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The Abecedarian Approach to Social Competence:

i

Cognitive and Linguistic Intervention for Disadvantaged Preschoolers

It is axiomatic in education that envirosdments affect development,
[t is also generally aczepteé that children from poor and under-educatecd
parents have more difficulty in school than children fgg; affluent and
well-educated parents (see: for a recent empirical example, Ramey,

Stedman, Borders-Patterson, & Mengel, 1978). The causes of thic school

difficulty, and in the extreme, school failure=-are undoubtedly multiple

(]

and interactive. Educatorg have been assign~d the large task o
carrying out social reform: of diminishing the likelihood of school
difficulty or school failure for the disadvantaged, and thereby in-

creasing their likelihood of socioeconomic success. That facilitating
educaticnal success can guarantee later socloeconomic success is an
assumption society has rightly bégun to question: education may be a
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nchicvumen;i Given this large task, educators have been ailotted

relat lvely meager resources rur!ﬁctﬁmpliﬂhlng ft. They are forced, Ehéﬁ;
to use the most powerful tools that limited knowledge and resources

have to offer.

Education always occurs in particular cultural contexts with

presumptions being made about the backgrounds of the learners. Therefafe,

benefit nf djsadvantaged children, it is important that we know the
disadvantaged child s typical ecologies. Knowledge of the'tyﬁical

ecological fo will allow more pr321se and carefully targeted use of

the limited resources available to the educator. As a beginning step i.

g

s



QhéﬂgEu;ratiDn of that knowledge, this Qhapter will =w.warize the
LnF@fmatianawhic: has been obtained from a langitudfugl early inter-
vention program that has collected extensive presch.wl'ecclagical and
child developmeat data for the past seven years. The :hapter will

begin with a déscription of the child's physical, social, and attitudinal

ogies and proceed to an extensive description of the educational

=

m

2CO

settings and pragéicés that were designed as part of the Cagolina
S .
- Abecedarian Project to assi st young disadvantaged children attain

educational competence, We will ﬁfesent a sampling of results from this

work on experimentally altering the educational ecology of children of
i
‘poverty and conclude wiia the iuplications that we draw from these

results concerning social poliey for preschool programs.

©

Ecology of the Disadvantaged Preschooler

The disadvantaged child lives in a:very diricrent world from

i

his upper middle-class peer. His world looks different, smells differ-

% . be sure,

:

ent, tastes different, feels different and sounds different.
there are similarities. Both can know joy, love, fear, and want; but,

at almost every turn the paths for the advantaged 'and the disadvantaged

is almost always trod

L]

diverge. The more desirable of these two path

-

by .he advantaged--and, both the advantaged and disadvantaged know this

truthk. It is these differences in ecologies that we assume to be of

paramount importance for cetermining life satisfaction and contribution

to society. We begin this chapter by describing some of the things-
that’ we have learned in the past seven years of the Abecedarian Project
about the physical, social, and attitudinal ecologies of advantaged and

disadvantaged children. It is these predisposingz ecologies that are the
f L.

context for ou, educational efforts.
4
O
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Information about the physical setting of the home for advantage ed

&

;ﬁd disadvantaged- infants has been presented by Ramey, Mills, Campbell;
and 0'Brien (1975). Using Caldwell, Heider and Kaplan's (1970) Home

Observation for Measurement of ;heiva;:onment(HQME) we found that

lower socioeconomic status homes were characterized by relatively dis-

organized envir.nments and lacked age-appropriate toys and opportunity

for varlety in daily stimulation when infants were 6 months of age.
The homes also tended to be poorly lighted, to have a high density of
people, and to vary ﬁcnsidéraﬁly from one another on many physical and

other dimensions. Table 1 is an attempt to provide a quick synopsis of

ent characteristics of these hémes.

i)
o4
=
[l
w
e
=
\I—“-

Several points are to be noted from'Table 1, First, 45% of the

families live in households containing 5 or more members. Thus, the

E- " ’
huqﬁ?nnld‘ tend to be somewna' larger than is typical for today's

;-:*' LA

nutl;df family. 'FuIEth, about 15-18% of the houses are rated as
dilapidated and unfit for occupancy. The children tend to sleep in
rooms containing not only other children but also one cr more adults which

in all probability indicates a serious crowding situation. Finally,

these somewhat crowded households typically ceontain one or more members

who smoke. The extent to which theése conditions—coutribute-to--the child's
development 18 al present unknown; however, it is ahundauLig clear
that these physical arrangements are vastly different from those Eﬁj@yed

by so. foeconomically more advantaged children. Further, as the second
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column of figures in Table 1 inﬁiééte, there is remarkable stability

in these characteristics over a three year period.

Attitudinal Euvironment : |
Attitudes represent a set of assumptious which bear some as yet

only partially understood relationship to specific parenting practices,

Nevertheless, the attitudes of advantaged and disadvantaged parents dif-

]

fer in ways that are parallel to the differences in their child cn

development. Whpth;f these attitudinal differences are causes or

correlates of child change is at present unknown. However, they are

part of the psychological environment of the child and probably are not

2

trivial. We know that by the time their infants are 6 month: of age

lower SES mothers score as more authoritarian and less democratic in their

child-rearing attitudes but also as less hostile toward and rejecting of

the homemaking role than their more advantaged peers. They also perceive
themselves, probably fealisﬁically, as more controlled by external fuk-es

than as internally controlled (Ramey & Campbell, 1976). .Such attitudes

hild

g

lead us to presume that there is less creative flexibility in

&

imistic fatalism in the environment of the disad--

v.ﬂ

rgﬁring and more pess

vantaged child compared to the advancaged one. Further, this somewhat
L~

glim maternal perception of life exists essentially from the child'

and is relatively unchanged dufing, at least, the first two years of

its life (Ramey, Farran & Campbell. 1979).

Sccial Interactional Environment
. 7 ) . N,
Beginning as early as 6 months and continuing throughout the pre- >

school years, the 'disadvantaged child is interacted with by adults some-

what differently than is the advantaged child. The diﬁfatenaés appear to

G= T Lﬂ

s birth
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mallet in early, infancy and to become larger as the child grows older.
. , ate L

For example, Ramey, Mills, Campbell, and 0'Brien (1975) have reported that
the mothers of disadvantaged infants tend to be less respopsive verbally

and emotionally, more punitive and less involved with ch£Zr

infants when observed within their own homes. These results have been
replicated and extended in a recent report by Ramey, Farran, and Canpbell

(ir press) who used both naturalistic mother-child observations in the
child's home and constrained observations in a labcratory setting., We

found that disadvantaged mothers talked less to their 6 month old in-

fFants than advantaged mothers even though those two groups of infants

o

did not differ in their rate of aonfussy vocalizations. At 20 months,

advantaged mothers continue to talk .more to their children and to inter=

act”with them more frequently in a laboratory setting. Farran and Ramey

.

observations in which a first factor labeled as ''Dyadic Involvemeént' was

{solated at both 6 and 20 months. Disadvantaged und advantaged dyads

- . - £ 9 - . =
did not differ signiflicantly on this dimension at 6 months but were dif-

ferepnt at 20 months with the advantaged dyads scoring as more involved.

