social exchange (giving,
taking): SOA - No. 5. _ | | 85% r =.39
Style Variebles:4 .
1. Rate of Activity-ObJect change -- The number of
activity-object unit changes per 10-sec. inter- 96% "
val: No. A-O per 10 sec. interval. v (r=.94) r =.48
2. ObJject Diversity -~ the number of different .objects
(}, contacted over'an observation period: Diff. J 92%
objects/Total No. Activities ' (r.=.93) r =37/
"3 Focussed Object Involvement (1 and 2)--the time E
. (in 10-sec. intervals) spent with the most
' freguently contacted objzct (FOI(l) and the 93% r =
second most frequently contacted object (FOI(2)). 95% r =

4. % Executive Failures--the proportion of‘ac%iviﬁies
in which the child had difficulty carrying out an
initiated activity, either because of sensory-

motor awkwardness (trying to put a spcon in a cup

but the cup tips) or a misjudgment regarding the
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Appendix CII Table C3 continued

- Play Activity Variables Mean Mean Trans-
Inter- situational |
Observer Stabilitw
Reliability Coefficients

nature of the materials (trying to put a spoon in the

solid end of a bottle). , . 8%

]
]

‘v

5. Positive affect -- time (in 10-sec. intervals) spent
. smiling or laughing. : 92%

6. Negative affect -~ time (in 10-sec. intervals) spent

fussing or crying: Neg. affect/No. 10-sec. intervals 95%
. 7. Looks at Mother -- time (in 10-sec. intervals) spent %
looking at mother. : 87%

3

o~

8n the final analyses, structural variables were divided by the duration (in 10-sec.

intervals) of the observation period. In order to examine the developmental aspects

of change in structured measures, additional analysesvwere performed on proportions
(structural veriable/Total Number of Activities). ‘ $
bMean % observer agreement (N = 30) is given first and reliability coefficients

\‘ (N = 100) are given second when available.

) ' ‘ ’ .
y CThe transsituational stability coefficieuts are based on two 10 minute play \\\
| episodes and averaged over four assessments. For structural variables they are cal-
culated from frequencies divided by .duration. :

% AIp the final analysis, style variables 1-7 were divided by the duration of the

apbservation period; object diversity was divided by the Total # Activities.




" b. Mothers' Play Entries

A mother's play entry was coded whenever a mdther handled an object with
some gesture indicating aq%?ttempt tb'attract.the child'; interest. Some
mothers played with the toys themselves (often with their backs to the child),
whereas others collected scattered toys and simply placed them within the
child's reach. In neither case would the mother's behavior be scored as a
play entry. Maternai behaviors were continuously recorded on a form (Table Ck)
listing five.types of maternal play entries based on the mother's choice oft
object and activity (elaborative, unrelated, helping, imitative and reciproqal),
verbal suggestion (with or without object), and the child's acceptance or rejec-
tion of mother's proposal. In addiéion, during Assessment 3 and 4, the mother's
objeét choice and whether her entry involved a pretend or 1evel 3 activity was
coded. Reliabilities are based on two sources. For 30 obéerv;fions, two
observers coded mate;nal behaviors from behind a one-way window. For an addi-
tional 76 observations one observér-was located in the observation room,‘and~the
other was located on the far sidedof the playroom facing the obéervation roon.
Interobserver reliabilities are given as percentage of Observer:agreement
(N = éo) and as reliability coefficients (N = 76).

1. Elaborative (E) entries reférred to those in which either the mother's
choice of object, or her choice of activity matched the child's activity.

-

2. Unrelated entries (U) were those in which the mother varied both

activity and object.

3. Helping entries (H) were those in which the mother's suggestion
"involved neither a change in activity or object (e.g., when the mother steadied
' a'toy, or handed the child another block, .or part of a toy to maintain this”:

ongoing activity.b




4., Imitative and reciprocal (IR) activities were those in which the

mother either repeated what the child had done (without changing object or
activity) or in which the mother repeated an interaétiVe activity (e.g.,

child rolls peg to mother, mother rolls peg back to child).
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Appendix CII ' - Table Ch

Mother's Play Entries: Coding Form

Wave Ass. # Child
Scorer
Date
Toy Type Toy lane . Un Hi El 1 R Corment
P R VARP+- UXiiP+=— | VX\P+- VIRP+~ |VXRP+- ‘

_ VYPP+- | VARP+- | VIRP+= | VIRP+- |VXIRDP+-

VoD 4= | VXRPH— | VARP4+= | VARDP+- |VXRD+-

V{RP+- | VXRP+- | VXRP+- | VERP+- |VXOP+-

VXRP+~- | ViRP+= | UXRP+= | VARP+- |VIRP+- N

. UXRP+=- | VXRP+=| VRP+= | VERP+- |VIRP+-
. VKRP+— | VXRD4- | VIRP+= | VXRP+= | VARP+-

) ‘]‘ B VXIPH= | ViRP+=- | VARP4+= | VARP+= | VKRP+—
[ VKR | VARDH- | VNRDH- | VARPH= | VXRPH-
—_— X

ViRP+- | VXRP+~ | VIRP+~ | VXP+- ‘VXRP+-

|

VXRP4= | VXBP+=! V{RP+- | VIRP+- { VXRP+-

i S

VXRP+- | VXRP+-| ViRP+- ‘nmp+-3.\vxm>+~

,.1; _—

VXRP+=~ | VXRP+-| VXRP+- | VXRP+- VXRP+-

. L . . }
l VARP+- | VXRP+-! VERP4- | VIRP+-  VVRP4-
! : | ;

i VIRPH- | VARD+- | UXRP+- | VARP+-  VARP+-
. ! .
i , [ VIEPH= | TVIRPH =" VRRPF= | VRRP- VARP+-
5 . ] o . i
VKRP+- | VRRP+- VXRP+- ;| VXRP+- VARD+-
1 ‘ v
VARP+~- | VXP+=' VXRP4- | VARP+- ' V¥RP+-
| ; ,
VRRPH— { VRRP+- ' VATo+=  VXRP+= VARDH- T
VIRPH- | VR b—, VIRPH— | VERPH— . VXRPH—
| ; o
VKRPH- ’

V:RPH= VARP+- | VAP+-  VIRo+-
: I
VIRPH= VARD+-

VIRP+~- | VHRP+-  VARPH-

-

VXRF4- | VXRP+- . ViP+-  ViRP+~ VARP+-

VRP+~ | V{IP+= V{RP+=-  VXRP+- VXRP+-

VXRPH= | VNRPH~ VRPH-  ViibP4— ViThi-

2/2/73 )




Appendix CII Table C5 - o g \‘ o

Mother's Play Entries: Variables and Reliabilities

-y
A /
.
Variables ) Observer Agreement gfcoefficienyé
(N = 30) (v =76)
M's Elaborative Play Index /
(E=H) - (u)/m™A - | 51% .95
‘ ‘ | _ .
M's Play Entries
E+ H+ U+ IR/TMA . 89% ‘ .82
M's Vocal Suggestions ’ !
M-Voc/Time : | 8% .85
' {!/ /,
1 j/
|
\\ >
\ -
. \
\
\‘
L4 \
\
- \ —
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¢. Behavior in the Waiting Room Episode

In studies of soc1al development, a child's proximity to the mother is
assumed to reflect hls\\ttachment to her, smiling and vocalizing are considered
contact maintaining behavio-s which reflect a more mature form of attachnent,
whereas the extent to which play is disrupted indexes a child's response to
stress producing situations (cf. Goldberg & Lewis, 1968; Ainsworth & Bell,
1970; Maccoby & Feldman, 1972). Presumably, patterns.of the above variables
reflect the ways mothers and children manage streseful encounters in unfaniliar
places with unfamiliar people. In the waiting room,episodes observers sta-
tioned behind a one-way viewing window coded the following behaviors every
10 sec. on a pre-established form (Tame C5): The child's (a) location (cx),
(v) physical contact with the mother (CP), (c) positive affect (c+), (d) voca-
lization (CV), (e) toy contacts (CO), and the mother's (f£) location (MX),
(g) smiles (M+), (h) voes (MV), and (i) toy contacts (MO).

Tne playroom was divided into 12 equal blocks (4 ft. x 3 ft. each),
numbered O - 4 according to their distance from the mother's chair. Position
and toy contact (mother and child) were recorded every 10 sec. at the sonnd of

the "beep." The remaining behaviors were coded as they occurred but no more

than once every '0 sec., A physical contact was scored if the child made body
contact with the mother, a toy contact was scored if a toy was held or manipu-
lated with visual dttention. Since most mothers remained seated during the
entire waiting room sequence, the mother's position score showed Yelatively
little variation. In addition, the distribution forrphysical contacts was
skewed (as many as 50% of the children on a given assessment might not make
body contact with the mother). »The final distance score, which took'into
account times when the mother was not in O position and'the child's phjsical

contact, was calculated as the absolute distance between mother and child

| o 06263




minus physical contact. The measure of the child's expressive behavior-
combined vocalizations and smiles (on any given assessment 40% to 50% of the
¢hildren might nét smile at all) divided by the distance between mother and
child, thus reducing to some exﬁént, tﬁé relation between spatial location
and the use of diétél behaviors.l Also, mothers vocalized and contacted toys
infrequently (smiles was unreliable and thus dropped); these measures were
combined to provide.an over~-gll index of the mqther's contacfs with the child
during th¢ observation period. The final list of variables is shown in Table
C6. Observer reliabilifies are based on two sources: (a) a sample of 30
Jointly observed episodes‘'in which éach of the five observers was paired

with the others over 3 cycles distributed over assessments, and (b) a sample

of 76 children on Assessment 2 (Episode 2, in which one observer was in the
play room and the other was behind the one-way window). Observer agreement
for the sample of 30 is‘based on the smaller score divided by the larger score,

averaged over observer pairs. Reliabiliﬁy coefficients are used for the

larger sample (see Table CT7).




Appendix CII

Table C6

Waiting Room Scoring Form

Rep. #
Neame Asses. #
Date
c M c M c M c M
X+VPO12L | X+V012 X+VPO12L | X+V012 X+VP012L | X+Vo1z X+VP012L { X+V012
iX+VPO12L | X+Y012 X+VP012L | X+VO12 X+VFO12L | X+V012 X+VP01l2L | X+V012
X+VPO12L | X+VO1l2 X+VP012L | X+V012 X+VF012L | X+VGl2 X+VP012L | X+V012
X+VP012L | X+V012 X+VPO12L | X+VO12 X+VPO12L | X+V012 X+VPOl2L | X+V012 |4
X+VPO12L | X+V012 X+VPO1l2L | X+VOi12 X+VPO1l2L | X+V012 X+VPO1l2L | x+Vo12
X+VPO12L | Xx+V012 X+VPO12L | X+VO12 X+VPO12L | X+VG12 X+VPC1l2L | X+V012
AIX+VP012L, | x+V012 X+VP0l1l2L | X+V012 X+VP012L | X+v012 X+VPo12L | x+V012
X+VP012L | X+V012 X+VPO1l2L | X+VO12 X+VP012L | X+V012 X+VPCQ12L .| X+V012
X+VPO12L | x+V012 X+VPO1l2L | X+V012 X+VPO1l2L | X+V012 X+VPD12L ! X+V012
X+VPO12L | X+V012 X+VPO1l2L | X+V012 X+VPO1l2L | X+VO12 ! | X+VFC12L { X+V012
c M c M [ M c |TTET
IX+VP0O12L | X+VO12 X+VPO1l2L | X+VO12 X+VPO12L | X+VO12 X+VP0O12L | X+V012
X+VPC12L | X+VO1l2 X+VPO12L | X+VO12 X+VP012L | X+V012 X+VPO1l2L | X+V012
X+VPO12L | X+VO1l2 X+VPO12L | X+VO12 X+VPO12L | X+V012 X+VPO12L | X+V012
X+VPO12L -| X+V012 X+VPO12L | X+VO012 X+VP012L | Xx+V012 X+VPO12L | ¥+V012 |q
X+VP012L | X+V012 X+VPO1l2L | X+V012 X+VPO12L | X+V012 X+VPO1l2L | x+V012
X+VPO12L | X+V012 X+VPO1l2L | X+V012 X+VPCl2L | X+V012 X+VPO1l2L | X+V012
X+VPO12L | X+VO12 X+VPO12L | X+VO1l2 X+VP012L | X+V012 X+Vrol2L | x+vo12
X+VPO12L | Xx+Vv01l2 X+VPO1l2L | X+VO12 Y+VP012L | X+Vo12 X+VPO12L | X+VD12
X+VPO12L | X+V012 X+VP012L | X+VO12 X+VP0O12L | X+V012 X+VPO12L | X+VC12
X+VPC12L | X+V012 X+VEO1RL | X+VO12 X+VP012L | X+V012 | | X+#VPO12L | ¥+V012
c M c M c H ¢ M
X+VP012L | X+VO012 X+VP012L | x+vO012 X+VP012L | X+VO12 X+VPOl2L | X+VO12
X+VP012L | x+V012 X+VPO12L | X+V012 X+VP012L | x+V012 X+VPC12L | X+V012
X+VPO1l2L | Xx+V012 X+VPO12L | Xx+V012 X+VP012L | X+Vo12 X+VP012L | X4V012
X+VPU12L | X+V012 X+VPOl2L | X+VCl2 |3] X+VPO12L | X+VO12 X+VPO12L | X+VC12 ki
X+VPO12L | X+V012 X+VPO12L | X+V012 X+VP0127, | X+Voi2 X+VP012L | X+VD1l2 }
X+VPOl2L | X+VO12 X+VPO12L | X+VO12 X+VFPOl2i | X+V012 X+VPO1l2L | X+VO12
X+VP012L | X+V012 X+VPO12L | X¥+VO12 X+VP012L | X+V012 X+VPO1l2L | X+V012
X+VPO12L | X+VO012 X+VPO12L | X+V012 X+VP012L | X+Vo12 Y+VPO1l2L | X+V012
IX+VPO12L | X+VO1l2 X+VPO1l2L | X+VO1l2 X+VP0l2L { X+V012 X+VPO12L | X+V012
X+VPO12L | X+V012 X+VPO1l2L | X+VO12 X+VP012L | X+VO12 X+VP01l2L | X+VO12
C "
X YT10 510 + VIOl 2
Code %‘
X location of M and C 0 s
+ smiling 1
V vocalizing i
O contacting object N
P contacting person
L looks
L o= 1 3
U-H + 2 4
T.
- T/1/72 - |
ERIC (Go65 i
P Provided by UG i % ]
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Appendix CII ' Table CT

Waiting Room: Variables and Reliabilities

Variables ’ Inter-Observer Reliability

N =30 N =176

1. M/C Distance

(CX-MX/#10 sec.) - (P/#10 sec.) 98% r=.92
2.‘ C - Toy Contact |
(# 10 sec. intervalsy 96% r=.90
3. Expressive Behavior
(Smilés + Voc/M/C Distance) | 86% r = .84
L, Mother Involvement | |
' (MO = MV/#10 séc.) ’ 85% r=.85

ERIC : | CO266




Appendix D: The Assessment of Language

DI Summary of Assessments 1 - 4
DII 'Languagé Methods and Variables
DIII Coding Forms and Test Instruments
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Appendix DI. Language Assessment Procedures
The child's language production, comprehension and categorization skills,
and the mother's speech, teachihg style and attitudes toward language and edu-
cation were assessed in a variety of situations at each assessment. Assessments

took place in the home and lasted 1 to 1-1/2 hours. Each session was preceded»

by a 50 to 10 minute chat with the mother, during which time the observer briefly

<Q
“

‘described each task. , |
The exact order of presentation for eaqh of the above measures is given
below. - This order was designed to maintain the child's interest throughout
1-1/2 hours of testing.b Thus specific tests (Comprehension, the Palmer; were
interspersed with periods during which the child could play with toys as he
wished. Periods of adult interaction (mother-child play, observer-child play)
were interspersed with opportunities for thé child to play alone. In most cases
it was possible to keep the child happily involved in the proceedings for the .
entire visit. o >c
The order of presentatién mentions several tests not described in detail.

