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" ABSTRACT : t :

] , lnformatzoniprov1ded in five major d1mens1ons of the
field of normal child development /can be useful in increasing the:

. understanding and effect1veness of those who work with preschool .
ch1ldren with special need$. The especially relevant dimensions of
the child development field are : (1) child development theories,
1nclud1ng the theori€s of Erikson, stimulus-response m dels such as
Skinner's’, and soc1a1 learning and Piagetian theorie (2) child
development norms,: including critical norms for pre 1ct1ng
developmental delays; (3) research knowledge in child development
focusing -on the antécedents and/or effgcts of secure attachment,
child neglect, social class,; physica nd nutritional supports,
parental. teaching styles, severe physical punishment, parent roles,
_ sex d1££erences, family life stresses, and read1ng and 'language -
"experiences;: (4) effectfve Mmodels for intervention to prevent or

.remediate- developmental problems; and (5) communication techniques
that help children atquire social skills. In conclusion, guidelines - -
. for adults working with young ch1ldren are offered (RH)
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More than a quarter of a miIIion 1nfants are born each yedr with birth defedts

| which may’ {ead to mentaI rgtardation, Jphysical handicaps, hear?ng or ViSibn Toss or "
IifeIong handicapping conditiOns (Facts 1978). In order to increasé earIy identifi-

-

’ cation of infants at organic risk and to plan od%imaIIy for. remediation,,speCiglists !

50217971

need‘training Such training often requires that specTaI educators, phySicaI or .

occupationaI therapists,and pediatricians focus their studies on ;DECIFIC disabiiifies,

needs and assessments related to' the children served. Yet study of theory, research

{
and ciinical eVidence related to normal chiId development can iIIuminate and VitaIIZe

work w1th handicapped youngsters Five maJor dimensions of the fieId of normaI /

- »

child deveIopment can be usefuI in increasing understanding and effectiveness of.

.

.‘?*

those who work with specnai children

.

.;s .

1.

Theorists such as Piaget‘ Erikson, Sears, 'Bandura: Freud and Skinner as

- »

/ ;‘ weII as langyage experts, offer principles about how all chitdren grow and Iearn.
L Y

R 2. Normative chiId deveIopment m11estone!lw1th respect to ages and stages K
'/ o are 1mportant to give an accurate framework within which the dimenSions of a dis- ”'7'VW

/} . abiIity can be asséssed and realistic goais dan be. set in therapeutic WOrk With CLy )

Ny : .parents and teachers

(?zi) . 3. Research findings reIated to caregiver or. teacher interactions with chiI- ‘ .
w ‘ \ : L
(?{? dren can be applied to optimize deveIopmentaI oqtcomes Lo ! ’
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4.

are at risk for soc1ocu1tura1 retarda41on can be USeful in generat1ng curr1cu1ar

1Y

1deas for children born at organ1c risk.
-5.

or carenger effect1veness in rear1ng normal ch11dren can 1ncrease chanqes for

L

Programmatic research on enrichment curricula for normal children who

/ N .
Commun1cat1on tEChn1ques that Wprk in clinical ‘programs to enhance famlly

4 -

4

*

positive. menta] hea]th fbr spec1a1 childrer as well,. s

/

Ideas from a var1ety of theor1s¢s are

/

[
Ch11d Development Theories”

~useful in p1ann1ng learning exper1ences

-

with spec1a1 ch11dren.

Some theorists prom1se more insight into the process of

deveiop{ng‘emotional maturity and motivation to learn.

Some theorists help us to.

understand Wore subt]y the process of 111gu1st1c/cogn1t1ve ]earn1ng and how to, enter
- AN ﬁnto that process as fac111tators rather than frustrators of young children. . From
each theorist, educétors must cu]l what he]ps en11ghten and advance work with children.
Er1k Erikson: Neo- Freudvans, part1cu1ar1y Erikson, have set’ theoret1ca1 gu1de- |
, ‘ posts for opt1m1z1ng socioemotional ]earn1?g (1963) For the very young; harnon1ous
mutua] give and take in a -family sets the secure foundat1on for ear]y 1earn1nq

~

) £ompass1onate adu]t care and’ focussed attent1vEHEss to 1nfant s1gnals nour1shes

sma]l ch11dren S good sense of self P1ck1ng up and soothing a cry1ng ‘baby adds to

that fund of bas1c conf1dence 1n grown ups as re]ﬁab]e trustworthy caregivers wh1ch
fuels the young ch11d 5 energy to wrestle with prob]ems of growing up and 1ed?n1ng
The chy1d whoere]s_secure and worthy off]ove is able to generate coping

L

o strength from the posftive regard and care offered by adults. Builfing such basic'

. trust is cr1t1ca] for opt1m1z1ng .the learning of deve]opmental tasks appropr1ate

' to each stage as ch]]dren grow Children so reared learn how to g7ve back attention

¥
-

_ and pers1stence at. 1earn1ng tasks to adults who have g1ven SO much respons1ve

“?¥ .+ attention 'to ths ch11dren}1n da11y care 51tuat1ons

’, . P

"
-
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2,

Cwill struggle w1th the task

Special children, more .than o_thers.i_/ are~equiréd to dive a great deal of

energy and etfort in order to master ad 1 -devised'1earning games_ and tasks.

! ?

4 »

encourag1ng the bravery 19 s rugg1e at 1ff1cu1t developmental jobs. Ch11dren

set for them if aduTts have g1ven generous]y of
P
themse]ves in meeting ear]y emot1ona1 and phys1ca1 n¢ eds Tender, nurturant
\
care by percept1ve and att nt1ve adu]ts is a prereq 1s1te of pecu11ar urgency for

¢

d1sab1ed bab1es Teachers pnd therap1sts‘w111 demand much of such ch11dren, who

may have d1ff1cu1ty in 1earnang to feed or clothe or to11et themse1ves ,to walk

,or to ta1k Bu11d1ng secure attachments strengthens young hand1capped ch11dren s &

acceptance of therapeut1c 1ntervent1ons and the1n will to try d1ff1cu1t but necessary
exercises. - : o . K
s ST y .

Accord1ng to Er1kson, the next accomp11shments of the presehoo1 years are’

¢

re1ated to the deve1opment of a sense of separate will and 1nd1v1dua11ty and the

ab11ﬂty to. make personal cbo1ces for wh1ch the child can take 1ncreas1ng responS1v

J;J ‘

b111ty In ordinary fam1]y 11v1ng, these deve1opments, of a utonomy and of 1n1t1at1ve,

e do not come eas11y N1tness the apne]]atlon “"ferriblé two s“ Haw much more dif-

f1cu1t these great,nuc1ear strugg]es can be for the handtcapped £hild! Parents

-

and teachers may tend to overprotect d1sab1ed voungsters S]ow 1earn1ng ch11dren
&

may have many act1ons done for them that norma1 ch11dren wou]d be requ1red to do v

for themselves : fjl' ' ‘ PR g ;\> PP

B P i
"r y ear @

P Somet1mes careg1vers and teachers over]y so17c1tous pf'a hand1capp1ng cond:t1on

;' may "detract. fron;a ch11d's mot1vat1dn to try new " act?V1t1es 'Fdr)examp]e, '
’ 1anguage de]ayed ch1ddren need chances or. opportunnt1es that nudge them into’
) ask#ng, rather than JUSt po1nt1ng‘for more Ju1ce, or.cook1es or anyudes1red

- N
W L M ere e .e,-v . .




food._4Teacher‘enthusiasm1fonﬁeven initial wordfsounds should enhance the =~ = ¢

prospects for more such yerbal attempts B]ﬁnd or mdtorfcat]y-delayed toddlers

- ¢

-

fee11ng cheated Rubenfe]

o~

. . o
has written that o . { L. :ﬂ

Spec1a] educat1on ma e me feel ]1ke a 'sick" person, not’a disabled child...

often most meaningless achievement. Our teachers expected little from us,

and we liyed up to/ their expectations. A system that isolates children from the

nondigabled children, &nd that provides an inferior .education.only encourages{

,med1ocr1ty at best and fa11ure at worst. (1982, p 8-9)..

-

. ‘Eriksonian theory focuses on the gifts of car1ng adu1ts dur1ng the preschoo]
years in he1p1ng a 3h1]d develop a keen sense of pr1de in,a unique se]f with r1ghts,

respons1b111t1es and opportun1t1es for se]f express1on and respons1b]e ch01ces a

La Matsonee, a 11ve -in 1nst1tut1on in Lyon, France, serves very young ch11dreﬂ

G

with a'va?ﬁéiy'EFﬁiﬁﬁﬁEsﬁaTﬁg condff?ﬁif At first, the nurses and a1des s1mp1y ) / -
treated the ch11dren as sick or undble. Children were fed, dressed and not expected
to become- toilet trained. When Dr M. Oudot 1mp1emented Eriksonian- 1deas much work '1
went into encouraging the children toward se]f—he]p, toward respons1b111ty for tryihg

to feed themselves and toward try1ng to creep up an 1nc]1ne desp1te ]ocomotor°d1§f1~

. B ‘ . .
‘cu1t1es . . . . . .

{
.