Further, the factor scores on this dimension significantly predicted the

#

child's [0 at 48 months,
‘Thus, some cof the zvidence avail~ble from the Abecedarian Project

segems fo suggest that infants and their mothers share different social,

attitudinal, and physical ecologies frem the child's early infancy de-
phy 21 y y

1Y i

pending on what soclal niche they occupv. The at-home and laboratory

observations suggest that the early language environments of advantaged
and disadvantaged children may be & major difference between the two

3

groups. [lurther, thest language environments are linked to the child's

ey )
i
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tual framework and plan for daily action that gaides our language-

Fan

subsequent genersl intelligence and, presumably, to his subsequent schocl
achlevement. Therefore, to the extent that this relationship-is causal and

not just correlatives, it becomes a pdelLulafl ‘salient target for

educational intervention.

i
sl

-3
After a brieT~dgsc Lptan of the overail organization of the educational

intervention component of the Abezedarian Project we will present a concep-

=

oriented intervention program during the later part of the preschool years.
Description of the Abecedarian Int ntion Pragram,
Adml% sion of Families ) ) s

3

“The Carolina Abecedarian Project began in 1972 to intervenc with infants

“amd children believed to be at high risk for school failure¢. Families

were referred to the project LhrOLgh local hospitals, clinics, the Orange’
County Department of Social Services, and other referral sources. Once fanilies

had been identified as potentially eligible, a staff member visited them
3

at home to explain the program and ro determine whether they appeared to

meet selection eriterin. If 5o, mothers were invited to the Frank Porter

Grabam Center tor an interview and psycholopical assossment .

a

During their visit to the Cent c', which typically oécurred in the last

trimester of pregn 1ancy, demographic information about the family was obtained

dult Intelligence Scale (WAIS;

Jud
g
0
v}
e
pid
[
-

and mothérs were assessed with the

Wechsler, 1955). Final determination of eligibility w as ma de fallgw1ng this

visit. Criteria tor selection included maternal 1), family income, parent

cducation, intactness of family, and _seven other factors that were weighted

and comb ned to y%eld a single score called the High Risk fndex (see Ramey &
Smith, 1977, for details). Only famili®s at or abuvg A predetermined cutoflf

score were considered eligible.

5

admitted’ four cohorts or groups of families between 1972 and 1977.

1

W

)

L

The oldest children are now over 5Lﬁ§1 years of age and are attending



O

ERIC

Aruitoxt provided by Eic:

T;Atzajyegkrigzﬁﬁiftg,@:

the local pubiic schools; the youngest children are now approximately
two years of age. Of 122 families judged to be eligible for participation,
21 families iﬁitially agreed to participate knowing that they would be

assigned randomly to an educationally treated group or to a control group.

When these 121 families were randomly assigned to the Day Care group or

to the Control group, L16 nr 95.9% accepted their group assignment. Of

i

these 116, three children~have died and 1 child has been diagnosed as

retarded due to organic etiology. Not counting these four children we

have, then, a base sample of 112 children. Of these 112 initially normal

i

children, 8 have dropped from our ;émple as of September 1, 1978. Thus, .’

not counting attrition by death or severe biological abmormality, 92.9% of
our sample is intact after 6 years. This represents a sample dttriticn
rate of 1.18% per year. Some characteristics of families admitted to the,

Abecedarian Day Care and Control groups are summarized in Table 2.

i .
o

Gen .4-_r;Llfﬁ(iﬁlﬂiﬁ—;lzg}) cleristivs ot The I|_1=ljy _(_Lu !J;i,l‘i‘?}’f?}; Education I’ ru_g,ram

The early childhood program serves up to 50 children who participate
in ic Abecedarian projeéct. Mogt of the children enter the program at 6
weeks and stay it the program uﬂtil‘ghey enter public school kindergarten.
When there are openings for additional children, they are recruited from
the community to provide a racial and socioeconomic mix. The educational

program occupies all of one floor and a portion of another {loor of a

four story research building. The educational program is open five days

ks of the year from 7:30 to 5:15 p.m.

©

[
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Staff B , . . -
A . ¥ . -
Twelve LthS and assistants are responsible for pr DVldlng the -
n}! = . V
duc' tional pipg am for children. TFollowing are the teacher/chi ' d ratios
" und grqyp size for eéach age group: ;o ’
A - B B , / F; v
) v - %
- 1978-79 Schra. Year - &g .
,i i - . ) . . '_ 7‘57 . -
Age’ - Teacher/Child RSELD Number of Staff Group Bize
- ’ Sl A ">_' - 7 -
"6 yks.=12 mos. : 1:4. - ' 37 12
. IR ) - - o
12 mos.-24 mos. ‘ 16 Ca 2T
24 mos.-36 mos. 1§é‘i 2 7 -
36 mos.-48 mos. B 1:6 B 12T -
48 mos.-60 mos. _ - 1:6 - .’ 2 12 .

In addition to the teaching staff there are three administrative staff-

-

the program director, a secretary and a transportation supervisor.
- Teaching staff vary in their level of formal training. Soma teachers
o A * = e &
have A.B. or M.A. degrees but some staff who are in head <i cher p@slt ns
. . s e ) AN

1 s s : = T * ) :
have demonstrated skill ard competencies in working with young children in

o2 . L -

licu of formal education and degrees. The average nu bef of years experience
: - ]

i stal owho work  with® young childrem:-is seven years. Staffl development
) i Y : ) . l pmep

: 1 . - ) - - L
is an on=-going process) Mhe -language training program which has been one

ol our major staff training activities will be described later in this

, e
chapter. In addition to the individuals who staff the classrooms, a con-
i . B 1 .. i
B - N = .. oF
sultant in behavior management and social development is available to ¢
teachers on an on-going basis Consul tants conduct staff workshops and meet

with st. 'f on an individual basis to discuss problems of individual

; . .
children and gencral classroom organization and management strategies.” Other

consultants are brought in to v@nduit workshops when the need arises.

)

H

Lé

Q ) .
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- * .
N Opportunities are provided for st tt to dctand local, state, and

B
national wafkghaps‘percalnlﬂg to the education of- young echildren. 1n

“uﬂddicidn; staff are .enco =agcd to pursue child- related . courses through

technical institutes and the state university system. -

= =

. 5 , . o
The medical care component at the Frank Porter Graham Child Development

' Center: provides complete medical cire for the Abecedarian Project children
who attend the Center. The health care team is also actively involved in
; o :

rescarch on respiratory tract infections and their complications - a common

=z N \

problem with preschool-aged children. The health care team is composed

- of three

ﬂL

pediatriciansg, a famlly nurse pf?gtltlﬁﬂéf and a licensed practical

v X
-, Well Child Care ' :

’
5 2=

lve, eighteen, and

L
£
[
—

- Assessmentsg are made at nga: two, ﬁ%auf, hlx nine,

twenty-four months, and yearly thereafter. The parents are present at the

assessment$ for an exchang

L}
=
o

e of information and ceounseling. A health

\m‘ T

T

T . . - 1
and a social history arec obtained and a m l te physicad

I‘T“
[
'
ik
=
[
j=)
Ty
[
[
7
=

history:
is performed.  Parents are taught and counseled in the areas of feeding

and nutrition, weaning, cleanlinéss, skin care, c¢liild growth aad, development,
behavior, teoilet trniﬁlﬂg,,:ic ident Pteveﬁtlﬂﬁ§ and dental hygiene. Parents
. S . 5 7

are encouraged to express their f('C&fn% and to discuss problems that they
a '
aresfacing. . - -

Appropriate fmmunizations (diphther®, pertussis, tetanus, polio, measles,

mumpsh and rubella) as recommendcu by the American Academy of Pediatrics
& . . = . i o
ace given. A sickle cell preparation is obtaiued at age nine and twelve
. . . -

months from all black children. A skin test for tuberculosis is given yearly.

-

- r . :
o a .

O
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A hematocrit. is done at age nine and eighteen months and vearly thereafter.
Routine screening for vision and hearing is provided annually.

.