2 -

‘These tests were not included in the final analysis eithe. jecause they were

very unreliable, or because they were replaced with similar mc.sures that

appeared to have better validity. i

Assessment 1; (1).Initial interview of M. (C's speech taped during the first 5
minutes of interview, (2) Schéma development test, (3) Comprehension i adminis= °
tered by M and 0. One-half children receive\brder M-0 and the other half receive
order 0-M, (4) Ma*ernal and child speech taped as M;showed suitcase of toys to C-
10 minutes, (5) Attitude inventory: C taped-during 5 mihuteé of maternal attitude

inventory, (6) Maternal and child speech - M read book to C - 5 minutes.




’

| pssessment 2: (1) Toy choice, (2) Maternal and child speech: M showed book
) to C - 5 minutes, (3) Comprehension Test, (4) Vocapulary record: C's speech
taped - 10 minutes, (5) Mother and child speech: Speech taped as M showed

C the following sets of toys in the order indicated: dressing toys (4 min.),

newspaper (4 min.), replica toys (5 min.), block and pail (4 min.), (6) Peabody
: g .

Picture Vocabulary Test {M).

Assessment_3: (1) C's speech with stranger:’ O played with C for 10 minutes

using Stranger toy set, (2) Comprehension IV, (3) C's speech alone:r C played
with Stranger toys - 10 minutes, (4) Maternal and child speeéh: M showed C

Maternal toy set, (5) Palmer Concept Inventory.’

Assessment 4: (1) Maternal and child speech: taped for 10 minutes as M showed
pretend toys to C, (2) Palmer Concept Inventory, (3) WISC-Picture Completion,
(4) C's information giving speech: ('s speech taped while explaining to M how

viewer works - 5 minutes, (5) C's social speech taped as 0 showed book to C -

5 minutes, (6) Comprehension IV.




Appendix DII. Language Methods and Variables

Language‘Production

v

Recording System. -Several portions of each assessment were taped on a
pértable cassette recorder. The tapes were used to assess the level of chil-
dren's language production. At Assessments 1, 2,’ahd 3, the taped portioﬁs
also provided information on the effects of context on children's speech (not
included in this report). Childreﬁ]s ianguage was taped while they played with
, an adult and while they played alone. In Asse§sment 3, children's language was
also taped while ﬁhey played with a stranger. | -

The following portions of each assessment were taped:

Assessment 1:
1) Observer gives mother an initial interview to collect demographic

information. 5 minutes.

4

2) Observer gives mothef an attitﬁde inventory which samples her .

attitude toward language development (data from this inventory are not

included in this report). 5 minutes.

3) At observer's request, mother shows child a standard set of toys.

-

10 minutes. The toys included container and objects to be contained, dolls,

cars, a form board, a ball and a mirror. During this segment the observer

- *
»
&
&

was not interacting with mother or éhild;‘ She was therefore able to make a

written record of the child's speech in addition to the tape recording.

Xésessmeht(2: ~ ’ ) ‘ ¢ ,
\\ L ’ . . )
1) Observer helps mother complete a vocabulary checklist (see below). .5

3

minutes. ~.
-

2) At observer's request, mother shows child four sets of.toys, adminis-

tered consecutively for 4 minutes each. 16 minutes.




?

-The first sét included dress-up toys such as hats, adult shoes, and an
Indian costume. The second set provided objects for symbolic play: minia-
ture tools, doll furniture, dolls, miniature plastic fruit. The third set
wvas a newspaper and the fourth blocks and a pail. These sets provided an
opportunity to sample maternal language in different situations (situational
contrasfs are not included in this report). During this segment the obsefver
made a written record of the child's la#guage in addition to the tape

rezording.

Assessment 3:
1) Observer shows tﬂe child a set of toys matched in t&pe and quangaty
y - to those descriged in Assessment 1. 10 minutes. ’
2) Child plays alone with these toys. 10 minutes. The mother was asked .
“ not to initiaterany interaction during this sequence.
;3 At the 6bserver's request, the mother shows her child a standard set’
of toys, matched in typé and quantity to those described in Assessment 1.

10 minutes. During segments 2 and 3, the observer was able to keep a written

record of the child's speech in addition to the tape recording.

 Assessment L:

i) At observer's request, mother shows child' a sef of toys, matched in type
and qﬁéntity to those described iﬂ Assessment 1. 10 minutes.
| 2) The observer shows the child a toy slide viewer. When the child learns
to operaté the viewer, the observer asks‘the child to show the viewer to his
mother. FS minutes of the explanation are taped. {This segﬁent_as;essed the

child's ability to communicate; analysis of communication ability has not been

completed). During both of these segments, mother-child'play and the viewer

explanation, the observer kept a written record of the child's speech.

ERIC (0571




" Classification System. At the completion of each assessment, the oObserver .

tr&nscribéd her tape of the child's speech. When, in addition to the tape, a

written reaprd was’available, the observer checked the written record against
the tape trénscript and corrected the latter wherever necessary. The observer
separaped'théjﬁranscript into utteranées. An utterance was defined_as any
speech sound thch occurs between rising and falling contours (interoﬁserver

agreement on tﬁg number of utterances was .95). The observer classified utter-

ances as: e

1. Intelligible: utterances which contain a word (or words) or a

4

~—placeholder and a word (or words).

a. Word:" any sound used consistently to refer to an object,
action or ;ttribute of an object, or, a s%andard English word.
Words inclﬁ@ed baby-talk such as fba" for bottle,‘or "tick-tock"
for clock. |
b. Placeholdé¥: an utterance of one or two syllables, occuring
before, after, or between words, which has the ihtonation of the
missing word(;D. This category applieé only to.the language of
children who péoduce some jnulti-word utterancesv(see Blbom, igTo,
for a more complete discussion of the use of placeholders such as
"schwa").

2. Unintelligible:

a. Jargon: utterances of three or more syllables which are not

!

/ '
words but which have a sentence-like intonation.

b. oc%}izations: utterances which are neither words, jargon, or
; o J

plageholders. :

Xy -

; A i
Observgrs agreed in 98% of all cases on whether an utterance was intelli-

' .
gible or u?intelligible. 95% agreement was obtained on classifying utterances

as vocali?htions or Jargon.

- o
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As noted above, during some poftion of each‘assessment visit, the observer
_was able to keep a written record of the child'é language. As she made this
record, fhe observer also classified-eaéh inteliigible utterance into one of the
following categories: |
1. Interjection: A one or two word uttergpce expressing/éh emotion
or a greeting. For example: "Oh, béy," “Ouch,"*"Goddﬁi" "Hi."
2. “Description: An utterance déscribing‘an obJect or action. "See
ball," "Kitty," "That's a red bal]_.voon."
3. Demands object/action: An utterance which ;equests some obJject
or actioﬁ from another person, e.g., "Gimme that," "I want juice."
Distinctions between this category and cétegory 2 dépended on context.
» "Béll“ was descriptive when the child pickedvup a ball but was a
demand when he wgntéd-his sister toqgive r m the ball.
4., Demands information: An utterance which ASké a question, €.8. s
"Ball?" '"What's that?" |
5. Refusal: The child refuses a real or implged request from his -
mother, e.g., Mother: "Put thé@ down." Child: ."No."
6. Imitatgon: . An exact or approximgte repetition of someone else's
previous.utterance; For example: Mother: "That. goes fight here."
Chilad: "Hefe."
These categories were mutually exclusive. Iﬁ addition, each utterance
could be classifiéd as: | :
T. Answer: A response to a prev{ous question or request.

Interobserver‘agreement on these categories averaged 9T%.

Measures of Language Production.

C
i

1. The proportion of words: Number of words /number of utterances where the

number of utterances includes both intelligible and unintelligible utterances.
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The porpontiOn of words provide; a sinéle measure of the child's level
of language broduetion from one to two and a half years. Languege acqui-
sition in,this aée range can be divided roughly into two phaees. During the
first phase, usually lasting from 12 to,éo months, the average child acquireé
a Yocabulary of from 257}0 100 wordég During the second phage, usually last-
iné5fron 20 nonths>to 3 years, the child scquires syntax: he learns to com~- -
bine words intg'sentences.

The pr0port¢on of words provrded an index of the child's linguistie
progress durlng both these phases. At 12 and 18 months, most of the chlldren s
utteranees were either single worée or were unintelligibie. Few chlldrenfggg;
duced multi-word comblnatlons before 2h manths. Thus; atvthe first and second
assessments, the proportion of words varied with the ratio between the number
of intelligible words and the number of unintelligible utterances. It was
aesumed to reflect thebextent to whieh the child had acquired a vocabulary of
words to replaee the unintelligible utterences of infancy (data from a previous °
etudy showed a high positive correlation between the proportion of words and the
number of words in the child's vocabulary).;

'

At the third and fourth assesspents most children had begun to produce
7

multi-word combinations: they used very few unintelligible‘utterances.' The
proportlon of words now depended upon the number of words per utterance. It
varled with the ratio between the total nurber of words and the number of
(1largely intelligible) utterances« As has been‘reported elsewhere (Brown,Al973),
the number of words per intelligible utterance provides an index of -the chilu'e
acquisition of syntax. P ‘ |

2. The number of utterances per minute : Number of utterances/number of minutes.

-

The number of utterances per minute 1sdp051t1ve1y correlated with the level

>

of children's language production (Nelson, 1973). Thus, to some extent “this -
s . .
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measure, like the pr0port10n of words, asseused linguistic ability. The number
of utterances per minute was also assumed to qeasure the chfld's efforts to
communicate in splte of limited llngulstlc abillty. Children with a high number
of utterances per minute try to talk aJthough they experlence considerable diffi-

culty in making themselves understood.

1

The folloﬁing meésures of language usageé were converted to percents because
| .

of high vq;iability in tﬁe total number of utterances: ’
3. Percent description: Number of descriptive uﬁferances/ number of‘utterences.
The ability to use langﬁagé de§Criptivélyfis an es§entiql comﬁunicative
skill. In order to communicate ideas, the speaker must be able to accurately
describe a;tions, objects, and the relations between objects or actions &and
objects. Between one and two and a half descriptive language is, of course;
very primitife. The child usually anly nages an object or describes it; only
at two and a half does he begin to relate two objects or an object and an action.
However , we assumed:thatythe ability to label objects and their attributes was. the
forerunner of true descriptive speech. |
L. Percent demand: Number of demand object/actio%/ number of utterances.

"o

Demand speech represgnts the other side of the coiq from descriptive language.
Descriptive ianguage deaI; with the world objeétively; demand speech communicates
the speaker's wants and needs. The child needs to acqgiire demand speech, for adult
language is used to obtain fulfillment from others as well as to describe the world.
Again, demand speech between one and two énd a half ié primitive. The child gen-
erally combines one key demand word ("more" or "want") with‘thebobject or action

desired. We assumed that the>u$¢ of these standard phrases represented the early

stage of demand ‘speech.

5. Percent questions: Number of demand dnformatﬁbn/number'of utterances.




A

6. Percent answers: Number of answers/nﬁmber of utterances. =
Questions and answers are conversational skills. Their‘preseﬁee in

language signals that the chi1d is trying to use languege to cohveree with

someone, not merely to describe objects or to obtain fulfillmenﬁ of ﬂis

desires. Language wit@ questions and answers sounds like = diaiogue fether

than a monologue. It is perhaps for this reason that,questions;and ans%ers

appear relafively lcte in the'courSe of language acquisitien. 'Questionseand

answers become frequen: only when the child acquires a rudimenéary vocabuiary

and syntax which allcwe him to converse with someone else.

T. Percent interjections:' Number of irterjections/number of utterances.
Interjections are a feature of any adult conversaticn: greetings and

exclamations occur regularly in informal settings. Yet interjections, when

compared to descriptive or demand phrases are seen to have littie ceptent. Tﬁeyb

express only global stereotyped emotions. A high frequency of interjectiees would |

' \
suggest that the spesker is not using language to inform his listeners effectively.

Vocabulary. The type of vocdbulaiy acquired by each child was assessed at 
18,‘2&, and 3d months. No assessment was made at 12 menths; at that age most c@il-
dren had fewer than five words in their vecabularies and the reference of those l
wofds was very vague.

