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ABSTRACT

. This study examines the manner in which a group of
kindergarten children viewed their kindergarten experience, how those
views changed over time, and the extent to which those views were
affected by background variables and preschool experiences.
Elqhty-three randosly selected urban kindergarten children wvere
intervieved three timesjover a 7-ponth period. Photographs and
dravings were used to elicit children's preferences in relatively
unstructured interview sessions. Interviews were recorded and content
analysis was conducted to extract from the children*s vords a sense
of the ways children viewed the schooling experience. Categories of
response were developed and analyzed with non-parametric statistical
techniques. Variables such as family income and parents® education
- were treated as independent variables and replies to interview
questions vere treated as dependent variables. isong the results,
children appeared more able to tell what teachers are to do in schocol
than vhat they themselves are to do. Change in children's perceptions
of student role was toward aore disciplined behavior and greater
crientation tc cognitive activity. Children's views of school,
student and teacher roles, impulse control, sex differences, amcunt
of timg spent in day care, preschool experience and student rcle, and
impact of peer group are among the topics discussed in confuacticn
vith the findings. f(Author/RH)
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INTRODUCTION
The cverall objective of this study is to identify the content
of kindergarten children's beliefs about the schooling experience,

and the order in which children acquire notions of disciplined

-~

¥

behavior, conformity to authority, impulse control, and task orien-
tation. 83 4 and 5 year old children were interviewed at the beqgin-
ning, the middle, and the end of kindergarten to determine what tﬂey
thought school was aboui, of what teacher and student roles con-
sisted, and the types of constraints they perceived and preferences
they held for learning experiences,
Background

Schooling has traditionally been viewed as one of the primary
agencies for socialization of children; however, schools as social-
izing agencies have been neglected by researchers. While there is
much, disagreement both over what children actually do learn, and
what they should learn in school, it is clear that the schooling
experience, both explicitly and implicitly, is expected to transmit
to children some of the attitu&es, values, skills, and hehavior
patterns which are functional for adult life (Dreeben, 1968; Jackson,
1968). It is also expected to reinforce, not to interfere with,
those adult patterns which it does not explicitly teach. Empirical
resecarch detailing how schools actually accomplish this proqgress is
sparse; research describing when particular notiens about schooling
are initiated is almost nonexistent.

An exception is a study which indicates that althouqgh they may



use a ;ariety of strategies for teaching norms, teachers of
young children expend a great deal of time and energy quiding
their students in the acquisition of values, attitudes, and
behavior patterns appropriate for a task oriented, authorita-
tive, and often crowded environment (LeCompte, 1978). Roughly
speaking, school experiences attempt to prepare children for

the type of world they will face upon exiting from school.

These rules reflect a normative structure in classrooms and
teacher styles (LeCompte, 1978). It aépears that at least by
the end of their fourth year of schooling, children can articu-
late the rules and behavior which teachers expect of them, rules
which they and their teaciners deem no less important than academic
achievement for school success. What is not known, however, is
when children acquire these norms.

Preschool Experience

Schooling has traditionally begun with kindergarten, the place
where children were prepared for classroom life. It has been the
task of the kindergarten teacher to teach the children such school
norms as attending to teacher imposed tasks, conforming to authority,
developing impulse control, and exhibiting behavior appropriate to
the activities demanded.

Recent changes in family and economic structures, however,
have had a profound effect upon this arrangement., For the first
time 15 history, the average school child in American has a mother
who works outside the home (Bureau of the Census, 1970). More and

mdre children spend at least one and possibly several yvears in vre-
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kindergarten school-like evnironment which in many ways pre-
empts the task of the kindergarten (Bureau of the Census,
1970). Since schooling prior to kindergarten is avatilable, ]
some children come to kindergarten socialized and already
recading; others come completely. naive to the school environ-
ment.  Such changes must profoundly effect the expericnce
children have in school, how well they can adjust, and what
they learn from it, but.the effect of these changes on the way
children view the school experience is largely known. Similar-
ly, while the impact of a student peer group has proved important
in shaping the attitudes towards school of adolescents (Coleman,
), 1t is unclear whether or not very vyoung children are
atffectoed hy tﬁo number of their friends who have had like school-
Ing experiences or the attitudes their frionds hold toward §fﬂ1(x)].
Sociocconomic Status

Ditferences in social class may also affec  the experience
of carly schooling. We know, for example, that lower SES and
minority children are more likely t  have a different type of
organized pre-school experience, if they have cnné at all, from
hiagh SES children., They are also more likely to have day-care,
rather than nursery school experiences, in public, rather than
private  sottings.,

Soctal class differences in child rearing patterns may
attect the degree to which children can articulate effectively
with the school (Bernstein, ). FEffectiveness of different
kinds of instruction is related to differences in socioeconomic
stutus (Brophy and Fvertson, ) this may be dve to  ¢lass-
biased patterns in acquisition of coping skills prepare children
For one type ot schooling and not for another, A child whose

2.5
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background prepares him or her for a very structured classroom.
experience méy, for exémple, have great difficulty in adjusting
to the demands for self-direction or lack of aduilt supervision
in a less structured environment.
Sex

Sex differences may affect the way children view school
experiences. Girls, for example, with their higher early levels
of verbal facility may have different preferences and expectations

than do boys.