. - s B . E—
P T » it T - e - AV, v—-efaw o e o ety mem,... WM

SteadfasF adu1t encouragement of 1ndependence can 1ead'to much more pr1de in
youngsters Terry Haffner was born w1thout arms and 1egs l Upon graduat1on from a
co]lege program he wrote' "The basic thing my parents d1d was JUSt to let me e&per1~
ment and to encourage me to go out and be Terry’ Haffner They 1et me exper1ence

, L .l\\_ . R Ry 'g . 40‘
i R . P . N PR . . 1 s °
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? ., a1l the normal triumphs and tragedies of everyday ne1ghborhood life. I was never

N . I
Csmothered or kept inside or away from'the action.., I got snow 1ns1de my spec1a1

1

p ,
boots and mud and d15t and stones 1ns1de my art1ffc1a1 arnf 1976 p 15). Adults

. need to chal]enge spec1a1 ch11dren just as they challenge normal children. Adults
. need to help ch11dren use and, s&sta1n whatever compe tence a;d skills can be bJstered

A c11mate that nourishes the ch11d s.sense of d1gn1ty will balance more harmon1ous1y
between those two psycho1og1ca1 rocks so per11ous 1n the 1ife-stream of disabled’ , R

ch11dren e1thed overprotect1on or tmpatient, unrea11st1c pushing that can result

[

/‘ in frustrat1on and failure. - S ™~

I

Stimu]us—Response Models. Some child deve1opment theoﬁists, such as Bijou and
¢

Baer (1961) have fo11OWed a Sk1nner1an S R model.| S-R th%ory has Tong been

. app11ed by spec1a1 educators Rewards and tokens haVe been tsed par41cu1ar1y in ' f"
work with menta]]y retarded ch11dren Behaviors that approx1mate des1red behav1ors .
‘have been shaped Then gradua11y, more and more prec1se or appropriate behav1ors )
T are rewarded. Re1nfqrcement schedu]es are then 1nst1tuted that allow a . 3 )
struggling child to be. rewarded at f1rst every t1me a new, desirable response is
emitted Gradua]]y, th1s continuous re1nforcement schedu]e is rep]aced w1th Fixed
- or var1ab1e ratio or 1nterva1 schedu]es that perm1t re1nforcement fora g1Ven number
: of correct responses‘or after a given per1od of t1me has e1apsed Adult cont1ngent v
. -\ . praise_has been part1cu1ar1y useful as*a -tool for teachers of handicapped youngsters
COnt1ngent pra1se or reward(that is provided right after a ch11d does’ someth1ng
des1red)ehhances the probab111ty that desired responses will be repeated

Soc1a] 1earn1ng theor1sts Soc1a1 learning theorists emphas1ze the power

. of, Tm1tat1on and mode111ng in shap1ng behav1ors of Tearners (Bandura, Ross & Ross; .
%"ﬂ. - 1961) Ch11dreﬁ learn from watching an- adu]t mode] the skills that they will be ,:x ﬁgwai

requ1red to- master And soc1a] sk111s can 1ncrease ‘the acceptance of young hand1-

LA . ’b«

capped ch11dren 1nto ma1nstreamed S1tuat1ons Pos1t1ve social exper1ences become o

b ¢ r'_‘lr, ‘e . P - . ¢ ’ §
.
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poss1b1e fer youngsters who have learned, for-examp]e, how to greet people or make .7 '
requests. Aut1st1c nah- verba] children have learned, through hand modelling how

to communicate w1th Ames1an (Offir, 157Q<. Mode1]1ng social propr1et1es or hand

s1gnals in sign 1anguage are adult techn?dues thab can ensure positive classroom,

. ™

home and’ community exper1ences for spe?1a1 ch11dren . -

‘ Sears theory (1957) states that ch]]dren whq;e earﬂy dependency needs have
~ : " been well met by nurtur1ng adults will beg1n the process oﬁ\1dent1f1cat1on Throdgh-'
identification, young chi]dren‘come’to take on.the roles,mannerisms and qua]ities‘
of their nurturing careg{vers."Thus,‘therapists and teachers'who build carfng
re1at1onsh1ps and model d1sc1p11ned work hab1ts and active mastery goa]s for them-‘
. se]ves are mere 1ake1y to st1mu1ate a ch1]d to try tq emulate them. . {*
Jean P1aget Piaget's theory of developmental stages posits ,that understand- .
-1ngs and 1earn1ngs arise and evo]ve in an order]y sequence More and mere comp]ex“‘.
.new 1earn1ngs are constructed uy the ch11d dur1ng fhe course of act1ve, pérs1stent

5.

1nvo]vemeht w1th objectss env1ronments and pgrsons : = .{-' , ‘"
}

P1aget1an theory requ1res that the ch11d have many and var1ed opportun1t1es
~ to engage in activities with. bbJects, toys', peop]e and c1rcumstances When these
. opportun1t1es are neither too d1ff1cu1t Aor bew11der1ng for the ch11dren nor too triv-

-

‘ial or‘well- 1earned then new, 1earn1ng 1sf:o:9 11ke1y to, occur. ‘* The ch11d strugg]es

. Lo make sense out of somewhat nove] or di 1cu1t requ1rements od a task’at hand

e P1aget1an theory is part1cu1ar1y re]eyéntﬁfor teachers of, 1earn1ng d1sab1ed retarded

‘ Tr hand1capped ch11dren. Ch11dren ww]] Iearn on]y as therap1sts and teachers program

earn1ng sess1ons that match the child's current 1eve1 of atta1nment in any g1ven
. deve]opmenta] domain., It fo]]ows that each ch11d w111 requ1re°qnd1v1dua1 attent1on
' s 4 -
in order to advance And adu]ts mustwbe aware of stre ths and d1ff1cu1t1es in each’

_ area of deve]opment Thus P1aget1an theory makes 1nd1v1dua1 IEPs ecessary not

‘A onTy for svecTaT ch11dren, but for a11 ch11dren' Ch11dren 1earn at the1r own pace

T " e
P énd 1eve1 . Adults must be alert to” prOV1de somaid emot1ona1 1anguage2 ahd. motoric °
SERIC. 7 s s T e

. . : 3 , . . . .
¢ . s . ‘e +, ., o . [ .‘




tnteractions that will enable a particu1ar child to jpve ahead in gaining competence.

It maynhe1p to’ conceptua11ze each 1earn1ng area a developmental ladder. Some

ch11dren nequ1re many extra runthéo climb a given 1 dder-of 1anguage product1on
;f or of gross motor competence ’ ch11dren need a/1ot of exper1ence with the f1rst
rungs of a qlven deveTopmenta] 1adder before the will venture to climb h1gherl |

Piagetian theory compe]s the percept1ve adult to b come a good noticer and an ever

(g . ) . . '
more effective matchmaker in arder to boost a child's chances for learning. oHonig

has suggested how this theory applies to-1nfant o reg1vers ' R

NG .Babies need encouragement to become prob]em-so]vers .When prov1ders sharpen,

“their not}c1ng skills they can boost the baby s prob1em solving efforts sucp

" as whén they prov1de a steady1ng hand on a pegboard as baby pushes a beg onto

1

‘ a board that is s11d1ng around too .much to allow success,’ Good noticing g1ves ‘
A ‘ the adu]t c1ues as td whether to make a game a bit eas1er.or a bit more cha1Ten-
., ~ 7 ging. Matchmak1ng 1nvo1veSethe ab111ty to adJust the task d1ff1gu1ty to present
level of ch11d ab111ty5 The adult must Ture the baby forward (on the developmen-

tal 1adder) just a step-at a time toward new and more d1ff1cu1t accomp]ishments

>

o . Matchmak1ng sk111s are a prec1ous adu]t resource. They ensure that deve1opnenta]

. - tasks will no too easy or too frustrat1ng But most1y st1mu1at1ng to baby s.

cur1os1ty and need to ‘gain eompetence (1982b" .14~ 15)

Jﬁ-

P1aget1an theory. pred1cates all 1nte11ect1ve 1earn1ng .on the sensor1motor roots

2 }
of experience. Thus, adults will be more 11ke1y to arrange successfu] earning

-

. . y . © e P .
. experiences for children AF toys, excercises, foods, and peer interactions are

prov1ded in Jud1c1ous doses and at appropr1ate Tevels where mean1ngfu1 encounters

© can resu1t in néw - 1garn1ngs
T 2

R Y :

Adu1ts are more 11ke1y to arrange appropr1ate 1earn1ng exper1ences for a pre— d

. e Ch11d Deve]opmen Norms Vo .

schoo]er if they kneu'1nt}mate1y the tasks and ga1ns ‘associated with each=substage
¢ -

+* e . v . 4 r N
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. developing or bright chi]d can be. When caregivers of deve]opmenta]]y at-risk

t . ‘ . oot <+t * . T

" of the sensorimotor and preoperational periods of deve]opment. Students from the

b

Special Education program at Syracuse University are%OmEtimeSshocked when they take,

my Observation and AsseE\Tent course. They were not aware ‘that norma] infants, tod-

dlers, or preschod]ers cou]d say or do so many codpetent things. Know]edge Pf norms