,Assessment 2: As qqped above, a 20 ﬁinute sample of children's speech was ;

. Sy o
obteiﬁed atéAssessment 2, However, this sample was too small to permit an accurate
analysis:of~vocabulary type; at 18 menths the averege child produces only 10 worde
in 20 minutes.‘ To acquire a laréér sample, the ¥other was given a list of children's

early words (cdmpiled on the basis of reasearch by Nelson, 1973). The observer asked

the mother to check those words which were in her child's vocabulary. The mother was

allowed to add additional words, particularly people's names. ‘ .

<o
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Assessment 3 and 4: By 24 months most children produced close to 100
words in a twenty minute sample. The Vocabulary analyses at the 3rd and Lth

assessments were based on the tape recorded portion of the assessment visit.

Categories. The vocabulary words from the checklist or the tapes were
assigned to one of the following four categories on the basis of cbnteﬁt or
reference. For a fuller discussion of these categories see Nelson (1973).

I. Nominalizationé
A. BSpecific--Words referring £o.one-instance of a category; .8
Mommy , Rover, and.ahy,label_ihe‘child uses to refer exclusively
to himself (John, I, me, etc.).

. B. ‘General--Words referring to all members of a category;
including: Objects, e.g., ball, car; Substances, e.g., milk,
snow; Animals and People, e.g., doggie, girl; Letters and
Numbers, e.g., "E," "2"; Abstractions, e.g., God, shape;
Pronouns, e.g., he you, it, that, these.

ITI. Modifiers

- A. Attributes--more or less permanent propertieé of obJjects or

peféons, e.g., big, red, pretty.

s N
" e

Bf States-—a.temporéiy property, a state, e.g., hbéz‘dirfx, all
gone, another, lots, more, etc. |
C. Locatives--any word used to indicate position in space or
relative location, e.g., there, outside, in, under, etc.
D. "% Possessives--any word used to indicate'possessioﬁ, e.g., mine,
Mommy('s), my, etc.
ITTI. Actions ‘ |

A. Descriptive--any word that describes an action, e.g., go,

Jjump, open, crash.

>

o I RN TPV,




Demand--any word that demands that an action be performed. It
may be addressed to a person or to an unc00pergtive object, e.g.,
open, up, out, help, etc.

,C’ Notice--any word that indicates that the child has noticed
something of would like others to notice sométhing, €.8.5 S€e,
:look, hi, here (as in "here take_thié" or "look here, Mommy").

IV. Other

Vocabulary Measures.

1. Percenﬁégé of npominals: Number of nominais/number'of words.

A majority of éarly vocabulary worgs‘are nominais, and a very high per-
cenfage of nominals in early sbeech.seems to be characteristic of childreh
who acquire a large and varied vocabulary by two and a half (Nelson, 1973;
Starr, in press). | | |
2. Percentage of modifiers: Number of’modifieg;/number of words.

Unlike nominals, modifiers are rare in early vocabulary récords,
Although 12-and 18-month-olds occasionally say "big" or "more," most des-
criptive terms are absent from their vocabulafieé. By 36 months, however,
intelligence tests include items which test the chiid‘s ability to describe
.colors and shapes; just as a high proportion ofJnominals in early language
presages good voéabulary development, so a'high proportion of modifiers in
later speeéh seems indicative of later verbal ability.

3. Percentage 6f actions: Number of actiohs/number of words. T

Action words, like modifiers, account for only a small propnrtion of

early vocabulary. However, action words musf become more frequent if seni
tences are to become more complex; growth in the proportion of action words

would appear -to be required-when the child begins to produce long sentences.

co2vs .




Comprehension

Tests. A comprehenéion test was included in each assessméﬁt.. The iE?ms
in theée tests varied with the age of the child; any tgst which includedigtems
suitable to the comprehension level of 12, 18, 24 and 30 month olds would have
been far too long for the children's short attention spans. All testé‘ however,
"followed the same format. The observer gave the mother a set of flash cards,
‘k.and asked her to read them, one at a time, to the ¢hild. If the child did not
respond to the instrﬁction on the card, the mother was gllowed to repeat the
item three times before proceeding to the next card. The éﬂild was given a
standard set of toys-containing all the objects méntionfd in his mother's in-
structions. After a break of five minutes, the mother was given a secondlset of
cards and the child another set of toys. Theprocedure was then repeated.

The child received one point for a partially correct response ‘and two
points for a completely correct response. A response vas scored.pértially |
correct when the child touchgd one of the objects, or performed one of the act?ons
mentioned. For example, if the instruction was "Put the ball on the table," a
child's response was paitially correct if he picked up the ball, put a cup on the
,Fable'or merely touched the table. An item was.completely correct only if the
child performed all the actiéns requgsted;

To reflect increases in comprehension ability with age, each child's score
on each test was increased by the number of points possible on -all previous tests.
Thus, for example, all scores‘on the Assessment 2 test were inéreased by the 32
points possible on the Assessment 1 test. |

_ Items. The items were designed to be of moderate difficulty for the age of
the children testéd.

1. Assessment 1: The items contained four words. They used common verbs

and nouns and asked the child to perform one action with one object. To .

increase the difficulty of this test, the mother, on half the items, touched




the obJects she mentioned.
o. Assessment 2: The items contained three words. They required the ‘
child to relate two objects or to select‘Between a class of objects on

the basis of a single éttribute. For example, the child was asked to

put a book on the table, and to give the large car to his mother.

3. Assessment 3 and 4: The same test given at Assessment 3 was repeated

at Assessment 4. The items contained fram nine to twelve words. The

child was asked to combine two or three objecté o£ to select a single

objéct on the basis of more than one atéribute; For exemple, the child

was asked to put the book, car, and dog on the table, and to give his

mother the large, pretty, blue cup. Some of the items on this“test used
independept, embedded or dependént clauses.
The Assessmentf2, 3 and U tests were designed to provide information
on the relationship between comprebension and language production. The
items on the Assessment 2 test described some of the relationships fre-
quéntly communicated by children's early sentences. For example, some
items described.én attributive relationship, "Give more ball" or "Give
big car." . Other items described a p;ssessive relationship, "Give Mommy's
purse," (for a further description of these relationships, see Brown 1973).
We wished to compare the ease with Yﬁich these various rélationships wére
understood @t 18 months, and the frequency with which they éppeareq in thg
k\\ sentences of two-year-olds. t
At Assessment 3 and 4 some sentences had complicated structurés; they
used embedded, dependent, or independent clauses. Others, matched in length,

used additional nouns, verbs or adjectives. We wished to relate performance

om items with difficult vocabulary or difficult syntax to measures of chil-

dren's vocabulary and syntax at 30 months. Results from these analyses are,

€

not included in this report.
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M;ternal Speech
As described earlier (5%9 Language Production: Recording System), at some
point in each assessment the mother, at the observer's request, showed her child
a stand;rd set of toyé. Mothers were aware that this portion of the visit was
taped, but they were not told that their own speech was of asuy interest. Mater-
" nal speech directed toward the child during this segment was transcribed by a
trained typist. The typist divided the transcript into utterances according to
voice contours (any pauée in the fidw of discourse was interpreted as the end of
an utterance).  The observer subsequently ass’gned each utterance to one of the
following.categories. \
. 1. * Directive speech: utterances which direct the child to do (or not to
do) something. This category includes any utterance whicﬁ stgtes or
strongly implieé that the child should take some &bfion. For example,
"Put that down," "Don't dox%hat," or "let's go into fhe living room."
vt 2. Describing people: uttérances which describe beople other than the
child. This category includes any utterance in which a proper noun or a
'personal pronoun is the subject, unless that noun or pronoun refers only
té the child. For example: "I'm going>to the store," "Daddy's coming

' and "We're going for a walk." . >

home ,'
: ; 3. Describing things: utterances which describe animate or inanimate

objects. This category includes any utterance, in which a proper 'nouny. or

.

a personal pronoun, is not the real or implied subject.. For example:\ "The
truck is over there," "It's raining,"” '"Dinner is ready."
i. Describing the child: utterances which d€scribe the child's needs,

wants, or activities. This category includes utterances which have thé child

E

as the real or implied subject. For example: "You're hungry," "You can

- have it," "That's right (of you)." . '




5. Interjectilons: ‘utterances which communicate emopions or greetings in °
less than three words. For example: "Oh," "Ouch," "Good," "Hi."

6. Questions: utteranqes‘vhich:pose a question. This category includes
both yes/no and Wh questions. For example: "Who's that?" "Can I have it?"
Categories 1-5 were mutually exclusive, but utterances classified in these

categories could also be scored in Category 6.

We assumed that each of these types of speech encouraged the child to produce

a similar type of language. Thus, highly directive speech taught the child how to

' express his own demands through language, while speech which described things

taught him to use language to describe the object world. We fu-ther assumed that
certain types of speech were particularly beneficial at certain stages of linguis-
tic development. As mentioned earlier, names for objects predominate 1n 1n1t1al
vocabularies. Thus, language describing things will be easiest for the child to
understand, and will provide the greatest source of vocabulary words in the early
stages of language acquisition. Language about peuple, and about the child'
feelings will be more difficult for the child to comprehend at first; it will be
better suited to the linguistic ability of.a two and a half year old than to an
18 month old. "~ Finally, we assumed ;hat‘questions reflect the moéher's inte?est
in eommunicating with her child. A‘large number of questions in maternal speech
was assumed to indicate that the mother was interested in what her child thougﬁt
aﬁd in what he had to say. *

Fach of the above 6 measures was converted to a percentage fof final anal&sis
becaase of wide  variability in the total'number of utterances. TQO other measures
of maternal speech were also used: |

1. Noun/verb diversity: Number of different nouns and verbs/total nouns

Y

and verbs.

-

Originally a similar type/token ratio was constructed for each part of
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‘speech; however, with the exception of nouns and verbs, these ratios

were unreliable. The noun/verb divefsity measure was used to assess
the variety of vocabulary “.ne mother's speech pro&ided.
2. Percent complete sentences: Number of graﬁmatically correct sentences/ -
| , number of utterances. -’
Grammatically correct sentences were those utterances which contained
-all of thelwords and inflexions required by English grammar. For exsample,
"Do you want a cookie?" is grémmatically correct, but "Want a cookie?" is
not. The percentage of COmplete sentences measured-the degree to which

maternal speech provided the child with an accurate model of Standard

English.

Palmer Concept Familiarity Inventory

Tﬁe Palmer Concept Familiarity Inventory (1973) for two year olds was admin- -
istéred at Assessments 3 and 4. The original invehtory contains gO jtems. 26
randomly chosen items were eliminated at Assessment 3 aﬁd 11 at Assessment i
because of time limitations.

The Palmer measures the child's grasp of a number of concepts '"relatirg the
world to himself, and things to other things," (PCFI, pg. 13). Each item presénts
the child with a ?air of very similéy objects which differ in, for ex;mple, either

size, shape or color.' The observer then aks the child to point to one of the pair.

~

For example, on one item the cbserver shows the child a black and a white horse,
and asks him~to‘show her the white horse. On another item, the observer puts a car
on and under a bridge and asks the child to‘indicate the car under the bridge. The °

Palmer is a vocabulary test which assesses the child's ability to understand words

which are commonly'used'to describe the attributes of objects.




The following items were used Assessments 3 and b:

Assessment 3 (14 items) -- big (horses), into (box and blocks), under

(hat and plane), on top of (horse and fence), soft (block and felt), open
(two containers and tops), wet (2 sponges, one wet), heavy (bean bags), out of
(box and blocks), hard (block and felt), closed (2 convainers and tops), dry

(2 sponges), on top of (favored object and table), not heavy (box with rock and

empty box).
Assessment 4 (29 items) -- all of the above plus into (box and small animals),
up (doll), closed (puppets), biggest (3 plastic cups), short (2 trains), black Y?

"\

(horse), next to (horse and coways),:not move (2 sparklers), heavy (bean bags),
forward (doll), around (box and dog), long (cylinder§), empty (Jar and beads),.
little (horse), smooth (sand paper and smooth paper), top, side, bottom (truck),
dirty (2 napkins), ‘onc {vlock with dots), far away (horse and cowboys), l.ight

(bean bag), backward (doll), down (doll), over (wood and dog).

b

Transsituational and Temporal Stabilities

As indicated earlier, scores used in thg final analysis of child speech were
averaged over different situaﬁions in ordé£ to obtaip~a reduced set of measures
vhich were not bound to one or another particular situation; It is apparent from
Tablé 1 that-language scores tended to be relatively sta?le. Not surprisingly?
the mo§t unstable measures were those for whichrcontext would bé expected to be
influegtial (e.g., % interjections and:% modifiers). Comprehen;ion measures were
the 1ea£t stable on Aséessment 1, but from Assessments 2 to 4, correlations maig-‘

- tained a consistent though'moderate level; the Palmer Cohcept Familiarity Inventoryv.
was imprgssiyelx steble at both Assessments 3 and L. The_relatively low sélit-half

reliagbilities for measures of Maternal speech are rather surprising. Mother's speech

to the child might be linked to the situation and to the child's behavior in ‘the situ-

ation, thus reflecting multiple sources of situational variation.




TABLE' 1
Transsituational and Temporal Stability

for Language Measures

Measure ' Mean ‘ . Range
Correlations
Language Productionl * )
Proportion of words .65 43 - .75
Utterances per minute s .69 : .52 - .76
Percent description .5k s .30 - .66
Percent demand object/actlon Y .33 - .69
Percent question .39. . .15 - b2
Percent answer : Jh2 - .19 - .5k
Percent interjection ' .28 . .10 - .39 N :
Vocabularyl . . . v \\~
Percent nominals .56 49 - .73
Percent actions 43 .38 - .62
Percent modifiers .37 .33 - .48 .
Comprehension? _ -
Assessment 1 ’ _ .31
Assessment 2 .52
Assessment 3 / . .51
. '1
Assessment 4 - .18
Maternal Speech3
Percent directive | : 1 .29 - .65
Percent describes$ things .36 .25 - .60
Percent describes child - . .34 S .25 - .57
Percent describes people - .24 ' .19 - .29
Percent interjections : . ’
Percent questions o ko . .38 - .62 .
Percent complete sentences. ‘ .37 ’ .26 - .62
Noun-verb diversity Rsl 36 - .58
Palmer Concept Familiarity Inventory3 - .66 ' 61 -T2

1Reliabilities conputed between situations, within aqsesaments, and averaged

across_assessments. . X N
QSpllt-ha1F reliabilities. ' . : o o
3split-half reliabilities averaged across assessments. .