The Child's View of School
A

Whether or not children actually see schools in the same

way adults do, or as adults want them to do, is ;150 unclear.
>

Exeept for recollections of life in school written by adults and
usually fictionalized, very few studies have attempted to determine
the child's viewpoint on the coping skills required for school
survival, much less their reconstruction of the philosophy or models
underlying the schooling they experience. Studies which purport-to

-

present the student view are more often based upon inference drawn

from children's behavior in general (Kohl, 1967): or children

observed while modeling teacher behavior (White, 1968) or adult
interpretations ¢f what children think about school used to support
varying ideological positions (Friedenberg, 1971). Another approach
has been to enumerate the structural or normative demands of school
and the behavioral expectations of teachers and assume that because
these are taught, they are learned by chiidren (Dreeben, 1968;
Jackscn, 1968). Even in the anthropological literature, views of

schooling from the students' porspective are rare and usttal ly
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limited to studies of older students (Cusick, 1973). How young
children view school may have a very important impact upon their
future success in school; this study examined the manner in which
a group of kindergarten children viewed their kindergarten
experience, how those views changed over-time, and the extent to
which those views were affected by certain background variables
and preschool experiences.

It is apparent that classroom management is predicated upon
norms concerning order, appropriate behavior, and obedience which
express themselves in teaching behaviof. sAdaptation to those
norms facilitates_success in school, However, children with

different backgrounds and those with different kinds of schooling

experiences may vary in their preparation for and conceptualization

of schooling and hence in their definition of coping skills they
deem appropriate. Without actually asking children, we could not
discover what they believed school to be all about, nor determine
«he degree of congruence between children's beliefs and what
previous research kLeCompte, 1978a; LeCompte, 1978b) indicates are
behavioral requirements in the classroom.

Focus of the Study

-

This study was designed to examine several questiaons:
1. How do young children describe school in terms
of their own and the teachers role, the
activities they engagé in, responsibilities
they bear, rules and regulations for appro-
priate behavior, una preferences for class<

room orqganization ind modes of instructional

7
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delivery? More specifically, children
were asked questions which elicited:
. a. what‘they thought chi]dren
did énd what they could not

s do in school *

b. what they thought teachers

did and what they could not

do in school
c. " how rules or COhstraints on
child behavior were established

2. How do the des;;kgfions which younévchildren
qivgaof‘specific aspigfs of the school
experiefice, such as student and teacher roles,
appropriate behavior, and conmformity to authority,
change over time?

3. What background factors, if any, served to differ-
entiate among children with varying definitions of
the schooling experience? What background factors,
if any, were associated with varyinq‘levels of
impulse control and orientation to activity?

Subjects ‘

A random sample of 100 kindergarten children from elementary
schools in a suburban school district near a.major southwestern
city were chosen for this study. They were interviewed three times

in October, February, and May, Attrition meant that all three
s

interviews weore completed for 3 children from the original 100;

8
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these formed the population for the study.

Interview Instrument

A relatively unstructure§ interview instrument was
developed in a pilot study for data collection (see Appendix .
A). Because of the deve{opmental level of kindergarten chtidren,
direct responses to abstract questions could not be elicited;

thus photoqraphs and drawings of kindergarten children, teachers,

Y

and classrooms were used as stimuli for responses. For example, .

to determine which type of classroom children Preferred, they were
a .
first shown two pictures, one of an informal classroom and one of

5]

[N

a formal classroom. They ghen were askKed to choose the one they
would prefer for their.own kindergarten class, Similarly? they
were  shown children beingltéuqht the alphabet in a large group,
a small group, and alone wtth the teacher, and asked to choose which
method they preferred. In both instances, they'were then asde Wy
they made that choice.

Thé interviews were tape recorded; the data then was coded from
the interviews from the tapes and from the responses recprdeé on
the interview instruments. Fach interview- tock about 30-45 minutes,
Demographic qata was obtained in an interview with the parents of
éach child. L
Analysis o

Part of the study was phenomenological, in that we tried to

develop from the children's actual words a sense of the ways they

viewed the schooling experience. The procedure used was an jnductive
content analysis, based upon the¢ children's taped interviows. From

the content analysis we derived categories of reosponses to each

9
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question acategory coding system was then dg&slcped so that,
-"* where possible, data could be grouped and ordinality imposed

ution the responses. Where that was not possihble, nominal cate-

gories of rosponse wore established. The number of cateqgories
' H
was kept to a minimum to facilitate statistical analysis. The

& . .
N taped interviews were then coded according to the cateqory

-

systom.

! -

Frejuency counts of the categories were made, and.cross-

.
;‘,* tabulations of timel by timg3 for particular items created to ’ Z,.
. facilitate cémparison of étability of fénk-ordering and of the
types of reéponsgs to questioes~over the several administrations
:of the instrument. v

N Giyen the characteristics of the data, non-pérametric -

statistics were used. The BRowker extension of McNemar's test of
symmetry in a square continéency table (Marasculio and McSweeney)
was employed tc determine if the total distribution of” responses
. - |
. . in time, differed from the distribution of responses’ at time3: it .

also facilitated post hec analysis to illustrate where differences, °

if any, exist. P
&

Background variables, such as family income and mother's and
fgther's education, amount and fype of pfe—schoql experience, sex,
aqe,(and numbers of pre-school age friends were treated as inde-
éendent variables. Responses to the interview questions were
treatéd as dependent variables.

