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ABSTRACT

Observational Studies in Nursery Schools

The studies were undertaken in seven
Nursery Schools in order to give emphasis to
the value of observational methods of enquiry
in work with young children. Three technlques
were adopted adhering to the following
principles

1) suitability for use by practising

teachers

2) inviolability of school settings

. and programmes.
The whole ls prefaced by a short account of the
development of observatibnal techniques over

the last century.

The First Study is a psychological ecology
of the total indoor play space of each Nursery
School, using recording schedules to highllight
the population densities of the designated eress,
their moblility patterns and qualities of elicited
behaviours. The Second Study records, with the
use of machlnes, the verbal behavioural responses
of the children against the continuing baokgréund
of uninterrupted play with manipulation of the
variable of teacher presence. The Tﬁird Study
is of teachers' desoriptions of the children's



behaviours using a standardised multiple choice
technique. While each study had its own
particular struéture,'it was hypothesised that
each would be complementary to the others.
Conducted entirely in the.sohools, with teacher
co-operation, the data was later procéésed by
simple ocount and by computer. The quality of
data from each study dictated the choice of
statistical technique.

The ecology study revealed the characteristics
of the play areas in respect of population density,
- mobility and qualities of behaviour with reference
t0 sex and age dlfferences. Adult presence was
thought to be a most powerful determining
influence on children's choice of play area,
superceding area density and quality of eéuipment.
Within the seocond study the manipulatidn of this
variable showed the adult drawing children's
verbal.response towards herself in a didactic
setting with some emphasis on the age factor.

The favoured teaching method was Socratic and
veibal control was through suggestion rather than
request. Ratings of behaviours corresponded
favourably with the hypothesised distribution,
sooio?economio factors playing no part in the
Judgment of behaviour or quality of home and
school integration. Items from the three studies

-



revealed high correlation within each and
correlation between children's ways of expressing

personal feeiing through speech.

The educational implications underlying
the three studies pointed to the need for wider
and more predictive assessment proaedﬁres, new
ways to promote more intensive interaction
. between children and adults together with some
imaginative departures :rom the traditional
programme. The schools, though happy, positive
places, did not appear to be structuring |
programmes likely to utllise the dynamic forces
of human growth and development in the early

years.
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INTRODUCTION

The second half of the twentieth century
may well be marked as the peried im psychology
wherein scientists-move quite rapidly from the
tempbation to explain human behaviour in terms
and on the basis ef animal behaviour and
towards the ubtilissbion of wide ranging studies

“in several species so that each ean-illumine

the evolutionary path of development.

Unfortunately, the drematic popular
attempt to link animal ethology to the study
of human behaviour was bullt around insuf-
ficiently substantisted extrapolations, but an
improved link, the use of ethologiecal methods
to collect information on human behaviour, may
now ﬁe seen as a more sophisticated deseriptive/
interpretative task undertaken by scientists
from related diseiplines.- psyoholegy; zoology,
anthropology (Blurton Jones, 1972). Emphasis
on simplified, observable features of behaviour
as raw data, the whole belng viewed sgailnst an
evolutionary fremework, has revived interest in
naturalistic teshnigues.



-2 -

Developmental psychology, 'the study of
the change in behaviour as a function of time'
(Zigler, 1964), is a subdivision of a general
behaviour theory. It is eoncerned to show the
continuous emergence and growth of adaptive
ebilities within the humen being allowing
fulfilment of inoreasing potential atb
successive stages of life. With concepts such
as growth, asdaptation, stage and change as
hall-marks, developmental psychology can elaiﬁ
defining features that allow it to build
theoretioal oonstrudss for verification end
predlistion thus assuming some of the dignities
of a theory. Throughout the life span #hero
are periods where change is accelerated, and
developmentalists have tended to investigate
more closely the periods of infanoy,'childhood,

adolescence and, in recent years, 0ld age.

Child development 1s concerned with the

most fertile area of growth in ascendancy,

from birth to maturity. Its histery spans more
than a century, and this is usually thought of
a8 beginning with the application of seientific
method to observation of children (Darwin, 1872)
t0 the present day when it is characterised by
such work as that of Piaget (1926), using
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biological presuppositions in his formulations
of intellectual development, Bowlby (1957)
drawing ansloglies between imprinting and the

- humen mother/child relatienship, and Hutt (1970)

demoenstrating the return to observational
study_using ethological techniques. The
fundamental gquestions it seeks t0 answer are
those exposed in congideration of the 'muling,
pewking !.nfqnﬁ in his nurse's arme' and his
eventual transtoimation into the eontrolled
inﬁependent, 'Jus&ige, full of wise saws, and

modern instences'.

‘Using peychological bterms, Zigler (1964)
has asked:

"How does the person change from the
tiny, pre-linguistic, motorically
incompetent organism which we encoun-
ter in infanecy to that larger,
verbal, motorically skilled organism
represented in adulthood? How does

- the dependent, a-social, and a-moral
infant develop into the dependent,
socialised, moralistic adult? How
do the non-veridieal perceptions,
the ego—centric and illogical thought
processes develop into the veridieal
perception, the reality-oriented and
logloal cognitive functioning
encountered in maturity?"

Child development has as its content data
which has been gathered by methods pecullar to
itself, in answer t0 these questions. In
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supplying its definitive characteristics, ite

mnethodology, however, has not been beyond
critiocism. It is possible that reneied.
emphasis on detalled observation, the
desoriptive phase of sclence, used to.illumr
inate such work as the developmental studies

of, for example, Tﬁomas, Chess and Birch (1967),
Sears, Rau and Alport (1965), Ainsworth (1969)
and the oross oultural studies, for example,
Whiting (1963) may now provide confirmation

for findings that appear to be of central
importance. An era which will see Ghild
Development as one of the studies most important
0 Man is due to begin;

Acoordingly, it was deolded to investigate
ways of studying young human beings in action
using methods least likely to influence thedr
accustomed behavioural responges. A necessary
first step appeared to be exploration and
assessment of the background sgainst which the
children were behaving in an attempt to examine
some of the ecologloal forces affecting ohoeice
of actions and their temperamental sccompaniments.
A second was to look more closely, though
continuing te preserve tﬁe 'natural' habitat,
at the children themselves. In the event the
duel aim involved the use of three observational
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teohniﬁues complementary one %o the. others
though each with a style and significence of
ite own. It was hoped that the avalilability
and suitability of the techniques, the
interpretation of results snd their implicatiens
for education, would appeal t0 teachers who
night thern be persuaded to evolve a programme
of observatiog likely to beneflt themselves

as well as the children.



"There are neither good nor bad
methods, but only methods that
are more or less effective under
particular circumstances in
reaching objeotives on the way
to a distant goal."

Homans, G.0.,
Btrategy of Industrial Sociology.
#s:;. nl. Boclo. 50, p. 330.

"Research in education will have
to venture forth from the safe
and sterile surroundings of the
traditional laboratory and address
itself to that most threaten

of gsettings for the educationa
researcher, the classroom or its
carefully oreated egquivalent."

ghulman, L.S.,

Reconstruction of Educabtional
Research.

Rev. Ed. Res. 40. 3.

1970.
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A CHRONOLOGICAL SURVEY OF CHILD STUDY
FROM DIARY TO ETHNOGRAM

Dexnis (1949), in reviewing forty-two -
publications which appeared before 1882, is
at pains to establish the historical sources
of the early studies now regarded as landmarks
in the development of child psychology.
Heroard, a physiciasn in the Frensh Court,
kept a diarist account of the health and
' d@velophont of fhe young prince bora in 1601,
and Pestalozzl (1774) more than a century later,
made records of his son's behavicur. Neither
was ppblishsd, however, until the 19th
century. It is possible that their publication
reflected a growing imterest through the
activities of Preyer (Die Seche des Kindes,
1882), Hall (The Conbtents of Children's Minds,
1883) and Darwin (Biographical Sketeh of an
Infant, 1887) ~ the three studies which stand
out agalnst a backgreund of publication in
Earope, (Tiedemann, D., 1787; Taine, 18763
Mthélmi, 1870; Strumpell, 1880), England,
(Champneys, 18813 Sully, J., 1881) and America,
(Willard, 18353 Alcott, 18363 Talbot, 1882).
The 18708 alone saw seventeen publications of
studies on child behaviour but it is because
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Preyer, Hall and Darwin were more able %o
control their methods of investigation that
their centributions are outstanding.

Preyer, a physiologist, carried out
detalled observations of the first four years
of his son's life t¢ which were added
comparative data including behavioural data
from obgervations of animals. .His main
intereat was in phyaioal power but he recorded
also the early stages of speech, sense of
space, memory snd veluntary action. While
acknowledging pievious resords, Preyer improved
on their mode of presentation and attention te
detail. Hall, a psyehologist, using and paying
tribute to the work of Bartholomai, began his
study of Bosgton children in 1880. In
eontrolling the quality and uniformity of
procedures of questioning (he personally
employed and tréined his team) and selecting
the list of topies on which the children were
to be interrogated, he under-pinmed the
investigation and gave it a more rigorous
design. The careful compilation of data, the
results of the questionnaire (154 topics) made
a marked contribution bteo methodology at a time
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when biographies were popular. The improvement
in concentration on a defined area, and the
large sample questioned provided data whioh
could be related te.a number of variables.,
sge, sex, I.Q'. and soclo-economic class. The
method, with modifications, exists and is
used voday usually as part of a design,
providing the quality of information whioch
needs to be spread over a wide population and
which must be assembled relatively quickly.
There is, however, much eriticism of Hall's
laock of control of material supplied. A
quotation illustrates this:

"More than half the children
questioned conceived the sun as
never more than 40 degrees from
the zenith, and naturelly enough,
city children knew little of the
horizon. So the moon comes saround
when 1t is a bright night and
‘people want to walk, or forget to
light some lamps; 1t follows us
about and has nose and eyes, while
it calls the stars into, under, or
behind it at night, and they may
be made of bits of it. Bometimes
the moon is round a month or two,
then it is a rim, or a plece is
out off, or it is half stuck or
half butbtoned into the sky. The
stars may be sparks from fire-
engines or houses, or, with higher
intelligence, they are silver, or -
God lights them with matches and
blows them ocut or opens the doors
and oalls them in 1in the morning.
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Only in a single case were asny of
the heavenly bodies oonceived as
openings in the sky to let light

or glory. through, or as eyes of
supernatural beings - a fanoy so
often asoribed to children and so
often found in Jjuvenile literature."

(quoted in Johnson and Medinnus, pp. 22/3).

The work of Darwin, a blologist, in the
biography of an inaividusl ohild, his son, is
also lwportent since the sclemtist brought to
his observations and phenomena under study,
something of seientific methed. Xven so the
separation of fact and interpretation was not
always successful. The projectien onto the
child of adult feelings, motives and emotions
was difficult to aveid ard biographies,
nsually undertaken _by parents, were genersally
found Yo be faulty in this respect. Such
singulaf children, too, could not be regarded .
as truly representative of all chlldren of age
and sex, thus limiting the applicatioen ot'
findings.

"It was difficult to decide at how
early an age anger was felt; on
his eighth dey he frowned amd
wrinkled the skin round his eyes
before a orying f£it, but this may
have been due to pain or distress,
and not to anger. When about ten
weeks 0ld, he was given some
rather cold milk and he kept a
slight frown on his forehead all
the time that he was sucking, so
that he looked like a grown-up
person made cross from being
compelled to do something which he
did not like. When nearly four
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months o0ld, and perhaps much
earlier, there could be no doubt,
from the manner. in whioh the
blood gushed. into his whole face
and socalp, that he easily got
into a violent passion. A smsll
caugse sufficed; thus, when a
little over seven months old, he
screamed with rage because a
lemon slipped away and he could
not seize it with his hands."

(quoted as before, p. 12).

Dennis (1949) pays tribute to Francis
Galton in his solentific study of the
Psyochological Development of Twins (1875),
the firat enmquiry into the nature/nurture issue.
Farther publications, Psychometric Experiments'
(1879), brought attention to the importance
of childhood in the formatlon of associations
between ideas while 'Btatistics of Mental
Imagery' formed the basgis of rating scaies for
several aspects of imagery. Demnis feels that
Galtbn should be rated along with Preyer, Hall
and Darwin as one of the founders of the
movement in ohild psychology.

Fortunately, 'the growth stages of a
single growing child', the essence of baby
blography, continued to be recorded at the turn
of the century. The work of Shinn (1900)
stresses the continulty of behavicur and the
value of longitudinal study in a record of the
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development of her niece in the. first year of
life.

"The blographical method of ehild
study has the inestimable advantage
of showing the process of evolution
going on, the actual unfolding of
one stage after another, and the
steps by which the changes come
gbout. No amount of eomparative
statistics could give this. If I
should find out that a thousand
babies learmed to stand at an
average age of 46 weeks and 2 days,
I should not know as much that is
important about standing, as a
stage in human progress, as I

should after watech a single babi
carefully through the whole process.”

(quoted from Milicent W. Shinm, 1900. p. 11).

It was unusual to find both parents
invelved in child observetion but the work of
the Bterns, Willism and Clara, on their three
children are the mbst noteble exceptions to
" this. Williesm, the psychologist, used the
diaries kept by his wife, illustrations of
children in psychological literature as well
as 'the careful records of their son by G. and
E. Bupin', for his classie text in Child
Pgychology (1910). Buch records éontinued to
be of children of the upper class to0 which
Stern draws attentlion but adds,
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"It 1s, of oourse, probable that
the main features of the child's
psychlc development share the same
general character, bubt in details-
such as the relative time of
development or the influence of
gertain conditions of enviromment,
it 1s but reasomsble to0 suppose
that amongst the lower classes
variations will be found whioh, so
far, are but little knoewn and which
offer a wide and important field
for future enquiry.”

(Preface. Breslan, 1914).

The trained mind of Bterm goes om to lay down

. practice most. likely to help those who wish

to 'draw near ... t0 the tender, incomprehensible
life of the ochild soul.'

"1. In each observatbtion made of
a little child mark a olear
distinetion between the -
.outward action really observed,
i.e. the astion or expression
gseen, the utterance heard, etc.,
and the conclusions deduced
from it.

2. The conclusions should be as
much as possible in acoordance
with ohild nature: try to keep
it as far as may be from the
complieities of your own
psychic life and give full
wéight to the simplieity of
the child soul.

’ 3, No general psycholegioal
assertions, oonclusions,
explanations, should be made
which cannot be simply
Justified by actual observ-
ations."
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"All may approsch the study of -
childhood ?uith a warm heart and
an open mind': yet only those
should feel themselves called to
soientific work - though that may
be but the collection of material
for the gervice of sciemnce -~ who
possess the necessary psychological
training and the power to struggle
on to the by-no-means easy task
of the record of facts and the
conelusions therefrom. The value
of investigation does not lie in
the quantity of material gathered,
but in its reliebility and
freedom from prejudice."

(p. 39).

Such Germanic thoroughness must have dcne
good service to child psychology. The text is
8 period piece, full of charm in its 1llustrative

material and drawing heavily on the ﬁsyohology

of the day (Biihler; Koffken; Kohler: 'We must
be content with occasional referemnce to the
parallels between lower animal and child',

P. 63). Nevertheless, chapter and paragraph
headings bear a clogse simlilarity to a modern
Yext in ohild development.

Bully (1895), a professor of Philosophy of
Mind end Logic, had previously drawn together
studies written because of 'a special interest'
and dealing with 'certain aspects of a child's
mind'. Tolthoae he added the results of 'sets
of observatlions drawn up with admirable care'
producing a book of great charm and eruditiom.
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From the inter-play of faoct and fiectiom, of
reality and literature emanates a warmtﬁ of |
feeling for childhood easily caught by the
reader. Reflecting his epoch, Sully writes

of 'the unfolding of an infant's mind

cenneefed with something whioch has gone

before, the mental history of the :ma.caei (p. 8).
He asserts thé impossibility of any 'scientific’
iﬁvostigatien of the child's mind and notes
that women, 'who are més'l; likely to be in the
position of recording are least likely to
possess scientific training' but comments that
some such 'phencmena' are now at work im America.
The co-operation of the mother, Sully suggests,
is 'quite indispensable’ - 'the kmowledge of
the teacher never quite equals that of the
mother' in the writing of a record. The book
is a classic in the study of childhood, and at
the beginning of the century, formed with Stern,
teaching text for the slowly enlarging numbers
of teachers in training.

A discernible trend towards normative
behaviour traits can be disfinguished by the
beginning of the 20th century. Preyer's
‘conspectus', a summary which looks very much

like modern developmental psychology, and the
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oonclusions drawn by the blographers, hint #t
the search for universal nermﬁ.and general
laws. A hormative”study by Dennis and Dennis
(1937) of baby blographies from various
countries finalises the tendency leaving its
reader very much aware of the movement tewards
quantification and scaling in behaviour study.
Hutt (1972) declares, 'The hey-day of
observational studles of behaviour was the
19208 and early 1930s'. Not only psychologists
but zoologists concerned themselves with the
'systematic reoérding in objective terms of
behaviour in the process of ocourring in a
manner th@t (would) yield quantitative
individusl scores' (Jersild and Meigs, 1939).
Normative studies based on observation now
employing technological innovations such as
the one-way screen, tape recorder and cine-
natograph reached a climax in the work of Gesell.
To 'descriﬁe, measure and relaste' appears to
have had positive eminence in child psychology,
any 'expianabion' still being affected to a
degree by the subjective predilections of the
observer. In an attempt to overcome such
recognised methodological deficiencies as
subjeotive interpretation, random sampling,
inadequate reference material, and to uphold a
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rational approach to the problems of ohild
psychology, Arnold Gesell (1939) undertook

a monumental programme of objectively
emphasised observation and desoription. His
series of normative studies, psychological
portraits in long desoriptive passages of
behaviour trends and graduations for advancing
ages, vere deliberately planned to 'eéoape

the errors of psychometric methods'. The
gtudy of growth, his key concept for the
interpretation of individual differences,
provided & maturational thesis which time has
eventually proved has only a part to play in
understanding child behaviour. Nevertheless,
Gesell demonstrated that desmoriptive work, in
its minute exploration and recording yas
distinetive features making a unique contribution
to the overall 'explanation' albeit its own
slight explanatory emphasis.

The work of Bott (1928) with children of
Nursery school age, observing and recording
their free play 1s of particular interest, as.
it represents in a single study, the utilisation
of a number of techniques particularly applicable
to the nature of the investigatiom.
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Methods and techniques of direct
observation of a number of children were
developing to inelude time-sampling (Olsen,
1929) and selection of categories,both of
which are well illustrated in Bott. A method
for recording snd analysing play behaviour im
(9) children aged 2-5 years, was based on
diary-type observations. Recorded incidents
were timed with a stop-watch and from these
categories of behavicur sppeared to be
directed to: .

1) Materials,
2) Adults in charge,
3) Peers.

In each category activities were selected for
investigation, e.g. category 3) Peers, i.e.
relations with other children, the five (5)
activities chosen were talking (%), watching
(W), interference (Int.), limitation (Im.),
co-operation (Co-.) Using abdbreviations, the
frequency with which each of the five response
categories was shown by each to every other
child, was put on a contingency table which
could then be read to show the totals of
frequencles of response for each child towards
all other children, and the frequenecies with
which behaviour was direoted to each child.
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The matrix thus revealed the most common
response, and its development with age as
with other responses. The behaviour patterns
of each individual child and the behaviour
directed towards him réve&led sociological
hierarchies. The recording, done by trained
observers sitting unobtrusively in the play-
room, was done by hand in periods of one héur.
While the selection of categories made
recording easier, the loss of detailed
deécription from written observation brought
1im1§ation to the quality of behaviour
recorded. The author herself had reservations

en the necessity to categorise and select:

"The seleotion of categories for
the c¢lassification of behaviour
is, of course, a fundamentsl part
in method ... In making our cheice
we tried to avoid pre-determined
categories, and %o derive our
types prasgmatically out of
preliminary unpregudiced observ-
ations ... As far as poéssible the
element of judgement on the part
of the observer was minimised by
ngking an overt act the ground of
diserimination. Thus, when a
child interferes he does some
speclfic thing which ocan be
recorded in the c¢olumn for
-degeriptive entries. The variety
of such acts may (and indeed,
already does) indicate the meed
for a further study of types of
interferences in order to define
the mean of this category, but
such a refinement of definitien
presupposes the collection of
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material on some rough and ready
basis as we have used ... The

faot that a method will provide
~ for the analysis to be pursued to
any level of refinement that may
be desired is, we feel, an
advantage and a mark of gtrength,
for then circumstances alone need
delimit the number of new problems
that may be formulated for specilal
.gbudy. It is desirable, however,
that at whatever level analysils is
to be pursued in a given study the
terms employed to characterise the
observable phenomena should be as
unambiguous &s possible. The fact
.that our observers had oomparabtively
little diffioculty in recognising
and oclassifying the behaviour of
these children according to the
oriteria laid down is perhaps
evidence that the concepts used
were to a degree adequate, but
comparability of the records was
only attained through olose
conference and oriticism concerning
the use 0f these desoriptive terms."

el e SRyt Memosen,
‘This attempt to recerd systematically, to
categorise and select behavicurs, the msuner
of presentation and analysis of results, was
a major contribution to the development of
beohniques. Examinatien of the tables makes
the reader sware that this was a unique atudy,

well ahead of its time and pointing the way to

future operations within the field ef inter-
action analysis.
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That Bott was indeed a true sbtudent of
child psychology is perheps best revealed in

her comment,

"From this genetio point of view
the plasticlty in many tybes of
response during these early
stages raises the question of
whether categories with fixed
connotation supplemented by
statistical computation of
recorded instances are necessarily
the best means of portraying what
is perhaps the most essential
point, viz. the development ‘
process in the particular child."