»




Appendix DIII. . Coding Fbrms and Test Instruments

Table 1....Obsgfver' “scord of phild's Language

Table 2....Language tcusing. Sheet ~

Table 3....Vocabulary: Assessment 1

Table h....Vocabul;ry: Aésessment 2

Pable 5....Combréhension Test I

Table 6....Comprehéns;ion Test II, Part I
Comprehension Test II, Part IT
Comprehension Test Score Sheet

Table 7....Comprehension Tests III & IV

Comprehension Test Seore Sheet




TABLE 1 L /

: /
Observer's Record of Child's Language
BABY'S SPEECH INTERPRETATION' MATER~- LANGUAGE USE
ACTIVITY o ] NAL o d4 o % -4 2
RESPONSE H 444355
Vi NV x 49 &8 3=
~ (& B ool B3
H o al e
t g gl &
™ 2
aQ
.
\, ,
I
j
_ ;
o ;' "
!
r ! [+ ! r
} ) 1
~ ! '
“ 3
L _
: N
i ~ »




TABLE ' 2
_ Z LAHGUAGE SCORING SHEET
C NAME AGE
DATE
e e . e " ) %
PERIOD | VOC - n?GON} ' WORDS SENTEJCLS] P 4ToTAL | AveRAGE
MR M| M P HA HPOMA L NP A 1T | # YIORDS/UTTERANCE
. i :: ! {
2 — T
3 -
4,, i : i
5 e .1 i ;
6 ‘ T 1 '
7‘ v
8.
< 9 i : LT, b
10 : H i “’
4 10 i [
12 11
TOTAL . :
.
PERIOD.~I#1T~ - ans- | inTer- | oEsori- COMMUN CAT 10N oM R
. KTION  'WERS * JECTIONS | PTICNS | DEM DEM | REF | CALLj STERIO RLL/||RR&L
i l | OBJ/ACT |INFO | VINVIV NV
B T ! - . -
! ! 1
;D | ] ;
- T = L
; 3 ,- ]
6 B R
DV N ;.u_ A - Eatavama ] ! 1 !
. AJ ; 1
9 ! T
I = ;
ol — t
12 ‘ ‘ , ;
! T . 1
TOTAL | " . ‘ i |
< — /‘
¢ . » |

~
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i " TABLE 3 | - @
. TN
, ¢ Name
’ Date
VOCABULARY: ASSESSMENT 1
( allgone coockie ik . ¢hoh
apple cew ‘ is - - oOkay
baby crash it - out
bell  cup Juice ___ ___  outside
; benana daddy ‘ keys o ow
bear ‘ dirty : kitty _____ ____ pea o
belt doll knece peek-
. ’ . aboo
big door - kni fe please
bike ' dovn’ 1lady ___  pot
bird drink leg . pretty _
blanket duck light - push
" blocks . eer look ____ rock g
boat eat _____ mAama see
book : eng neat shoe
boori eye ne’ : ___ snow
bottle feet - : nily , sock :
bow-wow flower ~_* mine - spoon
bread zirl _\ mormy teeth
bus God . rnoon thank ’
, - you
bye--tye v g0 ____  more there
cnke good . riouth toast ‘
car heppy dy . toes ' \
cat here . nizht top
night
chair Hi nice - truck
cheese , horse no up
clock hot Jnose wantch
cold __ _____ house nuri Nun + water
Qo cont _ I oh wet




what
vhet's
what's that

whee

Other words, inecluding
people's nemes:

6/26/72

(90

w1




R ) TABLE L
VOCABULARY: - ASSESSMENT 2 ‘ ¥ane
Zate
Circle words which mother checr=d4: . -
Neominals
apple cup iisht Others:
baby daldy moma
£ band | doll neat
benana door nilk
belt drine rcrmy
bike duck moon
bird ear . mouth ] -
.o ' TOTAL ‘
blenkes e nose
blocks eye - ped
boat fect PeEkiano0
book flower pot
bottle ' cirl | shoe
breai God . SNOW
bus horse soceit
caxe house spoon £
car it teeth
cat Judce toast
chair keys toes
cheese kitly top
cloclk : ‘ knee truck . ‘
coat xnife ' 4 wrrvteh
cooxie lady water ,
cov - lez ¢
o

Aruitoxt provided by Eic:

FRIC  6/26/12 | |




Modifiers
big
boom
cold
crash
dirty
good
happy
hot

nme

mine

Wy

nice
nﬁm num
oh oh
pretty
there

Others:

TOTAL

6/26/72

Actions

bow wow
bye bye
down
eat

go
here
look

more

night night

out
outside
ow
push
rock
see
whee

Others:

TOTAL

24

Miscellaneous

»

hi

in.

is

oh

okay

please

thank you
"ghat

what's

what's that?

Others:

TOTAL




TABLE 5
NAME

. DATE

COMPREHENSION TEST I

OBSERVER SET

- Set II

INSTRUCTIONS: Present the set of 6 objects to the child. Read him the .

directions on the cards, in the order given, when he is not holding the

object mentioned. Say his name first and repeat the instructions 3 times,

if necessary. Follow the instructions on the cards.

A 7’
T H

B. _Gi{re me the bottle __
A, Thfow me more blocks:

L. Throw me the car

B. Give me  more telephone
B. Throw me the boftle

A. Give: me the telephone
B. Throw me_ more cars

A. Give me more blocks

Type A Type B
Total partially correct

Total completely correct _

Total poiﬁts*

Total

*] point for each partially correct plus 2 points for each completely correct




Set I

INSTRUCTIONS:
to his nmother.

.TABLE 5 (cont.)

& NAME )

" DATE

.t

COMPREHENSICN TEST I

MATERNAL SET

Present the set of 6 objects to the child., Give the cards

Ask her to read each card, in turn, when the child is not

holding thne<object mentioned. She should say his name first and she may
repeat thyg instructions three times. She should follow any directions on

the cards.

A.

Give me - the doll
Throw - me more keys
‘ ~
Throw ne the cup
. - - 3
Give me more Sspoons
- Throw me the doll
Give me the spoons »
Throw me more cups :
A
Give me more keys

Type A Type B Total
Total partially correct : '

Total completely correct

Total points¥

#] point for each partially correct plus 2 points for each completely correct




s

Date

COMPREHENSION TZST IT, PART I

Instructions: Give mother cards and ask her to,read them to the child when
she thinks he will respond. Ask her to read g?ﬁctly what is on the card
and to do it when ihe child does not have the object in his hand. Explain
that she may say the child's name first and repeat the command 3 times before
going on. Show her the toys and if she thinks there are some her child will
not recognize, substitute small objects of the child's. :

o
Partially Completely
correct correct

1. Put Book . Tsble

2. Give More Blocks

3. Give Empty : Cup |

4. Give ‘ Dolly - Doggie o
5. Put , Dolly Sleep k o

6. See (look at) The dog i

7; Child's name  Throw . 'Bdi .
8. Child's name Talk " Phone ‘
9. Give _ Big _ Car _

t - 10. Give More ~ Cups
B —— —— T ———

11. Give Dolly Ride _

Give




“

TABLE 6 (cont.) . .

>

Name Date
COMPREKENSION TEST II, PART II
Instructions: See Port I
St ‘Partially Completely
i { correct correct ”
1. Give omrzy Box ‘
2. Put Car Chair ]
3. Give Dolly Drink
L, Give 0's name Purse ]
5. Give Other Keys
6. Look st Mommy
T. Give: ____ Dolly 's Sh oe
8. Put Ball . Box - N
9. Where is (locks et) Brush
10. Give __ Kitty | Shoe -
11, Give Open Box
12, (Child's name) Kiss Dolly

ot




- : v \\
i E]
t . . .

TABLE 6 (cont.)

Name _
' - . . COMPREHENSION TEST SCORE SHEET
Partially correct | Completely correct
1. Ostensive (I, #6; II, #6, #9)
2. Attributive (I, #3, #5; II, #11)
3. Locative (I, #1; II, #2 #8) .
B e — a)
k., Reeurrance (I, #2, #10; 1I, #5)
5. Possession (I, #12; II, #k, #7)
- 6. Agent-action (I, #5, #11; II, #3)
7. Agent-object (I, #4; II, #10, #1)
8. Action-object (I, #7, #8; II, #i2.)
TOTAL
"
5Y
&

o o . 00397  & L | .




| ) ~ ~ .
LT % . . TABLE 7
‘ | § c R ¢

Naae o . :

Nate .
1

@ 3 ) -
, . COMPREHENSION - IiT &.IV
f:) =~ - ' - 4 . -

Instructions: Give B the toys. Give M the cards and ask her to read the '
instructions to-B. She mav say B's name- first and repeat .
each sentence 3 times. Exnlain that it is very important -to

g say exactly what is on the card. ” : '
. ~. . ) ” “ - ‘ . ) . A N ’ . ~
B Set A | : o
Refuses -
Acts Refus Ignores .
1, Give  "me _ the cup’ _ and spoon o
Rhmtnmrmewe. ' . —_—
2. Put the bhook and car and doy w - .
on the table please, . . —_—— v,
3. Glve __me the lafee__ blue ;
nretty - cup now nlease.
&
4. Put the horse__ along with the spoon {
3 in the box___ please. $
5. Make the cow run_ , and
i walk now please,
6. Give me the horse and car ’ -

if wou vant to.

. 7. Give the cun to the doegie and
give him the hook too. : :

e ———

8, Give the doll and the crib to the-

horse - please{ \

9; Hake the doll uvalk , hon and .
fall now nlease.

10, Give me the cup with the snoon
too nleasc.,

- M «




TABLE T (cont,)
) . ) KQ_" . - »
Y Name g A . . )
. - -
: Date . o i
) : ~ X .
N
. ' : ’ N .
s : & - R
. - I Set B .
. . s - )
., Instructions® Sec Set A, \
Acts ' ) Refuses ,  Igncres
s T et o L G ) .
+ . 1., Put the big white piecture . boo “ .
. , oh the table noy’ pleaSé. e . ‘ A .
. o - ’ -
2. Put = the brush _~ and the comb__ . on - ,
‘the chair > when you're ready: . .
3. Give the keys to the dog when ] .
you're ready. ' ‘ 1 o
4. Give _me the pocketbook and piye v ‘ .
= ~me the hat pleasc. . = , o
" - 5, Give the large green nmetal ’
snocn to the doll nlecase. &
6. Give the comb _to the doll . : : o .
please. ) i . -
7. Maké the dog * jump, - walk - and
bark right now nlease. IR " »
[ . = . N
8. Put____ the spoon and the brush’ in " - .
the box - richt nowy please. = -~ | \ . L
< ) ; . T
-9, Give the doll who has a shoe to the o .
dos . ' o T
10. Give me ., the book_ and brush . ; o L
and comb now please. . * o
' : . ¢ . -
. 11, Put the pockethbook . In the box and °
— e e —— . v
‘ put the spoon there. . ’ . _
s i

o C : . . £5°00 . v _ " :
EMC : - A u\}~39 . .




N . TABLE 7 (cont.)

COMPREHENSION IV. SCORE SBRET

| SENTENCE TYPE - PARTIALLY CORRECT COMPLETELY CORRECT . |-

\ | ,1. simple (Set A #1: Set B #6, #3)

2. Additional Vocabulary (nouns) : .
(Set A #2, #8; Set B {#10) ‘ ’ ;

Additional Vocabuiar? (adjectives) “ .
(Set A #3- Set B #1, {#5) :

Additional Vocabulary (éérbs)
(et A #5, #9: Set B #7)

1 Indenendent + 1 Denendent Clause
(Set A {#67 Set B #2, #3)

2RInd%ggndent Clauses
(Set™A #7- Set B #4, #11)

Fmbhedded Phrase %%>
(Set A4, %10+ Set B #9)

Total




o ~ .
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Appendix EI: Social Assessment Procedures o

<y .
Three different kinds of procedure were employed in the Social Assessments:

(%) observat;on of the child's reacgions to separation f}?m the mother and.to
uﬁfamif&ar persons in semi-structured situations, (b) observation of "natural"
unstructured mother-child intefaction,mand (c) presentatiog_of preferential
‘activities choices for the mother. All 'social assessmenfs were conducted in
the home. |

a; Semi-structured Situations

(1) The Stranger Probe

The first assessment procedure followed in each Social Assessment visit

was the so-called "strange? probe". The details varied from one assessment
to the next, but the overall procedure wés the same. Typiéélly, tﬁe observer
arrived at the home first and "set the stage" for the ;tranger's appearance ‘
by'preparing @he mother Eor what tqlexpeét’and finding.a comfortable and re}-
atively clear place in wLiéh the‘bisitor.could perform. Shortly aftef, the

‘ sfr;nger (an unfamiliar'woﬁan)varrivéd, and after introductions were made,
went through a prescribed sequence of activities designed to elicit inter;.
action from the childJ}IMeanwhile, the observer moved to an inconépiéuous_
position in the room and recorded her observationé'on a checklist form (Table
El); She also mansged the timing of the activities by tapping on her clip-
board when it was time for the stréﬁger to begin the next item. The stranger
first sat quietly at some distance from mother and child. Then, she looked
at the child, smiled and talked in a friendly and inviting way for a shorf
time. She continued tf invite the child's interaction b& calling him or her,
playing. with an appealing toy, and, finally, by approaéﬁ;ng him or her phys-.

ically if the child had not already gone to the stranger. Once they were in

close proximity, the stranger tried to engage the child,firstﬁin interactive

cooperative play with the toy, and second, in a physical-social game like.