L1l Child Care

g There is déily surveillance of all children in the Center for illness.

The :hiLdrgnrafe allowed to c@gtinue to attend the Center when ill except in
the EQSE-DE chickenpox. The cihildren are seen when ill by one of the health
care sgaff!! A history is obtained and a physical examination éane- Appro-
priate laboratory Eesﬁs and cultures are perfarmedi Parents are informed

of the pature of Lheﬁéhildis ailmenﬁ, and the prescribed treatment is
discussed .with the parents: by note or phone. The child is FQilDWéd through

the illness until recovery.

the Program

The Educational Characteristics of
Because a description of the infant toddler program can be found in
. e

previous papers (-.g. Ramey, Collier, Sparling, Loda, Campbell, Ingram,

& Finkelstain; 1976; Ramey, Holmberg, Sparling, & Collier, 1977; Ramey &

. Campbell, 1979; Ramey & ‘Haskins, in press) the pfiﬁary focus of this section

is a eseription of the program for three and four year olds. The develop=

i3

ment ol the program for threes and fours has been a cumulative process.
When appropriate, outside consultants have provided assistance and input.

Hlowever, the most vital people in the development of the program are the .
) i

teachers who have Laken ideas from a number of sources and integrated ana

]

ituations on an hourly basis.

=

applied them h their respective classroom

Wi

s Tha'pfagraﬁ has stabilized over.time, .but there will always beichanges
2 ! 7 ,
as. the staff continually strive to develop a program to meet the needs of

individual children. 1In describing the educational program, four major.
areas will be discussed--the physical environment, the daily s:hedulngthe

curriculum, and the parent component.,’

=

i o

. i

£



&
hysical Environment

One of the distinctive features of tne program is the organization of

the physical

i)

nvironment. Large areas of space are divided into classroom
areas of approximately 1000 square feet by creating low walls with a series

o1 5 1eet x 2 feet modular blocks. The physical space in each classroom

is organized using the following principles discussed in greater detail by
frarms and Cross (1977)i' Nuturant day care envirogments are:
: N

Predictable and promote self-help. - . 2
supportive and facilitate social-emotional adjustment.

nd interest.

o]

Reflective of the child's age, ability

i

f e

l

aried in activities, : . “
S|
F

I'n accordance with these principles, classrooms are organized to promote-

selt-help and independence. Child-sized furniture is used and materials are’

m

stuered on low open shelves to. promote easy accessibility.  Pictures of th

e used to designate the space the material occupi

il

miterial or symbols ¢

Pie}
¥

oo the shelf or wherever the materidl is to be stored. For example. big

Ui hs o in the Tour=ycar-old class are stored in a "garage’ designated by

- : _
wask ing tape. When children clean up or are finished with the trucks, the

m.atch the size of the truck with the marked off space. Dlocks are stored on

shelves in the space designated by the size and shape of the block. Through

! o
the use of pictorial labeling, children

]

re able to function independently
in that they are-.able to select materials and put them,away without the

Materials are organized- in well defined interest areas; thus, children

are able to function systematically in their environment. It is'clear to

z

=t

children where in the classroom each activity is to take place. The fol-

-

b
(O

O
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b

%

>wing centers are within the classrooms of three and four year olds

e
o

lis tening, book corner, s

‘I:Taw

blocks and constr ction mater 131, scienc
manipulative games, housekeeping/dramatic play, and art. The valué of

having a space where a child can be alone is recognized and provided for

pas
=T
r
»——A
v
i)
i)
"
(vl ]
o
9
—
po

in each

day care where children are frequently part of a

group, children nead to he able to have privacy once in a Wwhile. In each

classroom, a private space is available for the child who wants to get

‘he group and be alone. 1In addition, each classroom has a warm,

pud]
£
K
)
=
Ly
o]
=
T

L'»uzy area with a rug and plllnw,; which t;hlldfen can enjoy. _

o
Ll
oy
il
=y
r
oy
M
"
ol
o]
E\
s
o
M
[

Children's work is displaye 1d predominate

teacher-made bulletin boards. Conventional display space is at a minimum;

1

=

therefore, one can see art wark, picture stories as well as three-dimensiona

work (art dough, clay) on cabinets, walls, doors, and windows. We strive

¥

to have children feel thatAthayhare contributing to the appearance of the

classroom and that their work is valued.

One of the greatest challenges we have laced iu day dare is to provide

varicty in the daily propgram and at the same time ensure program continuity.
This is particularly true in the Abecedarian program beciause the children

dttend the day care program for Lhe Virse {ive years of thelr Tives., There .

is a danger that everyone will develop dulling routines. Therefore, variety

is ‘consciously provided in a number of ways. Thére is both indoor and owt-
door space for the development of motor skills. The outdoor area is used

frequently for activities that are traditionally indoor activities such

as art, dramatic play, sand and water, and science. : -

14
R
4 k]

)
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Through Eiéldatfips; the setting for learning’

=

s ‘broadened. Particularly
during nice weather, children explore and learn through trips to various

community settings. There is a sequence of activities that teachers typically

follow which includes Qianning and preparing children for the trip and a

ﬁlafed such as a turkey farm,vthe dog pound, the fesérvair, or & grist mill
in addition to more common places like the fire station and the libféry,i
fn the summer, trips to swimming pools and to playgrounds are planned just
for fun. - . N |

Variety is also provided by rotating, changing and éddipg métefials
to varibus learning égnt2Tsi For example, the sciéﬁca'cénEEf Ehanggs often
depending upéﬁlghe educational objectives to be accomplished. One week the

center might include a water table with floating and sinking objects. The

next week there mjgﬁg be a color mixing actdivity. The nature of the block

'

center also changes. For example, farm animals might be added after a tiip

1

‘to the farm.  The-housekeeping area is easily converted into a grocery store

by adding a cash register;. boxes, cans and a check-out area. Frequently, 2

non-permanent center such as cooking or woodworking may be added for a few
. - fl

days each week, It takes a great deal of creative teacher planning and’

preparition to continually motivate young#children day after day by provid- |

ing variety in day care. »

Daily Schedule

The Daily Schedule of three's angd four's can be found in Table 3.

Insert Table 3 about here

As can be noted,”there are~s.number of similarities between the two age groups.

[n planning daily activities, there is a mixtyre of teacher-planned structured

hs
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activities, creative experiences, and opportunities for child-selected
activities. Activities are planned for large groups, small groups, and

one=-to-one interactions. '5mall group activities focus on developing specific

skills in language, reasoning, mathematical concepts, and writing; In addi-

tion, small group activities are valuable in developing .attending behavior,

<3 . o . )
task,orientation, llstening skills, and working towe=ds task completion.

. The objectives for the small groups are based on individual needs of
4 . . L

children and a checklist is used to assess individual children's needs. Thus,

1

activities of small groups are adapted to meet individual needs within

H

each group.

Dﬁting circle time, concepts, units and themes are developed. For

example, a unit on tramsportation:may be discussed over a number of days.

coordinated with field trips to the airport, the bus’

>

This unit might o

[

station, br a gara, ». Action ,songs, finger playéi flannel board stories,
story telling, and listening to rHYmes take place. Young three yéar olds
spend a very short time in a large group, about five to ten minutes at a

time. .As the time nears fDE_EhildrEQrtQ enter gubliéﬁschcal, the length

e

ol time spent in a large group increases and the circle becomes more

academically oriented.
1

Children's Planning

A short circle ‘time each day. is devoted to childrén's_planniné before
center time. At this time a child has to make a decision about which center

0

he will go to and what he will do there. The purpose of this aspect of the

.pfagram is to encourage ecach child to plan and make decisions about his

immediate future. This avoids the aimless wandering that sometimes happens

when children are given unplanned free choice. Teachers encourage chil-~

dren to follow through on . their plans and to report their accomplishments.

e :

= "



Center Times

B a
For center time, teachers make special plans for two or three centers.