(p. 67).

Forty years later, Escalona makes the
péint that the desoriptive studles of the '20s
and '30s d4id not hold becsuse they were not
effectively linked to developmental theory:
The Roots of Individuality (Aldine Publishing
Company, Chicago 1968, p. 3).

Cockrell (1935) described the play of six
pre-~school children in six different play
settings with limited play material.

The investigation was planned t© show

1) whether or not & play environment
influenced the reactions of the
children studied,

2) what differences there were to the

various materials- presented,
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3) the extent to which the children
could/should be left to their
own devices,

4) individual differences in pley
reactions among the six
children observed.

A one-way visioen screen 'disclosed a
drama more original, swifter and mome amusing
than any ever eaught upon the silver screen'.
This was the flrst practical use of the device
in the Olinio of Child Development at Yale
University.

Each child was viewed alone and in the
company of one other in slx different play
settings within a small room.

1) The bare room with a table and
twoe chairsj
2) House play material: two baby
' dolls, carriages, blankets,
one small chest ocontaining
an extra blanket end dolls'
eiothes;
3) Blocks - three different types;
4) Book and Pictures;
5) Two oclay boards: two irregular
- lumps of clay: two boxes of
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crayons: two piles of paper;
6) All the materials combined.

The method of recording grew from diary
reocords, and was later organised into time

graphs and activity charts.

Recording the time of approsch, nature
and time of shift of activity with the materials
was direot emough. More difficulty was
experienced in categorising the nature of
abbtention to the companion and to the self.
8ix ériteria for ocompanion were adopted, any

one of which was sufficient basis for recording:

1) Actual physical contact with
companions

2) Exochange of objects with companionj

3) Simaltanedus use of an object with
sompanion;

4) Response to companion (either
verbally or by change of activity)j

5) Attempt to change companion's
activity;

6) Watching companion.

Self play was that which concerned neither
the oompenion or the maberial, e.g. 'trotting
around the room empty-handed, running and
sliding, sitting on the floor and chanting'.
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Play situations were ranked for 'best
play'“and"holding power'. The nature of
goclal interaction confirmed the term
'parallel play' as 74%. 8Self play, a
definite part of the children's reaction, was

small, 8.6%, and companion play 17%. The

average interest span was 81 seconds and the
ohildren showed an ability to play alone for

a period of over half an hour. The average
time to elapsé, however, before they needed or
wanted adult guidance was 14 mins. 12 secs.

The outstanding characteristiocs of the play were
swiftness, repetition, and variety of use.

The careful design, methods of observation
and careful recording are of interest in this,
-one of the first ecology-type studies of
children in play situations.

Writing a preface to Griffiths (1935),
Professor Flugel of the University of Londonm,

88ay8,

"Qulite recently an attempt has been
made to study the very young child
by a new method that 1s itself
neither strictly experimental nor
striotly psychoanalytic but which
is, as it were, inspired by both
these lines of work. It is a method
in which observation of the free
behaviour of children plays the
principle role, but in which
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experimental technique 1s represented
by a somewhat rigorous control of
oconditions, by a discreet use of
question and answer and by an
emphasis on the necessity for
accurate and full report, while
psychoanalysis, at the same time,
contributes a depth of insight, a
realisation of the importance of
affeetive factors and an alertness
for the significance of detail."

Bridges (1934) in America and Isascs
(1930, 1933), as well as Griffiths in Englemd
both illuastrate such a deielepmont in
methodology. Bridges studled the emotional
lite'of infants in thelr natural surroundings.
Desoriptive records were made over tem 1-hour
periods of the nature, duratiqn and frequency
of emotional reactions as well as the situations
which provoked them. Timing was done by use
of a stop-watch and responses were recorded in
two columns, distress/delight, Frequency and
duration were calculated separately for each
child and compared with group medlians. A
distinction between direct and indirectly
expressed emotion further lllustrates the brave
attempt at categorisation, the validity of
whioh gave trouble to both author and reader.
Nevertheless the patterms of individual
response, their frequency and duration, could

be traced through the systematic recordings and
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the work made a valusble contribution to a

relatively unexplored field.

Isaacs, in her two texts (1930, 1933)
based upon records of work carried out at
the Malting House School, Cambridge, from
1924~27, gtressed the necessity for systemdﬁic
sorubiny of the actual events in the behaviour
of the children from a psychological point of
view. In not making'available the full conerete
records of all the manifold activities of the

' children as a background and corrective for

more narrowly defined investigation, Isaacs
was very aware of the dangers of geleotion of
material. However, she believed that as the
selections were not offered to promote _
theorising but rather to illumine broad general
topics closely related to genetic psychology,
they would stand as oorrection to much
premature quantitetive treatment, and in the
fade of 'a growing tendency to summarise

development in a series of rating scales'.

"The work of science proper may

only begin when we can begin
messuring: but te be fruitful,
measurement must rest upon close
preliminary serutiny of the material
.40 be measured. The vast bulk of
barren experiment which has clogged
the growth of psychology took origin
in the coenfusion which treated
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measurement as sufficient unto
itself." . .

(quoted from Intellectual Development, p. 6).

In an educational climate probebly never
since equalled for its degree of freedom,
coupled with expert guidance, thirty children
of high intelligence filled their days with
learning experiences. Observations were made
by the educational staff in netebooks (oonstantly
carried about) at propitiocus moments when the
children were busily engaéed in their own
activities. A further record from the notes
was made at the end of each day. The staff
were trained to take as much verbatim of what
was sald and to be as carefully objective as
possible over what was done. Only later, through
thé employment of stenographers who ocould devote
all their time to observation, were complete

records possible.

Using the illustrative material, Isaacs
(1930) subdivided and examined logically the
development ef_children's Reésoning and Thought.
After a theoretical analysis in which she
oriticised current theories and methods,.
particularly the clinical approach of Pisget,

lists of behaviour samples were made under
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appropriate headings. A second theme,
Biological Interests, was treated in the same
way. Finally a diary of Four Sample'Wbeks
was supplied.

The method, the skilled interpretation
(Isascs was both a psychologist and psychiatrist),
the wealth of detail, th§ guality of discussion
made the text a classie. A later interprétation
(1933) of the social development of the
children, heavily dependent on Freudlan

analysis, has become more of a period piece.

@riffiths (1935) also made some advance
in technique through an application of cuirent
methods into a close face-to-face situation.
Exploring the imaginative world of childhoed,
she brought ohildren into a loosély structured
play/interview situation and guided them into
a series of projective lists - drawing,
interprétation of lnkblots and verbal
description of imagined piotures. The work had
e slight ecological flavour as two centres,
London and Brisbane, were used to highlight
environmental effeot and produce comparative
data.
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Piaget's use of children (1926) in the
clinical method, was the supreme example.of
refined observation which placed the subjects
in certain experimental situations, while
close watoh and acocunt was made of their
ieaotions. A conceptual rubric directed the
questioning and provided the framework of
illustrative material upen which to theorise.
The naturalistic school ﬁas critical. Isaacs
gquotes "Iwo Parents" in their paper on 'The
Sclentific Interests of a Boy in Pre-School

Years'.

"Problems arising during comversations,
even of this free character, are
not ... 80 likely to demand causal
explanation as these which arise
during activities which dring the
child into direct and intimate
ocontact with material things. Our
diary extracts show very clearly
that activities are much more
effective than conversations in
provoking problemsg."

Isaacs belleved sincerely that the clinical
method, no matter how skilful the user, provided
. only a limited and stereotyped situation which
almost inevitably put the ohild at an intellectual
disedvantage. 'One cannot give the right answer

to the wrong question.'
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The difference in the two approaches -
Isaaéé searching for an explanatioﬁ of
intellectual growth through the painstaking
recording of a full range of children's use
of language in natural surroundings over a
austained period of ﬁime, snd Piaget using
an equally detai;ed method within the
confines of a logical framework, brought
issues into a sharpened focus which tragicailj
faded, with the death of Isaacs. Naturalistie
obgservation, so demanding of time, open to
the oriticism of lack of rigour and selentific
measure, of bias and observer error, began to
fall away before the pressure of experimental
investigation. Developmental psychology in

this country lost a forceful advecate in Isaacs.

"Intelleoctual growth certainly shows
a psychological coherence: but this
coherence has the elasticity and
vital movement of a living process,
not the rigid formality of a logical
system. It 1s most fully expressed
in the continuity of development in
noetic synthesis, and in the way in
which the later and more highly
integrated forms draw their life
from the simpler and earlier.”

(p. 97).

Nevertheless, Piaget's modus operandi was
one of observation of the reasctions of the

selected children which had its roots in a
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method cleogely allied t0 baby bliography.
Because he became a student of the development
of thinking more than a student of children
(Eessen, 1964), the clinical method was
highlighted and led to a considerable amount
of experimental investigation in contrived
situations in order to establish verificatien.
Only slowly has Piagetian theory developed

its canons of logieal coherence, repeatablility

and empirical validity.

The formation of the Natlional Research
Council in America (1920-1935) undeubtedly
had increased the number of studies undertaken
in order to further observational research.
Exceptional conditions existed in the Nursery
schools affiliated to American University
Departménts for such research and the institution
of Ghild Development in 1930 formed a perfect
vehicle for publication. Need was seen for
more reliable and more comparable méaaures of
behaviour frequency and a gradual change to the
use of time as a common denominator and systematic
rotation of observations, reducing the effect
of uncontrolled variables, took place.
Systematic distribution of observations over a

perlod of time gave a more representative sample
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of behaviour and controls, using prepared lists
of a limited number of categories together with
precise definitions of behaviour, made for
greater réliability between.observers. Greater
uniformity of approach to details of procedure
can be traced over this period of time, of

which the following studies are representative.

Olsen (1929), usually regarded as one of
the originators of the time sampling technique,
chose readily observaeble and precisely defined
behaviour acts by children in class. On a
form repreaenﬁing the seating arrangement of
the olassroom, observers charted a manifestation
of the behaviour under investigation on a series
of five minute dbservations teken coensecutively
" on the same day. The frequency was the total
of five minutes inbtervals in whioch the individual
displayed the behaviour. A distinotlion was
not drawn between time and event sampling though
clearly Olsen's work is more representative of
the latter.

Parten (1932) classified children's
behaviour into broad categorias of gocial
partioipation and leadership. Her time sample
was one minute with only one child observed at

a time, observations being distributed over a
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period of months. Observations of the group
were systematically rotated to ensure a
representative sampling of each ohild's

behaviour.

Goodenough (1930) used smaller intervals
of time in studying six selected aspects of
behaviour in 3-5 year old children. 8She

subdivided the minute into fifteen-second

intervals while differentiating the degrees

of manifestation of each behaviour trait.

‘Arrington (1932) utilised a five minute

ebaervatioﬁ session with entries on check

| lists covering amount of time spent during
free play (9.00-11.00 a.m.), covering three

categories: use of materials (M), physical
aotivit& (P) and no overt aetivity (No).
Information checked every five seconds included
talking (T), physical ocontact (P.C.), laughing
(L) and orying (C). Children observed covered
sn age range from Nursery school to first
grade, 120 in all. The study is regarded as a
model in its attemtion to detall and procedural
blas, its methods of analysis and ocontributien
to the development of time sampling in

“observational studies.
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The faot that the subjects were .
unrepresentative of childhood at large

appeared to be, in the ma&in, overlooked.

In a review, "Time Sampling in Studies
of Soclal Behaviomr: A Critical Review of
Techniques and Results wiﬁh Research
Suggestiona", Arringtoﬁ (1943) gave her aims:

1) TPo appraise the coentribution

| of tﬁe technlique known as
"Pime Ssmpling" to the
advancement of scientific
.knowledge in the field of
social development;

'2) To show txrougﬁ a oritiocal
anaiysis of research undertsken,
how scientific observation in
life situations or in those
more experimentally contrived
can 8dd to the understanding of

soclal behaviocur.

Arrington's Definition of Time Sampling
is given:

"Pime sampling, as here discussed,
is a method of observing the
behaviour of individuals or groups
under the ordinary conditions of
everyday life in which observations
are magde in a series of short time
periods so dlstributed as to afford
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a representative sampling of the
behaviour under. obssrvation. It
is, in other words, a method of
sampling, the validity of which
is primarily & function of the
amount and distribution of the
time spent in observation or of
the number, length and distribution
of the separate observations or
time samples. As contrasted with
the experimental method, it is g
form of controlled observation in
which the behaviour, the method
-0f recording, and the manner of
selecting the behaviour to be
obgserved are subject to control
rather than the situation in
which observations are made.
Finally, it is a method whose
essential function is accurate
measurement of the ineidence of
specific behaviour acts or patterns
under specified conditions."

(p. 82).

- The iesearch analysed, covered a wi&e area

on social behaviour: viz. frequemoy and type of

social contact, social sdjustment, intensive

analysis of social patterns, language frequency
and methodeology.

4

The second enquiry into the findings

covered such headings as:

1) the feasibility of systematic
observations of social behaviour
under life occnditiems,

2) the relisbility of observations of
human behaviour made under
ordinary conditions of everyday
life,
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3) the validity of behaviour indices
derived by time sampling
techniques,

4) factors affecting the determination
of sampling procedure,

5) the role of time sampling in the
sclentific study of social

development.

A third section covered research suggestions
in order that light could be shed on factors
assoclated with differences in social development
overcoming the limitations of all previous
studies. From a statement of the faots temntatively
established viz.

1) that fréquenoy of social participation
or social involvement, defined
in terms of the number of observable
overtures and responses of
individuals %o ether individuals
or groups or in terms of amount
of time spent in social condibtiomns
favouring free socisl interaection,
normally inoreasés vwith age during
the first five yﬁars of life,

2) that individuals, irrespective of
age and sex, tend to differ
considerably in the extent to which
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they normally become involved

in social activity when observed

in a familiar environment affording

abundant opportunity for soocial

interaction, '
Arrington proceeded to outline how time sampling
procedures could refine enquiry into areas
opened up by previeus research studies that
fail to give the clear evidence needed to
substantiate results. The whole review was
admirable and acted both as a summary of N

achievement in observational procedures and a

guide to further developments in methodology.

Reviewing the technique later (1972),
Smith and Connelly say:

"The great advantage of time
sampling technique is that it

allows a comparison of measures

of behaviour frequency, objectivity
defined, for different individuals
and in different settings. e

and sex differences and correlational
anslysis flow naturally from this.”

(queted from Ethological Studles of Child
Behaviour. Blurton Jones, N. C.U.P.,
1972, p. 70).
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The satisfaction with the technique and
the 'spirit of substantial optimism' which
ecan be detected both in the papers and in _
Arrington's excellent summary of 6bservational
methodology may be related to the considerable
‘advance in objectivity and comparability which
time sampling offers over diary records and
rating methods.

However, the difficulties concerning
chogen categories, together with those of
sampling - dlscontinuous, sequential, the
breaking down of units of ‘time durations from
1 second to 5 minute periods - prevented
comparative study. The need for technology -
'alléwing permanent recordings (video-tape)
over fractions of a second (recorder) was

evident.

Anderson (1954) in the 2nd Edition of
"The Manual of Child Psychology", reviewed
methods used in Child Psychology. Regarding
the situation at that time, he sald:

"Direct observations of behaviour

in play and social situations
increase in value for sciemtific
purposes with systematic and planned
recording. FProblems of analysing
and symbolising the masses of
material which can be gathered
together from technological sources
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presents difficulties as do
interpretations. Overt behaviour
may not always indicate what is
happening within the person.

Casual observations may be
accurate but cannot help soientific
generaligation. Careful observation
of phenomena a&s they occur and
accurate recording of these
observations are necessary for
tabulation and analysis. Good
scientific work involves not only
skill in observation and recording
but alsc insight into what is
important to observe and record."

(p' 19) [

Reviewing from the earliest blographies,
Anderson included Habitat Studies (Barker and
Wright, 1949, 1951). Teams of trained observers
observed children for periods of thirty minutes
within a design to follow through all activities
from early morning to late at night. Each
observer was interviewed in order to elioit
detall not already recorded and the records
were eventually documented and arranged in a
time sequence. 'Episodes' of behaviour formed
the basis of classification (episodes close
with a fresh stimulation) providing the basie
coded data for anaiysis. This ecological
approach received great ilmpetus from the
publication in 1951, from the Midwest
Pasychological Field Station, University of
Kensas, "Midwest and its People" (Barker and
Wright). The aims of the team were,
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"to describe the life situstions
of individuals in order

1) to study behaviours not easily
~ reproduced in the laboratory,

2) to show the sequential
dependencies amongst different
items of behaviour,

3) to -corroborate laboratory

findings by direct observation
of particular oritical incidents."

Wright (1967) stated a revival of interest in
the natural situation. Psychological ecology
had set itself the task of disooveriné how the
properties of a person and the properties of

the ecological environment were related 'in situ'.

The distinotlion between MOLAR and MOLECULAR
events - MOLAR actions being goal directed and
occu;ring within the\cognitive field and |
MOLECULAR actions the accompanying gestures,
postures not organised by cognitive processes,
was unique to the system. The actions were
episodes controlled by the ends or goals the
actor wished to achieve, and the psychological
habitat of the actor was constantly under
review. This use of desecriptive lasbels made
inference an important part of the observer's
tagk. 'In the 'how' of the child's behaviour,
there is its constructiveness, its intensity,
1ts social maturity level, the effect that
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accompanies it'. Accorded equal weight with
behavioural acfion; the objective level of
observation was felt by many'to be grossly
distorted.

Intermediary between the return to
natural situation (the ecological appreach) and
the prevalence 6: time sampling (a technique
likely only to work well with frequently
ocourring behaiiour), Anderson inocluded
situational sampling where the situations were
likely to recur as in situational ssmpling with
play material as the medium of expression.
Interest in projective technique pioneered by
Isgacs and Griffiths was shown in Sears (1951)
ahd Axline (1951), where play therapy was
outlined. Andersoncémoluded the review with
the notion that movement towards experimentation
was inevitable where experimental design would
inelude a variety of measurements within the

struoture of systematic observation.

The publication in Harvaid Educational
Review (1955) of an article on "Systematic
Observation =~ A Method in Child Btudy" may be
teken as some indication of generalised interest
being up@eld in observational technique. In
attempting to provide a foundation for evaluating
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observational studies, Gellert supplied 'a
distillate of practicea“and.atandards with a
critical slant'. Commenting on the decline
of observational studies after the '30s
probably because of the time factor and heavy
masses Of data, Gellert pinpointed the
advantageaof the method which were likely to
carry it forward on the wave of new interest
in social interaction. Criticising tendencies
which had prevailed in attempts to establish
sclentifie rigour viz. undue attention to
systematising, establishing reliability among
observers, limiting and sonfusing categories
of ebservatibn and seleoting 'economic and
eonvenient' situations for study, Gellert

outlined reform:

"The design of a research study
gshould be determined by its ends.
The convenience of a particular
methed, or the ready accessiblility
of certain population groups should
not be a major influence in
selecting a problem area for study.
This is a case where the end should
Justify the means, for it is only
with reference to his goal that

the Investigator can decide validity
about matters such as "Should the
conditions for observation be held
constant, or should subjects'
behaviour be recorded amongst a
variety of settings? What should
be the age range covered, and in
what respects should the sample be
homogeneous? How large a sample of
each individual's behaviour will be
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adequate? At what intervals should
behaviour be sampled and how long
should each-individual observation
go on? What kind of recording
system is most appropriate? and -
finally, what constitutes a.
representative sampling of the
population with respect to the
particular variables in question?"
A good observationsl study must

be designed to take these points
into acocount.”

(p. 193).

Where investigators believed that 'seeing is
believing', systematic observation ceuld
continue t0 be among the most important methods
for the study of human behaviour, teking into
account the 'hazards and limitations' outlined
by Gellert.

An importaent review (Wright, 1960) of
Observationﬁl Child Study appeared in Handbook
of Research Methods in Child Development, Ed..
Mussen. Clalming to be the only book designed

‘to glve broad coverage of research methodology

in Child Development, observational methods
have one chapter out of the twenty-two. The
review is comprehensive frém baby biographies
tb experimental design. Useful tables, e.g.
Young Children as Subjects 3.3, Nursery Schools
as setting 3.4, Illustrative Time Sampling
Studies 3.5, are compiled snd the treatment of
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the different methods, ecoiogical, normative,
idiographic and systematic, within the
observational approach is full. Ecological
research is seen as the 'least roundabout

way' to collect information on the natural

surroundings and behaviour of the ohild.

Normative descriptions can illustrate and
exemplify norms obtained from psychological
tests and laboratory measures providing a
background of environmental conditions.
Ideographiec study, often tied into a clinical
setting, can be further validated by reference
to dbsarvatibnal studies related to the setting
or by oompérison of the clinlocal techniques
with everyday behaviours of comparable
children. B8ystematic study, planngd t0 cover
gaps in knowledge of child behaviour and
developed from the notion of complex vairiables,
is a recognised product of observational
techniques. Problems of inter-dependence will
not lessen but are likely to multiply and an

' 'over-view' technigue is essential. Wright

concluded:
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"It is impossible now to make
experimental arrangements that
allow for the full size and
complexity of many events ...

new leads and important
complications of laws (of
behaviour) may be gained by
substituting selection for
manipulation of variables.

This has been done in observational
child study, and it can be done
better, with continu

improvement in comparative

designs and in techniques of
observing, recording and analysis."

(p. 130).