ERIC 00502 | |
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peek -a-boo, horsie, piggy, etc. After some play time, she progressively
" "disengaged" herself from the child by not playing, going to thevother side
of the room, going into the next room, and leaving the house. ~

This basic stranger probe procedure was followed at Assessments 1 and
2. For Assessmentv3, a variation, the strange mother and baby" probe, was
performed. As the name suggests,.at this asqessment visit the ch11d was
visited not only by an unfamiliar woman but by anzunfamlllar peer as well.
Twelve mothers and their 3-year old sons served as strangers for this assess-
. ment, They pere randomly assigned to assessment families; As well as an
"approach sequence", like that described for Assessments 1 and 2, in which
the unfamiliar mother acted as the stranger, this'visit included several
periods of free play for the two children -- with two toys, with one toy,
without toys, and with two cookies.

Another variation of the stranger probe was conducted as Assessment L
for the children in Wave 1. (Unfortunately, it was not possible to carry out
th1s more . elaborate probe for Waves 2 and 3 as it requlred more research staff
than were ava;lable at that time. Assessment L for Waves 2 and 3, therefore,
repeated the standard stranger probe of Assessmehts 1l and 2.) This variation
of the stranger probe was based on differential penformance by two (adult)
strangers. The first stranger was "nice" to the child: she gave the child a

toy, a cookie, she smiled, praised, talked to, and played responsively with

the child. Then she went through a st:.dard sequence of activities like that

el

in the basic stranger probe. The second stranger, byvcontrast, before going
through the basic approach sequence of the stahdard stranger probe, was
"nasty" to the child. She took away the toy the child was playing with and

wouldn't give it back, was verbally critical and negative, frowaed and

scowled, ignored the child, and accused him of tearing a book.




' told that the observer wanted tu see how the child played "naturally" without

the observer followed the child's activities, recording any social inter-

(2) The Attachment Probe

Another semi-structured pfdbe, this one to assess the child's relation
with or sttachment to his or‘her mother, followed‘the‘stranger probe at the
Social Assessments. The mother was instructed by the observer to do the
following things, item by item, again, while the observer recorded the
child's social reactions. First, the mother sat at a distance from the

child and ignored him or her, then, like the stranger had, she looked,

-
St .

smiled, and talked to the child, then called him to her, tried to engage him or her
in a physical-social game, and played with the child with a toy -- in an
attempt to eligit social interaction. Afte} the play and social interaction
time? phe motﬁer went through a series of separation aﬁd reunion activities:
going to the other side of the room, into the next room (out of sight), re-
turning to the child's view, then leaving once more, this time behind a
closed (bathroom) door and returning, and finally leaving the house and
returning. Tﬁ;gxpﬁocedure wés followed for Assessments 1, 2, and k, In
Assessment 3, the strange mother and baby visit, the child's relation to

his mother was observed as she ignored him while talking with the other
mother, played with him, played with the unfamiliar child, left the ro;m;

as he was approached by the sfrange mother, when his mother returned, and

when she took away his toys.

b, - Unstructured Situation
The second assessment procedure followed in the Social Assessment visit
was a one-hour observation of the child during his "natural" interaction with

people in his home. After the Stranger(s)4had left the house,-the mother was

any intrusion or instruction from the observer, and she was asked to behave s

as far as possible as if the observer were not present. For the next hour

66504




action he or she engaged in or any behavior direc%ed towa£d him or hér, by
means of a continuous observational scheme. The cﬁild'S«behaviors (from a )
pre-established behavior repertoire! Table E2) were recorded in the riéht
column of a stenographer's notebock, those of the othgr person (interactor)
in the left column. Simultaneous behaviors were writfén on th; ;ame hor-

izontal line;'éequential behaviors, on alternate lines. A time scale was

imposed by marking 10-second intervals (at the sound of a 10-sécond beeper)

on the record. Any particular behavior was recorded only once during a 10-
second period unless it was interrupted by another behavior and then r;sumed,
‘A behavior that continued for more than 10 seconds was indicated by a vertical
line foé the duration of that béhavior.

As well as recording the behavior unit (in en abbreviated code form), the
‘observer also noted for each behavior: the actor (mother (M), father (F),
sibling (S), grandmother (GM), etc.), a specifier (the specific object de-
manded, given, offered, or taken, the pafticular game played, which word was K K
imitated, why thelchild cried, etc.), and whether or not the behavior was )
intentionﬁlly responsive (R) to the other person's behavior.

At the end of the hour observation, the observér subplementéd her quan-

tltat1V° observational record by fllllng out a set of more qualltatlve rating

scales describing the social-emotional behavior of mother and child (Table E3)

C. Activities Choices
The activities choice probe was modeled after Santostephano's (1970)
miniéiure situations. A series of dichotomous choices were presented to the

mother of activities for her to do with the child: Would you rather read the

¢éhild a poem or have the observer read it to him? Would you rather play with
the child with a puppet or-let him play with it by himself? Tell him-the

story of Goldilocks and the Three Bears or play with him with a teddy bear?

Teach him to count to ten or to say "please" and "thank you"?... The choices

-
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were selected to assess maternal preferences on a number of theoretically
interesting dimensions: the amount of independence or autonomy the mother
would allow the child, her attachment to the child, her interest in stimu-
lating the child 0£ developing his intellect versc  playing with him or

3 -
deyéloping his éocial skills, and her encouragement of stereotyped sex-roles.

There were 19 such choices presented to the mother. In five of those choices,

after the mother had selected her prefered activity and told the observer how

difficult she found the choice, she was actually asked to perform the chosen

activity. During the activity that followed, the observer rated the quality
of the motherféhild interaction (positive emotidn, kind of teaching, cooper-
ation,:reéponsivenes, and so on). For the other 1l choices, tﬁ¢ mother was
merely asked to indicate her preference and how easy it was for her to choose.

The activities choice probe occurred in Social Assessment L.




Appendix EII: Social Assessment Variables
e. Interaction Variables
The variables from the unstructured home observation foéussed on the spon-
taneous social interaction of mother and child -- and were perhaps the most
eritical aspect of the social assessment. They were derived from a repertoire
of observeble behavior units (Table E2). ‘ These behavior units, which were )
recorded at the time of the observation, were at the level of discrete be-
havig;, for both mother and child. They included'a range of social actions:
smiles, plays game, touches affectionately, talks,‘hits, restrains, holds,
gives, shows, plays sdcially with B toy, books, etc. On the basis of previous
research in the Social Panel, the behavior units from the assessment'observa-
tion protocols were combined and supplemented by the coﬁ;arable qualitative
ratings (Table E3) made at the end of the observations, to form meaningful
dimensions or categories of social behavior.
For the mother, the variables thus formed were as follows -~ all referring
to her behavior directed toward the child:
Affection....e.....a combination of caressing, smiling, praising.
TalK.eeesossesseseoall the motber's verbalizations to the child.
Unaccepting........hitting or punishing, restraining or physically
putting the child, criticizing, reprimanding,
saying "no", giéing orders.
Effectiveness......mother's overturesvto the child.-- with materials,
verbally, or soé;ally --‘were accepted by the child,
and judged "effective" by the observer.
Responsiveness.....immediate and positive response to tﬁe child's
soéial expressive behavior: vocalizing, smiling,

playing, giving, showing.

Social Play........playing socially, physically, or a game.




-

For the child, the social interaction variables thus formed -- réferring

to behavior directed to the mother -~ were:

Affection.ceeseeces smiling, pattiné, positive gesture, positive

| vocalization. ,
TalK.eeooooooos veeoooall the'childﬁgivocal expressions to the mother.
”Responsiveness ..... immediate and posifive response to the mother's

social-expressive behavior: talk, smile, touch,

Y hold, play, come, give, show, offer.

-~ and referring to the child's behavior to a stranger . --

Social contact with observer...the combination of all the child"s pos-.
itive and active social behavior to the oﬁserver:
holding, smiling, playing, vocalizing, positive
gesture, giving, offering, showinga approaching.
The third category of interaction variable was mutual behavior of mother
and child: . ' . |
SBIME TOOM.eeereosos amount of time mother and child spend together in the .
same room. '
Social with objects...mother and.child élaying together with&dbjébt,
giving or offering and teking, éhowing and looking.
Eye-to-eye....c000 looking at each other.
Physical contact...holding, clinging, or fouching;
Social contact..... both smiling, both talking (in same 10-second period),
| social playiﬁg together.
d » b. Stranger Variables ‘

One of the dimensions of interest in the social development of young child- "

ren is their reaction to unfémiliar orbnovel people. With very young children,
a significant developmental phenomenon which has been observed repeatedly is

that of "stranger anxiety" or "fear of strangers". In this study, with some-

Q '
: e
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whet older children, we assessed not oniy their negative reactions to strangers,
but théir positive, cooperative social behavior as well. The variables derived
from the stranger probe focussed on individual differences in amounts of various
kinds of social behavior children direct toward unfamiliar adults in standard
situations. The measures were based on a behavior checklist filled out 'at/each
step of thé stranger probe procedure. Once again, the level of recording was
largely that of disqrete‘social behaviors ~-- facial,bvocal, physical, ahd
motoric: smiles, vocalizes, touches, goes; frowns, frets, criés, avoids. The
child's behavior both to the stranger énd to the mother were recorded concur-
rently, fhroughout thie probeﬁ/ These discrete behaviors were then combined to
form broader categorieslor dimensions which paralleled the variables derived
from the naturalistic observation, prior ?o analysis. , v )
To depict the child's reactioﬁ to the stranger, the variables were:
Affection.veses....smiling, c;ressing, vocalizing positively, enjoying
the game with the stranger.‘ ’ 3
TalK..vesessens.s..all vocalization directed to the stranger. :
_ Physical contact...touching, holding, clinging, approaching and staying
close to the stranger. |
Social contact.....initiating or reéponding to or participating in play
| with the sfranger, giving or showing-objeétg.

Negative reaction..frowning at, fretting, crying,|avoiding, or hitting
\.

4

;
—

the stranger.

For the strange mother and baby probe in Assessment 3, the variables for

the child's }eactlon to the unfamiliar mother were identical to;these for the
stranger. In addrt;on, the child's reaction to the unfamiliar peer was assessed
according to the saméxaimensions;% One further strgnger variable was calculated’

iq>Asséssment 4 for Wave 1$ \tpé child's differential reaction to "nice" and

"nasty" strangers. A high score\was given for being relatively more positive

to the nice stranger and relatively more negatlve to the nasty stranger.
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c, Attachment Variables |

One of the milestones in young children‘s social development, according
toiMary Ainsworth, John Bowlby, and others, is the child's formation of a
strong emotional attachment or bond to the mother. One wéy o; demonstréting
this bond, they suggest, is by watching the child's behavior toward his mother
during separatién and reunion with her and-during the approach of n strahger.r
These events were included in the episodes of the social assessment (i.e. the
attachmeﬁt probe -~ separation and reunion -- and the stranger. probe -~
approach of é stranger). Also included as part of fhg attachment probe was
the child's behavior during a standard social interaction (the approach Se-ﬁ

.

quence) with the mother.

Ainsworth has provided guidelines for rating children as unsttached, low- -

attached, secure-attached, high-sttached, and "mal“-attached (Ainsworth 1967).
These ériteria were épplied to children"s behavior ih our structured attachment
and strangef probes to provide anlattachment rating, given by the observer at
the end of tﬁe sesgioﬁ. ‘

Children's behaviof toward their motheré was also recorded at eaép step
of the structured probes, onithe sam; checklists as were used tojrecoéé their
behavior toward the stranger. Thus a record of the childfé social behavior
to mother -- smiles vocalizes, touchcégoes to, etc. -- was obtained. These
discrete behaviors were éhen comﬁinedrinto two catégoriés,‘§3raliel to fhose
_fbr_behavior'to the strangef and behaviér té the.mother in the unstructured
situation:- B |

Physical contact...touching, eliﬁging, going £o and staying close to,

and crying or fretting té ﬁother when the strangér
approaches.,
Socigl contacé.....gombination of looking, smiling, vocalizing: caress-

ing, responding to, and enjoying pla%ing with and

prolonging the game with mother.

(6910
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a. Aétivities Choice Variables
The mother's jreferred activities were scored alcng five dimensions, each
score being the sum of her ease-of-choice ratings (from O - hard to 4'- easy)
fof those activities pre-selected to reprgsent.thebfive dimensions. The vari-
ables thus were:
\Supporting the child's independence/aﬁtonomy
-~ ‘ For example, mother would rather child play alone than
with her, put on his own coat, solve his own problems.
Maternal attachment to the child
thh;r would rather read to the child herself than have

2 the observer read to him, look at magaziﬁé with child

( than read it herself, let child "help" her cook than do

it herself.

Intellectual stimuiation of the child . ¢

'Mother would rather teach child skills like ‘counting,
sorting, labelling, how to use a toy, than play with
hin, ‘

- Social orientation i
. .
.'Mother would rather play social games -- Farmer in the

Dell, play with puppet -- or teach sbcialArules -

like "please" and "thank you" -- than do intellectual .

2

" activities with the child.
Encouraging stereotyped sex role for cuild
Mother cheosesvsexistereotyped toys or games like train,:
car, ?inker Toys, tool box -- for boy; doli, toy kit-
chen,(purée, dress-up clotheé - for'girl._

Based on ratings of- aspects of tﬁe mother-child interactions during thé

chosen activities, several more variables were formed as well. These were:
€« . -




&aternal positivg emotion te the child during Phe activity. )
Maternal teaching of the child during the agtivity. g

Maternal school stimulation of the child during the activity.
Maternal responsiveness.

Maternal ezreCtiveness. ‘

Child's positive emotion to the mothef during ﬁhe activity.
-éLild's cooperativeness with the mother.

Child's interest in the mother during the activity.

o

..

o
@)
<
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Appeﬁdix FIII: Social Assessment Recording and Coding'of fcasures

a. Semi-structured Situations

(1) Standard Stranger and Attachment Probes Episodes

Str;nger Episodes: |

1. The stranger arrives and is introduced to mother and child.

2. The stranger sits at :some distance (approxiﬂately 12 feet y¢from
| mother ~nd child. She then looks at, smiles and falks to the child
~ for fiminupe.

3. The stranger calls the child to her (or goes on talking if the child

has alreedy approacned her) for 1 minute.

« 4. The stranger plays with a toy in a socially inviting manner, looking
and smiling at the child, calling ﬁim, demonstrating the toy, ete.
for 2 minutes.