One day Ehefe may be a special ‘art activity in the art center as well as

a SpEElal science act1v1ty in the science center. The remainder of the

centers will be available to the child. a but will not be highly dependent

on adult SupéfviSiDn; The role of teachers during this time in th.. special

centers is to interact with children and to insure that children are fol-

”

lowing through on their plans and carrying out the ities of the special

centers for the day. In the last Eew months before children go te public

hools,

the nature of the times in the centers changes.

The Cognitive Curriculum

© =
=

Curriculum is defined as the activities and inte ractlnns that child-

[
b

ren are involved in during the day. Mastjaf these aEt1v1tlES and inter-

am

actions are planned. However, the informal interactians and unplanned

experiences that are generated during the day are also an integral part

- - of the curriculum With respect to the formal curriculum, there is not just

one qet of packaged aetivities Tor teachers to draw from. {tht-r, teachers
are able to choose trom the best ol whal s avallable keeping in mind the

*
E

Spegifiz ticeds of individual ghildren, Same uf the curficulumufasuurces

Etp?flgnces Kit (Dunn, Chun, Crowell, Dunn, Avery & Yachel, 1976), a

\;'tBridgES to Reading (Gregnberg & %psteiﬂ; 1973), .
Sccial and Adaptive Bahévi,; ﬂ
. The daily program is to create an ecalag; in whlfh adap iv
and social behaviors can be manifested and reinféfced; The prégramvaim is

designed to elicit social and adaptivé behaviors Ehrnugh creating an envi-

ronment in which Ehese skills can be fostered and by using a 5pe¢1f1g social

b = 3

curriculum which makes children-aware of appropriate hehnviars and feelings.

Aruitoxt provided by Eic:

s
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"The area of social and adaptive behavior has been influenced more than
¢

w o ; - .
public school teachers. There are three

a

any other area by opinions of
major priorities which are addressed by activities in this area:
. 1. Improving and strengthening task-oriented behavior

2. Improving peer relations and interactions

3. Improving teacher (aéult)—child-relatioﬁships

My ‘Friends and Me (Davis, 19?}) was selg:ted as a paﬁkagéd gocial
curriculum for the purpose of making chiidrén dware of their own feelings
and emotions, and of appropriate responses to these feelings., In additicn,
iessons atevéhcsen from thislpfcgram to helpgchildféT undefgcaﬁd'ZDDPEfaciaﬂg
sﬁa:i%gi and being kind and helpful to others. Tea:hefs_realize

B

that they must help children generalize from th

o
L]

specific -activities to
gituations in the classrooms as they occur.
During the 'late spring and summer before children go, to public school

kindergarten, the environment is consciously engineered to prepare the

children for the social and behavioral demands of the publi& schools. In .
~order to increase the children's ability ta;f&ﬁcti@n independently with

high task-orientation, the following activities and’pr@ﬁedufES are carried
: . ;' . = N . »
out, .

+

The daily schedule is posﬁéd on the wall. The schedule is discussed
daily. Children are frequently asked, "What are you going to do next?"
= . 4

"What are we doing ndw?" >
Center fictivities are reorganized. Specific tasks are set up in all
. . . i . # . :
centers. Children are expected to complete tasks and then move to another

s

center. Each task has a Yefinite beginning and end. The adult role is to

) plan the activities, explain the activities to the children, supervise the

centers, take data; and interact with the childrer at the completion of

the .task in center. . Children are éékéd frequently to work independently in,
o
i< -

2 o .

O

i
ARl ron povies o enc [l b . e
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centers without immediate adult supervision. An example of a sequence is

as follwws:

=
o
i
o
[fed
i
o

enter the children are to do the following:
1. Set the table with knife, fork, spoon, plate for four people.

2. Put pretend coffee on the stove.
3. Pretend to cwok vegetables in a pot on the stove.

a

4. Pretend to_serve the vegetables on the plates and serve the

]
=

coffee in cups.

5. They are to sit down and call the teacher. - -

6. While they are piétend-eating, the teacher wi'l engage them in

conversation for about 5 minutes.

7. They are to téke the dishgg off the table and put them in the .sink.

¥ f H

8.° They are to pretenﬁ to wash the dishes and put them away.

9. When they are finished with this, they are to put their names on

v

the table to ind&cace to the teacher that they havé.éamplezed
"all of the activities in that center.
Igsﬁpdd qf praising thldfeﬁig ang, the teachers try to get the
ch!ldreg to start feiﬁf@fﬂing Ehemsclves:andvta be fclativ%;y independent

of adult feedback. Instead of the teacher's saying, "That's a pretty picture,”
- 5

the child is asked "Why do you like your picture?" The teachers focus on

giving feedback on the effort rather thar the pfa&ucta Teachers begin to

use descriptors rather than praise. The reason behind this is to give the

'.éhildfén‘féédbéCk without-qualifying the product as good or bad. For

B

example -- "You are building a red block road. T see that you used the

small red blocks for the curves."

PAruntext provided oy enic [l
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v

Parent Program

The focus of the parent program is to improve communication between
parents and the teachers. We hope that by letting parents know what is

taking plac

[y

in the program, parents will, im turn, become more suppartive

and reinforcing of the program's goals for their child. Various strategi es

1

employed to enhance communication. Group meetings are held to explain

;:1‘

r

i)
.

the goals of each classroom and the curriculum. Individual conferences

are: held between parents and teachers to discuss indiqidual chiiarena At

-

least once a month children take home a special newslettaer. The prime

focus of the newsletter is a "Do Together Pagi

S

"' (see Table 4 for a sample

page)_ The purpose of the "Do Together Page" to involve the parent.in

is

o

nforcing an activity being done at the Center. Each "Do. Toget ther Page"
‘Insert Table 4. about here
is constructed so as to encourage VEfbal EDmﬁuﬂlEéEiDﬁ betveen the parpnt

and child.

I;rgnts are invited -and EHLUUngEd to come ED Llﬂ&S and to share their
skills and talents with the éhildren in special activities such as weaving,

‘making -cookies, or knitting.'

A parent advisery group meets perjodically to ﬁlan social acciviﬁigs
gnd share parent concerns aBéuE Ehé’p;égfamj
As part D% the end point evaluatton of the pres chool prugriamj pgrents

. e

the day-care-attending children ﬂfe asked Lo complete a Parent Satislac-

o
(]

tion Questionnaire. This scale is composed of questions that ‘have forced-

choice aLEefnati es that vary on a scale trom 3 to |l in terms ol their

desirabilicy. FDE the 21 children who have graduated into the publie schéols'
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~19-

we have tabulated results from 6 of the more general questions asked-

ith each
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These figures seem to indicate that the parénts are quite enthusi-

astic about the preschool program. This impression is buttressed by the

spontanecus comments made by the mothers during the end of preschool

interviews."
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o

The Abecedarie. Apfronacl: to the Development of Communication Skills

Cf

Wha;7Liﬁggis;i;73§$§§%;hﬁﬁas to Say

Since it is the middle SES child who does well in expressive language,
we turned to the literature on differential communicative environments

provided in middle versus lower clasg homes to find clues for organizing our

day care environment. The following general teacher strategies that we use

.have been extrapolated from the research on adult-child verbal interaction.