) for normally deve]op1ng ch11dren 1s 1m5ortant in two senses Tt is 11ke1y that the

spec1a1-educator tender and thoughtful about the need for pat1ence and the need for
repet1t1on and sma11 deve]opmenta] steps "in-new teach1ngs undertaken w1th slow-
deve]op1ng ch11dren may forget how much more advanced the behaviors of a normally

L}

- N i - - - - - . ’
infants are not aware 6f normative milestones, sometimes they have unrea11st1$ ex-

pectations for theiy children. They may talk about normalwgrade placement for

- 2 . - .
children who~ould experience severe difficulty in such placement or they may'refpsef
/
ma1nstream1ng “for a mu1t1p1y hand1capped presdhoo]er who, desperately needs to ‘have |
social exper1ences with norma] peers and needs nore realistic cha]]enges in schooJ

work. Know]edge of norms helps keep educators reality orvgnted

> i ~

A comb1nat1on of;h]gh expectations for each ch11d Piagetian sens1t1v1ty to
the prob]em of match1ng tasks to ability 1evels, and knowledge of developnental

m11estones for norma] children will re1nforce this realistic orientation. Adu]ts

-

N _ .
w111 not be as tempted e1ther to overest1mate or to urideréstimate the potential -

-

learning ab111ty of eadh spec1a1 ch1]d < ‘ o

:
‘ [
A\ ]

How can one be’ome know]edgab]e about deve]opmenta] norms? Infant as§bssment

;instruments such as the Gr1ff1ths, the Cattell, the Bay]ey or the Gesell sca]es

provide clusters of'comptencies and abilitie$ at each month or year 1eve1 during

the earlv yeérs, Language 1nstruments such as. the ITPA or the PPVT have nat1ona1

norms ) In add1t1on screenifg 1nstruments, such as the Denver Developmental Screenlng . o

Test (Frankenburg et a1 = 1975) locate deve]opmenta] accomplishments at chrono]og1ca1

. age ranges where from ZSA to 95% of young ch1]dren are 11ke1y to have accomp11shed

any particular task. Many informational materials such as "Parent helper: Hand1capped

v ’ . - .
\. X ’ T
] » - N ta
L - . 9 v -
. . - . ! i :
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y 7 children bbrth to f1ve"(Mary1and State Department of Education, 1981) provide 11sts

."r [

" of M11estones appropr1ate at each preschool age 1n d1fferent domains, such as cogn1-
t1on, commun1cat1on, f1ne and gross motor self—he]p and social-emotional sk1lls

N
v Some norms are more cr1t1ca1 than others what is needed is a more fine~tuned

€

awareness of wh1ch developmenta1 m11estones are more cruc1a1 for pred1ct1on of

Al

serious d1ff1cu]t1es rather thaﬁ'm11der delays. For example, normally deve]op1ng \

‘babies are able to engage in a game such as pat-a-cake at the body midline b§'8 or

9 months About then,too, normally developing babies begkn to examine a toy and
. % .
poke it and turn it.before mouthing ‘the toy. They also start to separate one ges-

ture as a means irom a consymmatory gesture.. Thus, year»old‘babies are-able to. .- -
pull a preferred toy]to them by{means of an attached string. Qr, by-means of a.|
stick, they corral an out-of-reach toy. Or.a haby can pull a support, 3uch as,a

d1aper on wh1ch a toy rests so that she can reach the toy in order to, wave bang

‘V

or taste it. "If means- ends coord1natmons and midline hand pt/y have not yet appeared
4

by one &ear of age,serious developmental delays may be expected. If mindless mouth-

3

ing of toys without any prior‘exe and hand examinatiob of toys placed in hands is >

. . B
~ . ~ -~

‘

still'present by 18 months, then very serﬁpus delays ma} we]l exist.
This narrow critical age range is'not,true for other behaviorkl ltems, such

as agé at waﬁking Infants ma& wa]h‘anywhere from about seven to 17 months and

still be W1th1n the normal range of deve]opment Thus, some behavioral aqe norms are .

more critical than others in a]ert1ng personneT to potent1a1 needs for 1ntens1ve

therapy. Other ]acks in competence ma;ﬂge evadent S1mp;y because an 1nfant\has .,

never been given.the opportunity'to‘explore particu]ar materials or may have beén

1

punished for p]ay%ng with 1tems, such as a cup and spoon, which are being presented

T~

Delays “in express1ve ]anguage may,. reflect a handicap or may ref]ect that the’

child has been reared in a bilingual household, where ]anguage product1on does 1ndeed ‘_

.

.sometimes 1ag beh1nd comprehension skills. When a ch11d in such a. fam11y can carry

" out two-or-three-step éommands'at 24 months but is not speaking much at all, this
. . /

., s

.. | , :
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detayfin 1anguage production may not reflect a deve1opmenta1 language lag, but?

b rather, finily circumstances.  , - N . |
2 s, ;
* Careful readJng of Piaget's Origing df Intel %gence (1952) shou]d help a worker

) understand the unfo]d1ng stages of the per1od of sensor1motor (S M) deve]opment

3

Uy
Attent1on to the tasks and gains of each stagé of the S-M and preoperatignal periods

,’ of development will help great]y in fine- tun?no professional expert1se Purelg
motoric but nonpurposefu] act1ons or single accompiishments may be the result of

rote tra1n1ng Therap ts need to }ocus more on underlx_ng ab111t1es, such as

adjustment of a baby' s hand to anticipate closure on reach1ngvforYﬁures of varying
~N .. N .
- shapes. : ) '

> 3

Too many lists of deve]opmental'milestones simply mention‘superfioial single

4

skiils What a profess1ona1 helper of yoﬁng at risk ch11dren needs to knqw are

the underlying competgncies that may be 1mp]1cated 1n sk1]1uﬂearn1ng Some quest1ons

.
therap1sts m1ght ask themselves are:

/ * How well does the baby understand and use means- ends relationships? If

° L ~

. ™\ .
a toy is out of reach on a SWeater, can baby pull the sweater to attain the des}red

. toy? - *

’

* How well is this babx'decoding the meaning of a familiar gesture and action

.

as when papa puts his arms out in.a "come-to-me" position? -

~

AN ! f i s s
* Does the baby actjve]y search for a-causal mechanism to make a fr1ct1on v

. ' 2

care go or to work a jack-in-the- box? . . )
. e N

* How well does the baby ant1c1pate fam1])ar'events? Daes she fuss if mama

-

puts on a coat to 1eave7 Ooes her hand open to an appropr1ate 51ze in reachtﬁg

for a ball as compared to a green pea when each 1s presented7 . . . 3

. . o
* Wh t understand1ng of spatial detour prob]ems “does the todd]er havek ’

) barrier of the couch to retr1eve his ball? . ‘ s h

7

* Does bahy 1m1tate on]y fam111ar visible gestures such as "ByeTbye ar can

é’? ,'. . A ,’7 T ( .

be

Can he tu n AIS back on a ball that has rolled under the co%Sh and go around the - ‘
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* meat") negation {"No nigﬁtyinight“),'agent-action’("Daddy fix"), or lbcation ("Doggy

| to pers1st at:attract1ve, o1ff1cu1t, yet soTub]e prcb]ems and .games .

"ball or to eat cake and ice cream at a b1r;hday party vhen no real $alT or foods are

_‘ﬁamong children from two to six years old.' o . »

she 1m1tate an-unfamiliar fac1a1 gesture such as touch1ng‘her éyebrow? '_ >
* What kinds of two-or-three-worF phrases does the toddler use? Do these phrases

reflect knowledge of. a variety of 1inguistic categories, such as recurrence‘("More

‘dere") whose mastery is appropriate.for a normally deve1op1ng todd]er’

-

* Does"the preschoo]er sort obJects 1n'order, +from ta11est to shortest, or from

" darkest to 11ghtest? +Seriation skill. 1earn1ng is a maJor deve1opmenta1 achievement
- |

of normal preschoolers ~ : T . s

— ~

* Is the preschooler ab1e to set a table or ab1e to put away toys into the dif-« 1

ferent places where blocks are stored or stuffed an1ma1s be1ong or toy veh1c1es go?