'In 1963, Hutt, Hutt and Ounsted published
"A Method for the Study of Children's Behaviour'.
Obgervational study particularly suited to
groups of children unable to respond %o
psychometric techniques was outlined as a method
par excellence for the study of brain damaged
children and of interest, therefore, to
doctors and blologists. The behaviour syndromes
of sﬁch children, though of great interest
themselves, could, when studled, systematically
yield information about developmental mechanisms
in general. The method outlined, descriptive
recording on tape, with 1ts pitfalls of loss

of expressive detail and inference, is nevertheless

upheld through the establishment of reliability
(two observers recording on a twin chammel

recorder) and seleoctivity ('attention span'
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visual fixations) within the behavioural
programme. . Experimental design was built
through the use of a sequence of habitats and
control groups. The method described was seen
to ﬁe elosely related to that used by
ethologists who had advised and commented on

procedures.

The applicability of observational
techniques to the field of medicine and its
links with ethology marked am important
development in methodology. The interest of
seionfists from disciplines other then psychology
could lead to increased status and improved
techniques. The full force of technology, the
use of machines %o réoord bodily ohange and
to record permanently in photographic form,

could improve the range and depth of observation.

"lowards an Explicit Rationale for
Naturalistic Research Methods", Willems (1967)
is an entertaining yet tellingly clear case for
the importaence of observationsl techniques in
research on human behaviour. Using a novel
"two dimensional descriptive space',

1) the degree of investigator

influence upon, or msnipulation
of, the antecedent conditions of

the behaviour studiled,
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2) the degree to which units are

imposed by the. investigator

upon the behaviour studied,
and with varistion from high to low on each,
Willems claimed that laboratory experimentation
falls in the high/high sector and naturalistic
in the low/low. Everydaey behavioural
achievement should be seen as a 'back oloth'
of achievement in the experimental situation.
Quoting meny studies to prove that the actual
distribution of psychological phenomena should
not be overlooked (ecological psychology has
shown the infrequent occurrence of favourite
topics of studies, e.g. aggression, frustration,
regression, in the everyday lives of children),
Willems made a case for the inelusion of an
observational sector in every research design,
'the interplay of controlled experimentation
with naturalistic methods'.

Two of the most difficult issues of
obgervational research, replicability and the
establishment of control gicups, it is argued
are a matter of ingenuity and understanding.
The concept of the 'implicit' comparison group
where the investigator uses previous findings

or stable generalisations 1is illustrated and a



- 48 -

strong case made for the use of naturalistic
findings in the ultimate problem of generalisabtion
from the experimental situation to the world
outside the laboratory. Willems' "Rationale",

a mogt useful document, linking different

aspects and techniques 0f research, makes an
excellent case for observational methods which

alone can stand up to 'the acid test of reality'.

In "The Roots of Individuality" (Escalona,
1968), research design and conastituent
technigue suited to the methodology 6£ enquiry
into developmental trends of the neomate within
eﬁvironmental conditions and behaviour
characteristics,'are'analysed. Historic
development is shown, not through a survey of
literature but rather through comment on issues
and_problems relevant to the early phases of
human development. The purely descriptive
approach, the investigatory, the psychoanalytic
are seen as inadequate in the need to 'record
and process observations of environmental input
and behaviour output over prolonged periods of
time'. Technological development it is felt
can supply the aids to illumine the impaect of
varisbles, extrinsic and intrinsic in behaviour
and development so that 'new' descriptive

techniques are seen as an important source of
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information.

"Nursery life as inferred from
oonstrained conditions of
investigation (the experiment,
the interview, or the list) and
nurgery life as derived from
abstract theory (psychoanalysis,
learning theory) are totally
unlike nursery life as observed
directly." '

(p. 19).

Descriptive research means to Escalona
the formulation of hypotheses dependent upon
extensive and specific information about overt
behaviour, their systematic application to a
oomprehensive and encompassing programme, the
structure of which is readily identifiable.
Thus systematic observation is seen as a
neeessﬁry and contributory research asctivity
on child development, an analysis of the process
of change, unlike change itself, demanding a
nedium of naturalistic behaviour.

The original research method (128 infanta)
was direct observation of mother and child
over a period of a week, covering an age span
of 4-32 weeks, by trained observers. The reéord
and type of inrormatioﬁ ineluded descriptions
of interviews through running, narrative and

filmed records. Home visits wesre made and
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described, pediatric examinations and physical
growth measurements were recorded, together
with respiratory and cardiac rates, kymograph
tracings and counter readings of activity
levels. Two developmental tests (Cattell
Infant Intelligence Scale; Gesell Developmental
Schedules) were interpreted and finally each
mother completed a questionnaire designed to

reveal maternal attitudes.

The wealth of information was subjected
to systematic analysis to establish relationghips
among the phenomens of behaviour. Later a
smaller sample (32) was selected for intensive

study on certain dimensions of infant behaviour.

An important text, "Direot Observation and
Measurement of Behaviour" (Hutt and Hutt, 1970),
can be seen as a milestone in the development
of observational technigques for the study of
humsn behaviour. The whole is a restatement
of the case for using observational techniques
as an essential part of human behavioural studies
developing the rabtionale of Willems and emphasising
that experiment should only be based on a
knowledge of established behaviour.
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"It is often forgotten that an
animal in an experimental
procedure already has a well
established behavioural
repertoire and that knowledge
of this repertoire may be
essential to undorstandin§ the
results of an experiment.

(p. 4).

The book is important because the inter-
related disciplines, psychology, psychological
medicine, medicine, zoology, ethology are

shown t0 have common fundemental concern with

'behaviour, and the basiw methods characteristic

of ethology seen to be pertinent to research
within the group of disciplines.

"The ethologist learms t0 work
with the behavioural data the
animal provides in his natural
habitat. While fundamentally
more complex, the behaviour of
Homo Sapiens can in prinociple
be treated in the same way as
that of any other animal studied
in his natural hsbitat."

(p. 10).

The approach t0 observationsl atudy developed

in the text is ethnologically based. The
discussion of the special features of ethologiocal
method follows the definition:
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"The first aim of the study of

the behaviour of a particular
animal is b0 record it in all

its detail, correlating it with

the stimuli which evoke the
different sections of it. Sueh

a complete catalogue of behaviour

is called an ethogram. It is
vitally important that such an
ethogram should be recorded quite
impartially. That 1s, the

observer must not be influenced

by his own evaluation of what is
going on but must seek to record
everything no matter how unimportant
it may seem at the time. Even
detalls of weather conditions may
later prove necessary in anslysing
the causation of the behaviour.

At least in the first place when
confronted with the behaviour of -
an animsl with which the observer

is not familiasr, no anthropomorphism
must be allowed to creep in (although
it is often a useful form of
gshorthand!). The report must not
be in terms of human thoughts and
desires but must be plain recording.
Later putting one's self into the
position of the animal may give
ingsight into the problems which the
behaviour throws. up and suggest
hypotheses which can form the basis
of experiment and anslysis. But
this should always be done with the
greateast care and the approach
quickly discarded after it has given
the indication necessary to organise
future research."

(p. 15).

Thus the ethnogram, it is felt, can provide
the bagsic knowledge upon which judgement for
modification and experimentation should depend.
Experimental psychology can be shown to have
concerned itself too much with methodology

'diotated By theoretical tenets or the
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requirements of statistlical propriety’'.
Ecology 1s criticised for its lack of
objectivity through the vague behavioural
categories selected and the 'novelese quality
of much of thelr reporting'. The biological
approach, charascterised by the interlocking
problems of causation, function, evolution

and ontogeny is seen to overlap particularly

'with developmental psychology since ontogeny

must be a primary concern of developmentalists.

A ocareful appraisal of human studies from

the 19308 onwards shows the refinement of
techniques and the gfadual movement, incorporating
technological innovations for recording purposes,
towards greater concern for the study of man

as a biological animal. Swuch study, it is
admiﬁted, has no history: it awaits to be made.
Where there are beginnings, as in the attempt

to extrapolate findings and theoretical notions
from gtudies of animals and apply theﬁ to ﬁan
(Morris, 1967; Lorens, 1966) caution must be

the keynote. It would seem a legltimate step

to select MAN as the subjeoct under investigation -
to develop detailed and systematic observational
studies, using all technical aids, for the

construction of a humaen ethnogran.
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1972 has seen two publications supporting
Hutt. (1970). The first, "Ethological Studies
of Child Bshaviour", Ed. Blurton-Jones (1972),
is a collection of ethological sfudies of
children. Factual information gathered by
using ethnological methods in a descriptive/
interpretative task in order to give a wider
socope and more purpose to ehiid studies is
characteristic of all the publications. Areas
of behaviour investigated are within the
ohild/child, child/mother interaction field
and there are a few comparative studies. The
authors, all ethologists, represent in first
disciplines, psychological, psycho-pathological.
and anthropolegioal trainins. The use of large

numbers of small observable items of behaviour

(e.g.lwithin "Human Non Verbal Behaviour",

136 separate units are listed amd defined),
minutely observed with full use of technological
alds, it is felt 1s likely to provide not omnly
a wider range of organisations of behaviour

but might also, in eonfirming findings that
have so far proved important in child psychology,
glve deeper insight into development.
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McGrew's "An Ethological Study .of
Children's Behaviour" (1972) is an sccount of
research on the social behaviour of Nursery
-School childfen_using ethological metheds.

An atbempt is made to produce an ethnogram for
young children. The behavioural elements are
categorised and presented in terms of the body
parts involved: Facial (16), Head (23),
Gestures (29), Leg (3), Gross (16), Posture
(9), Locomotion (14), and these are examined
for frequeney and periodicity. BSubsidiary
problems, e.g. introeduction into the gioup,

and social organisations, are also investigated.

The research appeafs to demonstrate the
usefulness of working with discrete elements
of the behaviour even of humsn, though relatively
immagture, children. How far it will be possible
" t0 select, define and organise discrete elements
of behaviour of the more mature human being,
where the tie between thought and action is so

much more oomplex, is a matter for the future.
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Summarz

The earliest, most personalised baby
biographies can be seen to have contained the
fundsmental concept of Child Study, close
detalled observation. They lacked, however,
reliability and any form ef application tb
: lgrger, more representative samples of children.
The need for established norms, of methods
yielding comparative data in order to measure
and assess rates of development gave an
impetus to studies of children where bthey were
groupéd together in pnrseries and_sehools.
Problems inherent in dealing with larger samples
brought major developments in techniques of
obgervation. American studies of pre-school
children attendiné University day nurseries
and schools roge to a peak in the 1930s when
time and event sgmpling, seleotlion of behavioﬁr
categories and the gradual introduction of
technological alds brought observation studies
to unprecedented heights. DiésatisfaetiOn,
however, with the over—-abundance of data and
the unrepresentative nature of the samples
allowed a decline when psychometrics and more
rigorous research design came into favour.

Research became structured through assumption
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and hypothesis with refined statistical
analysis. Only inoreasing awareness of the
dangers of artificiality, of divorce from
the essential human nature of the material
brought observational type study, the |
ecological lssues, once more into the field.
Pure ecology left its legacy when the need
for inclusion of environmental effect on
human behaviour was recognised and upheld.
The semergence of animal behavioural studies
in natural habitat also revealed the potency
of genetlic lgsues and the shared interest in
obéervational type study of biologists,
doctors and psychologists gave rise to
ethological studies on.peOple and places.
Technology, the fast moving cameras, radio
microphones, video-tapes, inoreased the
possibility of objective levels of observation
and ethnegrams'on young children, covering
in minute detall their total behaviour, are
now possible. 8ince the psychical behaviour
of young children is closely tied to their
total response, the studies are of value in
dooumenting behavioural reaction to a variety
of situations.
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Difficulties, however, remain, particularly
in using such detalled behavioural observation
study in educational settings, as findings may
appear too detached from educational issues.
The link between previous research findings
and educational practice has ever been a
tenuous one. Rather than reinforece ‘it has
tended to arouse antipathy end susploioen on the
part of the educators. Research worker and
teacher have falled to come together to examine
findings, t0 experiment with change or even
o share their declared interest in developmental
issues. However, the present pressure to
Justify economic outlay, to demonstrate
predictivp values and to Justify methods 1is
oonsiderable. New methods of research into
early childhood education are needed. It may
be that methods incorporating the essence of
observation, the fundamentasls of ecology but
taking into account persenal feelings and
attitudes of the educators, will help. Such
'participatory' research may provide some of
the c¢lues likely to6 help promote fuller
understanding not only of how children behave
but also the ﬁays in which thelr education can
best be undertaken.
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The following description of three
 investigational procedures, the results
obtained and the implications of these for
educational practice, is one attempt to throw
ghead a beam of light, however feeble and
only darkly illuming, into the fubure of

research with our ohildren in Nursery School.
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The Scope of the FEnquiry

Three Observational Techniques have

been chosen in an attempt to establish how

some Objective measures may be taken of

children in Numrsery schools without interrupting

the free flow and children's choice of activity.

Pipst

Becond .

miza

A psychological ecology study of

the background of children in seven
Nursery Schools.

The purpose of this study was to
establish means and criteria by
which it might be possible to messure

environmental effect on behaviour.

An Observational study of the children
themselves, using an established
teohnique, A.P.P.R.0.A.C.H.

The purpose of this was to highlight
behaviours'acoompanied by verbalisation
when the children were familiar with
the observers and ready to tolerate

use of tape-recorders.

A third Gbservational study undertaken
concurrently with the ecology viz.

The Stamp Behaviour 8tudy Technique.
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This was a subjective assessment of
child behaviours carried out by the
teachers of the children who
themselves had been co-operators

in both previous enquiries.

The purpose of'thia study was to
emphasise the participatory effect
of the whole enterprise. It was
hoped that the teachers would
recognise the viability of all the
observational techniques used in
their schools and would feel able
t0 build an enquiry particularly
adapted for their own use as a

result o their partiocipation.

The total period-or observation was from.
October 1971 to March 1972. The emphasis
throughout the enquiry was one of absorption
of the observers into normsl school routine,
in order to demonstrate how teachers might
refine and mgke more detailed their cbservations
of children.
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Statistical Technicues

Non parametrie techniques particularly
suited to behavioural study were chosen in
order to familiarise and standardise procedures

likely to help in the drawing of conclusions.
These included:

1. The Chi-~Square Test’ca.

2. Spearmen Rank Correlation
Coefficient : Pearaon -
Product Moment Correlation
Coefficient.

3. 8ignificance of the Mean @

t test for uncorrelated
means.

4, Analysis of Variance.




THE FIRST STUDY
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"Students of infancy have given
vastly more attention to definition
of the response - measures of the
infant -~ than they have to definition
of the stimulus -~ the nature of the
environment."

(Kessen, W. et al.,

Humen Infancy: a Bibliography and Guide,
in Carmichael, Manual of Child Psychology,
Ed. Mussen, P.H. p. 288)
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ECOLOGICAL RESEARCH -
A Review of Literature

'The way of studying child behaviour
while leaving it alome' (Barker) would be likely
t0 appeal as a method of research to child
psychologists and educationists who are .
sensitive towards, and respect, the child's
world. Their work reveals a discernible trend
away from Behaviour Modification techniques,
the pre- and post-test approach, towards the
use of observational techmiques designed to
eliminate impediments and experiment. Indeed
White (1967) has argued that Child Development
reaearﬁh has made the mistake of moving towerds
highly specifiec expérimentatian without first
cOlleoting broad observations of the milieu
of the ohild, thus supporting Flavel (1963),
who had suggested that the necessary strategy
for finding out about development in childhood
should involve direct observation of the

child's day to dsy encounters with his

environment: the model being the work of

‘Barker and Wright (1951, 1955).
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Such an ecclogical investigation 'has to
be defined by its objective, by the purpose of
revealing the naturally given habitat and
behaviour of the individual'. The conceptual
and methedological problems are bound into the
task of discovering how the properties of a
person and the properties o: the ecological
environment are related. (Barker, 1968).

Such problems outlined by Barker lie within

1) the accuracy of dessription
of the structure of environment,
a desoription which will reveal
the natural units operating
within the dynamiocs of the whole,

2) the identification of behaviours
of persons as 'individual
entities' and their description,

3) the elicitation of different
behaviours within different
environments against the common
attributes of persons within
identical ecological units.

The essentisl nature of the units (Barker, 1968)
with which ecology deals, whether they be .
physical, social, bliological or behavioural

are:
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1) that they oécur without interference
or feedback from an investigator,
i.e. they are self-generated,

2) each unit has a time-space locus,

3) each unit has an internal pattern
within a differing external

pattern.

The first psychological ecology of a

Nursery school was undertaken by Shure (1963).

Investigation was to reveal the influence of
some of the situationsl factors on the
spontanequa behaviour of pre-school children
as it occurred within certain Areas of an

indoor American Nursery School setting. Areas

. chosen were Art, Book, Doll, Games and Block,

and measurements were taken with regard to
Population Density, Mobility and Quality of
Behaviours - 'its constructiveness, its
intensity, its social maturity level, the
affect that accompanies it'. Sex differences
were noted. The subjeots were 7 boys and 7
girls aged 4 years and obéervational sampling
procedures took place during the free play
period (9.15 a.m. - 10.30 &.m.) between
Noveuber 1960 and March 1961. Each of the
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five Areas was observed in pre-arrenged order
. for five minutes, divided into one minute
periods. After the last Area was observed the
process was repeated so that eaoh was observed
for ten minutes. Systematic rotation of Areas

was employed for each new day of recording.

"Interest was specifically centred
; upon the number of appearances,
i their mobility, whether activity
: was relevant to an Area, the
i children's effort and the constr-
uctivensss of the behaviour and
the complexity of social
participation.”

(p. 191).

Results showed
Population Density: the Block Area was
j | easily the most popular
especially for boys and
the Art was second,
most popular for girls.
The Book was least

popular (p <.01).

Mobility: the Gaﬁes Area was most
mobile, with Book and
Block least.
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Quelities of Behaviour: all Areas elicited more
Relevant than Irrelevant,
or lack of, activity
(p <.01).

Pogitive affect was
slightly more evident in
the Doll. Boys emitted
more expression of
content than girls in

the Games and Block.
Neutral affect was most
marked in all Areas.
Conatructive use of
materials occurred most
frequeﬁtly in all Areas.
Boclal Participation was
seen at its most complex
in Doll, the boys engaging
in most associative
aotivity and girls in
co-operative.

Individual play was most
frequent in Block and
Games. Blogck elicited a
high proportion of complex
soclal interaction.
Parallel play was greatest
in Art and Book.
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Questibns arising fiom the study implied
causal faotors in relation to situational
factors. Would the re-arrangeﬁent of Areas
alter frequency and mobility? How far would.
the addition of sex related stimuli affect
relevant behaviour levels? Does the size of
an Area affect complexity of comstructiveness
and secial interaction? To these there might
be added, Is play stimulated by t+he presence
of an adult? What are the differences between |
child stimuleted and adult stimulated behaviour
sequences? Does a Nursery oater equally well

for all ages?

As & preliminary to a research design
applicable o English Nursery Schools, the

literature was reviewed under the four hesdings:

1. Population Density

2. Mobility

3. Qualities of ﬁehaviour
4, .Adult Presence.
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Population Density

Group density studies among young children
in ongoing play/work situations are few. This
appears a notable lack since the concern of
teachers to ensure that children have adequate
gpace for their activities has always been
emphasiged. Bwift (1964) refers to some early
gstudies on the effeot of amount of space but
only on the incidence of asggressive behaviour

in the nursery.

"In general, these studies have shown
that oonfliets between children are
more numerous where play space is
more restricted.“

More recent studies have been concerned to
examine space as a varliable affecting the overall
play behaviour of children. The Shure study
(1963) revealed that more ohildren occupied

the Block Area, that they remained there for

the greatest length of btime and that the Blook
Area was the largest in physiocal size. Possibly
the children could oecupy that more comfortably.
The Book Area, with the smallest population
density was also the smallest in physical size.
Shure made the suggestion that population density
might be related to physical size.
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MoGrew, W.C. (1972) has pointed out that
an experimenter may examine sociel density by
observing different numbers in the same sige
space - or he may examine spatial density by
observing the same slize groups in spaces of
different size. He found more rumming and
laughing when a group of children had more
space t0 play in, and also when, maintalning
the same'space size, the group number was
decreased from twenty to ten. (1972a).

Hutt and Vaisey (1966) carried out density
behaviour studies of normsl, brsin-damaged

and autistic children in a playroom in a
hospital. %he behaviour of the normal children,
in that they spent significantly more time in
sggressive~destructive behaviour and less time
in non-aggressive social interadtion at higher

densities, would confirm MoGrew.