l. Talk to children often; even short, simple utterances help if they "

are frrquent. Mothers and caregivers who talk frequently to children,

o

even in language characterized by relatively more imperative, directive

statements, still manage to produce children with average receptive
competence. Tizard, Cooperman, Joseph, and Tizard (1972)‘29ndu2ted

obsegvational studies in long-stay British residential nurseries ;hét

suggested ‘even low-quality talk (short, Simple.utﬁétances tied to the
immediate situational -ontext) can foster linguistic ability ranking at
the mean on standardized tests (M';'l‘!l‘l(‘f—;ﬂlt{l Preschaool Seale and RE?HEH '

Scales ol Recoptive/lxpressive Languape) 00 it oceurs-oflten l"“”;ﬁ,ﬂL (1 rom

38-657% of observation blocks). Loban (l§63); Tulkin (1972) and Streissguth

“and Bee (1972) also, found that preschool children who are talked'to

ErgqUEhcly;‘:égafdlesé DE'thebéuality of ‘the talk, tend to do better iﬂ:
academ}zxsituazians later on.' However, in the Tizétﬁiég al. (1972) report,
. f K . R

the institutionalized nursery children who were average in comprehension

(receptive language) did less well in expressive language, and did not

appear to initiate talk with adults nearly so often as do children with

typical middle class home environments. The authors speculate that this

-

may be owing to active discouragement of close caregiver-child relation-"

1

ol o - . i
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shiés in the 13 British nurseries and to the attendants’ pEfonézsyy
responses (e.g., '"That's nice") when children did initiate. 'Very
éignificant correlations' were found betweén frequency of informative

talk and frequency of answering the childfan; and chiidren's compt&henéion
scores. The implication is therefore strongly made in the Tizard et al.
findings Ehaﬁ,a;punt of talk alone can be helpful, but specific qualitative
levels of caregiver langu:ige are required far.gééd receptive development,

Thus, the secdond general strategy:

2. Model high quality talk for optimal development -- talk that is

- ]

informative: reflective, problem-solving, creative, and abstract. (see

"also Hess & Shipman,.1966; Berns§éin, 1961; Levenstein, 1969) .

s . i = * <! ] ’
3: Respond to child-initiated conversation by active, reflective listening

and by extending what the child has said in further comments. ; (Cazden,

"0f the three, only ex;ehsiqpsapasizively influenced' development after

1972) . Cazden (1967) studied three categories of contingent respéﬁsés.tﬂ

&

toddler vocalizations: reprtitions (repeating what the child has said

word for word)j expansions (repeating and correcting grammatically);
’ - s 7. . . Sh v

nsions (picking up on the content:of the child's talk and extending
———= ' = . '

and exte

5

i = . & s . .
e by another question, comment, or cexelamation logicalkly related to -it).

&

' chi;deﬂ'were 24 months old. To promote more and better expressive lang-

. . P R 7
uage, then, .caregivers need to "keep the conversational ball.in the air!

i . 3, . ;.
. L . ] i _ = . . . Al
(Rieke, 1975; Rieke, Lynch, & Soltman, 1977)13? follow-up verbalizations

E

that extend what the child has begun.

4, Ask gquestions, and use pauses and répetitions of a child's previous

comments, when appropriate, to promote active child responding and

conversational mutua¥¥ty (multiple speaking turns for both partners in =~ «

.communication). ‘Stein (1973) investigated mothers' versus fathers'

f4

sp®ech and found that mothers' dialogues. with their children were

C A
i.ﬂtl_ig LT .



' characteri-ed, by more speakér changes (tutné),v In rncn:.he'r?--xzhrilcl’talk-j )
9ad
both parties in the interchange hold the floor: implyingémutualiFy;
5, Keep difécﬁngg behaviof=managing caLk low to é minimum. A low in-
i;

___ cidence of imperaﬁlves in maternal Spééch appears positively related to
language acquisiéicg (Streissguth & Bee, 1972). Imperatives are con-—
comitants of language that aims at managing behavior (''Sit down," "Keep
quiet"), rather than init£a§ing an interchange or stimulating thought.

| Nelson (1973) found thét onlj 35% of middle class mothers' language to

children under three was‘géﬁprised of directive cémmaﬂds:andﬁrequésts;
other researchers have also shown that mothers be;yme even less directivz

" and more informative, as well asllinguistically complex, in their Spéech
to @1d§r children (Snow, 1972;,Phillips, 1973). ’Wérd (1971) postulated
that iﬁperativéé and directive forms of lanéuaga in general are Eharaﬂzete
istic of environments in which childrén's linguisti ?astery is devaluedr
Bernsce;ﬁ (1961) earlier produzed eVldEﬂCE for thlS i; his gnclciingulstlc .

Vfgsgafﬁhi Hess and Shlpman (1966) found that the, Spéilflglﬁy of mothers' in-

formation was pnqitIVé]y related to lﬂnguage acqui ti on; whereas the iﬁE
i %

cidence of using imperatives was,negatively related.

6. Increase the probability that steps 1-5 will ogcur by arranging for

* frequent 1:1 tutorial-ty essions; there, adult attention can be focused

\d
‘ L
1w
‘ L]

on a child and sustained ﬁialogueg iﬁVleing several ééeakiﬂg turns céﬂ
"ﬂgo 6Bla'k, 1973; Tough, 197 6; Cazdep,xlgzgg Bruner, 1971). Most of

what the literature has shown to be facilitative of 1aﬁguage grawih“i%

hardly surprising: we would expect Ehét, in order to learn to communicate

‘ well, children need to hear a gréat deal of!;gﬁguagé; need bppar§unicie§£%

i

to practice with a responsive audience; and need models who follow up

" e¢hild conversational leads, providing high qgality'demaﬂstrqiians‘af*
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' "yhat more could be said." They also need speech input to be modified for

their Qevalapmengal 1e.vels (Snow, 1972; Phillips, 1973). A1l these facil=

itatf;e elements presuppose frequent instances of continuous intimate inter=
action with a child. Thé evidgnce is thétlthe more in;i”atg the iﬁtéfagtigﬁ,;
zhé better. One of ;?g %Est—established éméiriﬁalgfindings concerning

=i,

sibling status is that eldest children achieve more intellectually and

linguistically than later-borns in,the same family. Having thg_mather
to herself or himseif3 the firstborn enj@ysiéﬁdegree,cf'tutq;ialaintensity
that promotes better learning.

7. . Read to gﬁéhildtd§ilyﬁgpu;;}rgt (very) smdll group sedsions, cuddling

the child, sharing his/hg;:yiggé;r£§¢us,ﬂanduspe§giggi;nmglgsefaudi;grz

range. So carried out, reading provides a positive experience of physical
I . : -

contact and shared pleasure; further, written language offers unique langu-

age stimulation, since the essence of written language is distance from
A ” : = .
the here and now. "It is important to remember," says Cazden, '"that the

7 o kN .

child!s" linguistic environment is not limited to everyday speech inter-

T actions. #Meading to children, dn péfﬁiéulﬂr“(aﬂd their later reading to

themselves), can be o "ﬁnFLlUulnrlyApnﬁuﬁt form of Lhngungv.stimulatianﬁ:

...reading aloud is likely to stimulate meaningful conversation

about the pictures to which both the adult» and the child are
attending. g

...Because language in bocoks differs from speech in both structure

7

and distance from nonverbal context, t may have qualitative as

-1
well as quantitative Significancég_,(ln a preschool book about a
worm) one passage read ("The worm's mouth is at the fat end, The

worm's tail.is at the thin end.") Had the teachers been talking

instead of reading, the children probably.would have heard some-



o4

thing like this: "His mouth is here (as she points), and his tail .is

' R Lo - : - T
“heére", (as she points again). Children's books also include idiomatic
.’ expressions.  (Again, a book about a worm:) ("He measured and measured,

inch by inch, until he- inched outtcflsighz,”) (1972, p- 294)
.2 In short, writing is '"'mot just speech*Wfitten down" (Kolers, 1970).
. AR : .