A number of constraints had to be considered in the desiqn of

this study. First, children were studied in the natural setting of

their first school experiences. No control over the assigynmont of

1o | -




o R . PV R PSR M SIS e e M b e e T T e e o R e . A, R AL S A B S O S T Y WS SR i e
SN STy PRy O T R e :-"5‘ RIS S SR X3 Sl R AT ey L T [ BRATRE P o gl g = Pannam - b SE B = =) & g ~ ac "F
L B . LA TR S AR N & ‘T 2 AT . -

. . v e
Doy Cce

) T L

7 stidents to @a;%bus kinds of classroom was possible. . Neithor
F

could the tyhe of éay'care or nursery school for pre-kinder-
garten éxper}cnces bé controlled. Second, we were limited to
., thosg children whose parents ai]nwed their participation in
the study. Third, 33% of students in the %chno{ district, wherc
the study was carried out, transfer out of the area cach year.

- ho cohtrol over these dron-outs was possible. Finally, no

+ control group of children not attending school was possible,

> - ﬂ since virtually all children the age of five are in school,

Discussioq

S . ey

It appears that, -at least for this study, children are more
~ . .
clearly able to tell what teachers are to do in school than what

they themsclves are to do -- at least in kindergarten.. There were
- -

many idiosyncratic or unclassifiable responses to these questions;

™~

the demographic data also failed to discriminate clearly what

aetivitices children thought they wouid do as students; it was
" : V. t

. more powerful in discriminating on measurés of the tuacher'§ role
- and impulsce &&ntrol. Part of this may be attributed to the fac;
N that children studjed come from a fairly homoqeneﬁus community; .
thoy mostly live in a middle income, white, well-educated community,’
Mcst of the children in the study lived with both parents -- over .
; 70% -- which ﬁukes them somewhat atypical oflthq high percentage of

[

single parent families in the area, 1In addition, sone of our measure:

such as incomes, did not accurately or adequately cateqorize the

families in the community., In any case, answering questions about

thear own activiticos in school seemed hard Yorthe ohildren to do,

ey
| Y
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Children also found it difficdlt to answer “why® queétiens1 When -
.asked why they couldn't do certain things infhindefqarten, the unclass-
. "' ‘ : n
PR ) -
. ifiable, or “other", responses constituted the larqgest cateyory -

[4

44%, ‘ ‘ .

What did clearly emerge was that evén in viewing their bwn role,

children saw it as one lardely detgrmined by the teacher's wishes, '

N - ’ - - - a -« ‘ .t. '
not their pwP. Teacher-domination ot the numbersof responseg des-
¢ . =t : . fk— . . - - + l‘ ‘
cribing the teacher as arbitrdator of activities increcased from Ti to
- el

Ty. What is also clear is that by .the end of kindergarten, while_the

teacher s scen as the arbitrator of all activities, and also largely

-
. -

as a worker herself, children do not yet as a whole view school as-

a place where they are to work. They do nog cogsiétently categorize

-
.

. i - . L : ‘ .
activities which occur in school as work; rather they categorize
f o < .
such activities as play. When cued that the appropriate responses

are "work" df "play?, they can respénd ap§ropriately, hut are unable
to.explain why they ¢hose that answer. Work seems to have somerhing
to do Qith sttiing at tables, not on the‘floor; it also has to do
with_nﬁmbers and letters. But so much of what ﬁappeus in kinder-

garten is wurk'“disquised" as play that <hiddren don't seem to vet

) recoqmsze thafethey are being initiated into a work situation.
.

Children's View .of School : .}

When asked in OctobeY what they thought they would do in kinder-
garten, 36% reported they did not kndw; interestinoly, at TB in'ﬁay,
15% still could not report what they had done in kinderqaf&en. :At

o~ 4
T, the largest percentage (40%) thought they would play and only 7%
L J
% -
reported they expected to work . At T3 37% reported that in kindor- ) r
: \ :
gapten they were expected to learn to read, 21% that they were to
A . S

| .2

4
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learn the alphabet and 12% that they were to learn the class rules.
F

It appears that, in this study at least, children do change their

perspective of school by the end of the kindergarten year. Many

increasingly tend to view school” as ‘a place where the emphasis is

on the aghievement of basic skills with a secondary emphasis on

the adoption of school behavioral norms., However, there remains

a fairly consistent description of kindergarten activities as pre-

dominan%ly play rather than work. One explanation may be that the .
children's view of work 55 éomparison to play varies from that held
by adults; it may alsoc be that certain groups of children had c?n-

sistent views of school as play., These differences are discussed
later in ;he paper,

In éeneral, over time children seem to clarify their vperceptions
of both the_ﬁeacher and student roles iﬂ.ways that sugges* a greater

task orientation, qgreater condormity to authority, and increased

impul se control.. . The change is clearly towards more disciplined

A"_.' R 2 ‘: . . . . . .
behavior and "a greater orientation to cognitive activity.

View of Student Role’

Although children begin school with some sense of conformity to
authority and impulse control, over time there is a signi ficant move
towards increased conformity to authority and impulse control. By

T2 children seom to acknowledge the teacher as the class arbitrator

or‘h%sciplinarian. When asked when it would be 0.K. to go to the

-

bathroom, at T, 31% gave a don't know response and 41% resvonded when

they had asked the teacher for permission. By Ty however, only 5%

-
£

gave a don't know resp?ﬁﬁé, but 21% responded when they hadlasked_

tor -teacher permission, and 50% reported when the teacher says o,
. ¢ v ‘

ST

L | | o .1l —
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Again, when asked what they would do if a child came by and

1 to T3 children

increasingly reported they would tell the teacher. Tnterestingly,

messed up a puzzle they were making, from T

at T, more children (16%) would simply start over again with the
puzzle than at T, (5%).