The only study of children's spacing
behaviour in free play situations (MoGrew, P.L.,
1970) also reveals useful information. Children
spent less time alone, i.e. in golitary play,
and more time within 3 feet of each other in
high spatial densities and avoided physical
contact with other children, when social density
was increased. Results suggested that social
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factors predominated in density effect on
spacing behaviour: an optimum distance between
individuals was maiﬁtained in a constant area
regardless of numbera'present. The twenty (20)
subjects, children in a Nursery school,

showed ability to adjust their spacing in
different spatial and sociel conditions. In a
late: experimental situation in the same
Nursery, assessing the degree of agonistic
behaviour (MoGrew, W.C., 1972), different
sigzed areas were maniﬁulatéd according to .
weather conditions for High (mean density

33 gq. £t. per child), Medium (52 sq. ft. per
child) and Low (150 sq. f£t. per ohild) Density.
One sggressive pattern (hit) and two fearful
patberns (automanipulate and digit suck) as
well as contact occurred more frequently in
the more erdwdod'condition. Running also
occurred less frequently in higher spatial
density. In social demsity conditions the
children's behaviour strengthened the earlier
study. It appeared as if the children
ocontrolled their social behaviour so that
frequency of encounters did not exceed a certain

level.
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Mobility and Stability

The concept of mobility/stability in the
Shure study was derived from the count of
number of movements a child made in and out
of an Area during each minute of the 5 minute
observation. A movement (mobility) was defined
as an entranoé into or exit from an Area by a
child from minute to minute and a stability
where the child remained from one minute to
the next. The concept is an interesting one
since a eount can throw light not only on the
'holding power' of an Area but also on a time
quantity within a child's reaction to play
opportunity. Shure (1963) oreated a mobility
index wherein low index figures meant there
were fewer movements: .00 mesnt no movements
occurred, 1.00 meant 100% mobility. Her median
index for all Areas, boys and girls oombined,
was.25, the range being Book .00 to .50 for
Games. BSex differences were not significant
but the boys (.10) were less mobile than the
girls (.33) in the Block Area and the girls
(.46) less mobile than the boys (.50) in the
Doll. McGrew (1972b) found children more
mobile in a strange setting: frequency of
running inoreased from s low base~line level

when a chlild was introduced t0 a new nursery

group.
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Earlier work is illustrated by Cockrell
(1935) concerned to show whether or not a
change in play environment influenced the
reactions of the six pre-school children
as well as the differqnees in reactions to
varying materials. Length of time the children
were lnvolved in a particular activity was
one observed varisble. Results showed that
the area providing 'combined material'
produced the greater number of aotivities, the
highest number of activities per minute and
the children spent the longest time in this
area. Van Alstyne (1932) had noted a rise of
approximately 2 minutes in attention spen
between age levels but Gutteridge (1935),in
a study devoted entirely to the atbtending
power of young children, showed marked
discrepancies with previous work. Using
observational techniques Gutteridge gave
evidence of children concentrating on their
play materials when conditions were favourable
and showing how even very yocung children were
not éasily distracted when interest was aroused.
A much later study, Iunzer (1955), concerned
to highlight the significance of play in the
intellectual development of children, oObserved

concentration ~ idle, average, engrossed - on
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a 5 point scale for each, in an endeavour to
take account of fluctustions in attention.
Results, however, were incomsistent: there was
no even rise with age which previous work
(Alstyne) had suggested. Iunzer concluded that
the considerable fluctuations were due in part
to individual differences and the strength of
interfering stimuli.

"It would follow that duration of
attention, unless recorded over a
very considerable number of sessions,
-1s an unreliable guide to the
maturity of play behaviour.™

(p' 2"3) °

Qualities of Behagviour

Participation
Shure (1963) had found a high degree of

relevant behaviour in all Areas. The Art Area
elicited 84% and Block 65%. By the same token
the relative proportion of irrelevant and
absent behaviour was almost twice as great in
Block than Art. Absent behaviour was lowest
in the Book, 4%. An imaginative quality of
participation was considered for the present
study and the literature researched, sinece
Sully (1896) had suggested that children's
imagihative behaviour contained & 'true germ of
thought'.
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Having acted as co~author with Jersild
(1933) in an investigation into "Ohildren's
Fears, Dredms, Wishes, Dsydreams, Likes,
Dislikes, Pleasant and Unpleasant Memories",
Markey (1935) published a study of the
imaginative behaviour of pre-schoel children
during free play and in experimental situations.
Using observationsl techniques in three Nursery
éohools, fifty-four children were recorded in
play sequences involving imaginative behaviour.
Findings showed an inerease in total amount
with age, with a more significant relationship
between imaginative behaviour and mental age
than chronological age. Chronological age,
however, influenced the patterms and types of
behaviours older children, with greater
understanding or comprehension, responding in
more oomplex'patterns with increased reality

content. This led to the author's belief that

"the most socially scceptable and.
possibly the most .satisfying
expressions of imagination are
based on adequate knowledge. Adult
guidance of the child's learning
activities and imaginative play
contributes to the building of a
background of concepts and
generalisations, whereas the
undirected imaginative activity
of the child is often likely to be
fanciful and imsginative merely
because it is incorrect and
irrational."
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Jones (1966) also pleads for the nurturance of
imagination’

"that aspect of the human learning

process which is uniguely human

and whioch most often goes uninstructed

in our schools ... with imagination,

we all have it, some of us are mere

free to use it than others and all

of us find it more accessible under
some conditions than others.”

Griffiths (1935) used projective technigues,
conversation, picture-msking and ink-blot
patterns to study imagination, as a mental
phenomenon, in thirty.children of five to
five and a half years of age. Though there was
only a range of six months in chronological age, -
mental age spread from 3 years & months to
6 yoears 9 months. A comparative group was set
up in Brisbane, Australia. Findings added
welght to the psychoanalytic school of values:
phantasy as an outlet for emotion, phantasy for
compensatory use. However, there was evidence
also of imaginative thinking, contributing to
intellectual development.

"Imggination is, in fact, a child's
method, not so much of avoiding

the problems presented by environment,
but of overcoming these difficulties

in a piecemeal and indirect fashion,
returning again and again in
imggination to the problem and
graduslly developing & socialised
attitude which finally finds expression
at the level of overt action and adapted
behaviour."

(p. 354).
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The contributions of Piaget (1951) to
understanding the éignificanoe of imaginative
behaviour is an important one. While his
methodology, cbservatiorial of only a small
group of children together with uni-dimensional
interrogation, has been oriticised, nevertheless

his emphasis on imaginative play as a vehicle

of intellectual growth during the early Yyears

is a major part of his theory. For Piaget,
play is pure assimilation =~ the child's
behaviour being tailored by hin to fit the
processes, intellectual, social and emotional,
that are going on within _ﬁim. Symbolic
behaviour emerges when the child is beginning
to master words and images and he proceeds to
use these to regulate behavidur. The ability
to distinguish betweén signifiers and |
significates, syﬂbols to0 represent objects and
events not immediately present, enables the
child to make the act of reference - called
by Pihget the symbolie.function. Identifying
aﬁ object or a pergbn with something or
somebody elée leads to combinations of actions
and complex thought. Imaginative sequences
become a part of behaviour though their basis
is one of reality - actions seen or performed

in some other comtext. BSuch mentﬁl activity
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leads to cognitive competence as the.gross
distortions of reality are gradually overcoﬁe.
Piaget distinguishes between games of simple
combinatiqns, compensatory combinations, and
liquidatory combinations. Imaginary play
sequences, shopping, nursing, driving the
ambulance, are examples of simple combinations
which may have a compensatory element,
according to the emotional connotation. A
distortion of reality, when life is difficult
can restore eqﬁilibrium while behavidur which
liquidates events in order to overcome a
problem uses symbolisin to transpose the
feared act or experience. Acting out, in play,
allows the association to be broken down and
gﬁadually assimilated in other forms and into
other behaviours. Thus the ohild comes to
terms with reality. Compensatory combinations
allow compensation for deficlencies and
unpleasantnesg in the real worids liquidatory
brings a gradual acceptance of that which was
originally sbhorrent. Symbolic play thus
declines when the ohild has increased powers
of adaptation to reallty and the social scene:
though imaginative behaviour continues with
inoreasing reality content. The link with

creativity is olear: it is the unusual
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combinations of the real and known that

constitutes creative thought.

The work of Singer (1961) is of espeocial
interest since if further emphasises, from a
neo-Freudisn point of view, phantasy play,
imaginative beha#iour, as a useful cognitive
skill. Using projective techniques, Singer
selected High/Low phantasy groups and invited
the children (6-9 years) t0 play a 'waiting
game'. It was hypothesised that High Phantasy
children would chenge the situation into a
phantasy game and remain seated 1onger,”i.e.
they would control the situation through use
of phantasy. All the children liked the game
but only the High Phantasy gfoup employed
skills to help oﬁercome thg waiting element -
to defer gratification. Iwo environmental
factors were extracted for promotion of phanfasy
skills, the presence of.a bénign adult figure
to act as a model.;y immediate and deferred
situations and 6pportunity t0 be alone in order
0 practise use of phantasy. A balance between
adult presence aﬁd solitary play was seen to.
be essential. The.éhildren showing High Phantasy
also feported more interaction with parents

that would be likely to involve phantasy such



- 85 -

as story-telling and games. They tended also
t0 be children with few siblings so that
ingidence of interaction with the parent was
the greater. There were no differences between

the High/Low phantasy groups in intelligence.

Elkonin (1971) suggests that of the
child's two forms of s&mbolisation, the
substitution of one object for another and the
ochild's assumption of the role of another
person, the second has not been studied
adequately. Piaget's belief that when
identification and clear reprO&uotion of
asgoclated activities are blayed out a regression
of symbolics begins, 1s'als§ questioned. The
-gradualvgeneralisation of activity with
substitute objects, when resemblances of the
subétitutional objeot to the original may be
minimal, takes place in the earliest years,
and is an impbrtant stage in development.
Initative activity, a decisive step connecting
the'activity with the person who produced it,
is the next sfagg. This is the first étep,
Elkonin claims, towards seeing behind each .
activity fha person to whom it belongs - the
beginnings of role play. At this point
ochildren imitate the activities of specific
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adults but Elkonin stresses the help a child
needs in making this reoriemntation. In order
to identify their activities with those of the
adult the child needs the adult to suggest,

point out or comment on what he is doing. Then

the ohild can 'hold' the two - himself and the

other person: the gotiens of himseli and the

-other person -~ 'role in action'. ZExperiments

with younger and older children showed the
younger children's inability to step outside
of "themselves" - older children could do this
but regarded this ability not as 'play’ but as
'serious', likewise younger'ohildren, unable
to single out characteristics of 'friends' did
not assume such roles whereas older did.
Younger children assumed only the roles with
outstanding characteristics. Only gradually
with greater experience does imsginative play
pass from reproduction of more subtle

characteristics such as that of relatiomships.

‘Speech, Elkonin belisves, is a orucial factor

througﬁout (Piaget is again oriticised for the
exclusion of the funotion of speech), and the
naming of objects, the suggestion of_how'dbjects
night be used and even renaming of objects is
seen as a function of the adult in promoting
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imaginative behaviour. BSpontaneous development
of symboligation-is thought dubious: the adult
has an important part to play. The overall
importance of symbolisation is closely
recognised; its function is not only to simlate
human activities but also human relationships.
‘Imsginative play thus emerges as & 'powerful
means of the child's penetration into reality'..

Affect

Shure (1963) daid not find a marked
difference in affeoct from Area to Area. The :
proportion of positive affect in the Doll was
slightiy greater than in Art, Book and Games.
The proportion of neutral affect was least
in Doll and slightly greater in B;ook.- The
| amount of negative affect was negligible in
all Areas.

congtructizengss

Bhure (1963) found more comstructive use
of materiels than neutral or absent while
destructive behaviour was negligible in all
Areas; Constructive use of materials was
greatest in Art and Book and lowest in Block.
The relative frequency of children oceupjing
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¢
Games and Block without use of materials was

twice as great as such behaviour in Art and
Book,

It is of interest that there has been
mpie.reaearch into destructive behaviour
'aggression' than cpnstruotive. Yet
observational techniqueg repeatedly reveal a

low incidence.

"It seems difficult to justify

the important place 'aggression'

holds in some theories of child

development." -

(Willems, 1967).
MoGrew (1972) prefers the term 'agonistic
behaviour' and gives a comprehensive survey of
the literature as well as outlining difficulties

of definition.

Bocigl Participation

The importance of this area of development
in the pre-school years is marked by the wide
range of studies, which can usefully be grouped

1. BStudies isolating variables

relating to social interaction;
2. Btudles related to degrees of

soclal acceptance.

For the purpose of this study only the former

will be reviewed.
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One of the earliest studies (Parten, 1932)
on the gocial participation of pre-school
children laid a foundation of enquiry which
persists o tﬁia day. Parten's six categories:
unoooupied behaviour, solitary pley, onlooker
behaviour, parallel play, associative and
6o-operative pPlay, are now. classic. Data was
gathered by the time sampling method of
observation when the thirty-four children (pre-
school) were observed dally for one minute each
during free play for 60 or more behavioural
samplés. The data revealed an increase in
all forms of social interaction with age and a
developmental trend towards the more complex
forms of soocial behaﬁieur; both positive
(co-Ope;ative) and negative'(aggreséive). The
data was fu;ther&mxamined for degree of
leadership under five headings: following
independent pursuit, following some and
directing others, sharing leadership with
anether and directing alone. The play activity

-was also noted, and toys and games rankéd for

'social participation scores'. Two types of

leadership were identified, "the diplomat" -

. by artful and indirect suggestions, and "the

bully" - force and direction by one who has

chosen his followers. 8Sex differences in
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-1eadership were negligible and leaders tended

to be more intelligent and to come from higher
socio-economic background. The size of group
increased with age but preference was groups
of two and these were single sex. Children
played with their friends (seme sex) and
friendships were iﬁfluenoed more by age and
home environment than by intelligence. 8Siblings
showed a marked preference for each other's
company. Findings on play activities shbwed
house play to be the most social type of play,
constructive material play characteriatically
parallel play. Younger children played
differently from blder children and play
equipment was seen to have different social

values for older and younger children.

Parten's work was outstanding and has
been subjected to ferifioation for forty years.
Individual studies have oofroborated her findings.
Arrington (1943) in her review of time-sampling
studies on social interaction showed how
consistent reports on social development studles

have been. The three outstanding findings are,
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1) increase in all forms of social
interaction,

2) children who are highly rated in
one area Of social activity are
1ike1y to be similarly rated in
all areas, e.g. the most
sympathetic child is likely to
be the most aggressive,.

3) the wide range of individual

differences.

These basic findings have been tested
for consistency. An attempt to elucldaste
questions of oconsistency and ohénge in the
social behaviour of children is reported by
Btott and Ball (1957). Using the records of
60 Nursery school children, the ascendance-
submission variable in social interaotion
was analysed for quantitative amnd qualitative
change in a 10 year period of development.
Of interest to this study was their finding
of increasing interactive behaviour during
Nursery school years with a drop ofvrrequenoy
at age 5. The increase was largely a change
in degree of ascendance with a marked decrease

in isolate behaviour. The authors concluded,
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"ees that readiness of the organism
is the first requisite to social

- interaction in children but even
when thus ready they still must
learn to0 be socially responsive and
interactive. The amount as well
as the quality of sociasl behaviour
they develop, whether in terms of
positive leadership, domineering
exploitiveness, dependent
submlssivenesa, or conformity and
complisnce with the wishes of
others, would seem t0 depend largely
upon environment. In a Nursery
school situation, with abundant
opportunity for social experience,
patterns and varieties of inten-
active behaviour develop rapidly.”

(p. 272).

The ecological study (Shure, ﬁ963) showed
those Areas where the different categories of
social behaviour were exhibited. Play involving
a single child was more often in Block ﬁnd
Games. Parallel play, simple awareness of
others, constituted about half the total in Art
and Book. The most complex social interaction
occurred in Doll while Block elicited a high
proportion of associative play.

Emmerick -(1964),in a developmental analysis
of thirty-eight middle class Nursery school
children, investigated both continuity and
stability in early social development. His
findinge pointed to the persistence of
individualistic traits within the develépmental
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transformations which included change in

quality, quantity and gontent of social
behaviour.

Research into the effect of'Nursery
schooliattendancg on social development is
of interest. Walsh (1931), using paired
groups, found that the group that had attended
Nursery school were more_sponxaneoug, less
inhibited and generally more social after six
months in en Infant school then those

children who had not been to Nursery school.

Mallay (1935) gave evidence of development
in soéigl techniques duripg a 8ix month stay in
a8 Nursery séhool which comparéd favourably with
the differences in an ordinary six month period.
Hattwick (1936) matched two groups of children
and compared them after one group had been in
the Infant school six weeks and the other nine
months. He found that the impetus nursery
education had given some children was measurably
over and sbove maturation influences. OChildren
who had experienced nursery education for some
time showed improvement in their attitude to
strangers,.their overall play with children and
thelr independent attitude towards adulis.
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Such evidence provided the foundation for
belief in the social.weighing of the Nursery
8chool programme. Susan Isaacs (1948) summed
up the findings of the studles,

" "So far, all such studies have shown
that children in the Nursery school
learn more easily, play more actively,
and thrive better in every way than
similar children who hawe not had
this advantage, even if they live in
good homes."

More recent studies have had difficulty_
in providing deeotivé evidence of such value-

laden statements. O'Sullivan (1957) matohed

elghteen children rof home background, intelligence

and physlical development and asked a series of
questions highly relevant to the Nursery soh061
gltuation, e.g. Are Nursery school children
more ingenious in their approach to problems
and use of materials? Are they more socisble?
Have they learnt to sharef Do they listen more
attentively to stories and commands? Evidence
was lacking to prove that the Nursery children
showed any advantage in the Infant school over
the chiidren who had come straight into school
from home. Objective evidence could not support
subjective asséssment: O'Sullivan had hoped to
provide an empirical basis for the strong
feeling 'that there must be an advantage'.
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Bonney and Nicholson (1958) repert findings
on three studies in America which also fail to
prove that children 'who have had pre-school
socialising experience (can) be shown t0 have
measurable advantage in subsequent years in
classroom social adjustments as compared with
children in the same class who have had no
nursery school or kindergarten training'.
Proceduresin each study vwere on a 'matching':
basis, peer rating and teacher ratings were |
analysed and the overall picture was one of
'no significant differences between the pre~-
school and non-pre-school pupils im social
adjustments in the sixth grades'. Discussion
takes up the point of differences in 'quality'
of nursery experience and sﬁggests that if
carry-over values are important then a
particularly high quality level in inter-
personal rapport becomes essential.

"It seemsilikely that many educators

and child psychologists have had too

much naive faith in the adjustment

or ocurative values of group

soclalisation without sufficient

attention being paid to whether or

not the activities engaged in are

actually helping those who need some

assistance as opposed to simply
perpetuating an esbablished social
hierarchy."

(p. 132).
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The work of Thompson (1944) is apposite. Bhe
showed that Nursery sdhool pupils whose
teachers showed towards them a large amount of
warm, friendly and helpful relationships, made
more progress in various aspects of personal-
social behaviour than a group whose teachers
were detached, though considerate, giving help
only when ‘it was requested. Thus an essential
characteristic of pre-school education is a
large amount of personal-social intersction
not only between the pupils but also between
the pupils and their teachers.

Brown and Hunt (1961), stressing the need
+$0 evaluate the part nursery school education
can .play in'the socialisgtion process, designed
a study on the 'palred feplicates model'. A
total of eighty-four'ohildren were rated on
scales for 'adjustment' and 'brightness' and
the oontrol children received higher mean
ratings for 'adjustment'! The difference
between the experimental and control children
was not significant for 'brightness'. The
teachers' perceptions of 'brightness' and _
'adaustmentf were further analyaed and found
to be independent dimensions. The discussion
following this rejection of the original
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hypothesis is of interest. The idea of a
gestalt of 'adjustment'; a collection of
separate traits, supposédly positive, within
gg.individgg;, may not constitute 'good
adjustment' for that individual. Furthermore
the teachers' perception of behaviour patterns
springs from a different value-system -
nursery schools may promote individual
initiative whereas later education is concerned
with conformity. Children may themselves
react badly to the change of ethos and require
time to appreciate the démands. Alternatively
they could be bored through lack of challenge.
Finally, the children from Nursery school may
represent the factors which earned them a
selective place in pre-school education.

Until all children have this experience it may
not be possible to clarify the factors which

ere part of evaluative research.

ﬁowever, Harrold and Temple (1959), using
projective techniques with children 1n four
Infant schools, compared those who had had
nursery education with those who had not.
Results were encouraging. Children from Nhrséry
schools were better, both at the.beginning and

end of the first term in adjustment to new
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cirocumstances, their attitude to strangers,
their response to other children, their ability
tollook after themselves and in their degree
of independence.

"During the term improvement was .

shown by all the children and the

'direct admission' ones made the

greatest strides. Yet at the end

of term the gap had not been closed
only lessened ...".

Douglas and Ross (1964) also found that the
positive effect of nursery education could
still be measured at eight years of age. By
the age of eleven, however, the advantage

had been lost and by fifteen, the nursery
school children were behind. BSuch a long term
longitudinal study is likely, hbwever, to
reveal the overall influence of socio-
economic factors. The initial 'boost' of the
Nursery school for children chosen for attendance
because of their poor home background was but

a flower in the wilderness of negative
environmental influence. Smith and Connelly
(1972) found a higher correlation with nursery
experience than with age on # composite measure
of social partlicipation, a good indication that
the nursery environment is conducive to an
improvement in the ability to interact and play
with other children. '
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Adult Presence

This was not a feature in the Shure study.
The literature on adult effect shows it to have
been an ecological factor of some importance

however.

An early study using observational
techniques is “Teacher—child Contacts in
Nursery Schools", Landreth et alia, 1943, 8ix
teacheps, in two types of nursery situation
with children aged 253 years, made 638 contacts
covering observation periods in 24 days (the
first contact in a 10 minute period during the
3 hour moﬁning programme was :counted.and the
total analysed). The teacher's msjor method
goal was helping to adjust to routine and
intellectual stimulation, but she was also
concerned, in a much smaller degree, with
gocial, emofional, aesthetic, mental and motor
development and ﬁith physical comfort and well
being, The five methods most often used were
in the following order of diminishing
frequency: giving information, offering
suggestions, giving physical asgistance, giving
encouragement and approval and askiﬁg gquestions.
The type of contact was related to the particular
teaching situation and there was adaptation to
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younger and older children. In the younger
group,
"there were almost twice as many
physical and visual contacts:
there were more suggestions, more
commands, more social phrases,
more examples and demonstrations
and more physical assistance and
guidance. The older were given

slightly more informstion and
questions.”

There were differences in quality of contact
betweeg the two types of school ~ University
Nursery School and Public Administration
Nursery Sechool - the children of the former
belonging to professional classes and the
lattér to families of lower socio~economic
groups. The climate of the two schools differed
with 'more_physical handling, more commands,
more physical compulsion and disapproval, less
information given and questions asked, less
encouragement offered and less physical
assistance and guidance given', to the

children in the Public Administration School.