Sort1ng and classification skills are typ1ca11y learned 1n the preschoo1 years.
* Can the older preschoo]er play for an hour 1ndependentTy if an attract1ye
set of toys, such as p1ast1c tracks dnd ra11road cars, 1stava11ab1e? ‘A four year

o1d who is we]] deve1op1ng shou1d have a 1engthened attent1on span and the ab111ty
(

i . ¢

- * Does the p?eschoo1er behave as if she can formu]ate 1f—then caufal hypotheses,
such as "If I he1p clear the tab]e then daddy will.have more t1me to read me a*

~

&
story“? The ab111ty to look at- consequences and to formulate probab]e outcomes

beg1ns in the preschoo1 years - s -

* How. well. does the todd]er p1ay 1magnnary games, Tike pretend1ng to catth a @

]
Z,

present? Role-pTaying skills develop normally into quite edaborate sociat-dames
' * L

L4

Research Know]edge in Child Dévelopment » ‘7 G

Soe, | : . R LY

In at 1east ten research areas over the past decade, studies in the field of = "

[y

norma1 ch1Jd deve1opment have confirmed f1nd1ngs that are cr1tTca1 for so1v1ng the

puzz]e of how to provwde opt1ma1 servicés to 1mprove the quahty of 11fe for@oung
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chf]dren. Manx,of these researehers have focussed on careg1ver -child 1nteract1ons

i fam11tes and in home or center day care . o ’ . Y

"Respons1ve 1ov1ng care fosters secure attachment

Lov1ng and appropr1ate respons1v1ty to ‘infant d1stress early in the f1rst year

. >

of 1ife 1eads to _more mutua11y satisfying mother 1nfant commun1cat1on patterns and
N
- secure attachment re1at1onsh1ps by the end of the f1rst year of Tife. Annsworth

(1977) and her co11eagues observed materna] 1nfant 1nteract1on patterns in homes
éover the course of the f1rst year. Infants who had been held tender]y and carefu]]y

earlier tended later to respond pos1t1ve1y to close.bodily contact Hhen bab1es

had been held 1nept1y in ear11er quarters of the first year, they responded nega+

x

. t1ve1y to being héﬂd 1n 1ater quarters. The1r negat1ve responses in the la‘ter quar-,

ters were strong]x_assoc1ated w1th Jdater materna1 ineptness at ho1d1ng A1nsworth :
]

conc]uded "It appears that by the second quarter a v1c1ous sp1ra1 has bu11t up, ' }

' SO “that materna] 1neptness and negathe 1nfant responses are rec1pr6ca11y re1ated

‘J’R

from then on (p 14). Those mothers wh0<1gnored crying ear11er or who were slow

'0~<J

to respond to 1nfant d1stress, had bab1es who 1ater cried more frequently 1n§every-
L

day separat1ons The1r 1nﬁants were a1so Tess. 19kely to greet mother,happ11y upon

her'returni’ Where responsive prompt nurturant care had been the rule, then the

. deve10pmenta1 atta1nments of 1nfants were Found to exceed thOSe of 1nfants reared

by. careg1vers 1ess attent1vejto distress and 1ess apt to 1nterpret 1nfant swgna1s

Ch1]d neg]ect When 1nfants are abused and/or neglected, then dev1ant commun-

.-“.,. i, 2 4:

1catnon patterns w1th adu@;s careg1vers and peers become estab11shed (Hon1q, 1982a)

TE

D"

Abused todd]ers tend to av01d eye contact w1th the1r careg1vers, respond negat1ve1y

$

to or 1gnore fr1end1y overtures by day care workerﬁ and may use 1nd1rect approaches

L .

“_ i, , .
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Ear]yksecure attachment is re]ated to 1ater competence

A]though secure attachment can be cons1dered a maJor brecursor of p051t1ve

. Al

emot1ona1 menta1 hea]th longitudinal research by Sroufe (1981) and his co]]eagues

has revea]ed thét secure]y attached infants at -year are ‘better at so]v1ng too]-

L3 us1ng problems in the th1rd1year of ]wfe . Securely attached youngsters #aced w1th

N

|
these difficult tasks respanded by work1ng more pers1stent1y, and by en]1st1ng a
-.parent as he]per 1f the prob]em was too difficult to so]ve On the contrary,
ch11dren who had been insecurely attached in infancy tried 1ess, threw more temper

tantrums and tended to seek adult help less. &

% At preschoo] age,vthese children were found to diffeg in competence hs)wePL

"as emotional adaptat1on Sroufe (1981) observed that° .
Children e]1c1t reactnons from teachers which are conguent with their hqstory
L
. N of ma]adaptat1on . wheneyer a ch11d SO 1nfur1ated g teacher that he or_she

——— .
.. wanted to 1so1ate the child ih another “room or in the corner, it was 1nev1tab1e ’
\that this ch1]d had a, h1story of chronic {parental) unava1]ab1]1ty or reject1on:_
- It is not that teachers'’ fee]1ngs are wrong or inappropriate.. On ‘the contrary,
é' o~_. . their react1ons genera]]y may ref]ect the ch11d s relational history. When -
? « it has been pathogen1c, it is th1s history that must be countered Our

teacﬂers understood this. And the schoq] experience of our children was ther-

apeut1c (p.. 24)

Nhen these children reached e]ementary scHool’ age, d1fferences were st111

t

apparent. ghe secure]y attached 1nfants grew 1nto schoo1 age children who were .

more ego reS1]1ent and had more ego control. They got along better with peers and
1 J

teachers and adJusted well to the c]assroom 1earn1ng s1tuat1on in comparison to ‘

Oy e w o e ¥

the children “who had ear]1er been 1nSecure]y attached ( rend Gove & Sroufe, 1979)

-

.
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Social Class can affect developmental outcomes

'Chi1dren from{different social classes begin to show c1e5r-cut, increasingly

marked differences in cognitive development by 36 months of age. Go]den & B1rns

(1976) found a/ highly s1gn1f1cant 23 IQ point d11ference at three yearslof age

-between ch11dren from father]ess we]fare families and those from stab]e m1dd1e-

incom. 51ack fam1y1es S1gn1f1cant1y, moﬂe“we1fare ch11dren had -to be seen
< !

several t1mes in order to get.an opt1ma1 tegt performance

/ .
Honig & Mayne (1982) have demonstra ed that optimal home st1mu1at1on differs

for fathers too as a tunct1on of social c1ass M1dd1e class black fathers of

preschoolers scared about tw1ce as high on the Ca]dwe]] HOME Inventory (which-

" measures the stimuylation potential of thehome)1n comparison to working or lower-
\ or lower-

‘ §
o . ; I
H

lTower class black fathers of preschoolers.
The consequences of social class differences injcognitive stimulation can be
i
1gn1f1cant for preschoo]ers Infants who were ﬁn the”ﬂowesthuarti1e in rq”§;

/
the Bay]ey Scales at e1ght months were seven t1mes more likely to obta1n 1Q's under

-

80 ‘at four years of agel1f they came from.the lower sociogconomic class than if
they were reared in m1dd1e c1ass homes by educated parénts. N111erman, Broman & .

F1ed1er conc]uded that poverty "will amplify the IQ deficit 1n poerly deve1op§d )
e .

infants" (1970, p. 76).

v . » ~
*

Differences in home st1mu1at1on and in 1nte11agence test performance dyr1ng
i

.the‘preschoo1 ‘period may have 1ncreas1ng1y ser1oUs consequences for schoo] success

as chr]dren grow older.’ Heber, Dever & Conry (1968) stud1ed ]ow-1ncome»mothers

w1th ]nfants and six year o1ds in a poverty area bf M11waukee The ne1ghborhood

) was character1zed by the greatest rate of dilapadated hous1ng and density per

A

11v1ng un1t Mothers w1th’IQ's below 80 who compr1sed less than half of the

~group of mothers stud1ed accounted for a remarkab]e four-f1fths of the ch1]dren

’5»

w1th IQ s be]ow 80. This re1at1onsh1p of ch11d IQ to maternal 1nte1]1gence among

poverty fam111es he1d even.more strong]y for oner children than for younger

‘o . : ° -\\ . . . . !
, . - R TR
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) . . . :
That is, there‘was a .progressive 'decline in intelligence as chi]d age increased

-

,

. beyond the preschoo] years. ‘ - N .

Preventive educationa} efforts w1th poverty famiiies should be a nationa1 ’
priOPit! And these efforts are particuiarly urgentnif preschoo]ers in such
famiiies are a1ready at risk for‘organicaily handicapping conditions.

p § . ~ -
/Physical and‘hutritiona] supports enhance development }

For infants born w1th disabiiities thdt can’lead to impaired locomotor, or

manipuiatgge skills, the sooner phySicai therapies can begin, the. greater the chances
that muscular impairments or degenerations can be minimized.. For some ocu1ar condi-

tions, for examp]e, if the "lazy". eye is not made to "work" very *early in.the pre-

(3]

sch001 period» then o]indness iﬂ chat eye may result.

» . P

LX) n.j: ne

f\" YA

risks ih infants. Nutritiona1 ]acks, too, can have marked deve]opmenta] consequepces.
Low income infants w1th iron deficiency anemia were random]y assigned to treatment
with intramuscuiar 1ron or p1acebo =Jhey were tested before treatment and then re- =
tested w1th the Bay]ey Scaies of Infant Development dne week 1ater (Honig & Oski, 1978).
At this visit, the retested controi‘group infants were administered intramuscular

‘ iron Chi]dren treated with iron showed‘a significant increase in mean MDI (Mental
Development Index) scores compared to the untreated controls after seven days.

" The lower the hemogiobin score initiaiiy, the higher’the menta1 score increase.
The treated group was aiso found to be more alert a:; respon51ve, less irritabie, '
and improved on tests of fine motor: eoordination ,A‘ ‘

%ore recentiy, Oski & Honigchave been testing and then retesting infants with

. varying degress of iron dep]etion but-with hemog]obin counts over 10 The more

f iron dep1eted the infants, the higher the gain in Bayley MDI scores one wee

-iron therapy, which was. given to a11 the babies after the pretest i tq35 study .

(1982) Nutritiona1 monitoring of children,. particu1 Where feeding may be
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d1ff1cu1t due to organic hand1caps, is indicated as a safegLard aga1nst ‘motivational .