At the beginning of kindergarteh, most children categorized
kindergarten as work of~play; only a few gave “don‘t‘know" responses.
However, most tended to view kindergarten as requiring mainly play
activities (61%) rather than work activities (24%). 'This view
remained fairly stable at’T3 with the plav activities incréasing
slightly to 64% and work activities dropping to 12%,

Much more difficulty was encountered by the ghildren in
reporting the constraints on pupil behaviors. At Ty the majority
f?S%) could not identify any constraints and only 13% reported they
could nét do things which teachers forbade. At T3 39% accepted
teacher criteria for restrictions, but 34% still were so unclear
of their role that they cpuld not describe those things children

could not do in kindergarten. In addition, it was difficult for

" the children to respond to "why" questions in regard to constraints

on their behavior: 48% of the childrenecould not explain why they

were unable to do certain fhiﬁgs in school, and this decreased only.
to 33% by f;.
The children's perception of what they would do if they wanted

to talk with a friend varied little over time -- children's per-

ceptions appear to be in accord with school norms as children veiwed

~them., At T, 55% of the childrcn would "just go over" to a friend

to talk, and at«T3 this_increas.d to 66%. 1t appears that the

mobility inherent in most kindergarten rooms generally sunpoOrts

lg
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such student autonomy. Again, little chanqe occurred from Tl
(14%) to T2 (1%) in the number of chxldren who would ask the
teacher for permission to talk to a peer. 1In addition, children
ware unable to explain why they choose to talk to a peer as

they did with 61% sc responding in T

and 43% in T, still unable

1 3

to respond to this qﬁestian.

The Teacher's kole '

In Tl 31% ol the childreh said they didn't know what teachers
did in classrooms, but 38% reported they work and 8% that they
teach. By T3 the percentage of children who couldn'é report what
teachers do dropped to 16% and the percentage who sa)d that teachers

teach xncreased from 8% to 28% while the number stating. that

<

teachers work decreased from 38% to 27%. Thus, tabk dlfferentlation
appears in that children begin to describe actual teaching rather
than'the more generic descrivtion, "working”,

In the children's responses to a behavioral episbde in which
avchild messes up another child's puzzle, children consistently
viewed éhe teacher as a disciplinarian. Chil&ren were askéd what
tﬁe teacher would do in such a situation. 1In T, 62% reported the

——— teacher would punish the misbheaving child, and this increased to
69% in TB' However, there were significant diffgrencés over time
in thegr responses to what the teacher would do to lct children
l(ﬁdid
not know what the teacher would do, by T3 only 12% did not knnw;

%jﬁ_ know that they were talking too loudly. Although 30% in T

In T} 40% reported that the teacher would act by giving varbal

"'0_. L s
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‘chose small group instruction remained constant .

instructions or. by physical actions such as turning off the lights,

et

etc., and this increased to 504 by T A minovity (17% at T, to

3° 1

124 Ly Tj) reported that the tceachor would punish the loud talkers,

Thus, the small percentage that viewed the teacher as a dis-
ciplinarian in regard to unsocialized behavior did not change
their peorception over time.

Children's preferences for classroom organization did not

change significantly from T, to T At Tl 42% of the children

1 3°

chose to be taught the alphabet on a one-to-one relationship;

this increased to 509 by T Xt Tl 48% of the children preferred

3.
total group instruction to 43% at the end of the yoar. The 2% who

The children's reasons for their preferences suggest that
children have varying bases for their choices. Those who chose to
be taught on a one-to-one basis did SO ‘consistently from TI to
TS because the other kids are too noisy (35%) and because they can
learn better (22%). The children who wanted to be tauoht in a
small group also were consistent over time in their reasons -- boecause
they liked those fnw children. However, therc was a significant
shift from Tl to T, in the reasons given why total groﬁp instruction

was chosen. In Tl 60% gave a don't know response, but by T, 70%

3
reported that they chose total Group instruction because they

felt that evervone learns better in a larger group.

/
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Certain problems in analysis of continguency tables derived

from the small size of the sample and imbalance in cateqories of
e : :

the independent variables. These made reporting statistical

significance meaningieﬁs; thus simple percentages are reporteoed,
Responses were compared within and across categories, ‘For ;

example, in a table in which mother's education formed tho vertical

axis, and child's choice of classroom type formed the horizontal

axis, children's responses were compared horizontally within the

categories of mother's education, and vertically within the individual

choice categories. Only where categories of the dependent variables

had at least the possibility of five responses per cell were data

reported.  Where there was major imbalance in the numbers of respond-

ents in categories of independent variables, indMces of representation

were used to determine whether percentage differences were real
differences, or simply an artifact of loading on one demographic cate-
§nry.

In general, the independent variables which were most closcly
associated with differences in the response of children were éex,
edugational‘IQVQl of parents, and the amount of time spent in day
care. Income probably did not discriminate between groups in this
study only because the income variable had . only three cateqories,
and the range provided waé not great. We had exvected to “inrg rajor

differences by income level, if only because there were differences

by mother's education, and some by father's education. Mother's

-

education probably has more impact than father's education at the

carly stages of the cducational nrocess since the child probably

‘ . 17
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models_Puch of its perceptions of teacher and student role on

mother's activities and on what mothers tell children about
school, i

Associations het*wee;;;hmqth of time é;mnt: in nursery school
and respoﬁses to the questions could not be made because so fow
children had spent more than two years in nﬁrsery school that
meaningful comparisons couldn't be made. However, lenqth"of
time spent in day care was associated with response differences,
indicating that amount of vreschool experience does have an

impact on children's view of schooling. Not as much discrimi-

nation between types of pre-school experience appeared as hacd

' 3

been hoped, which may be attributed to several reasons. The parents

may not distinguish meaningfully between day care and nursery

«

school and could have categorized wnreschool experience incorrectly;

there may not be substantial differences in the day care and nursery

programs these children were plated in; or it simply may be that

“being in an institution -- of whatever kind -- run by adults accom-

plishes the same tasks of initial socialization to authority-oriented,

t&sk—arxented order-producing, scheduled institutions,

. 4

Parent's qucatlnn and the Teacher! s Role

At all three phases, children who said that what teachers did

in school was work were those whose mothers had less educatlon.