In 1964 Swift bublished a useful review
of Teacher/Child studies which summarised the

position to date.

In 1965 Gardner and Cass published an
account which included observed contacts between

eighteen teachers and children in Nursery schools
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in a 75 minute period, on each of four days
during the play period.

"The play period, e.g. often less
easily recognised as a time when

the role of the teacher is of the
utmost importance and when all hew
skill is needed in guiding, enriching
and providing for the all round
growth, needs and experiences of

the children in her care."

(p. 30).
Methods used prevented a complete survey of
all contacts (free movement of teacher and
children inhibited a comprehensive count made:

by seated observers) but in diminishing

frequency were contacts concerned with

intellectual stimulus or the imparting of
information, promoting social attitudes,
personal friendly advances, discipline and

control, physical care, protection and comfort.

A comparison with Landreth is not possible
because of difference in categories but it is
of interest that both studies show the teacher's
first concern to be intellectual stimulation.

The aim of promoting intellectual development
is upheld: |

"The work of the best Nursery school
teacher from Susan Isaacs onwards,

has shown how, by interacting with

the children at the right moment,

by stimulating them +o0 games for
which they are ready but which

they would not f£ind out for themselves,
by conversation which skilfully
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enlarges their experience, by
arrangement of the environment,
and in many other ways, the _
development of children can be
accelerated."

(Wall, "Child of our Time", quoted

Gardner, p. 167).

A study to remind us that all is not
sweetness and light, "Varieties of Constraint
in a Nursery School", Jackson, 1968, analyses
and oategorises the abrasive qualities of
Nursery life. The dominant fbrm of constraint
in quantitative terms seemed to be that of
'having one's activities interfered with by
someone else' ... 'slightly more than one half
of all the constraining episodes involved some
kind of direct confrontation between the child
and one of his classmates and his teacher'.
Pigures went on to show that almost once every
half-hour the child was trying to do something
he was unsble to do and almost as frequently
calling for adult help or attention without
recelving it. The author's comment on

"'the skinned psyches' - scratches

which may leave no scars but make
the young child's life what it is."
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"A Comparison of Teacher Response t0 the
Pre~-academic and Problem Behaviour of Boys and
Girls", Berbin et alia (1973) looks at variety
of teacher response in two types of situation
in fifteen pre-school classes, and notes sex
differences. Methods were by observational
techniques within a specially devised code,
recording every 20 second interval within 6
ninutes in twenty sample observations. Teachers
were found to respond more to boys than girls
in aggressive situations using more loud
reprimands. They used more directioen and
instruction in contact with boys who were more
'likely.to receive nnrturant.help than girls.

The teachers gave more attention to the dependent
behaviour of girls when they were_in close
proximity. The authors suggest that differences
from the teacher may result not only.from
differences in the children's behaviour already
menifesting sex-type conditioning in child
rearing patterns, but also from teachexr's
belief in necessary differences in quality of
training, e.g. 'a belief that boys require more
training in problem solving and manipulative
skills than girls to fulfil their prescribed

sex role'.
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ECOLOGICAL RESEARCH AND ENGLISH NURSERY SCHOOLS

A Research Design

Systematic investigation of locations
within an educational setting can thus feveal
psyohical-environmental.influences on the
behaviours of individuals and groups (Shure).
The English Nursery School, as the American,
with its emphasis on all round development
would be likely to provide an environment
wherein all aspects of growth are nurtured,
and would be open to investigation. Its
descriptively established locations - areas
for play; block, book, home, sand, water -
oould be investigated systematically to reveal
answers to the éuestion 'How far do play
locations influence the quality and quentity
of behaviour of individuals who move within
them?'

However, early childhood educatlon in this
country takes place within a paﬁticularly
complicated system consisting as it does of
overlapplng sub-systems condernins the child,
his family, his environment, peer groups,
teachers and school. Ecologlcal research
strategies are, therefore, likely to be

concerned with multiple measures and methods of
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analysis which would be sensitive to a wide
variety of interacting influences.'-Mbasures
to be included would be those not only likely
to highlight learning environment but also the
characteristics of the children. Furthermore,
the interpretation of such measures might
appear to be fraught with diffiqulty since,

in observing young children, it becomes
appaﬁent that any piece of behaviour has a
more than usual complicated basis - e.g. a
comment by a child may be an act of assertion
or inquiry, an indication of dependency or
independency, mere echoaiia.or an aot of
cognitive coping. 8Similar pleces of performances
are likely to have different meanings for
different children or for the same child at
different times. Thus the meaning of the
behaviour can only be seen against a background
of understanding of the situational contexts.
It further seems likely, therefore, that the
best qualified workers would be those familiar
not only with young children, but als§ with

their educational.medium.

And yet, research into early childhood
education located within the Nursery School
has certain advantages since it is probably one

of the few educatlional situations where
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naturalistic enquiry may be conducted without
disturbing or distorting the course of action
within the school. The fluidity of the
situation, the free movement which is an
integral part of its educational procedure,
the high vatio of adult to ohild, sll
contribute to the ease which an experienced
teacher/research worker may enjoy. Infiusion
would asppear to be minimal and acoeptance,
since such a research worker has facility in
communicating, is assured. BSuch research
vwould not be undertaken in order to test
hypbtheses, but rather to uncover hitherto
unknown relationships, or if these were

suspected, at least to confirm them.

Secondly, such research.may help to
redress an imbalahee.in the way teachers and
educators have come to regard, in a somewhatb
subjective way, children's behaviour. The
issue of what conditions give rise 10 what
behaviour and why, is the basis of psychological
inquiry and in attempting to ;eveal where more
recent developmental theories can link with
practice a third objective of research into

early childhood education might be attained.
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Fourthly, since theoretical concepts within

. the field of early childhood are as yet but

thinly clad, research which i1s conducted in a
naturglistio situation, might aid clarification
of these concepts, producing evidence of thelr
stabllity as well as an index of endursbility.
Against this background of complexity of
investigation and availability of unobtrusive

opportunity, a design.was established.

I

The seven Nursery schools chosen were all
within travelling distance pf the University
and were selected only by reason of their
proximity and the Headteachers' willingness to
be involved in the study. It was explained |
that -two students of the Uhiversity, well
experienced in the field of education of young
children, would attach themselves to the school
ror'the duration of an academic year. They
would visit, become additional members of
staff co-operating with the running of the
achool and at a selected date would begin an
enquiry based on observation which would have
minimal effect on the dally programme. The
subjects (normal children) of the enquiry
would be unaware of having been chosen but
would need to be selected from those who would

be likely to remain in the Nursery school for
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the academic year. It was planned that the

two students should observe 16 children, 8

boys and 8 girls, to cover as wide an age

spread as possible. It is of interest that

this spread was so limited. Within the

seven schools, the widest spread was 36-50 months
and the Headbteachers could not be certain that
the oldest children would remsin. The

policy of admitting 4 year old children inte
statutory provision was affecting the Nursery
schools. Maﬁy parents, whlle not denying the
advantage of ﬁnrsery education, preferred

their children to enter the 'proper' school at
the earliest opportunity, despite the possibility
that inadequate arrangements existed within the

' Infant schools to receive children of this age.

The seven schools were of varying design:
six had open facilitles within a single play
room, one had a dividing wall between the areas.
Schools were assigned a letter (e.g. 'A') and
children numbers (e.g. 7) to establish
anonymity.'



SCHOOL A

D

L

(Ko

i )
I .
N

SIZE OF AREAS

Manipulative
Book

Malleable

Art and Creative
Blocks '

' Large Apparatus

Music _
House °
Sand

. Water

5.19
k.53
1.86
20.98
9.30
5.50
k.53
7.12
2.59
2.59



SCHOOL B SIZE OF AREAS m°

‘Manipulative 2.52
\Book' - 5.58
Malleable 1.80
Art and Creative 9.62
Blocks 9.62
' Large Apparatus 1.92 .
Music .81
_ House 18.70
Cd e ' Sand | 1.80
.. ‘ l“"‘f - [ ...l.___‘ Water 1.80




SCHOOL C

e s

'SIZE OF AREAS m°

Manipulative k.20
Book =~ 18.40

Malleable 3.20

Art and Creative 6.70
Blocks 10.80
Large Apparatus 190.90
Music ' 2.20
House 12.10
Sand ' 1.50
Wate: 1.50



SCHOOL D ' ' SIZE OF AREAS .m°

Manipulative k.90

Book 3.40

Malleable 2.90

Art and Creative 2.90

Blocks 4.90

Large Apparatus: 14.40

| Music - .70

X 1 ~ House 5.70

E 5oo|d> 5 B - -:and 4.80
N : ater 2.10
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SCHOOL E

SIZE OF AREAS m°
ﬁanij)ulat ive 5.40
Book 5.09

© Malleable 3.24
' Art and Creative 10.66
Blocks 6.83
Large Apparafus 3.42
Music | .29
House 9.27
Sand 2.52
Water 1.14

{
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SCHOOL F

SIZE OF AREAS m”

2

Manipulative
quk
Malleable
Art and Creative
" Blocks
" Large Apparsastus
Music
House
Sand

l Water

5.80
2.40
5.25
5.25
9.00
k.90

1.40

k.90
3.90
2.20



SCHOOL G

2

SIZE OF AREAS m.

Mhnipulatiﬁe
Book
Malleable

Art and Creative
Blocks

Large Apparatus
Music

House

Sand

Vater

8.00

. 10.00

6.00

6.00 .

11.00
11.00
13.00
12.00
2.00
3.00
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FPeatures common to all schools

The schools were ali '40 children unit!
but were catering for increased numbers through
part-time attendance. Each school, however,

had a nucleus of full-time attenders.

Full and Part Time Attendance
of 16 children observed

c|lnlEe|F]| e

Full Time 6 9 I 8 12

Ol ~3

7
Part Time | 10 7 5 8 9 4

Stafring was uniform, consisting of a
Headteacher, a qualified teacher, two qualified
Nursery Assistants (N.N.E.B.) and three N.N.E.B.
students, each spending three days in the
Nursery. The adult/child ratio thus fell in
the region of 1:5. None of the schools invited
parental involvement in thé daily programme
though all offered freedom of access on bringing
and collecting children, and all Headteachers
regarded parental consultation as an imporﬁant

aspect of their work.

A general statement of policy as it affects
the daily routine and therefore the behaviour
of the children in regard t¢ all schools would
cover the following points:
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1) No age segregation is carried out
within the programme of activities.

2) While group activities are planned
end prepared for there is no strict
adhereﬁoe to time. The rhythm of
the day is gentle and yielding to
external influences while maiﬁtaining
a protective foil for individual
reaction.

3) The staff do not operate on a schedule
of tiﬁe or action, there 1s flexible
interaction and co-operation.

4) The whole of the school premises are
open to0 investigation by the
ehildfen. All adults including the
kitchen personnel, gardening staff
co-operate with child intervention
and questioning. A standard of
mutual respect for property and _
privacy is recognised. -Any individual
can be.politely asked t0 leave an
aresa, or to desist in a behaviour,
on receipt of explanation.

5) Thus, all doors are open.

6) Other adults, including, for the main

part, parents/guardlans, are welcomed.
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Schools were open with staff spending from
between 8.30 a.m.~4.00 p.m. Meticulous
attention was paid to the safetj of the children.
‘Mo child would be allowed to leave the schools

unaccompanled.

The subtler relationships between provision
and expectancy of behaviour, of control and
freedom, of live or material effect interweave
to produce an almost iﬁexplicable atmosphere
and background which is peculiar to English
Nursery Schools. Discipline and control springs
not only from judgement and wisdom of adults
in themselves intéraoting with the children but
also from the quality of materials provided,
arranged, grouped within a design calculated
to provide growth opportuﬁities, intellectual,
spiritual, physical, social and emotional.

Viéwing such opportunities many schools
establish 'bases' or 'areas' where children
learn to expect certain kinds of expressive
material and can respond, seeing these either
as a refuge within the familiar or a challehge
in recoénition of subtle re-arrangement or
introduction of new possibilities. Many such
areas are well established and over the seven

schools only a minimum of re-arrangement allowed
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the following ten (10) 'areas' 0 be made

common. These were:

1) Manipulative Play
2) The Book Corner
3) Malleable Play |
4) Art and Creative Opportunity
5) Blocks
- 6) Large Apparatus fér musculsr play
7) Music |
8) ﬁouse and Social Play
9) Sand
10) Water

The list was exhaustive, covering every
piay area and absorbing every opportunity in
each Nursery. Obgervation was carried out on
two days of each week (Tuesday, Friday) between
9.30 a.m. and 10.45 a.m. During this period
(1% hours) for rive'aohobls indoor play only
was allowed. B8chool B, however, pursued its
'in/out' programme though counting was done
only on the inside ariangement. Schpol c.had
the advantage of an extended verandah -~ a

large area for Physical Apparatus available in
all weathers.
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Procedure common to all schools

Sampling was t0 proceed during the months
oI:Octdber and November with as little alteration
of normal nurserﬁ routine as possible. 4ll |
areas were available and it was agreed that no
completely novel apparatus would be introduced.
The aim was to present a stabllised play-room
containing a, full range of play opportunities
for a limited period, during which counting
would take place. Preliminary Visiting was
necessary to allow operators to acquaint
themselves with the children. Each of the two
operators recorded each of the five areas in
pre-arranged order, noting the behaviour of
any of the sixteen children in activities over
a 5 minute period divided into minute segments,
and an asterisk was placed appropriately to
mark.adult presence in an area when recording
was taking place. In one Nursery (C) not only
the presence but also the participation of the
adult was noted.

The behaviour of the first child observed
in each minute was recorded across the categories
before observation of subsequent children
commenced. After the last area was observed

the process was repeated; each area being
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observed for 10 minutes during a recording
session. Data collection continued for 10 days
giving a total of twenty samples and a sampling
time of 1,000 ﬁinutes. Systematic rotation of
areas was employed for egch new day of recording.
Further cqntrols were exercised to retain a
representative picture of the Nursery, e.g.

the staff were always present in the Nursery,

and attendance within the group of children

" was at least 90%. Fortunately, there were no

epidemics and the children were normally

present.

Reliabilit

Praining in observation, using the
schedule with children recorded in a verticél
row and categories of behaviour horizontally,
was begun (see schedule sheet). After the
children were known and operators satisfied
with their ability to observe all emitted
behaviours within the 60 second period
reliability was established using the formula:

; 2(Numba;- o.f Asreementl)

l!lumber of. Judgements of Obaez-\re::-,l + Number of Judgements of Qqserveral
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where an agreement signifies identical
classification of an individual response by

both observers.

An sgreement of at least 95% was quickly
established. The almost perfect asreement'
soon reached may well have been affected by
the fact that all the operators were experienced

teachers of young ohildrén.

It was decided to asterisk * the presence
of an adult in an area (it was hoped that
adults would ignore the presence of the
operator as easily as did the ohildren) and to
note the degree of mobility of the children
within an area. A movement (mobility) was
defined as an entrance or exit from an area
by an individual child from mimute to minute.
A stability was defined as a child's reméining

in the area from one_minute to the next.
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Exemple of Plotting Mobility and Btebility

Minute | Child| = Play Observation Mobility | Stability _

1 . A |4is pla{ing when the ‘ A
ﬂ . -} -observation begins. - -
(Not a mobility) :

2 A | A is still playing S
- ‘| = 1 stability ) 1 1

| B enters = 1 mobility | 1

3 A -lAis st:l.ll pl ing.
Dur thia 'minute A
. leaves = 1 mobility + . B IR
1 stability : ) N .1
B B is still playing but B
"1 leaves with A = 1 mob:l.lity

A mobility is only shown in Minute 1,
when the child enters during the minute. The
maximum number of stabilities possible for one.
child throughout a five minute observation
period is 4.

A mobility index for an area. can be created:

Number of movements 'l :
Number of stabilities + Number of movements

) stability S e | e

4 | B |B returns = amobiliby | 4 - ;

- i B R . . . . 1

. - - - |

1 5 A A returns.and remains .
' ) ‘during minute 5 s . RN
. - - -] 1 mobllity- . 1 1 K
- 1 B |8 1a sta11 pleyt : o

1 T remains =1 stabnilty 1 i

| Nm. .5 3 !
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Low index figures mean that there was
not a large number of movements in the area and
the area was relatively stable. High index
figures mean that there was a considerable
number of movements in and out of the area
and the area was constantly subjeoted to this
movement. An index of 1.00 means that there
was 100% mobility. A median mobility figure
can give a comparative basis. It was
hypothesised that an area with high mobility
lacked 'holding power'.
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DESCRIPIION OF AREAS

Interest is now centred on the areas
and the following descriptions cover essential
similarities among the seven Nursery Schools.
It wust be emphasised, however, that there .
were individuel differences in size and siting
of an area within each Nursery as well as the
quantity of play material provided. Quality
and nature of the material was reasonably

constant.



- 120 -

1. Manipulative Play

Material here was of a recognisable, set
nature, the prime purpose of the apparatus being
the development of hand-eye co-o:dination, fine .
muscle control - deft fingers and hand movement
allied to exploration and perception of
relationships. In this area are nesting and
grading toys - nesting pyramids, beakers and
dolls: shape making toys such as geometrical
inset boards, mosaic toys, ply-wood shapes in
fractions of a square, circle to be fitted in
form boérds: £itting and sorting toys suéh as the
posting-box, geometrical sorting boards; peg
béards dealing with height and number of pegs
and a supply of round, square, rectangular beads
for sorting and threading. A variety of jig-saws -
coveiing a range of difficulty —'two and. - three
dimensions are essential - the whole being

complemented by commercial comstructional equipment,

e.g. Lego, Bildit, Multibuilder, Makimore,

Playsticks, Piccabrix, Sticklebricks, Maskador.-
Constructional material can be manipulated to any
desired end, representing almost anything and
involving ideas and imagery. The child in need

of quiet relaxation will seek this area, another
who feels insecure might work with material that

is similar to home based pursuits, and lively
boisterous children turn to this kind of play after
more physically tiring play.



.
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2. Book Corner

This area is permanent in every nursery.
It is made attractive with soft £loor covering,
a reclining chair, cushions, as well as books
arranged to catch the eye. The shelves are

grduped to afford privacy and a sense of quiet

80 that the children can withdraw and browse

under good conditions for quiet thought. The
quality of books is of prime importance,
recognisable favourites must be there as well
as a number of new ones. A small table to
enable the handling of particularly large
picture books is useful. Here children learn
t0 handle books, how to read pictures, how to
tell stories and to listen to stories told by
the adult using the books on display. The
quality of arrangement and the care with which
the books are handled induce the children to
respect the area and to regard it as offering

a rewarding experience.
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3 Malleable Area

Here are elemental materials particularly
valuable for the young child, for they not
only offer opportunities for sensori-motor play
but provide a link with the actual substance of
the world in whioch children live. Furthermore,
they offer outlet for primitive feelings of
destruotion and aggression, ylelding to
emotional accompaniment of.gction. All materials
can be gently mouldéd, violently pummelled and
pounded, banged, fashioned by a wide varliety of
tools. A thing of beauty may be produced over
which a child lingers or release of emotion,
violent.and disruptive, can be accomplished
without breakage or demage. A great deal of
thought, imagination, phantasy, perseverance
is called for by a variety of malleable media -
clay, kept moist, dough, coloured by the addifion
of vegeteble dye - provide consistencies soft

enough to be worked even by smell children.
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4, Art and Creative Area

The wide spectrum of experiences provided
by his life lead a child to seek release of
impressions through representation. Exp;oring
the relationship between experience and expressive
work, the child produces rich imagery full of
syﬁbolic representations. Moving gradually away

from the sensori-motor exploration of material,

'thé child seeks colour, texture, pattern. A wide

variety of paint, with different textures and
colours, with opportunities to create what is
satisfying and new, needs to be provided aloﬁgside
differing qualities of paper, brushes, tools and
collage materials. BSelection by the adult is
deliberate, choice and manipulation 15 left to

the child. The role of the teacher is deliocate
since a child of pre-school age often cannot examine
his representations directly and resists a too
obvious question. His synthetic inoapa&ity
(Plaget) leads only gra&ually towards realism

and the réalisation of relationships within the
imaginative field. Development 1s seen towards
the stage of intellectual realism -~ the child
painting what he knows. Piotures can then be
discussed and language development, conceptual
grasp, strengthened. The Art and Creative area in
a nursery is extremely important: its siting near
to sources of water, its space for easels, its

broad surfaces for action must be carefully planned.
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5e The Block Area

Blocks, also, are elemental media. They
are usually wooden and should be pleasant to

handle covering a wide range of shape, length

and depth. Building in relation to his own

slze provides a worthwhile experience for a
young child and he will construct iﬁ order to
hide, protect, secrete. A 'permanent' structure
nay teke a very long time to develop:
co~operation often is invited and exchange of
ideas takes place. Handling the blocks develops
concepts of size, length, depth and number.
Languaée can be extended. Weight, balance, the

_ necessity for s sound foundation is learnt

through experience. Bullding design can interest
a chlild in the stage of intellectual realism
while pattern, mosaic, extends a sense of
dimension. Building offers the young child much
of what he appears 10 need to express hls powers
of menipulation in a 'real' world at the same
time working through desire for power, aggression,
exoitement and destruction. The 'collapse' of

an edifice is a time of intensity of feeling and

personal involvement.






P W -

- 125 -
6. Large Apparatus

This area, for the purpose of the study is
desoribed as that which is confined to indoor
opportunity, being made up of more portable piéces
of equipment, e.g. building units in polythene
and/or wood (3' x1' x 1'), slide, rocker,
climbing frame, see-saw. The more adventurous
equipment is of necessity permanently stabilised
and provision 1s usually out of doors. (Nursery C
had been well designed, with e south-facing, well-
sheltered and covered outdoor extemsion so that the
distinction between in and out of door play was
blurred. The use 6f large apparatus in this Nursery
was considerable. Nursery B, where the in/out play
was avallable during the counting time did not have
a éimilar facility and childiten needed to dress and
undress for the change in climate, interrupting
their flow of movement and ideas).