!
/

or cogn1t1ve def1c1ts that may develop due to dietary lacks. B . ’ !

E

Parenta] teach1ng sty]es affect ch11d competence

1

/

+such controls as. threats and phys1ca] r tra1nts in c0rrect1ng children.

home for’ several years.

h

Across Social c]ass there is gregt var1ab111ty in parents' styles and ab111ty—

- ot

to teach their own preschoo]ers effect1ve1y

t

po1nts up how much parent teach1ng styles vary, from 11m}t§d reactive teach1ng W1th

-

Research into parent-ch11d exchanges

use of contrgls and commands, to effect1ve use of suggest1ons and 1nstruct1on5 (Hon1g,

1979). Olmstead-& Jester (1972) analyzed d1mens1ohs along wh1ch such 1nteract1ons

differ. More middle class mothers prov1ded advanced organ1z1ng information about

- a block- sorting task.’ They made c]ar1fy1ng sfatements that he]ped preschoolers

to recognize_the character1st1cs of the, blogks that wou]d have to be constdered

F A
Low-1pcome others in this study predom1nantly used

% -
/
i
!

in solving the 1earn1ng task.

s
\/. Hess &, Sh1pman (1965) asked mothers at Four soc1oeconom1c 1evels to help

the]r four~ year 61ds sort blocks by severah dimensions. V1deotape ana]yS1s of

J

materna] teaching sty]e d1fferent1ated those mothers who gdve c]ear requests and

b

specified the tasks for their children, compared to.mothers who asked children

vaguely to put the b]ocks'correctly into‘différent piles.

v
ukvkv

vuvkvuv““""'vk

iy WV

hnthers had been specific and clear in the1r_Ieash+ng—tethﬁTﬁﬁEs ach1eved higher

p]aye_“together
Carew, Chan &‘Ha1tar’(1976) observed mothers and toddlers in interactiOn at
At 36‘monthsﬁgthe children's competenge was assessed
Parents who had been fac111tators, arrangers of experience, and verbal]y active
teachers in the1r children's da11y ]1ves were far more 11ke]y to have competent
,youngsters at preschool ages,

%

and ability,to orchestrate daily 1iving experiences to support children's at-home"

. . ;

[
A g .
P . . - ~a . L]
v ‘. -~ < pang
't 7

Tock sort1ng task adm1n1stered after the mothers and ch11dren had .

¢ PV S

" .

v

Those preschoo]ers whosevw.wvw-v

§Curta1]ment‘of IV watch1ng to educat1ona1 programs only
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iearning‘were further characteristics of parents whose,preschoo] children were ~
. . ~ Y . ? PR

.competent. . S ' . " s ~i .
~ . t P

7 e Baumrind (1977) inte7v1ewed parents and observed their patterns of chiid

their chiidhen to obey their commands and were 1ikeiy to use threats or’ punishments

for disobedience. PermiSSive parents let children make decisions without much

z;.~

: gu1d3nce Authoritative parents set firm rules, gave reasons for ru]es, expressed
v
Tove and interest .in their children "and had high expectations for their children.

‘..

The children whose sociai adjustment at home and in school was optimal and whose

academic achievements were highest were the children who had been raiséd by parents

LR

> using the authéritative pattern.

R

Swan & Stavros in New Orleans (1973) interviewed low-income black families

Fywe

rearing. She found three maJor styies of parenting Authoritarian parents expected

T _whose chi]dren were dOing very well on entry to elementary schooi These competent,

nresourcefui and weii adJusted children had parents who were genu1ne1y interested

\

in them, read to them frequently, ass1gned chores, and/feit very assured about

being good parents. oy

-

S Aithough iower soc10econom1c status portends deveiopmentai risks for some

ukv\rukvh\lk\l\rvkvkvh(

. tsygg children, outreach programs can work activeiy to heip parents deveiop skiiis

P

’11 Parent invo]vement programs can faCiiitate processes of interaction that promote

/Q\
- @

and enhangsqgL deve]opment of /oung ehi]dren despite ppverty Strateq1es for

working w1th pareﬁxs should be a high priority in tra1n ng personnei to enrich 'the

- ‘e N

Tives of handicappedvpreschooiers . # i : T

Severe;phySicai punishment is inimical to positive development
7

PhySicai punishment as a preferred and freqUent method of d1sc1piine has been

. 1mpiicated in deiays and def1c1ts in child functioning

_ gr In the naturai}sticsnn home,observationai study of Carew aM her coiieagues v

-

-(1976) , preschooiers who had Eeen’raﬂsed in homes where physical punishment was a

- R ;!'r\ LN ‘ - .
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frequeng\EESe‘of discip]ine were'among the 1east'competent\chderen tested at

36 months . ' ' . ' ST
Londerv111e & Main {1981) found that todd1ers whose mothers had used physical
pun1shment and who were insecurely attached were 1ess cooperat1ve, not only with

their mothers, but w1th fr1end1y adult testers and careg1Vers as well.
1976)

"Welsh counseled affgry youngsters and exp]ored the causes that had sled
to the1r conviction for juvenile de11nquency He -found that severe parenta] punish-
ment, utilizing Objects capable of 1nf11ct1ng fnjury, was 1mp11cated in the child
‘rearing practices of nearly all the de11nquent ch11dren.‘ Further the higher the
aggress1ve level of the male de11nquents, the higher the sever1ty of reported cor-,
pora] pun1shment by the parents in rear1ng these boys Thus, 1f fam1P1es use’ phys-
d1ca1 pun1shment as their preferred discipline method then deye]opmenta] ﬁ;sks for
ant1soc1a1 and d1sturbed emotional behav1ors w111 be ma0n1f1ed in young children.
" Project staff 'working with hand1capped preschoo]ers needs to help parents f1nd
a1ternat1Ve pos1t1ve discipline strateg1es to he1p socialize their ch11dren.

Fathers and mothers are important social ro1e mode1s .

+

Aggression and prosoc1a1 behaviors’ are often 1earned through §m1tatJng parenta]

-

;models Young children are particularly prone to 1earn soc1a1 patterns of aggress1on
toward peers through observ1ng adu1t.mode1s of such behav1ors Parents who use |
severe phys1ca1 puntshment may have youngsters who behave more aggress1ve1y

In contras‘ parents who value altruism highly have been found to be good
models for child cons1derateness. doffman ( 975) used sociometric qgest1onna1res
to find out wh1ch samevsex classmates wou]d be mpst likely to be nom1nated as _
chi1dren who cared ahout how other Kids ‘felt and 1east-11ke1y to hurt other kids'
fee§1ngs. Parents of these ch11dren were asked to rank 18 yalues in order of

tmportance to them. ® The .mothers’ of the g1r1s and the fathers of the boys nom1nated

. as most 11ke1y to. be qons1derateéand he1pfu1 ranked a1tru1sm h1gh in their own
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-~. S1tuat1on In-compar]son to the boys who did not share candy, the most generous

,\. o
hterarchy of Va]UES& :~?'ﬂ - . ) L \»
| Rutherford & Mussen (1968) gave each of 31 nursery school boys some cand1es
v

after they had successfully played a game. The boys cou]d e1ther keep the Cand1es

.o or share thelr‘wann1ng w1th two best friends.. Aftbrwards, thosefWho shared fost

and those who shared least part1c1pated in a prOJect1ve, semi-structured do]] p]ay .
preschoolers much more frequently described_thejr fathers as nurturant, warm
parents who were’ generous and sympathetic.

Paternal nurturance is very 1mportant for healthy emotionai development of
’preschoolers Profess1onals who work with hand1capped preschoolers need to be
aware of how 1mportant fathers as well as mothers are in pr6m0t1ng pos1t1ve social

e'1nteract1ons of their young children.

——

Sex of;pyesLhOo]er may affect.adult 1nteract1ons o ';‘__ S

- Profess1onals who work with preschoo]ers may not be aware of d1fferences 1n
the ways in which boys are being soc1a11zed compared to girls. Fagot (1974) observed
toddlers in play gituations at home. G1r]s .played more often with soft toys and
.dolls. They asked for help aéd dressed up more often than male todd]ers Boys
p]ayed more w1th b]ocks and w1th cars and trucki? Ma]es were pun1shed for fem1n1ne
behavlors s1gn1f1cant]y more than g1rls wereé for mascu]1ne character1st1cs.

r

Mart1n (1981) dbserved 10- month old 1nfants in sem1natura]1st1c nteractions

" with their mothers. He assessed the ba]ance of power and control and trust.at 22

and 42 months. Materna1 respon51veness that 1mparted a sense of contro] to the L
v
child was found.tg be cr1t1ca1 to pos1t1ve persona11ty development for preschool-
. ),,'
- boys, but not “for girls.,

b

In day care’ centers that serve low-1ncome preschoolers, the b1ds of male and

female todd]drs to teachers differed s1gn1f1cant1y at two years of age (Honig & .