-larly, the same children said that the teacher 1nteracted Wlth pupils
more often than children with mothers whose educational levels were

higher. At time3, however, children who described the teacher's role

Simi-

. ST .
as one of teaching children were those whose mothers had more education.

Children who said that there are constraints on teacher bohavior -- «

»;  . ‘mA S ~18m'
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that is, answer “yeé“4td the question “Is there anything the teacher
cannot—do in this-room?"-tended-to be those whose mothers have less
E cducation.,
With regard to the tecacher's role in controlling children's
v N
behavior when they want to do specific things -- such as go to the ™
: N
AN
bathroom, talk to friends, or make noise, mother's education was ~

important. Children who szid that you could only talk to a friend
when the teachers said so, or when the friend wasn't husv: or who
describal the teacher as punishing a child who interfered with another
child's work, or who made nocise, were on all three interviews the
children whose mothers had less education. These children also
referred to the likelihood that teachers would actively correct the
child's behavior, or tell parents, more often than did children whose
mothers had more education,

By contrast, children who said they could go to the bathroom

-

.,fg anytime they‘wanted to, or when they had to, tended to be the chil—
déron Of mothers with lessreducation. The greater the mothe:fs cduca-
tion, the moré likely the children were to indicate that they could
only go when the teacher said'or if they askeé.

T | Thus, the data suggests that children whose mothers had only a

"~ high school education or less are more likely to view the teacher as

taking an éctiVe and controlling roleijldisciﬁline than are children

%f; whose mothers have ﬁore education -- except in the control of bodily -

functions,in which less well-educated mothers seem to produce children

- less oriented towari conforming the r needs to the wishes of the

teacher or authority figure,
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Father's Education ' . -

{

The differences with regard to "Father's Education" are not

so clear. However, it appears that fathers ‘whose educational T
levels are ﬁiqher tend to produce children who are more oriented ﬂ
to viewing the teacher as a pedagogue -- one who teaches, specif-

ically reading, writing, and math -- rather than viewing fﬁe teacher

as a disciplinarian. Children at Tl who thought teachers mnst}y' _%
interacted with kids tended to be those with better educated

2

fathers; this persisted at T.,. At T,, more’qpildren with better
educated fathers said that teachers teach, ané'teachers work, than
those with less well-educated fathers.

Contrary to éhe associations described with levels of mother's
education, children wgo think tﬁ;t there are fewer constraints on

what teachers can do in the classroom are those with better educated

fathers; this persisted through all three phases. There was a slight

© bathroom when, they wantdéd to, oo anytime.

trend for less well educated fdthérs to have children—who—were -more - _
likely to sdy that they couldn't talk to friends except Qhen the
teacher said; but children of better educated fathers tended more

often to feel that teachers would reprimand or punish children who

VWQre_noisy. These results simply may be an artifact of the general

trend for men to have more education than their wives; further

»

analysis looking at multiple associations hetween variables will be
neceded to clarify these f;ndings. '

The pattern for bodily needs, however, was similar to that of
mother's education, Children whose fathers had lower levels of

education tended to be those who said that they could go to thoe

20
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thle the income ¥arlable was nét well measured, still,
ch:ldren who deqcrxbcd what teachers did as work were more
——tikely ta .he upper income_children. Al S0, the children with
higher incomes were more likely to sa? that they could only
talk to a friend when the teacher said. As income rose, then,
the teacher also became more important as an arsgkrator of the

time to go to the bathroom. This appears to be felated to and a

reflection of the educational levels of fathors.

Parental BEducation and tho Student Role

The higher the level of mother's education, the less likely
the child was to sé§{§inderqarten was a place to play. However,
children with mothers in the lowest educational cateqgory had the
largest number of responses as to what kindergarten would be like.
Whether or not the father attended college also seemed to be
{mpurtdnt. “In the categories indicating what‘the children thouoht
thd?ﬁwndTﬂ do in kindergarten, 80% of those saying that school was
learning rules or learning to work and 68% of those saying that
school was where children learned specific cognitive things had
college educated fathers. This relationship held true for all three
interviews. Chlldren whose fathers had more than a colleqe educatlon
WE{? likely to cite art often as characterizing klndorgarten{ g;;“
they é{gp seldom stated that kindergarten was a place where children

~
~.

El]dy- X \,_
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Impulse Control

We were also interested in the degree to which differences
in children's backqground affectedwthe deqree to which they wereo

able to do something which we roughly called "controlling
— o

impulses™., To a certain .extent this involves delaying grati-

fication in regard to talking withﬁifﬁends and the teacher; it .
also involves adhering to the schooi séhedulé when hungry, )
tired, or in need of gjoing tc:the bathroom, It also included

the degree to which chilcren SOlVEd“ﬁéﬁfliCt with other chil-

dren b& taking the law into thei;’awn hands - -- hitting or other-

wise retaliating when molested, or whether they relied on the

teacher or simply ignored annovances inflicted upon them by

other children. We agked children a number of hypothetical
questions, some of whﬁéh were harder than others to answer.