The young child's resourse to body movement
for expression and outlet 1s met in this area. The
desire for adventure, risk, bodily satisfgotion is
reached in a socially desirable way while balance
and muscular prowess enhance physical development.
A child may be completely engrossed in this bodily
extension of self, acquiring deep satisfaction as
he experiments with space, time, height, depth, the
vertical and horizontal, upwards and downwards.
Adventurous or timid, a child responds to the
challenge of use of the body - the vehicle of
expression which he knows best.
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7. QMusic
Environmental opportunity will have

determined the range and musicality of the sounds
children hear. This area has a dual function of
being the ;ocation where real music is heard,
usually through the help of the adult and where

pleasing sounds can be made through experimentation
| with carefully chosen instruments. Songs, records,
instrument; combine b0 produce vibrations of

sound which can be felt by the child. The musical
giftedness. of the adult will shape and strengthen
the experiences and ultimately give confidence

to the young music-maker. FProvision in this area
is likely to reflect adult ability in music making,
but should take into account individual differences
among the children. Many are gifted and wish to
explore the musical aspect of the world in which
they live. All the orthodox percussion
instruments and home~made apparatus with a
pleasing quality of tone allow a child to explore
pulse and rhythm. The more melodic chime bars

and xylophones induce rhythmic pattern making,

and a young child will sing in accompaniment.
Each child's focus is on himself - usually the
presence of the adult is needed t0 produce more

harmonious sound.
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8. Houge Areag
The house, or home area, is specifically

designed to enable children to re-enact aspects of

~ everyday life. It can quickly be extended to

include specific experiences, e.g. hospital,
dental surgery, restaurant, by the addition of
characteristic equipment but it is the furnishing |
and specific articles which are likely to stimulate
imaginative play. The area is usually carefully
delineated. Basic equipment would include articles
of furniture particularly of kitchen and bedroom.
There would be a,completé family of dolls and the
appurtenances of daily life, e.g. tea sets, cooking
utensils, telephone, ironing bosrd. Dressing up
clothes, mirrors to be used by both girls and

boys, are essential if Imitative play is to be
stimlated, reassuring the children of the purpose
and meaning of the adult world. The role enactment
producing deeper appreciation of both self and
other people, the acquisition of skills, both
promote a quality of dramatic play which brings
reassurance. A touch of reslity, the introduction

of real vegetables t0 be prepared and cooked, items

-of simple cookery perhaps needing to be 'finished'

in the kitchen provide highlights of action and
lend distinction and purpose to the"'real-;ife}
situation. Birthday 'cookies' can be prepared
and later enjoyed by all the Nursery.
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9. Sand Areg
Though falling into the 'mallesble' class

of play opportunity, the sand area is usually
found on its own. Inside play is more 1imited
in size and opportunity than outdoor ﬁhere the
sand pit is usually large enough to contain
many ohildren. Indoors it is invariably a
moveable trolley but conditions and qualities
. of the sand can be more completely controlled
and finer measures and modelling tools can be
introduced. The child eiplores the properties
of the material, quick running, slow running,

yielding, unyielding to pressure and shape.
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10. Water Areg
Like sand, the properties of this medium

can be thoioughly explored. Protective clothing
is essential and hangs nesr the water trolley.
More complex play is introduced through
experimental situations, e.g. floating, filling
through.tubea and concepts ‘of volume, level,

are subtly imbued. The skill of the adult lies
in the combinations:of equipment, présented 80 '
that the ohild with a play 'problem’' oan find

t0 hand the means of solution.
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The demarcation of these areas as previously
suggested posed no problems for the Nurseries,
though some had previously combined experimental
opportunity, e.g. Block and Large Apparatus. |
Where children moved equipment or apparatus in
order to further their play during the counting
this was accepted. In normal nursery life,
activity flows freely around all areas and it
is often the most imaginative and intelligent
children who use equipment in a way no adult
had intended. Nevertheless it can be seen that
within the ten areas fullest opportunity for
growth is provided, the child operating not
only with equipment but responding to social
situations slone, with his peers or in the
company of an adult.
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BEHAVIOURAL CATEGORIES

"The plasticity in many types of
response during these early stages
raises the question of whether
categories with fixed comnotation
supplemented by statistical
computation of recorded instances
are necessarily the best means of
portraying what is perhaps the
most essentlial point viz. the
developmental process in the
particular child."

(Bott, 1928)

Neverfheless, behaviour, if it is to be
recorded, must be broken down into recognisable
units. In the 1930s perhaps t00 much emphasis
was placed on complex categories, showing blas
through selection, not only of items of
behaviour, but of over-controlled situationé
(Cockrell). Difficulties can be overcome by
use of technological equipment together with
more careful definitions. Phis study mekes
use of the framework designed by Shure since it
appears to be the most comprehensive that can
be used without techmnology. It appeared essential
to be able to catch the free flow of actlion of
the children if & true ecological -description
of the Nursery was to be bullt up. Apparabus
in the forms of cameras and taping equipment
was seen as an unnecessary intrusion for the

purposes of thisg part of the study.
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Definitions and Illusbrations
of Behaviour Categories

PARTTCTPATTON

Relevant y

Criteria within this category lie in the
appropriate nature of the behaviour or use of
equipment to the area. The introduction of
equipment from another area is stil; counted
relevant if the use is related to its essential

qualities.

In the Manipulative Area a child was
playing with small blocks, sorting accerding
to colour and size. A second child brought a
book to the table and began to try to show his
twin the pictures in the book. A boy left the
Block Area t0 seek a small car and returned
with it to put it in the 'garage' he had made
with the blocks.

Behaviour may also be relevant without the
use of equipment as in acting the role of mother

or father in the Home Corner.
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Irrelévant

Gfiteria lie within the inappropriate use
of en area for a behaviour which could more
usefully be carried out in another part of the

nursery.

A child took her doll into the Bock Area
and sat there happily brushing the doll's-hair.
Two children used the mattress underneath the
large apparatus as a garage. A group of boys
played chase within the Home Cormer, using
dressing up material to frighten away any
children who wanted %0 ﬁlay with the equipment.
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Criteria are
(1) the use of materials in an
extended fashion,
(11) the bebaviour to be accompanied
by gesture or speech which
indicates transcendance beyond

the merely appropriate or relevant.

Two children were 'reading' in the Book
Area. They were wearing 'dressing up clothes'
and began to act the story from the pictures in
the book. One said, "You have to keep looking
at the book and turning the pages over so you
know what to do next." A ohild was making a
cake in the Malleable Area, putting plastic
deco;ations on it and eventually cutting it up
for 'eating'. Two children used the slide in
the Large Apparatus Area to 'fall into the
water and swim around to the steps again'. A
child put a.band of feathers on his head and
climbed up onto the rocking horse.
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Absent

Criteria are concerned with hegative
response. A child is not involved with

equipment or responding to the opportunities
within the locale.

A small girl went to the middle of the
Large Apparatus Area and stood looking vacantly,
oblivious that those who were playing there
found her an impediment. A dhild can stand
near or within an area but seem not to be
'‘aware' either of the locale, the material or
the children already playing there. This was
observed in the Water, Sand and Book Area.
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AFFECT
Pogltive

Criterla here lie on a positive aspeot
of temperament and mood. There should be some
indication, vocal, facial expression of
confidence, contentment, cheerfulness, or
happinesé. This could happen even if the
child is not dlrectly engaged in an aotivity.

In the Book Ares a glrl was reading to
her teddy-bear, talking to him, imitating his
reply and leughing a lot sbout it all. The
children were working at collage with complete

"absorption and a contented look on thelr faces.

There was no vocallsing.
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Neutral

' Criteria here lie in lack of concern and

indifference to the activity.

The children were Jjust sitting not doiing
anything in particular, until an adult approached
then the affect became positive. A child,
with his hand on the post was apparently
walting his turn on the slide. but there was no
look or movément of anticipation. A chil@
walked into the Block Area, idly picked up a
brick and put it down again. He walked away.
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Criteria lie in an active though negative
response accompanied by an unpleasant mood.
Qvert signs of displeasure, pouting, whimpering,
orying, striking, with some vecalisations -

"You can't come here." "I don't like you."

A child crled loudly after being pushed
by another. The children actually fought over
ohoice of instruments in the Music Area. 4An
adult spproached. A girl cried and was very
upset when a boy 'spoiled' her play. One boy,
deliberately and with intent, splashed another
who was passing through the Water Area.
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CONSTRUCTIVENESS

Congtructive

Criteria lie in the positive use of

naterial.

The children made ramps and bridges out
of blocks of wood. Other children solemnlj
built a castle. Twin boys shared a xylophone
and made 'music'. A child spent a great deal
of time balancing a spade on the edge of a
bucket in the Sand Area.
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Neutral

Criteria here lie in the inability to

summon the impetus for constructive behaviour.

A child touches or fingers material or an
object but seems incapable of taking the next
4 step. A child just sat fingering a ball of
! coloured dough in the Maslleable Area. A boy

_ solemnly gathered all the equipment on the

§ - table towards himself and then just stared ab
it. A boy in the Book Area sat quite still
holding a book. He made no effort to look at
it or to open it.
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Destructive

Criteria here lie within the intent to
destroy, disrupt, frighten or throw away

others' possessions.

In the Book Area two smell boys were
takiné the books from the shelf, throwing fhem
onto the carpet and 'pinging' the stretched
wires that normally held the books in place.

A boy knocked a 'pie' (Malleable Area) onto
the floor and ground it with his heel. The
Art and Creative Area was the scene of some
spoiling of paintings by daubing or throwing
water. In the Music Area, one child insisted
on shrieking when others were trying to sing.
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Abgsent

Criteria lie within complete inability to
make contact with material. '

A boy Just stood and watched the sand
trolley. Ohildren just sat watching the adult
prepare material in the Art and Creative Area.
In the Block Area a child just stood, unsble,
as it were, to involve herself with the material.
There was no facial expression suggesting she
was longing ﬁb do so.
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SOCIAL PARTICIPATION

Criteria here lie within the inability to
make sociasl contact. A child may Just sit,
follow, stand around but is not invelved in any
ongoing activity or sensing the company df any

one person.

In the Large Apparatus Area a child was
lying down with his back to the apparatus. In
the Music Room & girl faced away from the group.
She was not watching anything. Children were
gitting in the Art and éreative Area, while
the two adults made a snowman. They were not
even looking at the adults or the snowman by
this time.



- 144 -

Onlooker

Criteria here lie within the watchfulness
of the child as he places himself éo that he
can hear all that is being sald and see clearly
all that is going on. He is absorbed in the
activity of other people. |

A child in the Art and Creative Area opted
out of the collage but continued to watch
intently. In the Block Area, two children
watéhed oclosely the completion of a tower block.
In the Music Area a small child put her head
round the door-arch and listened for three

minutes.
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Criteria here lie in the isolation of the
child, both through space, lack of social
interaction and choice of equipment. Interest
is entirely on hias own behaviour which is pursued
without reference to other children. There is
no interaction. He is engrossed in his thinking
and action. If a child is with an adult and
behaving in this way it is scored solitary.

4 girl in the House Area, sat quite stolidly
anq dressed a doll despite a large piece of
highly irrelevant plaj being carried out by boys
in the Area. In the Sand Area, a child was
ebsorbed with a plece of wood 'discovered' in
the corner of the tray. In the Water Area, a
child was completely alone, happily emptying
one vessel into amnother. In the Block Area, a
boy 'built' for three ﬁinutes without reference
to other 'buildings' that were going on.
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Parallel

Criteria here lie in the child's choice of
activity which brings him into the company of
other children. Play equipﬁent is similar but
each child manipulates it as he sees f£it and
without reference to nearby children. There is.
an element of awsreness of proximity but no
interferqﬁce or willingness to participate in

Joint behaviour. There is a minimim of verbal
interaction.

In the Malleable Area children sit in quite
cloge proximity but are entirely absorbed in
thelr own asctivity. They look up and are aware
of others. In the Manlpulative Area two
children solemnly sbrted the poleidoblocs.

One took the cones and pyramids, the other the
cubes and flats and proceeded.to play, each
without reference to the other. In the Large
Apparatus Areﬁ childrqn played on the slide as
if together waitling turns, but there was no

conversation ox 1ntéraction.
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Associative

Criteria here lie with interaction usually
verbal, the exchange of ideas or conversation.
There is no organisation of activity and the

individual role is still apparent.

In the House Area two girls put their
dolls in respective beds,.talking and laughing
ebout the bedclothes. In the Sand Ares a cohild,
exclited by his 'result', calls to the others
to "Watch." In the Manipulative Area two boys
played with Mexican men for four minutes, -
chatting. They then decided to change the two
hats over and went on playing.
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Co-operative

' Criteris here lie within the sphere of
1nteractioﬁ - verbal and behavioural. The
play is organised; there is a goal towards
which all are working and there is a sense of
depeﬁdence and group feeling. Exchange of
ideas, support, help and real physical contact

are characteristic.

In the Art and Creative Area the groub
were working on a.large collage. The leader.
was an adult. In the Block Area, a girl was
very vocal about her building. The others were
working with her but she was failing to
communicate to her satisfaction and group
cohesion was eventually spoiled by a three-
year—old who withdrew. In the Music Area, a
group of three boys 'played' piaho, drums and
cymbals. They took turns in singing and counted
each other in. This was an imitﬁtion of a

previous session led by an adult.
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Scoring the children across the categories

The ease 0f scoring and high percentage of
agreement gave some evidence of the suitability
of the categorles. A behaviour sequence could
be quickly built up. Within a minute a child

"ecould be scored:

- PARTICIPATION AFFECT CONSTRUCTIVE S0CIAL
absent posgitive absent asgociative

i.e. the child was happy, not constructive in
his behaviour, merely having a 'chat'. Absent
behaviour appeared too often to be defermined
by an adult when over-direction was taking
place, the children not understanding always
what was'required. Qualities of interaction
could be seen to be determined by equipment,
e.g. it was‘unusual t0 find solitary play in
the Malleable Area. If one child settled
another appeared quickly to sit alongside, and
Play in these circumstances was seldom more
than parsllel. On the other hand, the House
Area appeared to promote co-operation through
group role play.
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Eéch study of the seven Nurseries was
complete in itself. ﬁowever,'it was necessary
to select from each, data likely to highlight
the most impdrtant and interesting aspects of

the ecological survey. These were:

1) Population Density of Areas

2) Mobility and Stability within the
Areas '

3) The Qualities of Behaviour within
the Areas

4) The Effeot of Adult Participation
within the Areas.



- 151 -

RESULTS
Population Densitz
The two tables for each Nursery show ' the

total number of appeersnces in each Area and

the number of children responsible for those

appearances.
Table 1
'mxl n.I,.nt_m ook m:..-m'.‘e:::u:. Boke L TB L Mats  Boes  Sand  Vater H
oot teonp| 187 Mk 2 - 126 -0 135 83 138 64 90
| more " 58 - 55 60 20 111 120 26 - 51- M. 6
ains’ 134 59 82 106, - 29 15 7 8. 16 2
_ X2u300.68 0. 9. »C .01 L
Total Group 33 3 8 . 23 27 L 21 28 .24 29
ooy . 2 . 19 23 . 8 20 ko 7 12 15 -2
civis 1| 19 15 7.9 b % 9 8
| E : CREL LTS5 a9 pe O S :

In analysing the number of appearances by
different children, ome ent;y is recorded for a
child's appearances during the 5 minute sampling
of each area, e.g. 33 children were responsible
for the 187 appearances in the Manipulative
Areas, 38 children were responsible for the 114
appearances in the Book Area. |

- m Manipulative Book  Nalleabls e:ﬁu:- Blocks m"’:m .Moslo House Ssnd  Vater
i} rota2 oveup 104 85 70 - 86 2 - 88 W 253 73 30
o] 74 28 12 2 7 3% . 3 7% 16 -8
dirls 30 57 58 59 29 . 13 ° M 177 57 =22
. 7‘3.'15;..94 LN I D o
Total grop|. 31 33 2h 0 - 37 -22 20 -7 25 9
Poys 20 10 5 9 28 16 1" 26 6 3
Girls 1 23 19 21 .9 6 9 52 19 [
3 a 74.05 4f 9 | R
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Sand  Vaver

Walovive  Besk  fedlemhis L — e e Souss i
' ‘. mmmmsux.m-_m ' T i
| 2otararoup 96 92 W3 - 28 168 367 8 9.3 |
Kye 59 20 22 7 'M150.. 252 8 23 .1 - 6
trla » 72 121 21 8 113 - 20 97 W 7
' o *306.21 &% 9 < .01 ' A
I o] 34 %6 -28 M % .58 9 3 12 . 8]
| Doy 18 8 6 2 32 B - 6 - 6 8 .21}
‘|oarre 13 18 22 9 . & 13 3 '3 L 6
! © %2, 69.28 4. 9 pe -0 ;
m__ Manipulative l;d, Ballesbls AR & mooke Amu:-'u- Musto House Samd  Vater :
Jrotad arovp| 111 3 224 57. W7 178 7 9% 127 8
bon 72 28 90 62 oh 7 55 %% 90 M8
tirts 39 . .15 13 95 5 9 8 W ow )
; : (XRL 8562 019 pc .01 S |
Total Growp 9 21 60 48 g 63: 26 33 ﬁ 28
26 2 : 20 - ' 19 19 3 7
e 13 9. A 8 26 33 7 b .8 nm
{1 K2, 13.83 a2. 9 ¢ Ot ‘ ’ :
M!. Woaipulative  Book  Kallwile A& moks S jie- moise Cbasd Vater
)| zota2 aroup 157 7% 8 150 ° 135 125 - 2 a2 93 .2
L 62 W 23 43 - 103. 105 8 83 51 . 4
dairde 95 32 125 107 32 20 L) 161 'la. 26
. T *a251,.2 49 pg .00 -
Jrota1 aronp b5 %6 3 30 b 3 -6 62 30 7%
| Boym - 20 1% 9 10 -3 - 3 b 28 18 1
HLTEN 5 12 28, 20 1" 6 2 12 6
. : Mo 473 a8. 9  pe .01
rmi'__ Waiplative Bock  Kaltebls A% 0 moo "::_"__ Muste Souse Sand vn:e |
Total Orowp| 171, 180 54 98 9 95 ‘28 1320 9% 8
Boyn 8s 62 10 B . 91 s T 11 k53 4
oisls 86 18 b 54 o M 1w 92 W
”-156.78 a.2. 9 i < 01 - .
: Bunver of Appearsnces by differsnt ohildren . i
mtal orowp| 48 39 1k 2 RN wm . w w.2 af
oy 2 17 2 3 B 26 6 .18 17 1}
oirla 21 2 12 “ .0 -1 8 2 12 d
o ' TR W99 a9 peiO1 ’
;BBEEYQ | Waipulative Bock  Mallesbls oAt ¥ mloaks | Lavwe n,;u Noe et Vavar)
: S Eomlation Dongity by Area snd by Bex ck
|Totsl Gromp| 137 05 68 - by . A3 335 196 179 100 22
Saye .8 27 % & a0 22 & W oM 9|
June 56 w7 B & a3 o % 15
a . R2323.68 4. 9  pe .00 ) : ;
] wotal troup b3 38 26 Lo 79 ok 61 5 .30 7
| 2o 29 15 12 9 58 - 21 2 12 3
| A 3. w2 21 2 W 38 18 %
K565 at. 9 pc 01 . R K ‘
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Table 1 reveals the differences within each
Nursery of the number of appearances in each
Area and the number of different children .
appearing in the various Areas. A chi-squared
test on overall differences among Areas and
diff_erences by sex within the different Areas
is significant, p<.01.

Sumning the number of appearances in Areas
over the seven Nursery schools gives a stronger
picture of population density and Area preference
and sex preference by all children. Rankiﬁg
the Areas in order of APPEARANCES over all seven
'séhools, we have the following table: '

Pable 2
B;!!B ) .. GIRLS . " CHILDREN .

1. large Apparatus | 903 | House = 784 | Large Apparatus |1271
j 2 Block L '_816" Mallesble 7 | 96| House . L '11’6_2

3. _Hanipinaéivg. 485 | Art & Creative | 520| Block - - 1006

b. - House 378 | Mentpulative ~ | 498 | Mantputstive . | 963
: 5. Sand . Book 429 | Malleable : 849 4
| 6. Art & creative ‘| 272 | 1args A_ppm.eu'; 38 | art & creative | 792 |
{ 7. Book - | 266 | Music 260 | Book "695:‘-
‘8. Wallesble | 253| sana 251 | Band o 586
1 9. e 21 | Blook . . | 210 | Musto o e
110, vaiter | w3 | vater 10 | ater | a8
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A child's need to use and develop bodily
skills is reflected in the position of Large
Apparatus and Manipulative Areas: the
application of those skills to the world in
which he is living in the position of House

and Block.

Table 2 also reveals.that boys preferred
the Large Apparatus and Block Areas while
girls chose House, Malleable, Art and Creative.
Both sexes were attracted to the Manipulative

 Area. The order is not comparable with previous

studies which were mostly undertaken in the
'30s in American University Nursery classes

when play equipment was not as varied as today.

However, the results supbort the conclusion

of Clark et alia (1969), who reported:

"Girls spent more time in activities
involving sitting at a table and
fine motor manipulation, while boys
preferred activities that required
grosser motor movements."

(p. 216).