The important point is that readers and listeners probably benefit from
. the difference, Stories also provide a child with opportunities to
project into a character's experience, to share his viewpoint and Feelings.

3

8. .Crgategaztiyitiésffgrfthg,;lg;srggmfEhgtmggi@ulaterdis;ggéign} aﬁdrpgﬁe

x L]

disc ion part.of gygtyfsuiggblg giggg;gncg; 7pattizﬁ}arlgﬂaﬁﬁerh;hg,fa::,

when commentary agéﬁ;gflg;tiqgﬁyi;l’nganﬁﬂtgggll‘gf;a'pgrlpggeﬁwprgsegi

" stimulus (Géhégan & Gahagan;/1972;-5igel, in pressy. Particularly
- , \ e AN

e

useful is to,support and extend children's 1mag1n ative play with comments,

L e

‘to enrich it rhraugh langyage (Tough 1973, Levenst21n, 1969).

L= 9. Stguﬁiuggrsigpagigps ;ha;ﬁmaﬁgﬂcq;gginﬁlaﬁgp;gg gsgs.abligataggh

) . - . ‘5 N ) : . ] 7 ’ B -
alter communiciation referentially to suit a listenor's néeds‘(naﬁ%egqéeﬁtric .
&- T .s: ,- L . - . » N
communication) by providing distanee ffom a listener -- as in telephone
- or walkie-talkie or blind screen games and tasks (Maratsos, 1973; Shantz,
i ) o . c, L ’_ R .
1975) and imaginative role-playing exercises (Smilansky, 1968; Shaftel &
.« 5 _ % R ‘ ’ E .
Shaftef, 1967). . S
It is alse useful to vary, on occasion, the intense, wirm, responsive "
relationship that the child has with a "maternal" (not necessarily female)
‘communicator by providing the exertion of a less intimate partner in con-
: o o s
versation. s, . 7
Mathers' speegh cantains more éxclamaﬁiang and ‘questions, as well as

"’ther 1nd12e5 of the clase m@ther Chlld ‘relationship" (Stein, 1973).

o . , " . - .

Aruitoxt provided by Eic:

fki)



i
)
gj

—3

hi

Wy

L4
£ =

to elicit child commentary
what' the child says. Berko-Gleason (1975) also found ev

paternal tendency in the relatively less sensitive modif

speech to children that fathers made: while fathers, 1i

apparently all adults, shorten utterances and slow down

children, fathers' mean length of utterance was lesg clo

_to the child's than was the mother's; and, where mothers

syntactically simpler utterances with the younger of two

r

Berko-Gleason notes that this difference is partly owing

-Ils contrasted with thekfithers' tendency to involve the thl§ less,

—25=

less often, and to pay less attention to

idence of this

ke mothers and

their speech to

i -

sely tied

£l

! "\’Vy

1y

used shorter,

children, .fathers

ended to address longer utterances to daughters regardless of their age.

to fathers' ten-

dency toward spEEQH filled with imperatives, particularly in talk with

the shorter average length of father-son utterances." (p.

sons: "Sinéé imperatives have a zero preverb length, this contributes to

291). Berko-

- Gleason offers one qualifier to the usual generalization about the type of

language partner rveded by the language-learning child.

A warm, child-

sonsitive mother figure to interact with is important for development of

’ =}
!

expregsive Lacllicty, but o distant, less sensitive tathe

his 1 role as well:

r=like Pipnre

The children had to exert themselves for their fathers, and try

harder to make themselves both heard and understood

.

...The opportunity

1

to try out new linguistic skills on someone not as intimate as

: ~your mother but closer than a stranger may be one of the hitherto

-

4 #

) unrecognized benefits of coming from an intuact family. Perhdps

the first step to the outside world, and the one in

%y *

which linguistic

skills get sharpened, is the one where you try to tell your father

what hap?gned while he was away. - (Pp. 293-4).

O
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i

With the knowledge from linguistic research which

synthesized,

mpe

m

ommunicative

]

we began to Punstruct a language

we have just

program to facilitétg the

etence of our high-rish three and four year old Chlldf&n

‘D“'

cedarian Approach To Pres;haoi

Pragress mearerevelmpi,gﬁgh

jjgua&g/ meunlcatlan

We have attempted to define an appreach

development of an elaborated code,

position

r
=
o]
i
rr
—
e
i

sanse

tau|

he fo

-

cus o

kind andf amount of
fhe kind of verbal

mother establishes

our

similar to that of the Duchess in Alice

[n doing

that gets beyond forms to

1 the soundg will take care of themselves."

effort to Jate has been to pr

the

so, we have agreed with a

in Wonderland: T ke
ote-a particular

verbal interaction between teacher and day care pupil.

‘nteraction is largely modeled on what a middle

with her child;

like what a eturorial hour might afford.

competing with many hours of experience in another type

environment in the home, we have assum

diluted gs normal
A

7
Funed foning In

the

Tamily

child's

intera

response

ction.

provide a large number of
The language Intervention Approach

several

assumptions

representational competence (level of abst

l)é Thalggﬂu%sitian i
2) The notien of
“competencics in at
5) ‘56 ial
b)
¢) linguisti

semantics)

ed

hicrar

the amount is rather higher,

perhaps

Because our day care effort is

that it cannot

To raise certain

chy, then,

practice opportunities.

wo

communicative competence

levast threco

interrelatoed

are

dimengions:

(pragmatic) competence (language use)

trying to

The language intervention approach that has been adopted rests on

nf communicative competence is the primary goal.

implying

raction)

competence (language structure -- syntax/



3) The child acquirer effective communication skills mainly ghr@ugh
exercising these skills with adults who a-e effective cémmunicaﬁcrs
and particularly in‘Situacigns in which the child is able and
motivated to .engage (i.e., intenﬁiénally) in the interaction
with éhe adult,

Thuse, the language Eevelapmen;,appfasﬁh is fecused at the level of
"critical skills" (i.e., successful communication in situations where the
child realiy wgntg to camﬁﬁniaate), with the awareness that there;afé
specific prerequisi-es for success. Teaéhers learn Eorapply the appréach :
in any potential interaction with children. In this way they ééﬂ capital-
ize on those situations and;a:tiviﬁiés that haﬁpen to motivate individual
children. In addition, teachers can use the approach in‘planning cohesive
:EEQUEHEES of class activities and ﬁrajegts accarding to particular needs
and constraints.

Teachers are given fnéervice training and canéultazive help in assess-
ing children's needs, setting abjectivgs; planﬂingvéﬁd implgmenting act~-
ivities that will stimulate éartlvulnf kinds of communication, and:£n
evalwit ing thelr own interhﬂéjnns with the children. For coxample, an
early alm in staff training was that teachers would use informative (vs..
directive) language with children in 752,§£ their verbal interactionz. To
help teachers acquire undgrsﬁand;ng of thié gasig distinction, a diééctic
session handout (see Table 5 ) at the beginning of the year presented

definitive and 1llustrative exampiesi

inseft Tahle Siabaut here

R —— —
e
Lo o
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. At the end of the didactic session, a worksheet quiz (Table 6) assessed

[nsert Table 0 about here

B e

staff understanding of the concepts presented. As teachers reached a criterion

of 807 on didactic quizzes, observations began in the classroom to assess

Eheir-applicatian of the infurmation - sharing/eliciting strategy. Each
week, teachers were askéd to surpass their previous week's pérfcrmaﬂca'by
25%, until they had reached a criterion of 75% informative language in
intéraﬁcggns with chii.ren.