Mother's Fducation

We asked children to tell us how, if they werc on one side
of the room, they would talk to a child who wsg 10cqted on the
opposite side of the room, We did this by mea%s of a picture
of children’in such positions., Most of the children (more than
57%) at all three times said that they's jus£ "go over there”.
There was a slight trend for children whose mothers had less than
a high schooi_edugation to_indicate more often that they wnuld
have to ask teacher first, or to raiée their hand, When asked if ———
it was appropriate to talk to the teacher, no significant differences
among children were associated with levels of mother's education,

——

but it was clear that all children thought that talking to the

T - s . . N
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teacher was something.one did at the teacher's convenience,
not the child's, 41% said that it was O.K. to talk to the
tvavhcr whoen she wasn'f busy or talking at TI; 27% said that
it was O.K. if you raigod vour hand, Childron whose mothers

had least cducation were those who said most frequently that

*—--—-—~q__“ggg~gggjd ta{k to the teacher anytime -- N=6 eut of soven

- e ———

responses in fhat category. EE“T“*~£e:tgmper cent of the f L
— ,
children said you could talk to the teacher when she wasn {“‘“\--N“_

talking; IS%ﬁindicated that it was 0.K. if you raised your _5”
ahnd. The same percentages prevailed at TS,

We also asked children how the?’would respond if another

’ -

child -- first a girl, and then a boy =-- came élong and massed

up a puzzle they were workinq on., Very few chlldren 1n all

<

mentioned that they would hzt the mlsbehavan ch31d ‘or mess
up that child's puzzle. Few also ignored the of fending child,

or indicated ghat they would do nothing about the problem. Roys,
- ,

however, were mord likely to hit than girls,

At T, 41t of the children $aid.that they would tell the
tecacher about such ‘dn incident. Children who were more likely to
. ‘ T ) . ‘ :
take matters into their own hands were those with the least well
educatoed motherv' they were most- likely to say that they'd tell
the other child to quit, at both T

and T3. While most children

2
at all times said thev would tell the teacher, those who were
more likely te.tell the teacher were those children with better

educated mothers., . ' . q -

23 .
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Father's Educatica

At T, 42% of the children said that it was 0.K. to talk
to the teacher when she qun't busy and 27% said "when Lhildren
Feised their hands." Children whose father's had more than a -
colleae education were most likely to say tﬁat it was O0.K. when
the teacher wasn't busy‘or talking than any other group. This
persisted throughout the study. At Ty children whose fathers
had had less than a college education were less likely to say
that it was 0.K. to talk to the teacher when she permitted;
children of college educateé fathers were more likely to say
that it was 0.K. when one raised one's hand.

With regard to conflict with other children, at Tl' upper
income children were over—represenﬁed among those children who
would tell the teacher if another child messed up their puzzle;
they also were over-rep;esented among those who would simply
start over. At Tz, upper income childrén were under-represented
amondg those wha woqld tell a child to stop bothering theﬁ;
otherwise Y here were no differences. »at T3, upper income cﬁildren
were over-represented amonqg those who would tell the teacher.

Ade |

When asked how they would talk to a friend, o}der’children
were méféiiikelf ghén younger children at all three interviews to
simply say thag they would "just go over there"; at T3, younger
children were moré likely to say that they would have to ask

the teacher first to talk to a friend.

At T‘, older children were more likely than younger to

say that they could talk to o triend "right then;" younqger

. ¢4 -
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*

were more likely to say that they could onty do so when their

teacher said. At T,, there were no differences. ‘At T4, younger

a

children were more likely to say that they could only talk to

friends after school. Younger children said more often that

you had to raise your hand to talk to the tcacher; older children
were more likely to say that you could only talk to the tecacher
when she was not talking or not busy.

This may mean that clder kids can make judgment or an
iﬁference as to whether the teacher is busy or not; younger
children have to wait to be noticed by the teacher.,

Birth Order

Birth order causes no differences on any responses,

There were some major sex differences in the findings,
The data indicated that girls tend to be more -orientuvd to the
school as a worgplace and to the teacher as an authority figure
than were hnys;

At Tl' 61% of those who said the teacher is a worker and

68% of those who said she interacts with children were gir's.

At T,, there were no sex difference in viewing the teacher's

role as worker, but girls were more likely to describe the

teacher as someone who "teacheé us." (56%-44%) Girls also
deséribed the teacher hare.often as someone whe prepares materials
for classes. At T3, the différences increased; qgirls comprised
69% of the children who said that teachers work, 70% of those

who SAid that teachers teach, and 60% of those who said teachers

interact with children.

L3
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At Ty, 41% of those who said thatiscﬁdai is for play were
boys, and tché as many boys as girlngaid that school is for
art. By Tj, 50% of those saying that school {Q for play were
qirls, 50% were boys,  More boys than girls said that school
is for art; twiqe as many girls as boys sgid that'schccl {;
for worki and only “cirls mentioned épecific coqnitive skills.

firls seemed to be much more controlled by the teacher,

At TI 65%.of the children"who said that they could only talk

to a friend when the teacher saig if was 0.K, were uirls; 63%
of those who said they could only do so when the ériend wasn'£
busy were girls, However these differences evened out by T3.
Boys were more 1ike1y'to respond that they could go to the
bathroom anytime, when they had to, or want to, than girls,

and girls, were more likely to say that they could go oniy when
they asked their teachef. |

Most of the children gave idiosyncratic responses to the
question "what can't you do in kindefgarten?“,‘bpt twice as
many boys as qirls said that they couldn't do things that the
teachers forbade at Tl' However, at T2 and T3 twice as many
girls as boys said that they couldn't do things that the teacher
forbade.