Hutt (1972) also comments on boys' preferences

for physical activity:

"Woodwork, runn and chasing or
playing with push/pull toys."
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Brindley (1972) also found that nursery
children manifested preferences characteristic

of their sex:

"Girls generally engaged in sedentary

activities or literary pursuits, like

reading or phantasy play. Boys more

often took part in physical activities."

Goldberg and Lewis (1967) observed thirty-
two boys and thirty-two girles aged thirteen
months with their mothers in a standardised

free play situation. They found that

"Boys were independent, showed more
exploratory behaviour, played with
toys requiring gross motor activities,
were more vigorous and tended to run
and bang in their play."

They continue:
"Obviously, these behaviour differences
approximate those usually found between
the sexes of later ages."
Moss (1967) also found behavioural sex
differences as early as three weeks believing

that parents can be active promulgators of sex

role behaviour through reinforcement of sex-

‘role-appropriate responses within the first

year of life. 8ex role conditioning mey be one
factor determining choice of activity. Shure
(1963) reporting Brown:
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"Girls may play with toys typically
associated with male activities but
the boys. are discouraged from
playing with toys associated with
female activities. He found that
boys of all ages showed a strong
preference for the masculine role
between the agesof 31-5%."

Erik Erikson (1955) would seem to claim
in respect of older children, that boys and
girls indulge in different kinds of aotivity
which are deeply rooted in their respective
natures and which can be traced back to
differences in biological inheritance of the.
chromosomes which determine sex. These
differences have for the benefit of the human
race been expanded and elaborated by man
‘himself. The acceptance of blological
differences (Hutt, 1972), however, does not
necessarily condone the elaborstions which can
appear to affect individual development.
P:ejudices should be overcome snd the
modifications of sex patterms could result in
interesting changes. Hubtt asks if 'earlier
and more systematic exposure of the different
sexes t0 materials characteristically reserved
for one sex or the other could improve
subsequent skills'. In our study attracting
the girls into Block and the boys into House
might have had interesting developmental
possibilities.



-157-

Using a percentage of criteria of sex

dominance within the Areas

0~5% No sex dominance
6~20% Slight dominance by one sex
20%+ Dominance by one gex

we héve the following diagram:

Incidence of Domination by Area and by Sex

t_ T v - ,.A ,B G. . l-:j\--.E---.".-ir G' A --AB - ¢ . D E——-i G )
Manipulative INNNNIBRIRZ N . il I i
Pook . N| N4 NN\ NN
Malleable - . _ HER Z NSNS NNNNNER
Art & Creative N \\\\\\/_// A
Blocks : \\\\\ \X‘\X \x\ N i
Large Apperatus \NNONNONY ~ AN 7
Music \\ O N \\ \\ .U /\\
House 7 \\\\'\\ \\x\\\a
Sand N NI N /)

[iter I I BENS NS EINNEENNY

N Greatly dominated
6-20% = Slightly dominated
0-5% N No sex dominance

Looking at sex dominance of Areas over all
Nurseries, no decisive pattern emerges.
Explanations mey lie in the particular circumstancés
appertaining to a Nursery and the prevailing play
cult. It might h?ve been expected that the House

Area would have shown a female dominance

overall, but this is affected by boys in Nursery D.
Because of inclement weather, plus a previous

period when the children were tied to quiet games
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while the Nursery was being decorated, during
the count the boys were extremely active.
They used the House Corner as a base for a
chasing geme, preventing the girls from
entering. They were very mobile (.48 median
index .36), their participé.tion was irrelevant,
14%, and there was some destructive play, 4%.
The Large Apparatus Area was near to the
House Area and some of the girls chose this as
a gecond best. The misuse of the House Area
needed attention from the adults and this may
. have been overlooked during the count which,
unfortunately, had to be made during a time
which, for this Nursery, was a re-settling

period.

Boys from each Nursery largely dominated
the Block Area and in five/seven Nurseries
largely dominated the Large Apparatus, Nhrsery
D again providing one exception (mentioned
above), the other Nursery (F) only showing a
slight male dominance. Girls largely dominated
Art and Creative, two Nurseries (¥, G) showing
only slight female dominance and in five
Kurseries the Malleable Areas were 1argely
dominated by girls. Only one school, Nursery
B, showed all Areas clearly dominated by either
boys or girls.
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Sex dominasnce exists in five of the ten
Areas, showing that boys and girls do have sex
preferences and ére to be found playing with
members of their own sex (Dawe, 1934: Mischel,
1970: Brindley, 1972: Hutt, 1972). Only in
four Areas, and these were the less active
"ones, did both sexes share the facilities
provided rather more evenly but this happened

in only three schools.

Factorg influencing the children's decision to
populate the Areas are'not likely to be
isolated or completely causal. Correlations,
however, might show association between certain
phenomena, e.g. population density, size of

" Area and its siting.
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Table 3a
Size of Area and Population Density

Mean Size Sq. Metres and Mean Population
of Areas over 7 schools

1) Iarge Appara_.irus 38.15 ._'_1) Large A_ppazatﬁe‘ 127.1 |
2) House . 9.47 2) Houss . .  116.2:
3) At &.Creative - -9.16 3) Blook . 102.6
4) Block - © ~ 8.77 _4) Manipulative X 96.3
i5) Book x _7.05 5) Malleable = . 84.9
6) Manipulative 5.14- 6) Art & Creative -79.2
7)Music . - 3.27° 7) Book - . - 69.5
'8) Malleable  2.97 - 8) Bamd . . . 58,6
9) Bena 2,735 9) Muslo. . 47.7
f0) Water - 2.73 10) Vater . .  28.3

| Rank Order Co-effioient of Correlation = .80 p<'.01;

The high correlation between size of Aﬁeas
and population ‘density would need to bé
interpreted with caﬁtion as the variance in
size could make the mean an inaccurate measure.
(Nursery C, size of Large Apparatus caused an

extreme range).
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Table %b

A Rank Co-efficient Correlation between Size of Area
: and Populabtion in each Nursery

Nursery A - «29
Rursgsery B .86 p <.01
Nursery C .69 P <.05
Nursery D 22
Nursery E «81 P<.01
Nursery F 28
Nursery G .80 p<.0
Table 3¢ .

A _Rank Co~efficient Correlation between percentage
size of each Area over all play area and
pPercentage population over total

n®

Nursery A 3

‘ Nursery B .84 p <.01
Nursery C o770 p <.01
Nursery D .19
Nursery E 73 p<.01
Nursery F 28
Nursery G 70 P <.01

It would appear that size and population
density bear some relationship, as suggested by
Shure. The range of correlation co-efficient
between Nurseries ls of interest. In Nurseries A,
D and F the co-efficient is weakened by the
following situations where the small size of Area
nevertheless yielded large populations. It would

appear that there is a common interesting feature.
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Nursery A
Area: Malleable ' Size: 1.86m>
Population: 142 appearances

46 children

This was the second smallest Area in the

" Nursery with the second highest number of

appearances. It was below the mean for all
Malleeble Areas (2.97) and was stable particularly
for the girls, .24 Median Index .%6. It was
constructive, 70%, and pOBitive'affect was high,
80%. There were 32 adult appearances in the
Area - the highest recorded in the Nursery
apart from Art and Creative. The children

usually worked in the presence of an adult.

Nursgsery D

Area: Mallesble | Size: 2.9Om2

Population: 224 appearances
60 children

In Nursery D, this was the most number of
appearances of all Areas although its size was
below the mean (2.97) for all Malleable Areas and
only 5.8% of all play area in the Nursery. The
Area was stable, .3 Median Index .41 and had the
lowest mobility index for girls, .19, Median .36.

" It was the girls who sought the Area (134/224).

"The high rate of stebility in this Area may have
resulted from the fact that the children had to
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put aprons on and that there was an adult
present or nearby most of the time. (40 adult
appearances - highest in the Malleasble Areas).
As only four children could be working in this
Area at any one time, there was the highest
percentage, 35%, of absent behaviour because
of waiting for a turn, which also contributed
to a lower constructive percentage, 64%.
Neither the limited space nor the limited
number of children who could participate‘

detracted from the Area."

Nursery D
Area: Art and Creative _ Size: 2.94m?
Population: 157 appearsnces

48 children

The Area was of similar size to Malleable,
again small, well below the mean (9.16) and
with the highest number of appearances in all
Art and Creative Areas. The Area was.stdble,
32 Median Mobility Index .41. Participation
was relevant, 68% -~ 18% absent caused by
children watching and waiting. The adult was
present on all occasions. "TPhe childreh painted
mostly in a positive mammer, 66%. There was
no negative or destructive behaviour because
the adult checked this kind of play. There was
a high proportion of parallel, 36%, and
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associative behaviour, 26%. There was no
encouragement for co-operative work, and only 13%
imaginative participation because of the lack of
creative materials. The adult controlled the
degree of freedom the children could have experienced
end imposed codes of behaviour, as well as

painting techniques."

Nursery F

Area: Book Size: 2.40m?

Population: 180 appearances
39 children

This was the smallest Book Area over all
Nurseries and had the largest population density.
Equipment did not appear to differ from that in
any other Nursery. However, it recorded the
highest number of adult appearances, 30 (along
with Nursery D), it was stable, .18, Median
Mobility Index, .33, Relevance of behaviour, 85%,
Pogitive Affect, 93%, Positive Social Behaviour, 70%.

Observers report that the presence of the
'adult, her choice of book for the requested story
encouraged other children to stop looking at the -
book of their choice and listen. The corner also

encouraged conversation.

These examples throw some light on the
attraction of adult presence in an Area introducing
a variable to affect relationship between size

and population.
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Siting of Areas

In Nursery life the children's choice of
Ares may be determined to some extent by siting.
This is usually at the discretion of the
Headteacher who, after consultation with staff,
nay effect a policy which at one extreme could
include the complete re-siting of Areas every
week. Justification for such a policy would
probably be:

1) to increase the child's awareness
of the Nursery bullding and its
pla& opportunities;

2) to avoid monotony and the development

of habits of movement.

Argument against this policy, however,
would be some loss of stability of environment
and increasing insecurity among the youngest
children who appear to respond to ﬁhe familiar
end enjoy the routine of the known. Entrance
to Nursery life can be a big step for the
young child to take and many teachers would
wish to present a secure sﬁable world in ofder
to develop feelings of familiarity and confidence.
To this end the siting of Areas assumes
importance and factors affecting decisions are

various. Undoubtedly, the total appearance of
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the Nursery is important, convenience of access,
fixed apparatus and building fixtures all play
their part, while at the same time, mobile
screens, cupboards, and furniture are deployed
in order to make the siting conducive and
appropriate to the type of play envisaged.
Teachers are conscious of the part siting
plays in the life of the Nursery but an ecology
study can throw further light or induce further
thinking when it is revealed that children are
not choosing to populate an Ares. Evidence
that can develop a more objective approach

to the problems of siting should not be

rejected.

Observation together with low population
density revealed the following aspects of poor
giting:~-

1) The splitting of an Area, i.e.

in two parts, allowing a passage
for movement with its consequent
distractions or the establishment
of two small Areas with some loss
of identity.

2) A quiet Area (e.g. Malleable) in

over-close proximity to a noisy,

aotive one (e.g. Large Apparatus).
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3) A qulet Area (e.g. Books) away
from the Main Play Room.
Some Nurseries seek to establish
an 'attractive' entrance and
site the Book Area there. This
can lead to neglect unless an
adult is almost permanently
available.

4) A through passage between items
of equipment.

5) A dual purpose Area, e.g. Book

_ Area, used as Retreat or for

walting.

Observation together with high population
density revealed the following aspects of

good siting:-

1) Close proximity of Areas where
equipment blended into more:
complex behaviour, e.g. Block
and Large Apparatus, House and
Malleable.

2) A separate Area with fixed walls
within the Main Play Room for
8 clearly defined activity,
e.g. Music. One Nursery had
removed the doors of a small

room providing an ideal extension.
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3) Maximum space around equipment,
e.g. Sand Area needs floor '
space for 'spills' and manoeuvring
with tools, as does Water.

4) A sense of privacy and relative
.quiet for the less active

play, e.g. Manipulative Aréa.

The questions arose,

1) Are the Areas that are well sited
the largest in size?

2) Do the Areas that are well sited
have the largest populations?

Shure had found that her Block Area had the
largest population, largest size, and its siting
was in 'an adjoining room' - an aspect of siting
which we would have labelled 'poor'. Ranking
the siting of the fen Aréas after scoring against
positive and negative attributes and correlating

with size for each Nursery, we have,

Table 4
a) Ranking size and b) Ranking git and
giting population
Nursery A .17 Nursery A .51
Nursery B .73 p €.01 Nursery B .72 p< .01
Nursery C .26 Nurgery ¢ .63 p«< .05
Nursery D .51 Nursery D .11
Nursery E .25 Nursery E .20
Nursery F .15 Nursery F .80 p<.01

Nursery G .74 p< .01 Nursery G .73 p< .01
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Nurgery A '

A low correlation with size and siting
overall, was produced by the Book Area which
ranked (1) in siting but was small (6). It
also effected the correlation with population -
its size would be likely to mske low density
population éince it did not have any outstanding

number of adult appearances.

Nurgery B

Both correlations here are high. This
was a.ﬁursery which carried out a great deal
of experimentation on siting, and, indeed,
protested about our request for constancy of
siting during the investigation. It would
appear that the Nursery Areas were sited to a
very high degree of satisfaction for the
children; and that size was an important

variable within the final decision.
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Nursery C

The low correlation between size and
siting was mainly affected by the Book Area,
‘ranked lowest since it was an Area which was
physically cut off from the Main Play Room and
also used as a waiting Area and a retreat for
children who were not feeling well. Observers'
comments ran as follows: "This Area though
large was unsuccessful. It had no major
function. If a child is seeking a refuge
~because he is ill, or rejected by the group,
or Just needs to be quiet, he may need an adult
in her role as comforter. The positioning of
the Area meant that the Adult could be unaware
that he has crept off. If the child wants to
look at books and the Area is to be of educationsal
value, then the adult as educator must be
readily available. It was disappointing that
there was no scoie for adult participation.”
The higher correlation between siting and
population indicates that on the whole the
siting attracted appropriate populations.
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Nurgexry D

Here there is a fair measure of correlation
between size and siting. In spite of the
Large Apparatus, first in gize,'having a through
passage as did the Block, third in size. The
House Area, second in size, had difficult
access. The low correlation in siting and
populationlis caused by the Malleable Area,
already commented on for its small size and
large population. It did not enjoy a good
siting (9). This additional information
strengthens the effect of adult presence.
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Nursery E

This was a new Nursery which had not had
much opportunity for experiment with siting or
numbers of Areas. Our request for a standard
number of Areas introduced more changes which
appeared to affect the use the children.made
of the Areas. The low correlation.between size
and siting resulted from the Manipulative Area
where siting was affected by restriction of
table area by double doors - Macador was on a
blanket on the floor - Art and Creative was
split into two by children moving to and'from
the bathroom, and the Malleable Area, placed
in the centre of the floor was subjectéd to
interference from every side and in every way.
Correlation between siting and population was
depressed by the Book Area, well situated (1)
but with low popularity (8). The Manipulative
Area in spite of its poor siting had the second
largest population. Neither Area had any number
of adult appearances (2, 7 respectively) and
the popularity of Manipulative Area may have

been simply 'because it wes there'.
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Nursery F

This Nursery had been the subject of a pilot
ecological study and observers found difficulty
in ranking since siting had already been
manipulated and 'there was very li%tle difference
in siting value between 2 and 8'. It is interesting,
therefore, that eventual decisions resulted in
a low correlation. The discrepant Area is Book,
given first rank siting, while it was ninth in
size (see previous discussion). Its high population
correlated perfectly with its siting rank.

Nursery G

Correlations here were high giving evidence
of the largest Area occupying the best sites and
attracting highest populations.

Siting as a variasble in attracting population
ig diffioult to isolate. It may contribute to
popularity as does size, but it is difficult to
state an overwhelming case as other variables
are connected. The nature of activity must always
play some part - Msllesble, Manipulative and Art
and Creative activities are satisfying in themselves,
they do not demand large areas of space but do
need some feeling of exclusion from the main

bustle of activity.
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Alignment of Areas

An off-ghoot of siting problems includes
the possibility of periodically inter-spersing
poorly used Areés with those showing maximum
frequency or extreme sex dominance. Continual
observation and control could result in the
possibility of correcting imbalance of use of
equipment, and encouraging more complex social
participation. Certainly thellinking of Areas
as recently quoted would be likely to have
this effect and the carry over of equipment
to produce heightened involvement and imagination.
In one Nursery (F¥) the first three Areas in
order of choice for the boys were adjacent.
This had been planned as a result of a pilot
ecology study which had recorded limited use
of the Block Area.. Resiting had increased its
popularity with the boys and the quality of

behaviour within the Area had 'improved'.

Encourggement of relevant participation or
co-operative behaviour are worthy goals.
Teachers also might wish t0 encourage wider
participatian within the Nursery i: they know

that certain children frequented only a few Areas.
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Quality of Equipment

The standard of equipment over all the
Nurseries was high and reasonably constant.
This probably reflected the fact that they were
all Local Education Authority schools, they
had a.oommqn Adviser for Nursery Schools, were
in fairly good reach of each other and
Headteachers and teachers belonged to the Local
Branch of the Nursery School Association. _
Nevertﬁeless, there were differences in deployment
of apparatus, care of equipﬁent, availability
(there'was an overall tendency to0 present
equipment rather than allow the children to
chooge) and attention to detail, e.g. the
congistencies of sand, clay and dough, variety
in colour and restriction, the use of templates,
variety of elemental material (the extent over
the seven Nurseries was limited and traditional)
and the use of 'real' life material (preparation
of vegetables in House Corner, cooking and
eating). In all Areas the largest populations
correspond with good equipment and the smallest
with poor. Bubjective descriptions can perhaps
illustrate this:
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i) Nurgery F

Area: Weater Population: 8 BSigze: 3.90m2

ii) Nurgsery D

- Areg: Water Populgtion: 8% Size: 4.80m

2

1) A trough of water, cold: a miscellaneous

ii)

selection of plastic toys all rather
dumped and left in the water. A dismal
and little used Area. No adult ever

present.

The Water Area consisted of a trough
sltuated adjacent to the Art and Music
Areas. For each session the toys were
changed and included a variety of toys
relevant to water play: pipes, funnels,
corks, sponges, sieves, boats and.a

water wheel, margarine cartons with holes.

The water was warm and varied with

- washing-up liquid and vegetable dyes.

No adult ever present.

Size and adult presence being reasonably
controlled, quality of equipment appears

to attract population.
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iii)

iv)

iii)

iv)

is

-.']77-

Nurgery F
Arvea: Sand Population: 93 Size: 3.90m2

Nursery D
Area: Sand Population: 127 Sisze: 4.80m°

The sand, wet and dry, was contained in two
troughs. There appeared to be an assortment
of equipment, including spades, buckets,
sleves, funnels, rakes, measures, scoops,
boats, mostly of heavy plastic materials.
There was a variety og.polythene bottles and
an assortment of dinky toys, very battered
end very prized. The troughs were near the
window receiving a great deal of light. No

adult ever present. .

The Area received much light from the window.
The sand was in a moulded rigid polythene
tank on a tubular stand and was covered when
not in use. The texture of the sand variled
daily: demp/dry, fine/cosrse, and there were
a few plastic moulds and buckets which were

changed. No adult ever present.

Again, the daily change in quality of the
medium attracted a higher population.

Attention to detail with regard to equipment
an important variable. The slight evidence

offered seems to suggest that the care and forethought

of pogssible manipulation by the children can attract
the children to the Area.



- 178 -

Finally,

Adult Presence and Population Density

A count was made from noting each time an
adult (Headteacher, Teacher, Nursery Nurse or
student) was present in each of the ten Areas
observed. It is necessary to state that the
adults, whilst the observer was present,
reacted very differently from the children.
Although it had been stressed that the observer
was neutral, was observing the children's
behaviour and would only indicate whether the
adult was present or not, it was evident that
the adults avoided as much as possible being
present at the same time as the observer.

This could have resulted from a feeling that
two adults in one Area was overwhelhing for
the children, or an unconscious unwillingness
to be involved. The count was disappointingly
low, only one Nursery (A) having adult
appearances in all Areas, while Nursery F
recorded no sppearances in seven Areas. The
timing of the observation period, beginning as
it did one month after the start of term, may
also have affected adult presence in the Areas,
in that intensive involvement may have taken

place in the early weeks of the term, with
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gradual relaxation. It was observed during
the beginning of the next term that the first
weeks brought the adults back into the Areas.
This was a subjective observation as no count
was being made at that time but involvement

was high 'settling in the new children'.

It has been suggested that in Areas with
low correlation between size and population
that adult presence was an important varisble.
We should have liked to have answered the
question, "Did adult presencé attract
children to an Area?". It is considered,
however, that the low count is not likely to
provide a satisfactory answer overall.
Nevertheless, correlation between population
density and adult appearance was effected
(except in Nursery F), (Table 5(a)).
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Table 5(a)
Nursery A .29
Nursery B «50
Nursery C .48
Nursery D .29
Nursery E 11
Nursery F -
Nursery G «50

No clear pattern emerges but as adults
were present for only 14% of the observed time,
this is not surprising. A more complete study

of adult presence 1is made later.

Table 5(b

Population Density correlgted with
size, siting and adult presence

Nursery Size Siting Adult Presence
A .29 «51 © «29
B 86 p< .01 .72 p<.01 .50
C 69 p< .05 .63 p< .05 48
D 22 «11 29
E 81 p<.01 .20 11
F .28 80 p<.01 —
G B0 p<c.01 .73 p<.01 «50

Nurseries B and G reach levels of
significance (p<.01) between population density
and size: siting only just failing (p<.05) to
reach significance between population demsity

and adult presence. Nursery C has a lower
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significance level (p <.05) between population
density and size: siting again only just
failing (p<.05) to reach significance with
adult presence. Nursery E reaches significance
(p < .01) between population density and size:
Nursery F between population density and
siting.