-5, If the,chiid has not spontaneously approached stranger by this time,
stranger goes to chiid taking toy, and looking, smiling, talking

-

warmly, for 1 minute." ~
. 6. Strangef'tries to engage child in play with the‘toy, for 4 minutes.
T. Stranger stops playing, leaving toy available toézhe childsy. for 1
minute. .
-8, Stranger puts her arm around the child or ﬁicks him up and plays a
physical-soc¢ial game.with him for s maximum g? 2 minutes' (less if
child shQWS negative reaction).’

9. Stranger stops playing, but stays near the child for 1 minute.

10. The stranger leaves the child, goes to the other side of the room, -

not lookihg &t the child, for 1 minute.

« -

11. The strangér gées into another room, still visible through the door-
- way, and calls the child to come to hef, smiling warmly, etc.,.for (

1 nminute. |

St




12. If the child comes'to'her the stranger tries to engage in social

N

interaction w1th ‘him, for 2 minutes.

lé/ The~stranger leaves the house, or goes into another roou while
't chlld s behaylor with mother is assessed.

. Atta.chment (Interaction and Sepa.ratlon) Eplsodes' 7
“1b, Mother sits. at some- d1stance from child (approximately l2 feet) for

o

1 mlnute, 1gnor1ng the chlld.

-’

’

15. Mother looks at, smiles,'talks to child for 1 minute.

16. Mother calls chlld to her (1 m1nute)

e

i7. Mother tr1estto engage-thild in social interaction (phy81ca1 or

- -~
o ¢ 1

.+ - sodial game) for-2 minutes.

e

/18. Mother plays with child with a book for b minutes.

19. Mother leaves'child ‘goes to other side of“rooh, for 1 minute.

“l 20. Mother goes 1nto next-room, out of sight, .but not behind a closed

a -

door or gate for a maximum of 2 minutes (less if child follows her).

21..¢Mother‘returus'to child's room and 1doks at him but does not talk,'
play, or approach,'for 1 minute. L | .

22. Mother goes into the bathroom for 2 minutes and olosés, but does
not lock the door'for_a meximum of 2 uinutes?

>'23. Mother returns to:ohild's roor and looks but .does not talk or ..

,’v approach for 1 minute.

24, Mother leaves throughlan outslde‘door, eloéing“the door behinu her,

B éor a mﬁximum‘of_2 miuutes. )

25, hother_returné, 1ooks but'does not talk_or approach, for 1 uinute;

(2) Strange Mother and Baby Probe Episodes:

1. Strange mother (M2) and baby (B2) arrive and are introduced to
study mother (Ml) and chlld (Bl) bbserrer records for 1 minute.

2. Observer gives doll and truck to Ml saylng 'Here are the toys for '

»

e

S .-400314
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the babies to play with while you and Mrs. X sit and visit!'_O‘

- < i
_observes until M1 sits down. o o
— : ‘

b o ; .3; Mothers sit and talk together or look at books"orvmagazines. Child- -
‘ * ren are free fo play by themselves for 3 minutes. T
l _‘ | L. Strangevmother'(ME) goesrthrough'"approach sequence" with Bl:
. . ; calls, smiles, and talks to Bl 7

approaches B, talking and smiling
touches B, talking and smiling .

picks B up, holds, talking and smlllng

. | ' puts B down 1eaves B, goes back to chair or couch ’\g\\\\
for 2 ninutes. ' ] | ’

5. Mothers talk together, ch11dren free to play, for 1 1/2 mlnutes.

6. M1 plays with Bl, sgclal game, for. 2 minutes.
T. Ml plays with B2 s1m11ar1y, choice of activity is always up to M,
for 2 minutes.

v ' 8. M2 offers Bl two small cookies from her position on chair or couch.

-

If Bl does not go to M2, M2 goes to Bl and gives him cookies, then
- ‘ . sits down again.

o 9 Mothers*%alk together, children free to play for 1 1/2 minutes.

10. Mi 1eaves room for 2 minutes. - ~ C . . ~

St . s

11. M2 does approach sequence 'with Bl wpile Ml is stlll out of room:’

- calls, smiles, and talks to Bl - .

v ‘ approachés gt\\plking and smiling R
touches B, talking‘apdjsmilihg

picks B up, hodds;-talking and smiligg

puts. B down, 1eawes B, goes back to chair or couch‘

» -

The estlmated tlme for sequence is 2 mxnutes but if B starts to 3
té -

follow M1l or to cry, M2 does approach sequence sooner and faster,

00315




12, M1 repurnsvto room, gives the children two toy telephones, wﬁile «
0 removes.doll and truck; O ohserves till Ml sits dovn.

13. Mothers talk together, children free to play,'fér 1 1/2 minutes.

14. M removes toy Bl is playing with. Mothers talk together, children

play, for 3 minutes. : J

-

p—

(3) Nice and Nasty Stranger Probe Episodes:
1." First stranger (S1) plays with child and jack-in-the-box in & stim-
-+ ulating manner for 2 minutes. She éﬁggests activities, is enter-
taining, talks, questions child, and so on.

5. Sl waits for 1 minute, not playing with toy, looking at but not

talking to child. , 5 - \

3. Sl“plays with child and *ack-in-the-box responsively for 2 minutes.
She does noé suggest new activities, but elaborates on child's
activiiies, télks about what child is doing, lets child play with

toy, and so on.

4, 81 waits for 1 minute.

-

b B

5. S plays with child "nigely" for 3 minutes with blocks. Alsb gives .
- ( - child cookie, smiles, préisés child, is friendly, responsive.
6. She puts blocks away, puts jJack-ii-the-box beside her, and waits
(1 minute),.looking at child. o
7.'.She”talks to child for 1 minut:t‘
8. She plays with jack-in-the box for 1 minute.
| 9. _She talks to child or plays physical game fof 1 minute.

10. She puts toy away.

11. She says "goodbye" and goes into the next room for 1 minute. .

12. She returns, and now becomes the observer for the next stranger (S2).

13-17. 82 is the "nasty" stranger.' She goes through episodes 13-1T that

are identiéal to episodes 1-h with Sl,using a tall in place of the ’

\)‘ . - . .
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jack-in-the-box, a book in place of the blocks.

18. During episode 18 (equivalent to Sl's episode 5), however, she °
behaves in a "nasty" manner -- she is critical of the chilad,
accuses him of tearing the book with which they are playing,

refuses to play what he suggests, and so on.

%)
19-24. Identical to episodes 6-11 for S1, using a ball in place of the

Jack-in-the-box.
- 25. B2 returns to the child's room. Both strangers smile at the child,

not initiating any interéction, but responding appropriately if
o

3 * 4

_child does, for 3 minutes.
26. Both strangers ask child for a cookie (a box of cookies having been

. brought out by S1).

Stranger/Attachment Probes Observation Recording

For each of the stranger and attachment episodes; the following checkiist
of social behaviérs was filled out (at 10-second intervals for the nice/nasty
sﬁfanger probe; at 30-second intervals for the strange mother and baby probe;

at l-minute intervals for the standard stranger probe):




TABLE El =
OBSERVATION CHECKLIST FOR STRANGER AND ATTACHMENT PROBES

. Stranger (or (Strange
Observer*¥) | Mqgther Peert)

Léoks at

Smiles at

Looks away'from (visually avoids)
Frowns

Vocalizes to

Frets or fusses

Cries |

Touches

Carresses or pats affectionately

Clings to or holds

Aggresses against (hits, kicks, etc.)
physically

Gestures "wants"
Goes-to 7

Stays close to ‘
Avoids physically
Gives, offers or shows object to
Takes object away from '
Takes object responsively

I
1

% in Strange Mother and Baby Probe

#* in attachment episodes, when stranger
was not pre#ent '

<

As well as thi% standard checklist, additional checklists were filled out for

the "game" episodes:
Geme is brief |

Game is Ibng 1
Child plays onl& with toy

Child plays yit$ toy and person °

Child playslwitﬁ person socially
(not mediated by toy)

Child initiates social interaction
Child enjoys game
Child participates in game

Child prolongs game
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Finally, immediately #fter the stranger probe procedures were completed, tﬁe
observer filled out a set of rating scaleg, based on the child's behavior
dq?ing the entire probe:

1. Child's Social Responsiveness to Stranger (5-point scale from "none" to
"always enjoys and participates in interaction with stranger, approaches
her spontaneously, eagerly, without coaxing’).

2. Child's "Stranger Anxiety" (5-point scale from "none" to "avoids stranger,
cries when aﬁproached by stranger").

3. Child's Sociél Responsiveness to Mother (5-point scale from "none" to

| "always enjoys and participates in interaction with mother").

L. Attachment (7-point scale, based on Ainsworth's categories):

A - Bl B2 B3 Bk c
Unattached =~ Low Not very Secure Very Over "Mal-"
Attached Attached Attached Attached Attached Attached
Rating:
1- -2 3 L - 5 -6 -—=T

A "Unattaéhed"'- The baby shows little or no tendenc& to seek proximity,
interaction or ¢éontact with his mother. He generaily-ignores her, even after she
returns from the other room. He may be rejecting ,f*her. Hé"shows no stranger
anxiety, but behaves toward the‘stranger as he does toward his own mother.

B3 "Secure attached" - The baby is active in seeking interaction with his
mother,'particularly in a stressful situation, such as whcn‘she 1eavesrthe room
when the stranger approaches,’;nd so on. He uses her as & sécure base from
which he can venture fofth to play or explore. He may or may not be friendly
toward the stranger, but he obviously prefers his own motner.

Eh "Very attached" - The baby wants contact with his mother, and actively seeks.
it by approaching, following, clihging. ﬁe is preoccupied with his mother when
she is present, and is distressed when she is absent.

C "Mal-attached" - The baby cannot use the mothgr as a secure base. He dis-

plays generally maladaptive behavior in the stranger situation. He is anxious

gnd/or angry and/or rejecting -- toward mother and stranger.
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Stranger/Attachment Probes Coding of Vériableé

Affection to stranger: OSum éf frequency (froa checklist) of’smiles, caresses,
enjoys game (X 3) with stranger. ;

Talk to stranger: Sum of frequency of vocalizés to stranger.

Physical contact with stranger: Sum of touches, clings, goes toz stays close
to stranger. |

Social contact with strangér: Sum of "wants'", gives object, takes responsive,
long play (X 2), plays with stranger (X 2), initiates interaction

(X 3), participates in game (i‘2), prolongs games (X 3), social re-

sponsiveness to’stranger rating (x 3).

Neéative feaction to straﬁger: Sum of frowns, frets, cries, aggresses, avoids,
and stranger anxiety rating (X 3).

Physical contact with mother: Sum of touches, clings, goes to, stays close to,
and frets or cries when mother leaves room. ?

Social congact with mother: Sum of looks, smil es, vocalizes, caresses, gives
object, long play with mother (X 2), plays with mother (X 2), enjoys

game (X 2), prolongs game- (X 2), social responsiveness to mother
>

rating (X 2).

Attachment to mother: Aiasworth rating coded from 1 (unattached) to T

(mal-attached).

For the Nice and Nasty Stranger .robe, the varigplé of the child's differential
reaction to strangers we calculated on the basis of the sum of the
number of positive 10-se: w1d intervals wit ‘the nice stranger minus
the nﬁmber.of positive 1U- second intervals with™she nasty stranger,

‘

and the number of negative 10-second intervals with the nasty stranger.

» minus the number of negative 1lO-second intefvals with the nice stranger.
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b. Unstructured Situation

Observation Recording
TABLE E2
BEHAVIOR UNITS FOR OBSERVATIONS IN UNSTRUCTURED SITUATION
Abbreviation
Behavior Unit Used o Definition
Observation
Record
Maternal : ;
‘Mother physically holds, carries, or
Holds h touches child.
. . ¢
Affectionate atc Mother caresses, hugs, kisses, fondles,
tactual contact etc. the child. If the activity is for
" the purpose of soothing the child, it is
_called "atc-soothes".
Restrains restr . Mother deliberately and actively resgricts
child's physical activity.
Attends need attn Mother performs caretaking function-
- feeding, dressing, etc.
" Appropriate re- appr R Mother makes specifically appropriate
sponse~(specif1ed) response not covered by another category
' . ' behavior.
\ .
Comes room cms rm Mother comes into child's view.
Comes baby cms B  Mother comes to the child (within 4 feet).
- Leaves roon ) lvs rm Mother leaves child's view.
Leaves baby lvs B Mother goes more than L reet away »from
Puts 7 puts Mother moves child -- puts in highchair,
S on floor, etc.
Looks ) 1 Mother looks directly at child.
' r
Smiles sm Mother smiles or laughs at child.
Hits ~hits Mother inflicts physical pain on child,
- slaps, hits, punishes. :
Gives gives Mother gives an object, toy or food to
the child.
Offers Offers Mother offers object, etc. to child ~-
- physically and/or verbally; effort on the
child's part is necessary to obtain object. {
Shows ~ shows Mother shows an object to chiid -~ points, - |

demonstrates, etc.
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BEHAVIOR UNITS FOR OBSERVATIONS IN UNSTRUCTURED SITUATION

Abbreviation ‘ ¢
Behavior Unit _Used in ‘ Definition -
Observation

Record N

Maternal (continued):
i Mother deliberately refuses to give child

No-gives | . no gives an object he desires.
Takes takes. Mother takes object from child.
Plays toys pl toy Mother plays witﬁ child with to} or other
| . objJect.
- Plays physical pl physl Mother plays with child physically --

.tickling, bouncing, etc.

Plays game ; pl geme Mother plays relatively -conventional game
' like peek-a-boo, pat-a-ceke, with child.

Plays social pl soc Mother and child engaged in spontaneous
face-to~face, happy, reciprocal interaction.
Imitates imit Mother imitates child's vocalization
(v' imit) or physical behavior (8' imit).
Verbalization \J Mother talks to child. If content and/or
- - tone are especially positively affective,
(e.g., praise), verbalization is called
"V+". if negative (e.g., a sherp "no" com-~
mand, or a reprimand) "V-"; if a verbal
demand, VD. :

Expressive physical exp Mother gestures to child in some communi-
cative way.