At T, thg;é times 'as many boys aé girls said that they
were too little to do the things thgy said thatxthey couldn't
do in kindergarten; three thimes as:ﬁany dirls as boys indicated
that the things they couldn't do were impossible because they
were role inapprnpriaté - such as "girls don't do that," Qr

. . . -€T—-—~' r
“only teacher can do that.* {owever, by ‘{';, there is o switel;

§
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more gxrls than boys Sdld that they couldn't do things that

would‘make the teacher mad; and twice as many girls as boys

{(N=6) sa%d that they cou}dn‘t do things because they were foo .

Tittle or Luéiycunq. |
.It appears that the tcacher's role as arbitrator of class- é

room life crystallizes earlier for girls thén for boys. Girls

indicated that punishments of all kinds were likely for infrac-

tions of noise rules much more c§teﬁ~ghan boys did. Girls also

outhumbered boys in feeling that the teacher wouid tell their

parents if they were noisy. ' B
With regard to interfering with another child's Qork, girls

at"I‘1 were more likely to say that the teacher would punish a

child or talk to a child for ﬁessing ué another child's puzzle;

by T2 and T3 boys had taken‘the iead in describing the teacher's

reaction as;scalding, or punishing, a misbehaving child, while

girls saw her reaction as more likely to be talking to or scolding

the misbehaving child. Perhaps the boys . have learned by exper icnce,

Pre-%chnu! &xpvrxonve and the Teacher's Role

T T e —————— . r—— LT

While Lype of pre-school experience did not affect the
éhild's view of the student role, going to nursery school
seems to affect the child's view of the teacher's role

very much,
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Effect .fé.%"_i‘l‘.v?s:_ﬁ&Preschgpl*_ﬁ_#egzzence on_Description of
o ;:he r '_R{) f o

- o ——— - C e -

" 0 o
| 2 ry |
Work Work  Teaches Us Work Teaches Us  Interacts With |
; 249 28 Y ¥, y
Preschool None 29% 281 401 192 507 sor
Expericnce | bday Care 187 287 24% 387 257 137
. \
Nursery 54 4hy, 36% L4y, 25% 477 ’
N
N=28% N=18 N=25 N=16 N=20 N=15
*ATL other responses either were ‘the "No Answer"” or *'Other" )
catepories, or were too infreguent to report.
{
. Other categories were not listed in the table above because
| there were insufficiont numbers of responses. The type of school
3 ’ °
-t attended had no impact upan when a child thought he or she could
| talk to a friend. The number of children saying that they could

. - £ - s B
4o to the bathroqm if they asked increased for day‘care children
f .

from 38% to 49%; the nﬁgber s0o saying of nursery school children

remained about the same.

s
Nursery school children were, however, at all three phases, more

Otherwise, few clear patterns cmeroed.

lixely to feel that the teacher would punish noisy children, or

-

e ' tell their parents, or verbally reprimand them.

Amount of

o s em e e ——

Yime Spent in Day Care

Amount of time spend in day care appears to have an impact
on the child's view of the teacher and her authority; the same
probably is true for differences in the amount of time spent in

nursery schoeol, but it was not

j N
because there woere go fow chiddren who had had more than two

possible to analyze that data

o . - years of nursery school,  For day care, those who desoriboed the
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teacher's role as work were more often those who had at tended

o,

. e
day care for more than two years; At Ty children with less

time spent in day care also weremore-Hkely-to say_that teachers
work; hut }v%ﬁ likely to say that teachers teach. At LY children
with less time spent in day care outnumbered others in both the

R

work and teaches us category.

In all three phases, children in day care for a shorter time
were more likely to say that they could only talk to a peer when
the teacher said it was 0.?. than children who had attended longer.
There werc no clear patterns regarding going to *he bathroom.

At Tl, children who had attended more than two years ex-
pected more often to be punistad for messing up a child's puzzle;
at T2 they were even with the children who had attended more than
two years; and by TB' the responses had switched, such that those

who have attended less than two years were more likely to expect

puni shment,

Al Tl' children who had attended less expected more puniéh—
. ment for making noise, but fewer verbal reprimands'thén thosc
who have(attended more. 7The expectation of punishment persiséed
throudah éhe three phases, but the expectation of verbal reprimand
switched, such that by T3, children who attended less expec;ed
more Qerbal Verbntslthan the children who attended more. :

e

Pre=School _Experience _and The Student Role

— o et —_— - e e —— ——— e -

While there were no real"differences aﬁcnq the childrén
‘accordlng to the type of preschool experience they tevexvod-~

at Ieast xnsofar as we can report -~ there were some rather marked

' dif't'm'unw,-:;‘wi'! h regard Lo tho length of time they had spent in
o S e the pro-schaol expericence, a0 P “vhs}drvn who had bvon in day
;".'EMC | . : - . }l .
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‘care for less than two years said that klndergarten was a p}ace
o

to play far more often (78%) than dld chlldren who had more than .
two years of day care (12%). At Tos while the children who had
:heen~anday carce longer did not differ markedly in how much they
thcdgg; school was a place for play, those who had attended day
care longer were more likely to say that school was a place to
learn spegific cognitive matﬁers; (53% as compared to 47% for
those who had attended lgss than two years). The differences
with respect to specific cognitive matters were greater with
lunger nursery school attendance; and in nursery school, those
who had attended less thaﬁ‘two years more often said that school
was a place to learn rules. At 3, the differences for day care
children increased such that 57% of the children who said that .
school was a place to learn specific subject matters, had attended
day care for more than two years. Nursery school children who
said that scliool was a place to be tauéht rules had generally
attended less than two vyears; also children tended more often
.to say that school was a place for psychomotor activities.
Impact of_gecr Group |

Whether or not a child has had a number of friegds before
attehding school affects his/her view of the student role; 57%
of the children who say that school is for play tended to have
fewer thaﬁ two pre~school friends. Ch;ldren who said that schoél
. is a place for Ieafninq specific cognitive materials were more

~

likely to have more than two friends. These differe- es persisted

through all three phases, but those children who see school as
@ a place to learn rules are lilely at Time three to be those wi.t:h

Afewer than two friends. . Thus peer group influences may have some Cow

.30 .
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effect in the child's view of what he or she will do in school.