When teachers had reached the 75% informative, non-directive objective,

~ the focus became a particular linguistic function within the larger "infor-

mative language' category -- specifically, one of seven social functions of
language identified by Joan Tough (1976): See Table 7 for a presentation !

of Tough's framework.

Insert Table 7 about here

Onee Luuchgrs had mastered the framework so that they could reliably

5 ‘adult and thld ldnguag; according Eq‘its c;ﬁeg@ries, consultants
helped them to select aneLt1Vb§ te work Dﬂ‘lﬂ the clas sfiﬂm each Wéék,
and ﬁldéd them in devising activities, that would help children ach the
DbJECleE% -set.

Objectives Developed with the Day Caré Staff in Communication 8kill
DevelJ meﬁt

F%lla ing our review of linguistic research, we began to develop an

appro: %h in whiéh teachers agreed to: )
| .
|

L , 3
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10.

.
Laafnﬁt@'classify language according to two major categories: infor-
mation sharing/élicitiﬁgi-and directive.
Learn to ngssifyelaﬁguage according to seven~categaries within
infarmatign sharing/eliciting: selfﬁmainzajning; directing; reporting:
logical teasaning; prédicﬁing; projecting; imag;ningi (Tcugh,’1976§
Demonstrate at least 75% informative language in verbalizations to
children.
Demonstrate ability to model*and elicit language in each of Tough's 7

categories of informative language: (see 2 above).

0
i

-Set short-term ohjectives for children to reach in specific categories

of language use (given long-term objectives set by languaga*cdgsultants'

to the classrocms). ' _ J—

ies of

"
o

Devise activities to stimulate language in specific categ
communicative use (given-advice and assistance in developiynig materials .

by language consultants).

Learn to assess "quaiity of response (for age level)" in childfgp's
language == In specifled categories of language use (rgpﬁrcing_fnr the
Lhﬁ€6 year-old U{gﬁﬁg xupurting; logical reasoning, prﬂdictiﬁg, and
pfmjécting for the four year olds), given a cansultant?aeﬁelapgd rating
scale to guide assessments.
Eravidé each child daily with at least 3-5 minutes of private conver-
sation.

-
Read and discuss a Stury,‘ppgm, plieture sequence, or other written
ma;erial with each child daily in i;; or very small group sessions,

Elicit a number of acrive verbal responses from each child daily. (Num-~

ber variable from child to echild).
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each child, using a series of wgrdless pictur ‘e stories as stimuli for

“

At present, con ltants meet V&ckly with teachers for two hours to assist
them in mastering the approaches developed and to help with plans and activities

for the following week. Working from the language uses classification

system developed by Tough, the consultunts wrote criterion-referenced

.

objectives for each strat ég within four of th

seven categories of lan-

o

guage use: reporting, (pre) logical reasoning, predicting, and projecting.
The’&fiﬁeria were éased on estimates of what the three and f@ﬁr year

old gfouﬁs would be able to aéhieve; the estimates were guided

Ey results of half-hour laﬂgugge-samplés done earl? in the fall on

questions requiring tepnrtlng, (pre) logical reasoning, predlctlng, and

m\

pFDJECEl g response A sam le criterion- -referenced ijective for yearé

end a;hievemgnt in (prc) logical reasoning for thHe four year Dld group is

“the: following:
1. Child can explain a 5-step process, incluiing and correctly

sequencing all 5 steps; and using explicit, clear references

'

-in a present prgrluntv with picture cards to aid recall

—in an immediately preceding experience; without picture

£

-in a recent experience, with verbal.reminder of a key in-

In weekly planning sessions with the langu ﬁgﬂ consdltant, teachers
select vne or more long term objectives as a4 foecus for the next week's
activities in the classtrooms. Activities that will stimulate Lhe

particular language use selected for focus are proposed and planned for
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A samplé weekly Plan Sheet (Table %) will illustrate the translation

ol objectives into activities for the clussroom;

Insert Table & about here

Consultants conduct observations in the classrooms following the planning

meeting to monitor teachers' interactions, children's responses, and the

progress of activities. The data resulting are prepared and discussed with

the teachers.in the next week's meeting, as a guide to setting new objectives

Intellectual and Linguistic Results of

the Abecedarian Preschool Intervention

Inorder to evaluate the rélaﬁiﬁg impact-of the Abecedarian Program

with its particular curricula emphasis, a variety of. standardized and

with that of the randomly assigned control group mentioned earlier. Under

the loglc of the randomly constituted day care and centrol groups, differences

between the two can reasonably be ascribed to the variables

"the performance -of the day-care-attending children is compared as a group,

that have been

manipulated -- namely. the day care program and its associated curriculum.

i

the Abecedarian program which we believe indicate that the program is

2]

. As a conclusion to this chapter we will review two examples of results from

accomplishing its goal of preventing retarded development in intellectual

and linguistic performance.

Intellectual Results

Ramey and Campbell (1979) have presented results from intelligence

tests for the day care and control groups administered at 12, 24, 36, and

48 months. The scores at 12 montns were obtained irom tne Mental vevelop-

)~

B l,‘i’(gp
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ment Index of the Bayley Scales of Infant Development. At the other three
ages the scores are from Stanford-Binet assesspents. Figure 1 contains a

graphic portrayal of the mean scores by groups. Statistical analyses

i

indicated no diff-rences between the . two groups at 12 months. At each
measureme%t @;:ési@n thereafter, the two groups differéd significantly. The
difference between the two groups is due to a decline from normality in the
control group which rééched a mean IQ of 81 at éSHménths. Further, for each
child in'the day care group who scored below 80 at 48 mgnghs, 6 children
scored below 80 in the control group: Thusgxthe day care program appéars
to be Eggyggé;ng develapmentai retardation in this high-risk sample of
disadvantaged children. As a beginning effart Eé analyze what particular’
inéellecgual abilities were affected by our intervention program,:

we performed item énalysés‘bf the Binet pfa;ac@ls; Item analvses of these
prDEDCDlg revealed that 17 items at 48 months significantly discriminated

between the two gronips. Of the 17 items, L0 were :dlanguage items, Thus,

. language seems to be an lmportant aspect of the general intellectual decline.

Linguistic Results
To pursue this language deficit p@ssibility}mare closely, the McCarthy
Scales of Children's Abilities, which yield a separate verbal subscale, were

administered at 30 and 42 months of age to the day care and the control

groups (Ramey & Campbell, 1979). There was a significant difference in the

persisted at- 42 months with the day care group scoring at the national
average and the control group below average. These findings lead to the

ccnilus;cﬁ that:



-33-
"Early educational égpé}ience did result in accelerated language
development [as measured by the McCafﬁhy Verbal Subscales] which was!
apparent before age 3. By age 42 months, the differencexin language
development still existed...Earlier development éf language competence
in Eeﬁzeféattending children relative to their non-center-attending controls

is supported by these results."