'W1ttmer, 1982) Instrumenta1 b1ds‘requesflnﬁ:yelp were s1gn1f1cant]y more preva]ent

T




. ,among the boys

types of b1ds d1ffered

hugging teacher

s R
L S

EXpress1ve b1ds were, equa]]y frequent for boys ahd g1r1s th the
G1r1s made more pos1t1ve affect1ona1 approaches, such as

Boys made s1gnif1cant1y more d1stressed or negat1ve b1ds to. aduTts

A1though boys and g1r1s were equa]]y likely® to be compliant to teachers requests,
the careg1vers respond d s1gn1f1cant1y more t0 non%comp11ance by boeys (Honig, 1 1980h).
Teachers and tHeraptsts work1ng with preschoolers need to become more aware
of sex stereotypes they may hold whigh’ cguld 1nterfere w1th fa1r treatment of mis-
behaV1or or noncomp11anée by ma1es A careg1ven also-needs’ to he]p young boys find-

more positive and appropriate ways to meet .their needs for adu]t nurturance and
respons1veness

. Family life stresses Gan 1nterfere with 1earn1ng‘ . L e, 4

[ BN
LT T

Being ra1sed in‘a swng]e parent home, where there a

!

%e no other adu1ts to buffer "

.

- a child against. parenta1 anger or 1napproprmate hand11ng mdy .affect a child's

-5'5

Tearning.

So can other stressfu1 life s1tuat1ons, such‘as f4m11v d1sorgan1zat1on,

" to be part1cu1ar1y stressful for. ch11dren within the f1rst two years after the

: aﬂy ar‘ also to suffer d1sturbances 1n the1r learning:

.vs1¢uat1on

: beofee11ng severe effects of this fam11y.crﬁs1s

parenta] alcoholism or 11fe threaten1ng parenti1 11lness Divorce has been found

o

-

fam11y break-up (Hether1ngton, Cox X Cox, 1976 wa11erste1n & Ke]Jy, 1976)

Dur1ng the f1rst two years after d1vorce, chi1dren,are apt to act out emot1on-

At the end of th1s per1od -

°

L_many ch11dren w111 be we]] adJusted and COp1ng qu1te well w1th their a1tered fam11y

9

0thers W111 mudd]e through About one th1rd*of ch11dren will st111 N

The ch11dren may be sorrowfu1 . ¢

. -

and depressed or, fu11 of. anger Boys part1cu1ar1y have been found to act out in s

oppos1t1on to’ the1r mothers. "The, most opt1ma} outcomes after d1vorce have been ;

%

|s e

found'when children have. re ular pos1t1ve access to both parents Iand when,the par

ents do not use the ch11dre to exp ess hatred o; to try to take revenge on t'!
. R
WOrkers who erve and1capped preschoo]ers in enr1chment programs

absent spouse

qQ

™

need .to be sens1t1ve to the potent1a11y hazardous effects. of family break—up on the

X

0 P

a1

P
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.:ch11dren 1n(progpam Boyg may’ ye ‘an espectally difficu]t tfme after divorce.

.

Wherever poss1b1e, frank, empatheth d1scuss1ons w1th4parents shou]d be held so
hat the trauma of d1vorce can have 1essenéﬂ 1mpaq;tgg,a %?11d S1nce fam111es .
: w1th ch11dren born d1sab1ed are at h1gher r1sk for“marbta1 break-up, 1t is 1mportant

L4 S .""5

to prepare staff to entew 1nto svpport1ve and fraﬁkadlscuss1ons W1th parents$.

-

- L4

Read1ng and 1anguage exper1ehces enhapce chi]d cognnxﬁon o

Speech patterns and commun1cat1ve c11mate varquvde1y°1n fam111es The, speech

. N K

of - mothers with todd]ers has been found to dﬁffervmarked1y as a function of locial

class_but-not of race. Mﬂdd1e~c%ass mothers ‘whether bTack .o wh1te, gav - signia

f1cant1y fewer negat1ve proh1b1¢#bns and sTgn1f1cant1y ﬁpre verba] respons1veness )
to the1r ch11dren S commun1cat1ve acts than d1d 1ow-1ncome mothers (Schachter, 1979)

i - What are the Tater consgqyences of d:fferent;a1 1anguagq enV1ronments in the . -
preschoo1 years? A varvety of researches po1ntsqto the conc1us1on that ear]y -e: 2

' ]anguage env1ronments have a strong;;mpact‘on ?ate; cogn1t1ve competence .

| " Perhaps the ear11est éV1degce“mas prov1ded by Nﬁ]ner (1951), who 1ntervﬁewed =
mothers ahd children about the1f:?ntéract1ons Ch11dren whio ach1ved h1gher 1anguaoe
scores on the Ca11forn1a Test ofbMentaf Matur1ty had»been read‘to‘more and, had had .-

" more mea1t1me conversations w1th parents fi°‘7 S ) ‘
S L1nnan & Arass1an (1974) ana1yzédffam;3v home ;hterV1ews and observat1ona1 ot

2 .
data on two d1fferent ethn1c groups Rat1ng#{based on materna] 1anquage sty]es

with children had the h1ghest mu1t1p1e correlat1qn ( .61) with ch11d E verbal -
ability. Mother's 1anguage was rated by comp]ex1ty of words, uTe of abstract

~ tather thiPoncrete speech, conversat1ona? context, and amount' and regularity of
: - ) T S T v
. reading to the child. B S o & o e
. <« “ ‘~ . . "y . L -~
The' k1nds of 1anguage exper1ences that even.young bab1es rece1ve are powerfu]

54

Jred1ctors of their competence’. As ear]y as twelve weeks, .other~ nfant voca]iz1ng
and commun1cat1on patterns have been found to be pred1:t1ye of later 1angyage com-

o .\) petence (Lewis & Freedle, 1972). - ~n..“. i'~;f
LY ‘ o e

. \. ’ g - . e
~ . N \-,\ B 052 a " N -
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C]arke-Stewart (1973) observed mothers.and babies and correlated their inter-
FIEN '
action patterns with later child deve]opment She noted that the amount of maternal

. .,everba1 stimulation was related to_the 1nfant S socia1 use of 1angqage in voca1izing
to the mother. Most important, she reported that the "single maternal variable which

. was most hiEh]y re]ated\to;the factor of children's competence was verbal stimula- .
i Y ‘ ' *
, . ) / ) X . ' <.
.- tion" (p.-60). / N PO .

.,,

The HOME Inventory ABrad]ey & Cﬁ]dwe11 .l@76 has been usefu] for denot1ng

part1cu1ar aspects of the home environment that pred1ct 1ater language and IQ scores.

*

P A

/
> When clusters of var1ab1es were exam1ned for the1r predictive_power, the factors
"emot1ona1 and verba1 respons1V1ty of mother", "prov1s1on of appronr1ate D]ay materials"

and "maternal 1nv01vement with child" (measvred at 12 and at 24 months) were found

7

to be consistently high predictors of IQ and of 1angqage scares on the I11inois

Test of,PsychoTjnguistiE Abi]ity‘ for ohi1dren examined at 36 and at 54 months
‘ . ‘ a - « .
of age. B . L - !
.'I ) ff. * v o 1
A carefu] 1ook at the 1mportance of 1anguage interactions for young children . !

reared by caregivers other than parents reveals the same importance of ear]y !
- language experiences. Regard1ess of whether infants were cared for tn day care
t homes or.in day care centers, the intel]ectua] experience that mast powerfu]]& pre-.
) d1cted (1] and 1nte1iect1ve competence by three years of ‘age was the situation where

a careg1ver taught the todd]er new’ words and created language mastery exper1ences

l

. ' . <or 4
t for. the ch11d (Carew, 1980) S e

- Rich language 1nteractions and read1n§ to preschoo]ers seem to be det1s1ve
yar1ab1es in boosting 1nte11ect1ve and 1anguage scores of young children. The

e,

‘s1gn1f1cance of these f1nd1ngs shou]d 1ncrease the reso]ve of therapeut1c workers '

with hand1capped preschoo]ers to reach parents w1th the message of the power of
ear]y language transactaons in ch1]dren S 11yes._ Encouraging family conversations

at mealtimes may seem a homely task Torha therapist. It may indeed be¢ a most
L . o . - T .
z‘[fRJ}:‘ _important therapeutic interyention in the learning career of that c¢hild.

-~ Tt oo R | an / Coo
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Intervent1on Models: What works _ . o

P
L4

.~ The kinds of 1ntervent1on mode]s and enr1chment programs that have been created
) .

(to prevent or remed1ate deve]opmenta] problems in children_are a testament to the

ingenuity of teachers, researchers and therapists who have dev1sed ways to opt1m1ze

! s
. ] rd

children's chances for successful 11v1ng

Some programs seek to ,educate and support parents in the\: efforts to e
on

&
the Tives*of their ch11dren Some programs focus ‘on only

combine a wide array of services and'strategies for}gpt'miziné development?'
JSome programs "piggy back" one strategy onto another. For!exgmple, in the
Houston Parent Child Development Center, the Home'Visitation Model was‘chosen
_initial]y\to'serve Mexican~American families and their babjes: In the second
.year of the ﬁ?ﬁbram, another service de]ivery model became possible. The
o]der todd1ers then entered a group care sett1ng where mothérs were 1nv1ted :.

- k4
, . to participate as a1desi1n classroom actﬁv1t1es Some programs are theoret1- .