Conclusions

Children tended to describe the teacher role more clearly as
a worker or teacher than they‘did their own, which was most often
defined as play. However, tecachers and students may refer to °
different aspects of those roles when describing them., - Children
seem to refer ﬁo process, teachers t. product, when describing
what they did in kindergarten. They tended to describe activities,
e.q., "play with blocks"; "put puk?le together"”. Their teachers
would likely say that the same children were learninu ABC's by
playing with blocks, or acquiring notions of spatial relations by
putting puzzles Eogether.
‘ ‘While it would be unreasonable to expect 4-5 vear old children
to understand or to articulate what was ﬁeént by "Yacquiring notions
of spatial relations", it is cleér that to children, the important
aspect is the process, or play. They do not realize that play has
a cogqnitive purpose. In these classrooms, to use Bernstein's
terminology, pedagogy is invisible; the teacher knows, but the
children are as yet only dimly aware, what the program is,

The data also suggest that preparedness or orientation to

school is muiti-dimeﬁsional. Children are not simoly ready or

not ready for school at age 4%; rather they may articulate well

with some, but not all, of the dimensions necessary for successful

adjustment to the student role. The dimensions isolated in this
study seemed to be (1) an orientation to school as a work place

in which the work stressed is cognitive learnino; and (2) an orien-

31
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tatjon to mémagement norms which recognize the teacher as
an authority or arbitrator of all activities and as the one
who imposes order in the cIassroom.

) Differcnces in the student'orientatioﬁ to thes§ dimen-
sions scem associated with the socioeconomic status of their
rarcnts ~ measured in this stﬁdy roughly by family income and‘"
educational level of the mother and father, The tentative
findings are diagrammed in Figure 1, in the form of hypotheses

which were yoenerated for Lhe study we are presently analyzing.

Figure 1

Social Background - Orientation to Orientation to
of Child's Family = Teacher Student Role
play learner
Highoer SES
As pedagogue X l
As disciplinarian [
play‘ learner
Lower SES As pedagoque ’
» . As disciplinarian x J

While there was a fair degree of SSEial'homogeneity in the
sample within the range provided hy fhis groun, children of
Higher SES parents were more 1ikeiy to describe'their activitiés
in kinqerqarteq as cognitivg ones -~ “ABS's", "Readina", "learn-
ing numbers"?}land the teacher's activities as teaching

than were Lowo} SRS children; thé; also were less likely

to v?uw gﬁo teacher as taking an active and controlling role in

- . v P U PO SO SU S DO
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classroom discipline. By contrast, Lower SES children were
mora frequently described kfhdergarten agtivities as play,
and dbscrigéd the tcacher's éctivities as work - orqganizing
activities, passing papers, - activities which could he +®
categorized as management. They seemed to be less oriented

to the cognitive aspects of schooling, but more oriented to

the authaqrity structure in that they were the students who

responded most often that they could not .do things unless

the teacher permitted, and were most likely to cite causing

teacher anger as a reason for not engaging in certain activities.

Social background also differentiated children in another
area important for classroom management. We called this impulse
contrui;-and it referred to the extent to which children were
able to defer desires éar such things as movement, conversation,
and retaliation against children who bothered them. The data
suggested that Lower 558 children felt more controlled by the
teacher, while !ficher SES children tended more often to do what
they ‘wanted to do when they so desired. However, IRaher SES
children were more likely to‘respond passively to annoyances,
while Lower SES children were inclined to hit back.

Scex differences in orientation were also apparent: girls
w@ere more likely to emit school aépropriate responses than boys‘
were on bath dimensions outlined earlier; they not only have
oftén described school in terms ofvcognitive activities, but
tended to view the teacher's role as both pedagogue énd discip-

linarian.
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It appears that experience within an institution whether
day care or nursery school, provides an orieniation to the
management system of schooling, While we expected di fferences
;xs;;;tgctiatn'cl with type as well as length of pre-school cexperience,
only length of preschooling affected the view children had of
both teacher and student behavior; type of scgeoling did how-
ever affect how children viewed teachers. Students who had nd_
pre-schocl experience, and those who had attended nursery school,
had a clearer view of the teacher as both a teacher and manaqék
than did those who had had day care experience., It is possible
that those who had no pre-school eiperience are Higher SFES chil-
dren whose background would lead to an oriéntation toward school
similar to that associated with nursefy.school experience.

The longer a child 5peﬁt iﬁ pre-school]l of any kind, the less
they tended to describe the student role as play; those who
attended less also tended to see the teacher as more punitive
and rontruilinq!while children with more pre-school experience
at Tl tended to describe the teacher more often as a teacher or
worker, the differences were not so clear later in the year.

The data suggest that children who have extensive pre-school
experience, including association with other children, may

already have "learned the ropes® and are less in need of the

intensive socialization to institutional life which characterizes

S

the first few weeks of kindergarten. *
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