-

Child: )
The child initiates or maintains casual
Holds h ' physical contact with the mother or another
person. ‘
Affectionate ) atc The child expresses physical affection to
tactual contact a person. /
Clings clings The child initiates or maintains intense
: physical contact with the mother or another
person,
Expressive exp ' The .child expresses a need, feeling, desirg,
physical etc. physically. May be exp -(e.g. temper
' tantrum), exp (e.g. reaching for an object),
or exp +(e.g. gleeful bouncing).
Appropriate ' appr R The child responds to a person's verbaliza-
response : tion or gesture appropriately (e.g., does
vhat the mother asks).
Qo Goes M's room goes M rm Physically moves into view of mother. |
ERIC foes M Rk e
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BEHAVIOR UNITS FOR OBSERVATIONS IN UNSTRUCTURED SITUATION

Abbreviation - ‘ p )
e Used in ' YT
~ Behavior Unit Observation . Definition
—_ Record p
Child (continued):
Goes to pérson ‘ goes Goes to mother or other person (within L
L ' feet). : -
Leaves mother . lvs M ’Mbveé more than 4 feet away from mother.
Leaves mother's room 1lvs M rm Moves so that he is no longer within
' mother's sight.
) Looks 1 Looks at a person., )
, Smiles o sSm Smiles or laughs at a person.
l% '
Gives . gives Gives an object to some person.
Shows - shows Shown or offers an object to a person. ‘
Takes takes Takes an object, food, etc. from a person.
No-takes _ no-takes ~ Refuses an object»a'person’is giving or
offering.
Plays toy pl toy Plays with an objecf or toy with another
person. ’
Plays social pl soc Playsjwith a person without objJects.
Cries ' cries Prolonged, intense negative vocalization,
: with tears. %
Vocalization v . Child babbles or says words, sxllables: or
gentences: "V+" if tone or content is pos-
_itively affective, "V-" if negative (e.g.,
fret, fuss, whine), VD if,a vocal demand.
imitates © imit The child imitates another person's
N . activity (g' imit) or words (v' imit)
imhediately. ' '
Fof each child behavior unit, if the mother is not tﬁe'object of %he child's
social action, the person toward whom the behavior is directed is indicated by
an initial (e.g. "O" for observer). Specific objects used, games played, de-
. : 4
sires gestured, etc. are also indicated in the observation record. Each behav-
ior unit, furthermore, is qualified with an "R" when the behavior is deliberately,

and directly responsive to the other person's behavior.
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TABLE E3

MATERNAL AND CHILD RATING SCALES FOR YNSTRUCTURED SITUATION -
. "¢

Maternal Rating Scales

1. Amount of positive emotion expressed (frequency of atc, tone of voice, V+...)
(none)  Oeeeew—--l 2 3 L (lots) - :

2. Amount of negative emotion expressed (frequency of hits, angry tone, V-.i.)
(1ots) & e 2 -3 -—=0 ({none)

3. Acceptance of B's behavior (no restr, hits, V-, VD...)
(never) © § R 3 4 (all the time)

4. Amount of physical contact (n, atc, pl phys...)
(none) O=—=s 1 ——2 Fmmmee—==li  (1ots) -
5. Social stimulation (1, sm, pl soc, game...) .
(none) © --1 “2mmme—em=3 4 (1lots)

p—

6. Verbal stimulation (V, V+, V-, VD) A
s+ (none) Oe====—=-1 2 --3 ——== (10ts)

7. Stimnation with materials (pl toy, shows, gives, offers...)
(no1e)  O-- 1-- 2 3 -4 (1ots)

8. Responsiveness to distress-demand (when B: V-, VD, cries, exp (wants))
(almost O —=1- p - -3 --4 (always, immediately)
never or very delayed) ‘

9. Responsiveness to social signals (when B: 1, sm, goes M, h, atc, exp)
(almost 0 1 At L L e 4 (almost always)
never ) N .

10. Effectiveness of social behaviors (1, sm, pl soc, V, are effective)
(almost © 1 2 -3 -4 (always_ interests or sat-
never) ' ‘ isfies B)

11. Effectivensss of verbal behavior (V, V4, V-, VD, are effective)
(almost O 1- -——=2 3~ --l (almost always)
never) . o

12. Effectiveness of behaviors with materials (pl toy, gives, shows, offers,
- are effective)
(almost O-—-==cm=lmmmcm——=2-- 3 L4 (almost always)
never)

Child Rating Scales

1. Social responsiveness, to M (when M initiates game, etc.)

S, S b ] eemmmeee==0 P, [ +2 ——+3
avoids ignores . 1k 1k, sm, sm,exp+,V+ loves it,
. cries v only briefly prolonged - forever

2. Socialability to Observer : .
4 -1 0 +1 +2 - +3

' avoids, avoids at ignores 1k, sm 1k, sm, . tries to en-
o cries first, V- V  gageinplay

-‘ v . . 0 0 3 2 4 . _._mt—_,,,..v_,,,

2




Unstructured Situation Coding of Variables

Variable =

Behavior Proportions

4+ . Behavior Ratings
(Number of 10" intervals (Divided by the number
for given behavior unit(s), in parentheses before
divided by total nurber of. adding to behavior
10" intervals in observation) propor tion) . “
Maternal Variables: , ‘

" Affection ate, V+, sm positive emotion (1000)
Talk V, V'imit verbal stimulation (100)
Unaccepting - hit, V-, VD, no gives, negative emotion (1000)

- restr, puts (not R) ' o
Effectiveness effectiveness social (1000)

effectiveness verbal (1000)
, effectiveness materials -
‘ (1000)

~ Social Play pl soc, pl phys, pl game social stimulation (1000)

BN
Child Variables:
Affection to Mother sm,-atc, V4, exp + -~ to M
Talk to Mother V, V'imit, VD == to M
Sociul contact h, sm, pl, V, exp, gives, social to observer (1000)
with observer shows =+ to 0
Mother-child Inter-
action Variables:
Same room M & C in same room, calcu-
» lated by ems and 1lvs rm
Social with objects M or C gives, takes R, stimulation with materials
| shows, offers, pl w/obj (1000)
Eye-to~Eye M and C 1 at each other
Physical contact MorC h,vatc, cling - physical contact (1000)
Social contact Mand C sm, V+, V, pl
Maternal Besponsiﬁeness: vhen the child performed a social expreséive behavior. -

directed toward the mother (i.e. sm, V, V+, goes, exp, expt, gives, shows, atc,
h) then, in the same or the next 10-second interval, the mother responded appro-
priately (i.e. 1 R, sm R, pl R, imit, VR, V+ R, h R, atc R, takes R, or appr R).

Child Responsiveness to Mother: when the mother directs a social-expressive ‘behav-
ior to the child (i.e. sm, V, V+, gives, offers, shows, atc, h, pl, cms B)/#hen |
————within the samé or the next 10+second interval, the child responds appropriately
o (i.e. 1 R, sm R, pl R, imit, VR, V+ R, h R, atc R, takes R, appr R, exp+ R).
'ERK: - S 6052 R : N -
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€. Activities Choices Probe
Observation Recording

A Activities Choices:

lﬂother chooses betwecen the following pairs of activities to do with the child:

1. (a) Read to child out of book (The Little Engine that Could) or ‘
(b) 1let him pa1nt-w1th—wgter (Mother is shown the two books before choosing).

2. (a) Read child a poem (by A. A. Milne or
: - (b) have observer read it to child. (Mother is shown poem before ch0051ng)

3., (a) Play with child with a puppet or :
”(b) let him plaey with puppet by himself. (Mother is shown puppet before .
- . ch0051ng). ,

k. (a) Tell child the story of Goldilocks and the Three Bears or
(b) play with child with-a teddy bear.

~ 5. (a) Teach child to sort beads imto two colors or
L ~ (v) teach him to play "Farmer in the Dell".
6. (a) Teach child to count to ten or
(b) teach him to say "please' and "thank you' .

7. (a) Teach Chlld to make patterns with drinking straws or ¢
(b) teach him to blow bubbles. (Mother is shown straw patterns and bubbles).

® : 8. (a) Help child put on his coat or
(b) let him put on coat by himself.

9. (a) Give child a car to play with or
(b) give him a doll to play with.

"10. (a) Lcok at Redbook (magazine) by herself alone or
(b) entertain child with magazine.

11. (a) Let child "help” her while she is cooklﬂg or cleaning or!
(b) do the cooking and cleaning by herself.

12. (a) Give child an’electric train for his next birthday or
(b) give him a toy kitchen, with an oven that "works".

13. (a) Draw a picture for the child or
(b) let- Chlld play with paper and crayons while she watches.

14. (a) Let child play with Tinker Toys or
(b) let child play with dress-up clothes.

15. (a) Let child play with toy horn or
’ (b). show child how to play with horn. (Mother is shown horn before choosing).

! 16. (a) Show the child how a jack-ln-the-box works or - ' '
‘ (b) tell him how it works. (Mother is shown jackaﬁg-the-box before choosing).

17. (a) Use a book to teach the child labels for plctﬁrts or objects or
(b) entertain him with a story. - . \

06526 L
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18. (a) Show child how to open purse or tool box or
(b) let him figure it out by himself. (Mother is shown purse and tool box,
and child has a chance to play with -
the toys before mother chooses).

19. (a) Play with child with purse or ' ¢
(b) play with child with tool box.

=~

kS

Rating Scales:
For each choice mother indicates how eaéy or difficult the choice is for her to
make. This "ease of choice" statement was recorded on rating scales from very
difficult (0) to very easy.(h).
| For some choices (3, T, 13, 15 and' 18) mothers were asked to perform the

activity thef'had sélected: Du;ing the time the mothers and children were doing
theyactivity;hthe observer rated the quality ofJihe'motheé-child interaction on
the/following scales'(eaéh a 5-point scale from O to L):

!

Amount of maternal teaching

Aﬁount of maternal soéial stimulation
Child's social interest in mother

Child's cooperative participation in activity

Mother's responsiveness to child

tivities Choices Probe Coding of Variables )

Vor coding the varigbles in the activities choiées probe, mothers' ease of choice

ratings for relevant items were .summed:

Variééle: - : Sum’of choices: 4
Supporting child's independence/autonomy 1lb, 3 b, 8 b, i2 b, }5 a, 18 b
Maternal attachment to the child 2a,10b, 11 a |
Intellectuil stimuié%ionnof the éhild & la, 5a, 6a, 7.a, lé b, 17 a
Social orienmtation f\\* . 3a,4b,5b,6b,7Tb, 168, 170D
Eﬁcouraging stereokyped,se%’role forvchild -For boys' mothers: ‘

9a, 12 a, 14.a, 19 b
. . For girls' mothers: - {
. . 9b,12b, 14 b, 19 a |

-«

The ratlngs of mother-child interaction were éﬂé means’ of the ratlngs for the

individual activities that were performed. O O 3 2 7 ’
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Appendix F: The Data

Standardized Scores-on the Bayley Mental

Scales (12-24 months) and the Stanford-Binet

12

(30 Months)

@ .
and Binet Scores

o

Stabilit%Coefficients - Baxley
Measurés;Used.in thé'Féctor Anélysés’
Temporel‘Stabii;éié;: Child Factors = -
Temporal Stsbilities: Maternal Pactors
Curriculum x Age Effects f;r,Childéen: Me;n

Factor Scores - e

o
t

+ Curriculum x Age Effects for Mothers: Mean Factor

. ' _ ‘ o
Méterngl Sociabili#y and Child Tésf Compeﬁenée:
Cross-lagged, Contemporaﬁeous,'and'Autocorrelatiqns;
Between 12 and 24 Months | h

Within-Cell Correlqtions‘at 12 and 18 Months for

»

3

A1l Children

Within-Cell Correlations at 24 and 30 Months for -

Within-Cell Correlations at 12 Months for Boys and

Girls : ' e

_Withih—Cell”Correlations at 18 Months for Boys and

Girls

Within-Cell Correlations at 24 Months for Boys and

Girls: ; | . __'_ o
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Apﬁendii F, The Data

-

e .
Py ,

TABLE-TH  Within-Cell Correlations at 30 Months for Boys and

o
o« ¥

w7 s Girld v
.TABLE'lS Mean Scores: Maternal Elaborativé Pléy as a Function
of Household Organization, Treatment Contrast, B
and Age
TABLE 16 Mean Scores: Core Curricula, Family Network, and Age
TABLE 17 Baby Only vs Mother Only Conf?ast:vMeaq Scores for

Maternél and Child Behaviors Which Vary as a

‘Fuhction of‘Family Factor, Age and Dyadic Treatment
Group |

TABLE 18 Mean Scores Maternagl DPominance as a funétion of
Family‘Netﬁork,'fnterféﬁtion Style and Age

>?ABLE 19° HV vs TO Contrast: Méan-Scores Maternal Passiye -
: mean ;

! Responsiveness,as a Function of Family Netwofk, Age
\ arid Home Visit - Test Oply Contrast /
W .
/

\\TABQE 20 Pretést_Ability ard SES Indices: Mean Scores for

Curriculum Groups
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Appendix F, TABLE 1
o . I : Standardized Scores on the Bayley Mental Scales “
. (12:- 2k moriths) and the Stanford-Binet (30 months)
h # . V . . ’ . 1
Age (months) | _ F-ratio
12 18 2l 30 X :
. ! . ,

Boys © 98.6h 93.43 94.93 97.05 96.01 Sex: 11.58%*

Girls 101.76 106.56 104.86 102.57 103.94 S x A: 3.58%

*p £.025, df = 3, 261

**p 0,005, 4f = 1, 88




s, - Appendix ¥, TABLE 2
N N ,
AETA ¢ . Stability Coefficients - Bayley and Binet Scores
- X <
Age (months)
. - 12 . 18 ' 2l
‘M1 Children (N = 100)
18 : —\ - 030*-*
ol ‘ L 29 # TR .
30 -~ : L25% lsg*** LG
b . - |
<. Boys (N = 48) ‘ .
18 .38%*
2k : Jhoww B (S
.3 .28 61w .59 #i
Girls (N = 52)
18 ' .18
r ' ]
o 2k .16 L65#* "
. N .

- 30 . .20 LSO LT3R

2

= *2(.05
*#p .01

*##p ¢ .001

| |
Q i
1

FRIC - 00531 - .