- ~

ca]ly based and conceptually cons1stent Some are emp1r1c attempts to prov1de
supports for child develophent wh11e using a var1ety of pragmat1c approaches .

-//The primary purpose of most of these models has been to increase the chances

.
EH

for fam111es to nurture mentally and emot1ona11y healthy ch11dren (Honig, 1983a,.
L » '
p. 12) y - R I

-

Surveys of the major models can be found in Honig (1979; 1983a) and in Day, &

1
A Y
Parker (1977). What are the kinds of ways in which enr1chment has been offered?

Nhat are some of the important insights ga1ned from these various - efforts? Mode]s'
_ can be categor1zed as providing: _ L &

1

1. Group care for‘tha%dren-with strong curricular goals eithgr pragmatica1]y

s :or theoret1cally based < T, . ) ﬁ _ . . : ~‘§
. — s The anTdren s Cent r, founded by Dr. Bettye Qa]dwé<1 in Syracuse, New York
EN . in the ear]y 1960 S, was 2 p1oneer qua]1ty group care program Ch11dren were served

from_six months to five year§ of age. . Lo L ' T

¥ o . ’n - .
IR A7 proidea by Eric . o) 2 ,1
] B & b . x
e - Nae / . x -
14 =




. . ‘ o4 v -
- . ‘
3 : ' The_Aoecedarian Project in Qhape] Hi]{, North Carolina and Heber's program
'[ ) in Milwaukee were Qther projects providing enriched grdup care for in}ants to préi
vent possible mentaf retardation. Heber and colleagues reported remarkab]e'gains . g

by program preschoo]ers of about 30 IQ po1nts over. the scorés of contro] ch11drenyﬂ“

Since all ch11dren came from fam111es _where, mothers' "1Q scores were below 80% tht;y .

_~“T-\\~\Erexe;t1ve program showed 1mpress1vé1y what effect1ve grbup ‘care programm1ng can
accom l\sh , L R : R

2. Groqgﬁmeet;_gs with parents to teach them parenting skllls\and curricular ) ;;JG

v

. . - ..;".'.\
activities for their ch1]dren.‘¢f R LT e

glen Nimnicht's Far West Toy-lending L1brary program “invited groups of parents

to meet weekly. Parents learned new skills to enhance their children' s schoo] = \‘

——

. ach1evement and funct1on1ng

-

Ear]adeen Badger worked with groups of ]ow—1ncome, teen- age parents \p\g1atr1c
N ,;' .
sett1ngs.1n the even1ng to help them learn Ptaget1an games and=opt1ma] care’ prac- )

tices with the1r infants. ’ ) : .o R BT Sy ’

" 3. Home tutorial program with chiidren.

Earl Schaeffer carried out a well -p1an‘ne.d program witig 1ow- income black male ‘ .

a-l'.‘ - -
-~’l<

] todd]ers in wash1nton, D.C. A]though significant IQ gains_ appedred by 36 months
v - when exper1menta1 toddlers were compared with controls, these d1fferences washed
out when the ch11dren were tested three years after the end of the program

4. Home t1s1tat1on with parent(sl. } " ‘ yﬂéi

Al v

fra'Gordon:pioneered this‘model in'Gaiﬁesvi11e:“F]orida. Paraprofessional . *

. - Sl D U {

hqme visitors béought Riagetian and language games'to/the’ﬁomeﬁandtaught'mothersi'
how to Enhance the sensorimotor deve]opment of the}x:\\x%gvf;ts\Y Levenstein has .

rep]1cated in several 51tes a. home mode] 1n whﬁih toys\afd books brought to the .
home are used as verba] 1nteract1on st1mu1us materqals’ o Cor N
" i~ .

Lt 5. . Interactive therapy with mother and “child. - Lot

-~ ¢

e . Lt ‘.
I “ A : <L v

Y . ™~ A ,,;

4
’
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. Rose, Bromwich and colleagues in Los Angeles and Selma Fraibefgvand her. colleagues

: . Y
in Michigan.have carried oyt intensive home-based therapeutic intervention with

4

both mother and-infant in cases whegre failure to thrive and at-risk factors were = .

30 . . - ' . .. 4
‘serﬁous]y predictive of ]ater developmental delays. o g -
T 6. Te]ev1s1on models. ° _. B \* B

| Y
) - v o
Some of these mode]s have prov1ded a da1]y program that“parent and ch1]d can

watch together as we]] as mater1aTs that ennable a parent at home to bu1]d on the
ST A > - .
oL ) concepts taught v1a the TV educat1ona] program. AN \ v

3

B Y

[} -t
i T, P 2

o 7. 0mn1bus model..

The Family Deve]opmeﬁQ Research Program in Syracuse New York (La]]y & Hon1g, . \j_
K o ’ 1
p 1977) is an example of a model that prov1ded a wide spectrum of serv1ces 1nc]udTng

L}

home v1s1tat1on, qua]1ty group care, and nutr1t1ona1 he1p to ]ow~7ncome mothérs

x

: . _none of whom had a high= schoo] d1p1oma at t1me of b1rth of ch11d Serv1ces to
fam1]1es'were begun pr1or to the birth of the baby The ch11dren served scored '{ -

) “ ‘ten points higher than their contro]s after severa] years 1n program. i

.

Tra1n1ng and preparat1on of stagj and dedication to the goa]s of\grsyentive _
N 4 -/
.programm1ng are a very. strong component in most of the models described above. '

Many of.these programs were not ab]e to continue to serve families beyend a ]1m1ted

P .

_.t1me per1od Thus, 1f and when there have been wash- out effects it is d1ff1cu]t
) to decide whether a program "fa1Ted" or whether.soc1ety has’ fa1]ed families at

r1sk by not prov1d1ng sustaining servaces 1ong enough to ensure the cont1nued

£y
enhance nt of funct1on1ng which was the purpose of the programa ) - PEANN

LR

Program curr1cu]ar gu1des ava11ab]e from some of these mode]s (such as Hon1§¥ ~

o & La]/y s Infant Caregiving: A des1gn for training, 1981) are resources wh1cﬁ can “i?
; N \\_,ald‘therap1sts work1ng in agenc1es with hand1capped or delayed preschoo]ers ,' "fli
' Whetﬁer on\pot any of the programmat1c mode]s sketched. above were ab]e to/fusta$§§ Z




+
7

-—--,fx-\'

o Some programs have attempted to deV1se methods to ma1nstream youngsters to .

' f handicapped ch11dren Aare Tn spec1a1 prdbrams or are ma1nstreamed with norma1 ch11dren.

'ga1ns once program “funds were w1thdrawn positive—know1edge has been gained. The

1Heas, methods and techn1ques created by these’ different. pieneer programs prOV1de

7.

a rich ‘resource for profess1ona1s current1y serving. hand1capped preschoolers and

L, their families. .- .

~. LR ‘ N N ‘
- .y 3 . ]

- - ‘ He1p1ng ch11dren 1earn positive soc1a1 1nteract1ons s .~nf

t
N : ,
e

. :,.. Child deve1opment know1edge can be cr1t1ca11y helpfu1 in assisting spec1a1

| edycators to. 1ncrease social sk111s and satisfying peer 1nteractlons for handicapped
preschoo1ers.( Dmfab1ed children are often kept separate from other children. This
pattern of 1so1at1on fa11s to prepare the spec1a1 child for life in a normal social
world. .As Rubenfeid (1982) has ruefully copmented on her exper1ence° "EdUCat1on
is. essentta11y a soc1a1 process. S1nce most ch11dren are“naturally fr1end1y, they-
will usua11y turn the1r.schooTroom 1nto a soc1a1 enterpr1seeﬂn which all can share.
Spec1a1 educat1on.. 1nterferes with the natura1 deve1opment of the soc1a1 persona]mty

~ -~ P L

because 1t 1so1ates dlsabled ch11dren ..and so 1t encouraged 'IoTe'hness'L (p. 8). -

»

R prov1de a more norma112ed soc1a1 atmosphere for youngsters. Some researchers have

\ ro1e-p1ayed us1ng natura11st1c staged s1tuat1ons or’dhorama mode1s-to teach ch11dren
..the. tudlments of altru1st1c responses to others d1ff1cu1t1es and‘pa1ns (Warrow, ' ;f
Scott & Wax1er,.1973) Severa1 programs have been des1gned to a1d~parents to com- e

-rmun?cate better w1th the1r ch11dren in order o enhance

. - . o1 to.e ﬁ%k al funct1on1ng (Hon1g, .-
@ﬁé’ < s )» - ,‘4;.,, oL g ORI, D Sl . . :A
S Intervent1qn mode1s for enhan ng prosoc1a1 curr1cu1a shou1d be usefu1 whether

;erpersonai,Cogn1t1ve Prob1em So1v1ng édCPS) f' ""'f%.'; T : e
.~’ Shure & Sp1vack (1970b have tra1ned mothers and teachers in preschoo1s and%ﬁ f :
’ . . ! .. VR 2
g 1“” o . . M
" »kindergarﬂéns to use ICPS techn1ques‘ Adu1ts are taught to' ¢ I DO I A
PR T , T
£ AP ; . ,
. - , .\' » v ?
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enhance the ch1]d s ab1]1ty to think through and solve problems and decide

for h1mse]f what and what. not to.do. When, for examp]e, a child hits another

:”ﬁ ch11d er grabs a toy, he is asked why he did that, what “the other child did
' or Said, and whether or not his act1on was a good/ddea 0n ‘the baS1s of his
_ response, the child may be reminded that h1tt1ng is one th1ng he can "do and R jfﬁ

|
then be asked 1f he can think of someth1ng different he can do to solve the

(4N

problbm (p 6) | .- ) I .