LE _—
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Social Policy Implicétians for
Preschool Intervention Programs
The educational program of the Carolina Abecedarian Projez;
has altered the educational ggnlagy of disadvantaged children fram birth, and

has apparently succeeded 'in preventing a significant amount of developmental

1

. retardation during the presrhool years. There are a few, but only a few,
other demonstrations of successful pfevenéive’pfagrams in the research
literature. By far, the most famous of those prdgraﬁs is the pioneering
work of Skeels (1966) with institutionalized infants who were subsequently
adopted .after being transferred to a ward where ﬁhay were cared for by
retarded adnlascené girls. 'In-gémpafisan to a group of infants who did
not have the additional attention basécwed by these additional caregivers
and who Qere not adeEed, the adapteé children were markedly superior in
achieving normal adult status. Recent work by Scarr aﬁd Weinberg (1976)
vn the transracial adoption of black infénzs from disadfantaged homes who
of major e:aLQgicél:changE on intellectual deﬁelcpmgnt, Finally, this
preventive thesis is alﬁdzguﬁﬁurted by o facént résgafch report from Ftanée

by Schift, Duyme, Dumaret, Stewart, Tomkiewicz, and Feingold (1978).

They reported that workihg-class children who were adopted in upper- .

e

middle-class home were superior intellectually to their subsequent
~, . :

- -, . B
biological siblings who were reared by their natural mothers.

The Skeels (1966), Secarr and Wégnhérg (1976), and schiff et al. (1978)

studies all relied on a drastic ecological intervention (adoption) Lo prevent

intellectual retardation. f©his form of intervention surely raised funda-

*,
-,

mental issues in social ethics and social policy concerning disadvantaged

families. Thus, while they make excellent theoretical contributions to
s W _ <
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our understanding of the malléability of intelligence, they offer relatively
little help in!sclving the problems of a large segment of the disadvantaged
population in this country.

It is at the pragmatic level of working with disadvantaged families

that we believe the Abecedarian Project can make a meaningful contribution

1
;

Ear;disadvantﬁgéd families who are at high risk for producing a develop-
mentally retarded child. If one accepts, as demonstrated, that significant

amounts of developmental retardation can be prevented through a relatively

limited ecological intervention, then the major practical questions become:

(1) how can we improve the effectiveness of. such programs; (2) how can -
equally effective but less costly programs be developed; and (3) how do

we optimally matcéh various facets of successful programs with ,the needs of

' 2

individual families’ We think that research and develcpmémt into these

questions deserves a high priority on the public agenda for the 1980s.

s
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1. Abecedarian (Elbi si dir/; an): a pupil who is learning L

the letters of the alphabet; 2. a beginner; 3. ptimafy: rudimentary.
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Information on the Physical Ecology of High-

Risk Children in the First and Third Years of Life

Characteristic lst Year 3rd Year

N=56 __N=40

<5 55% QSZ
5-7 45% 374
>8 137 5%
% houses with 1 or more other preschool children 987 100%
% houses with 1 or more elementary school children 52% 477
% houses with 1 or more junior or senior high
school students 447 27%
Type of Housing
Single Family 53% . 35%
Multiple Family 47% 65%
Dilapidated 18% . 15%
Slaeping In Room with Child
1 or more preschoel children 77 26%
1 or more older children 417 ' 337
1 or more adults 73% ' 77

Families with 1 or more members who smoke 80% 827
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. Table 2

Demographic Data by Experimental and Control Groups
Cohorts I-=IV’

Mean Financial Mother's ~ Mean
Female-headed Income in Year Education at Maternal IQ
Group N Family of Birth Child's Birth at Birth

Experimental 64 82.81Y% 81,230 10.27 - . 84,92

Control - 57 71.19% $1,080 ©10.00 84.19
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Trip to CCF Farmer's Exchange to buy seedéfcr'classféem garden this week

Table B

Plan Sheet: Language/Comunication

VAT CHILD/TEACKER WILL D0

__ VITH VAT MATERIALS

HITH W4T DIRECRIONS

Week of 3-26-79

HCA OFTEN

All 4'g

den seeds

AL 4's | Reporting 1, 2, 3, 4 when planting seed

AL 4's

|
|
|

Directing 7, 3

Reporting L, 2, 5 on trip to CCF to buy gar-

Seed packets,§plants,
ete., at CCF store and
.verbal cues from
Eeache:.

seeds, éirtS etc., &

planting guide cards -

for first 3 days; then.

without cards on Day 4

In planting experience

with cards and teacher -

prompts on Day 1, only
cards cn Day 2; with-
out cards - directing

another ¢hild by Day 3

A28 I

“What do ve call these
seeds/; ts? Vhat

color are these?

(Repeat previous ques-
tions) let's see whé -
|

can‘rémember what we
‘need to do when we
plaﬁt our SEeﬁs

1) Look at the cards
and tell me what you
have to do; I'11 help
you

2) The guide cards will
tell you what to do

3) Today we will be
teachers, we will help

each other remember how

to plant seeds

llonday - before

and after trip

Daily for 4 day

Daily-with Vit

ations~for 4 &y

_—[ \g —
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Table § Continued

Plan Sheet: Language/Comunication

VBT CHILD/TEACHER WTLL, 00

WITH WHAT MATERIALS

W AT DIRKCTIONS

HOW OPTEN

j

1]

11

11

b's | Prelogical Reasoning 5 and Predicting

b's | Projecting 1, 2, 3

§'s | Reporting 3; Predicting 1, 6

Prelogical Reasoning 5

*Note: Objectives are keyed to Tough's categories Drtlgnguage use and the numerals (e.g., Reporting 1,
. ) ", _

Q
£i£5455 - 1, ete.) to strategles under each category. AN

Garden plants

With My Friends & Me

curticulum léssan:

non-destructive vays of . -

dealing with unpleasant
feelings

With My Friends & Me

curriculun lesson:

- Non destructive vays of

dealing with unpleasant
%

;Eeél;ngs

%,

\’!

\,
.

~ghy? What might s/he

Let's try to predict

what! will happen to dur

plants!

which will come up
first

~vhich will cone up

biggest?

-yhich will be smallest?

\

What 4d- ‘do? How .

do you think s/he felt

§

do next or what do you

think s/he did?

On Priday vhen
‘survey chart is

done

Tues, (Part 1)

Thurs, (Part 1T

Tues, (Part I)

Thurs, (Part II

/
I\\ N .
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i
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Tull sbout ovii Aceds,

fifeter,

43

HE 4,

Eruck!” "Teacher

in

look &t av!

’
}

teadbick 1o oself and

il

FITI

L. Refereing tu phy-
l’!Eal; and payehologi-
{ﬁi necds and wanta
2. Protectlig the

self and self Inter-

fng
behaviot ¢r elalc,
4. Cricfelulng

otusrs

"

» Theeatening

othegs

.\)
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L, Monitaring owu

| actions uf the self
3. Dlrecting the
actiong of others
4. Collahoracing

! In artfen with

others

Phow o do”

Yneo of Lanpnag

Ropaert |

Lovbdent In story,

el capviience,

ovent .

Table 9

Foplalndng why o thing hap=

pod, what, caused () vhat

snde you tnink so, Uhe

" in overt words or

i
, Actiens.

(Eill say or

Projucting

Say what & porson

i nert, i

Tuture, or {n sube

poinible attuation

what & et

do ==

or some other

rituntion than

the p

Making vy a stery/
prasible leaglvary
altuatian (I am the

Mamma, ywod AFe the

all the toys; ve're

fishes asd we can't

v swim and

1. Labslling the
components of the
acvne

2. Heferring to
detnil (e.g., mize,
colar, and other
3. Rc.\rrlng [ 4
ineldents

4. Keferring to
the seqinnce of
events
5. Mukiug compar-
{Huni

hx,ugn!;zing Ee=
lated aspecrs

7. Harlng an analy-

Biz u.ing meveral

of the features
above
8. Fxiracting or

Eewyilzing the

colitial medariug

9. keflpeting an
Ehe meaning of
B

iren, In=

expel foe

£lud mm fecl-

inys

3.

Recognizing problems”
and their selutions
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