Appendix F, TABLE 3

Measures Used in the Factor Analyses &

. Proportion of words (D)
. % Descriptive speech (D)

. % Demands (D)

% Questions (D)

. % Answers (D)

. % Interjections (D)

7. % Utterances per minute (D)

L T et

12.
13.
1b.
15.
16.
17.

Comprehension (D)

. % Nominals (D)
% Modifiers (D)

. % Action words (D)

Play maturity indéib (c)

‘Level 1 activities (C)

Level 2 + Level 3 activities (C)
Pretend (C)
Social object actioms (C)- -

Tempo of play (C)

Child Measures

-

18. Object diversity (C)
19. Focal object involvement (I; C)

20. Narrowness of preference (I-II; C)

21. Executive failure (C)

22, Positive affect (1ab; C)

23. Negative affect (labji C)

2L, Look M (1lab; C)

25. Look O (1lab; €)

26. Expressive behavior (M-lab; C)
27. Contact cbject (WR-lab; C)

28. Distance M (WR-lab; C)

29. Sociability to O (home; E)

30. Talk M (home; E)

31. Affection M (home; E)

32. Responéiveness to M's
social behavior (home; E)

32. Preference M (home; E)

3h.‘Bayley-Binet scores




Appendix F, TABLE 3 (continued)

Measures Used in the Factor Analyses

Maternal Measures -

/4///“/’1. Maternal response to 11. Play entries per minute (C)
child speech (U+NU;D)

12. Social stimulation (E)

2. % Directives (D) -

13. Verbal stimulation (E)

3. % Describes people (D)

_ 14. Effectiven=ss (S+V+M; E) ) v

4. % Describes things (D) '
15. Unaccepting (E)

S. % Interjections (D)

' 16. Responsiveness to C's

6. % Question style (D) ' ‘ social behavior (E)
7. Noun-verb diversity (D) 17. Sustained sociability
(M soc R per C soc M; E)
8. Complete sentences .
(SAAD + Neg; D) 18. Mutual soc.-obj. exchange (E)
9. Complete guestions (D) 19. Mutual social contact (E)
10. Elaborative play style (C) 20. Same room time (E)

83ee Appendices C, D and E for complete descriptions of the variables. The.

appendix which contains the relevant information is given in parentheses.

bA measure which takes into account the maturity and frequency of the child's activity:'

PMI = 1 (Level 1) + 2 (Level 2) + 3 (Level 3 + P)/No. of activities.




Appendix F, TABLE 4

Temporal Stabilities: Child Factors

Age (months) |
18 24 30
”

1. Functional SS Competence 12 .09 .07 .25%
18 - J36uxx 03
2k - — DB

2, Sustained

Problem Solving ‘ 12 L3RR o) .08
18 .15 1
2k ‘ .ok

3. Specific fs. Diversive Exploration 12 .2B%* A7 A1

| 18 . ,23% .05
2k .09
4. Social Interaction-
Preference M (Home) | 12 «13 V A7 .01 B
18 o 23% 12
2k , .21*
5. Social Interaction- 12 : L339k LOlxn .28%*
Proximity M (Lab.) 18 a J35%ME L 35k
\ . 2L ‘ AT

6. Test Competence \12 . .10 L3 5%
18 e 50 ¥ Jhpenn
2L - Ll enn

*p< .05
¥ p_ ,025
%% ES .01




Appendix F, TABLE 5
Temporal Stabilities: Maternal Factors
Age (months)
12 18 2k
1. M. Sociability ‘ | -
18 29%
2k 12 36w
- ' 30 L23% .23% . 16%
2. M. Language Style: Directives
vs. Questions , 18 LOR%% ’
2k LoT** 12
30 .07 - .2h# .09
| . 3..-M Social Mutuality
18 .05
2L .03 _ 2L
30 | -.18 11 .18
) L., M. Articulate-Non Directiveness |
18 .19 A
2L, .02 21%
30 ; .10 .21% .13
" 5.. M. Non-Verbal Intrusiveness
18 .05
2k .03 .25%
30 .05 16 (31%%

O
B MC continued
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Appendix F, TABLE 5 (continued)
Temporal Stsbilities: Maternal Factors
Age (months)
12 18 2k
. 6. M. Dominance
18 . 30%*
24 .12 .25%
s .30 Lo ]2 - .13
T. M. Passive:—-Reséonsiveness : |
18 21 *
2l .15 2L ‘
30 A7 27 .33
8. M. Elaborative Play Style
18 .16
24 .15 18
30 26* .20% .05
*p<05 )
*#* p .01 ‘
*¥#¥ p (.001




Appendix F, TABLE 6

Curriculum x Age Effects for Children: Mean Factor Scores?

Age (months) Contrast/ Errati ) p-value
12 18 2k 30 Trend
“nnep

C. Fﬁnctional Ss )

Competence:
Language ©Z1.3% -.29  1.11 .69 'L vs. Pvs. S°  1.97 .07
Play ' -1.20 -.26 .92 .83 Quadratic 5.65 .005
Social , >  -1.32 -.63 .62 .83 |
Baby Only . =1.22 -.52 .73 .92
Méther Only ~-1.24 -.Si' .84 L83
Test Only 21.28 -.27 .78 .88

C. Interaction-~

{Proximitbe. (Lab): L
Language -.37 05 .18 L vs. Pvs. S 2.16 .05
Play .04 -.16 52 .18 Cubic 4.32 .02
Socia? =02 -.22 .1 -:3h
Bsby Only . C-.09  .1b .39 -.23
Mothér Only -.39 >.03 -.02 -.48
Test Only -.06 .03 .22 -.20

C. Test Competénée: R
Language Ay .05 -8 .12 D vs. TC 3.75 .01
Play 5 RIS R -.10 -.56 Linear 5.0k .03

. Social | .02 -.23 .07 -.b9 Cubic 7.99 .01

Baby Only .18 .21 .02 .76
Mother Only .07 .01 -.h2 .09
Test Only - -.02 .13  -.ah -.15 o / . <

0? Raw Scores; Paf (contrast) = 6/172; ar (trend) = 2/88
ERICar (contrast) = 3/86 ; df (trend) = 1/88
- o | 60a37

IToxt Provided by ERI




Appendix F, TABLE T

Curriculum x Age Effects for Mothers: Mean Factor Scores®

Mother Age (months) ‘ Contrasf/i F-ratio P-value
Factor | 12 18 . 24 30 Trend
M. Djrects vs. Questions:
Language 35 LT -12 -T2 HV vs. TO® 2.3k .07
Play © b L3h .18  -.6L Quadratic 6.77 .01 -
Social - .39 .53 -.33 -.39
Baby Only 2h .3k b5 S -.91
Mother Only .- .58 .59 51 =TT
Test Only .ho 27  -.43 -.&o
M. Dominance: D vs. Tt) 2.10 ns
Language .37 .51 .08 -.11 | Cubic 5.53 .02.
Play | -.18 .10 =-.12 -.51
Social ~11 .07 .09 -.60
Bab& Only .21 .03 -.03° =-.57

Mother Onily .61 .08 .53 -.38

Test Only - .08 .24 A5 -6

M. Articulate-Nondirective: A | L vs. P vs, ¢ 1.614 ns
Language -.T1 .01 L6 1.15 Linear 2.91 .06
Play -.68 .03 .50 .87 Quadratic  3.36 .0l

Social -.78 .15 .ho .12
Baby Only -.93 -.39 .32 .06
Mother Only -.77T =-.13 .12 45

Test Only : .84 -.09 .30 - .ho

& Raw Sépres
b df(contrast)
¢ df(contrast)

3/86; gﬁ_(trend)‘= 1/88
6/172; df (trend) = 2/88

nou

Q v ) )




Appendlx F, TABLE 8

Maternal Soclablllty and Child Test Competence.
Cross-lagged, Contemporaneous, and Autocorrelations
between 12 and 24 Months™
Al]l Children Boys Girls
\\\
R = 100 N=2h N=52
N
Cfoss-lagged Correlations: c12/M2k .02 .05, -.05
Mi2/c2h L3okEw ' .23 R4
Contemporaneous Correlations: cie/Mm2 .02 .00 .07
cak/M24 .09 ' .02 .03
Autocorrelations: Cra/cal  ,3ou*x 42 .23
3 Mi2/M2h .12 .11 .10
T ~ b \ : '
Partial Correlation : : L3GkER .25 .48
A‘Nq Canse Comparisonc: - ' .02 © .00 .01
z Difference between Cross- {
lagged Correlationsd: 2. h1%x .88 2.80% %%
z Difference between Cross- -
lagged Correlations and cie/M24h .00 .24 .30
No Cause Comparisond: ‘ Mi12/c2k  2,h1%# 1.11 . 2.50%#
-, - 14
*p .05
*#p .025
#3¥p 005

Bpased on within cell correlations taking into account sex and curriculum.
Controlling for child test competence at 12 months.

The average of the two contemporaneous correlations attenuated for the internal
reliability of M. Soc. and C.T.C. A conservative estimate of r = 70 based on
6 month correlations and the relisbilities of individual measures.

dFlsher s z transformation. | ' '

Good9
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Appendix F, Table 12

Within - Cell Correlations at 18 Months
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for Boys & Girls
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Appendix F, Table 1k
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L Appendix F, Table 15
Mean Scores: Maternal Elaborativé Play as a Function of

Household Organizationa, Treatment Contrast, and Age

Age (Months)
12 18 24 30 F-ratios i art

Language vs Pléy vs Social:

Ry
-

High F2-IH . M.V. 2.92%% 6/17é
Language .26 .91 .74 .15
Piay . -.27 .20 .65 .b5
Social -.k5 .18 .12 .51 . Quad 4.89%*  2/88

Low F2-SH

Language -.03 =41 .15 .65
Play -.51 .08 -.24 -.39
Social -.5%0 .29 .08 -.T2

Home Visit Groups vs Test Only:

High F2-IH
HV Gps S T .39 LT M.V. 3.02% 3/86
TO Gp 27 .09 .39 -.62 :
: : Linear 8.97%%* 1/88
Low F2-SH
HV Gps | -.30 .12 -.05 =-.09
TO Gp -.65 -.28 .11 .16
*p .05 : 4
¥ p .01

& IH = Large Household; SH = Small Household

ERIC o \ . | 60046




Appendix F, Table 16

Mean Scores: Core Curricula, Family Networka, and Age

Age (Months)

12 18 2l 30 F-ratios ar
c. Socia.l\'Intera.ct-Pref M
High F1-EN M.V. 2.11*  6/172
Language .060 .608 AT .126 :
Play -.102 482 Jd2oh o =432 Linear  3.30% 2/88
Social -.352 -.075 .069 .995
Low F1-EN Quad L.o1%* 2/88
Language 614 -.079 ~-.053 -.005
Play -.263 -.201 -.650 .062
Social .0k0 .0kl -.155 -.636
M. Elaborative Play .
High F1-EN M.V. 2.29% 6/172
Language -.228 1.003 .905 .340 Cubic 2.62% 2/88
Play -.187 .01k .338 . .1k ~
. Social -.402 -.266  .551 -.T73 S
Low R1-RN
Language -.115 -.069 .223 .387 -
Play ~-.569 .285 .187 .056
Social .190  .508 -.192 .178
M.!Social Mutuality
High F1-EN M.V. 2.73%% 6/172
ginguage .91k -.27h  -.673 -.374  Cubic . 5.76%** 2/88
‘ coos a1 .54 .317 -1.118 .39k .
' .935 .238 -.093 -.853
Low F1-RN
Language .047  -.033 -.611 = .156
Play ~-.069 .124 43 .088
Social -.059  .k79 -.116  .339
* p<s.05
¥* p < .025
k¥¥% "p < .01

& EN = Extended Network; RN = Restricted Network

G047




Appendix F, Table 17
._Ba.by Only vs Mother Only Contrast: Mean Scores for Maternal -
and Child Behaviors Whiech Vary as a Function of Family Factor,
. &

Age and Dyadic Treatment Group

Age (Months)
12 18 24 30 F-ratio art

C. Test Zompetence

, High F2-LH" -
BO . .561 =-.113 -.231 1.208 M.V, 5.3+~ 3/86
MO - -.212 ,243 -.580 . -.339
Low F2-SH™ ‘ : Quad  11.7T 1/88
BO .037 .333 .110 .592 \. )
MO .373 -.253 -.2k9 .500
M. Passive Responsiveness M.V. 2.79 3/86 .
High F1-EN . Cubic  5.06 1/88
BO .198. -.172 -.927 9L5
MO -.559 -.103 -.708  .576
Low 1"1--RN.b , /
BO | -.067 =-.T50 -.6hLT .000
Mo . .332 .h32 -.660 .588
* p <.05
** p < .dl _
\ ‘! Ly = La;ge_Hou;ehold{ SH = Small Household
b EN = Extended Network: RN = Restricted Network .

Q ,:' . 00348




Appendix F, Table 18
Mean Scores Maternal Dominance as a Function
of Famiiy Networka, Intervention Style and Age.
.t
Age (Mbnths) .
12 18 2k 30
M. Dominance F Ratios . af
 High F1-EN ‘ | '
 peiegic  -.Mb .25 .21 .5 uv." 2.69% 3/86 /
Dyadic 49  -.oh .30 -.48 |
Cubic  5.88%*%  1/88
Low F1-RN |
Triadic .35 .23 19 -.29
Dyadic .28 .23 I 1 U ¢
*p .05
#* p 025

& EN = Extended Network; RN = Restricted Network

Y

0549




Appendix F, Table 19
HV vs TO Contrast: Mean Scores Maternal Passive -
Responsiveness as a Function of Family Networka3 Age, and

Home Visit - Test Only Contrast

Age (Months)
12 18 24 30 . F Ratios ar

M. Pass&ve Responsiveness
High F1-EN i ' M.v.  2.Th*  3/86
HV Gps c =21 L2k -T2 .73
Tb ' ' -.08 -.k1  -.29 .99 Cubic 6.30%* 1/88
Low F1-RN | '
HV Gps .36 -.08 -.53 RS}
TO ‘ .28 -.16 -1.03 -.09 ‘
* p= .05
¥ p< .01

'8 ¥n = Extended Network; RN = Restricted Network
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