. N I
- Th1s train1ng program for generat1ng prosoc1a1 rather than forcefu] so]ut1ons

to 1nterpersona1 problems ‘has been qu1te successfu] After three months, oVerﬁr
1mpuls1ve and overly ﬁnh1b1ted ‘inner c1ty preschoolers and k1ndergartners showed

nnre awareness of others' fee11ngs and more soc1a11y outgo1ng and well adJusted

.

’ soc1a1 responses. ThF two ab111t1es that seem to boost you?%’ch1ldrén S soc1a1

skllls most are the ab111ty to conceptuallze and generate miltiple solutions™to ’ -

1nterpersona{ prob]ems and second]y, the ab111ty to ant1c1pate the consequences

[ ' - . s
. . . .
. v %
. .

of act1ons ) ]

.

El

“-7 ., Parént Effectiveness Tra1n1ng,(PET) L I T o

;g : - Thomas Gordon' s PET (1970) program has helped parents to dec1de who owns a ' I 1\
:;T., prob]em h the fam11y and how to arr1ve at so]ut1ons to fanfily probleﬁs that are *' .”

iﬁ:.acceptable to all members }nvolved in,.the problem. /PET he'lps an adult 11sten
/ actively to reflect the feelings of a qh11d When an adult accurate]y 1nterprets
: ‘fﬁ“’”“%f

’ %
o g

g,f-; ; " the frustrat1oh or anger or pleasure of.a ch1]d that child fee]s understood

;
~That ch1hd is more 11ke1y to manage h}s or her own behaviors 1n the c]assroom*-

The chlld whose teacher cannot empath1ze with d1stressed fee11ngs may feel far
’ A\

less inclined to be a soc1ab1e, cooperat1ve member of the group ' ;*" o

l Y e ‘. . R
§ystemat1c Tra1n1ng for Effecttue Parent1ng (STEEL , AT £ | et

The STEP program (D1nkmeyer & McKay, 1976) is des1gned to teach parents,

: meet1ng in groups, how to analyze the goals of children's behav1ors In order

»,m

9 to understand how to he1p a child toward nore appropr1ate commdn1cat1on patterns, "“‘i_
’ l ' “”}\“ . ' S
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parents need to Took at the possible goals of misbehaviprs, such as a desire for

.
iy X
-
¥
coMN
fiost

attent1on, for ‘power, for revenge, or for 1nadequacy so that the ch11d will not

'

be f0rced-to compete w1th others and perhaps fail. Teachers and parents of hand1-

capped youngsters need to be alert to the d1fferent meanings of 1nadequate funé— '

i

tioning or m1sbehaV1ors that ch11dren carry out. The STEP program suggests that

adu]ts_furn1sh ch;]dren w1th acceptance and with strong messages that children

are 1oyedjand'will be helped to set and-to accompT\ih reasonable goals for themselves.
t

. ¢ I . R .
f . Each of these programs provides clues. to how manage socially inappropriate
" .

. ! ) \ 3 . 3 )
, behavior of young children. Each program gives many suggesticns for enhancing com-
&« N - - . ¢
munication modes, so that loneliness or fear of failure or strong resentment of

o teachers or peers need not permeate the .ee]1ngs and actions of young children.
pte
) Access to these resources should encourage theraplsts and parents together to -

- . work with renewed.conf1dence-toward establishing pos1t1ve communicative co
2 and ?rosocial skills for ‘the chi]dren_théy teach and care for.-

I _ ’ " Conclusions - :
. ] B re i .
Major 1deas from normal chlld deve]opment theory»and research that are useful °
- \ . :

. ~for spec1a11sts who work with hand1capped preschoolers are also ideas that wou]d

;f . be he]pfu] to any teacher or parent or spec1a11st seeking revent deficits, and ,
L - . ; AU
to enhagge ‘ owth and deve]opment A half- dozen pr1nc1p1es or precepts

/ cansharpen our awareness of ideas that w111 work’ as adults work w1th youno children.

/J ) o Ftrst, IOV1ng,care and attent1on to needs for cudd11ng, cooyng, and respons1ve-

S e e ke
!
.

ness to 1nfant»s1gnals 1s the touchtone, the mag1c f1rst formula for assur1ng a ‘ fl

-

. good growth base A]l young ch1ldren need a generous body ~start. Th1s

‘ad mental héalth’ and 1n*e11ect1ve com- .

2 ’.3

EEen born. o ST . " : “.c e




. Second adults need an armamentor1um of* pos1t1ve techn1ques to encourage early

‘ W]earn1ng Cont1ngent pra1se giving .specific task information, mode]]1ng, pr1ming

the child by 1n1t1a11y g1v7ng the correct answer, 1ur1ng a child forward phyS1ca11y,

use of 1ncongruous matertals to 15c1te cur1os1ty, attracti ement”of ]earn1ng

ening to he]p a. chl]d‘express fee]1ngs more - these . .‘# \x

ird, bu11d1ng therapeut1c exercises into larger ‘units of purposefu] games
otivates chi]dren and encourages tﬁEir will to try Also, understanding the reasons
//)//; behind therapeut1c prescriptions enlightens the he1p1ng adult and 1nv1gorates tijig

presentat1on or carrying out of speé;a] activities. The adult who understands

©

the "reasons why" can find bette# ways to offer an act1v1ty or to program a requ1red

task. <Purposefu1 act1v1t1es add more mean1ng to 2 ch11d s 1earn1ng exper1ence
They 1ntegrate sensory and muscular exerc1ses into the life - learning of the child.

Fourth, “dance/ﬁhe deve]opmenta] ]adders" with each child. Int1mate know]edge . ‘ff

—

of streng hs and’ d1ff1cu]t1es each child has 1;/each,area of functlon1ng pe m1ts
a teacher toanove ‘ahead Ar to drop back as a child's responses reflecc progress

or t0o much d1ff1cu]ty in a given area of funct1on1ng Increas1ng1y, perceptive

atchmakers w111 be careful to he]p thelr ch1]dren c11mb 1earn1ng ladders steadlly

b t with rurety and courage, even. when the teps are close together and the rests ,’
2 T T o] : @

\\on each step are long. ) - -

A L .
on procedures., when a ch1l is be1ng tested

!

F1fth, use assessments

ry to arrange that parents and other teachers are present Involve them and mot1vate

i them to become better observers ofJa,chlld's tentat1ve or t1ny steps forward on a
deve]opmenta] task Show them any smaﬁl steps forward that the child has made svnce :
.last assessment Model your pat1ence and perSIStence at working with a hand1capped

%xf?‘.fkl youngsters Prime 1nterested adu]ts o shape and to reward behaviors that you are

1nvested hn as you assess. of’work therapeut cally with a child. . s .- S
\';;3 . - . . . 8 - . “A‘ . ) . N a ‘. 33
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Last]y, both a borrower and a 1ender be. 'Borrow-good ideas. and techniques

-

from others, part1cu1ar1y those who work w1th young ch1]dren whether norma1 or

;d1sab1ed n—these—tecﬁﬁTﬁues*’ Share your secrets with othdrs. For examp]e,

&~

languagemand.love are fantast1c and fundamenta] tools in ensuring opt1ma1 ch11d

»

rearing; Mater1als are also 1mportant as props for the adu1t art1st - the arranger .

of effect1ve'1earn1ng opportun1t1es 1n the drama of a ch11d S life. Share 1deas

with others 1n order to he]p each ch11d understand and perform as we11 as poss1b1e

Use the concept of the "mag1c tr1ang1e"(Hon}q, 1983b) of yourse]f the ch11d and

the materials.

terials_and—task»requiremEEts‘to' ther The thild 4s he1ghtened in mot1vatlon to deal

'Even a ch11d with short attent1on span,

-

fb comes aroused to refocuﬁ_on the task at hand as you enhance the des1rab1]1ty of

- . -

appropr1ate1y with the task reqU1rements

-

the game procedures. and mater1als - '.' S .

Choose and share wr1tten and audiovisual mater1a1s w1th co]]eagues and fam11y

-« -

A
>

_ members. Many pub11cat1ons such as "The Except1ona1 Parent" and many compn]at1ons

1977 or’ GaL]and et a1., 1981) are ava11ab1e
<L

of resources (such\as Ca]dwe]T & Stedman,
VUT he]p you deve]op a more powerfut know1edge base from wh1ch to work. Parents,

-~

teachers and therap1sts need to be a111es in the strugg]e to m1n1m1ze effects of\

’ hand1capp1ng conditions.

.As you grow 1n\know1edge of /deve]opment of aH chﬂdren and how tj;uppor'd

.

The "magic tr1ang1e" works by he1p1ng the thild to focus attent1on on ma- |

>~
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