This could be interpreted to suggest that
the children were responding to maximum
deployment of size, siting and adult presence
by the Headteacher and staff in Nurseries B,

G and C. In otﬁers there were anomalles not
necessarily harmful but provoking situations
that could have been improved on bghalf of

the children. Only an ecological survey can

reveal such anomalies.
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Mobility and Stability

Although reference has previously been
made t0 the concept of Mobility/Stability
interest is now centred on this phenomenon.

It will be remembered that the mobility index:

for an Area may be calculated wifh sex differenceé
in mind. Also a Median mobility index within

a Nursery over all Areas can indicate the
mobility level of the Nursery. Similarly a
Median mobility index of similar Areas over

all the schools can point to mobility/stability

as characteristic of a type of Area.
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Table 6
Mobility Indices of Nurseries

* M.M.Ls = Median Mobility Index
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The Nurseries

Tﬁe range of indices .24 -~ .41 shous
three Nurseries, A, B, D, above the median,
F, and thﬁee, Ey, C and G below. Nursery D,
the most mobile, it will be remembered, was
the Nursery which ylelded unéxpected behaviours
(see page 157). Nursery G, the most stable,
showed significant correlations between

population size and siting.

In each Nursery the M.M.I. was higher for
boys than for girls indicating that boys were
more mobile than girls over all.

Each Nursery appears to have its own
distinctive pattern of indices, Nursery F
covering the full range from .00 to 1.00, and
Nursery E'showing .04 to 1.00. WNursery F,
.00 Malleable Boys, .00 Block Girls, were
recorded thus for two different reasons viz.
the boy responsible for only_ten appearances in
the Malleable Area scored no mobilities and
the Block Area had no girl appearances! Both
situations call for comment and investigation.
The 1.00 index of Nursery E Water Boys, is in
contrast w;th the index for girls, .04, again
suggesting that investigation of the nature of
the equipment might lead to boys showing more
stability in the Area.
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The Aresgg |

Within Areas over all Nurseries the Median
Mobility Index shows:

Mg;:;ttu .Boo_kl Hnllubh é::.;:{. Bi.oel.u AppL::g:u Music Hous;- SAM i Hntn' '
fpoye |~ w33 || 36 |-30 | .| 8 |3 |uko || s
Girls | W32 .2 | .9 25 | W2 | 2] .25 (k2] W25

with the index lower for glrls in all but two
Areas viz. Sand; Block. The range for boys,

R = .30 - .48, again indicates more mobility

among boys than girls, R = .19 - .42.

A Four Minute Stabllity was exbracted
from the data as a measure of 'holding powexr'

of an Area.

Table 7
Four Minute Stabilities d Areas gchools

J Fanipulative Books | Halleable | AFE 888 | miooes

Creative Husic | House | Sand | Vater}

Large
Apparatus

99 ¥ 70 108" : 90. - 92 |~ 142 . [ 56 135 "51) o6 |
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Ranking the order of the Areas:

1. large Apparatus
2. House
3. Malleable

4. Manipulative Rank Correlation Co-efficient

2+ Blocks | with Mean Population Density
6. Art and Creative 94 p<.01
7. Book
8. Music
9. BSand
10.

Water

_As might be expected, there is a significant
correlation (p <.01) with the population density
of the Areas and four minute stabilities.

The four minute stabilities (N = 870) showed
boys making 402 and girls 468.

range into three groups we have:

Dividing the age

.Tgble 8
mmp-- ym@ﬁmMmT".!nig;ﬁﬂm- mHm;Q@;:‘ ﬁﬁé.f*mnd I
] Boys | 128 nm16 72 n=‘1:1, | 2@ n=a | w2 | 55 Boys i
| oirte| 102" nwt2 | 460 nm21 | 206 na2k | ues. Wguu?t
;' 230 8| 232 3 bog ." 52 . 870 |12 i
1 " t=.28 N.B. t=.88 N.8. " t=1.98 N.8. ‘

the Means cannot be rejected.

The null hypothesis of no difference between

Thus there is no

significant difference between the Means for boys

and girls.
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In order to look more closely at four
minute stabilities as a developmental phenomenon,

we see that the Means for each group are:

Table 9
I Age "36-40 months 4145 ponthe - | - 146-50 months |
{Boys. |~ 800 7 7. . 655 R X
Girls | 8s0 | g2 K N

The proportion of four minute gtabilities by
each group shows a decline for the boys - the
higher pr&portion for boys in the 36-40 moﬁth
group was caused by tﬁins who had just entered
the Nursery (G), who played together 'eonstantly
and were very stable in the lLarge Apparatus Area.
It appears as if the size of groups and limited
age range prevent the results from being other
than descriptive. This is supported by the
variance in the range of the total number of
four minute gtabilities, 83-197 with respect

to Nurseries and 1-20 with respect to children.
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Qualities of Behaviour in Areas

Intereét is now centred on different
qualities of behaviour in the Areas. Xach
category is dealt with separabtely, and it will
be seen that the differences amongst the Areas
were significant (p < .01) in each Nursery.

PARTICTIPATION Tgble 10(a)

Relevant

Griﬁeria in this sub-category lay in the
appropriate nature of the behaviour or use of
equipment within the Area. The introduction of
équipment from another Area is counted relevant
if the use is related:to the essential qualities
of the Area. Behaviour could slso be relevant

without the use of equipment as in role play.

Relevant play amounted to 70% of the
category of PARTICIPATION, and wes statistically
significant.
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Irrelevant

Criteria in this sub~category lay within
the inappropriate use of an Area for behaviour
which could more usefully be carried out in a

more appropriate part of the Nursery.

Irrelevant play accounted for only 7% of
the méin category. Only in four Aréas was
irrelevant behavicur over 20% - the highest,
36%, in the Book Area, Nursery A.



- 190 -

"Although this Area was not by any means
the least used, the amount of irreievant play
was the highest over all Areas. A conclusion
arrived at from our observations is that the
three year old children, most of them having
started the Nursery in September, exhibited a
marked interest in the Area and in the books,
but at the age of four this interest had
diminished considerably. .iny 38% of the
children were four years old, but they were
responsible for the irrelevant play. The decline
in interest was all too evident. The Book Areas
(the Nursery was situated in an E.P.A. distriet),
was losing its hold on the older children. A
possible explanation was the lack of continuity.
of interest in the home. The Headteacher had
begun a borrowing service for mothers and
grandmothers who were theméelves responding to
the books but not using them alongside .the
children."”
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Imaginative

Criteria in this sub~category lay in the
use of materlals in an extended fashion, the
behaviour'being accompanied by gesture or
speech Indicating some transcendance beyond

the merely éppropriate or relevant.

Selected beyond the relevant, this sub-
category accounted for only 12% of the main
oétegory. Nevertheless it was felt worthy of
extraction as imaginastive behaviour is a
quality in which there is mudh interest. Only
one Nursery, D, scored imaginative behaviour in
all Areas. Two Areas, Blocks and House, shdwed
imaginative behaviour in all Nurseries. Ten Areas
showed percentage levels above 20% - the highest,
47%, Large Apparatus, Nursery A.

The Large Apparatus and Block play joined
into "adventure". Transport was a popular theme,
trains, lorries, fire engines, 'buses, were
"driven" to stated deétinations. Role play
featured strongly with verbalisation and adults,
often merely in passing, entered into the

imaginative situation.
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Absent

Criteria in this sub-category was concerned
with negative response, children seemingly not

awvare of play opportunity.

Absent play accounted for only 11% of the
main category. Only in five Areas was absent
behaviour over 20% - the highest, 35%, in the
Malleaeble Area, Nursery D.

As only four children could be working
in this Area at any one time, there was the
highest absent/participation because children
would just stand waiting with absent looks on
their faces. They were not participating even

mentally.
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Sex Differences

Tabulations by Area and sex within the
Nurseries are shown in Table 10(b). In
célculating)Qa it was often necessary to
combine categories. Discussion is, therefore,
centred on XZ calculated over the seven

Nurseries.

Calculating sex differences amongst all
the childreﬁ over the seven Nurseries, these
were highly significant (p <.01) in Manipulative,
Book, Malleable, Art énd Creative, Blocké,
Large Apbarﬁtus and House Areas.

In the Manipulative Area (X2 96.77), the
boys were significahtly more imaginative than
the girls and less absent in their behaviour.

Tn Book (X2 44,59), the girls were significantly
more relevant and imaginative and in Malleable
(X2 16.98) and Art and Creative (X2 57.24),

the girls were significantly more active in

each cabtegory and the boys showed more absent
behaviour in the Art and Creative Area. In
Blooks (X2 22.64) and Large Apparatus (X2 35.98),
the boys were significantly more purposeful in
each category but they were more irrelevant in _
their behaviour in House (X 73.53) where the

girls were more relevant and more imasginative.
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AFFECT Table 11(a)
Pogitive

Criteria lay in a positive aspect of
temperament and mood, an indication, vocal,
facial expression of confidence, contentment,
cheerfulness and happiness.

The overall affect was positive in all
Areas of all Nurseries. The children were
content with their world and showed their
happiness in devotion to their freely chosen
activities which within them contained the
measure of discipline likely to afford _
satisfaction. (See Table 11(a) overleaf).
This sub-category accounted for almost 90%
of the main category.
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Neutral

Criteria here lay in the lack of concern
or indifference to the activity.

It is of interest that seven Areas showed
a range of 20-37% of this néutral behaviour.
All were in two Nurseries, D and E. The highest,
37%, was in the Book Area.

Again the Area was "diseppointing" ~ it
elicited most neutral affect and unoccupied
goclial participation possibly because the
choice of books was more suited to 61der
children, were borrowed and were only changed
infrequently. The three oldest girls were
not attracted by the Area.
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Negative

Criteria lay in an active though negative

response accompanied by én unpleasant mood.

Incidence of negative affect was very
low in all Nurseries, <1%. Nursery G oommented
on negative affect by boys in the Blocks Area,
but this was only 2%. '



- 201 =

Tgble 11 §a2

Affect

wamr | Wentwelative | Books. | Malleskle | gy | Blocka | jpperity,| Wete | mowee | st | vater | sorus |

A T o fmee wfee m e e e w] e s sfue Wi w| e sf

avesiie  hioa | 84loo | 8plisn | oti|103i 82121 186 27| 'onl 73 | 8818188 |50 | 9d 85 lou | 1070 |-

sueatest 136 | q9l15 | 43] 8| 6] 23118] 19 [14] 7| 5|10] 1d 20{14{'5] 8] 5| 6] A48
€ Begative o e | ] = ] e ] [ ] 1] ] | o] s |k | o] = |em 1
wos ] qgp ] 11h | ke | 126 T o [T | 83§ 138 | 64 ] go [7219

PR ey e

sy | matpuietive | . Books | Meneanze | AR M‘m"":- Moto | Houss " oma | vater sonts |/

ameisin |10+ | 100]80 |o4 {59 |8t |84 | 08os: | 9348 |iod 44 lrod 2st'oz
(ot jo= | =] 5] 611116 2] 2]7 | 7 = == = 18] 7] 4] 5= |==] -
? ==

C Negative il B o el e el o o S S ™ ML LR

FE (7

P o .. - — B _A“-.‘
i} MRSIRY .| Hantpulative Books Ihlhlbh ‘Craative

O R L L O O L | O L L L

l91 |27 | 96 1'09"85'355 10d 22199 | 1034
P =l | A11[15] == 4. 1] 1 b7
1 - :

Jarestur |o5 99' |87 1951143 100|227 196 154 92 335
B Keutral w | oomofmin || | =] 1] b
¢ Eagutive . 115 ¢ 5] we| wmfom | ==
Lmowe | o6 192 [ 3 | 28

amoo
®
]
05

% | 25| o8 |r

Javostie  hot- | 91034 | 79]197 | 88]103)66 |127 |86 146182 F5 | 8d 76]79]112:88]65 | 78] 1026 |
prier | g 9] 9t 21] 26| 11} s4i34] 18 {12] 32:118 |7 | 1d 20}20 141118 | 22 207 |
Homeatte - | 4 1 4le= | == A1 1 ==l==] 21 2] =mle= {1 | 4 oefo] e f=m] 68
I 111 43 | 22h 157 ) w7 | 178 | 93 | 96 | 127) 83 11239}

T e



http://ltatfpa.la.UTa

- 202 -

)
Creative

Maic | Houss | sana Kater .

1126 |80 j8 53'135 91

I

03169

120 |89 | 91.| 73|22 100 '223914}_3‘ 88l s5l93 |

$lm. wfme x)w x|

975

12} 8 :

k7131

215 {11 1.34| 27| =~

-l 21 91 {1 2| 7]

201}

~og 1 76 ) 18,

_150

1z | 125 | o2 [ 2. [ 93127

LT

1177

A romitave

Hanigulative Books | Malleshls

Art &
Creative

M. % [m. S % |m x

160 $ou hes |93

96185187

5 185 |80loh |26

931 1:

| 897

i|'B Béutra

10, 6 |41! 6

13113

11 112 616 ] 2

"l 6 Begative

i e
E 4

31 3]oe]omfo |

| 2)ofsten b | -

171 180 54

191 195 | 28 [ a32f o

e S remp s ey

951

o

A Positive

.A.rti ;

| Creative-

lhe.h Apparatus 'lluh House _lul- Sater

“h33 {o7os |ooles |96

16|99

532 195 o8 |os|184

94179:10q 9191 23} 104

(|8 Feutrar

s

¢ Begative

L, 1 T Y N .

1372 1 105 68

= | --ho {10}3] 4

== feeee

.512]15] 5] 11

—%

- 147

243 | 325 | 196

Ol —tf==] 7 A =i =
:{l-—'

]
1
15ln
[\ ]

179 00}) ‘22

1522

AFFECT
Percentage over

all Nurseries

Posgitive

89.41%

Neutral

-9.49%

Negative

.60%




- 203 -

U

o811

satatsog §

K
Texyney

ey

K
{ €2 o9t -

9L

r-{ I

l!lnll‘”l

IDESNEY]

‘ol =~ 0w |
CERAR Y

. g “"._I R
A ,

ol R l-l_g :

. 98TOR

. -.pﬂ_&on..

TNy
sapteog |

AN

%L

48

o
9.

oe
2123

114

ler g oa

_F....r. -
& 6 2

&L 6 i

%43

Oy 62 but |

6L 6.0 |
o2 o

,n_'g\ll\ Ig

W D

6.
24
3

* 98Oy

T et T ST T

wod p &

2B . ov.ﬂlus_

.

E I'
h
p=—r—

Toxmeg
aweeg |

(DL o1aeq

)

v AEIEK



- 204 -

12 @ 2|ooi 6 16] 60 2 |96 s 9l ccos eczloie en e am gl 69 |e9r = o - T VR 3 OO . STVEOL
1= ==z, v ="= =t 1 =]z =2y =g~ —i<|m D - s ¥ .02 2. apyuioy
= ==t 9 t|= = =lu'g £la 6 9l =g Vo= e 7 s lon 6L = = - Texnen
J @ s ef6 zn en| el zar uf e on ec| @L & i2lecz con wpL) 0w . 9| % ok « 6 69 92 | €6 €€ 09 sat3Teod
[T D €] ®E 0 €| W B €] WA p €] WF B & Tk D € | WO D- € |MOE D €| WO D € | WOZ B € ;T
| o | v | ] e | TaeY | wew | WG | e | v | eewtem |

N |

® YR

-
-
|
-
-

ogL 8L 2y
R
W< g
29 4Ll %S

neg p €

i

L. AR mer—

gnL 2L €2
B == )
a6 €
gL 91l 6L

aler:el
&1

L8

46

i€ &

gL ol
=

g » €.

N EENEYS
IRR& ¥

o

STqeeTle

§

Ly

I44

2y iE
L
w 2z 2
2L 4 gl

vee v 06

T
’ w .NF..#...

L@ S

& hi

X
e

meg p_d

Hiog b &
- |- etquerTeR

LK

11

T o




- 205 -

Sex Differences

These were calculated and tested for
significance over the seven Nurseries.
Differences were significant (p<.01) in
Manipulative, Book, Art and Creative, Large
Apparatus and House Areas. (Tgble 11(b)).

In the Menipulative Area (X2 23.74),
the girls were significantly more neutral in
their behaviour than the boys but they were
less neutral and less negétive than the boys
in Book (X? 19.66). There was no negative
behaviour recorded in any of the Nurseries in
Art and Creative ﬁut the boys showed significantly
more neutral behaviour than the girls (X% 31.53).
In Large Apparatus (X2 14.73), the boys showed
more significant affect in each category. In
House (X2 14.73) where only three instances of
negative behaviour ocourred, the girls showed
more neutral behaviour than might have been

expected.
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CONSTRUCTIVENESS Table 12(a)

Congtructive

Criteria in this sub-category lay in the
positive use Of material. (See Table 12(a)

overleaf).

Congtructive behaviour accounted for
82.5% of the category of CQNSTRUGTIIEMESS, and
was statistically significant.
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Neutral

Criteria in this sub-category lay in the
inability to summon the impetus for constructive

behaviour.

Neutral behaviour scocounted only for 6%
of the main category. This could be some
indication of the children's ability to pub
equipment to some constructive use. Timid or

shy children might exhibit this type of behaviour.

. 'wo rather timid girls occupied this Area
without any constructive effect. They were
hesitant and uncertain and appeared to0 need
constant support. Perhaps theie was an over-

abundant choice of manipulative activity.



- 208 -

Destructive

Criteria in this sub-catégory lay in
destroying equipment or preventing and

obstructing other people.

The incidence was negligible accounting
for less than 2% of the main category. All
Nurseries had instances, the range being from
2 (Wursery C) to 43 (Nursery E). Of the
latter, 33 instances in House constituted 14%
of the main CONSTRUCTIVE category for that
Area.

One of the boys, the second oldest in the
group, was responsible for much of the
destructive play in the Area. He led a group
involved in "Monsters" and, after careering
wildly around the Nursery, used the Area as a
'hiding-place', interrupting and spoiling the
activity therein. Clearly there was need for
intervention on the part of the staff and the
‘presence of the observers may have prevented

alternatives from being given to the boys.
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Absent

Criteria in this sub-category lay within
complete inability to make contact with the

material.

There was a lower incidence of absent
behaviour, this sub-category accounting for
10% of the main category. However, the
percentage is high enough to wariant special
comment. Nine Areas had a percentage of more
than 20, the highest being 32%, Nursery D,
Malleable.

Malleable 32% Nursery D:

The childreﬁ were kept waiting. The high
absent score resulted from organisational weakness.
This Area 1s unsatisfactory and has been previously
reported for ABSENT/AFFECT.

Reasons suggested for some of the other

Areas are of interest:
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Art_and Creative 20% Nursery G:

Absent/constructive behaviour resulted
from two occasions when the adult (Nursery
Nurse) was making Christmas models and the
novelty attracted the children without involving

them constructively.

Art_and Creative 23% Nursery B:

The high percentage in absent/constructiveness
was due to the presence of the adult who over-

directed qll activities.

Art_and Creative 30% Nursery E:

The use of scissors in this Area provoked
tension among the adults and the children were
affected waiting for"permission' to use the
equipment. This resulted in periods of time

which were not'oonstructive for the children.
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Sex Differences

Combining scores over all seven Nurseries
sex differences were significent (p<.01) in
Manipulative, Book, Malleable, Art and Creative,
Blocks and House Areas. Tabulations by Area

and sex are shown in Table 12(b).

In Manipulative (X2 11.44), the girls
were less constructive than the boys but more
neutral and sbsent. In Book (X2 35.98), the
glrls were more constructive and more neutral
but less destructive and less absent than the -
béys. In Mallesble (X2 16.22), the girls
were moré constructive, neutral and absent
than the boys but less destructive. In Art
and Creative (X° 26.72), the girls were more
constructive and more neutral than the boys
" but less sbsent. In House (XZ 60.63), the
girls were more constrﬁctive, more neutral
but less destructiﬁe and absent thap the boys.
In Blocks (X° 15.21), the boys were significantly

more sctive in each category than the girls.
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Areas and Total Numbers of

Negative Aspects of Behaviour exceedi 2

Book

Art and Creative
Mglleable

Large Apparatus
Blocks

House

Water

S DWW MWW

It is of interest that Nursery F was alone
in showing no incidence of negative aspects of
behaviour above 20%. The Nursery had been
used for a pilot ecology survey and it had been
noted that the 'climate' was adult controlled,
eliminating some of the 'fréedom' normally
assoclated with the Nursery School. Nursery
educators in the main would tend to argue that
children should have the Opportunity'to give
expression to negative feelings, particularly
in an environment of protection and re-education.
It would be an educational objective to reduce
the amount of negative interaction and to
promote positive aspects of behaviour, but
_recognition of the need to give vent to

negative feelings would be upheld.

Research workers, other than teachers are
often surprised by the apparently benign climate
of the Nursery School. Brindley (1972):



_2’|7—

"One of the somewhat surprising
features of these nursery schools

is the relatively low incidence

of fighting, it was supposed that
the presence of children from
disturbed or disrupted backgrounds
night result in greater aggression
being displayed in groups or
classes of which they were members."

Nursery teachers are skilled in dealing with
children who initially show aggressive tendencies.
Expert manipulation of social groupings, the

use of appropriate equipment aﬁd sympathetioc
handling all help the aggreséive child to

channél his energiés. This is an area of
expertise in which Nursery teachers excel,

though they would accept outbursts and

breakdowns as part of the normality of children's

behaviour.
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SOCIAL PARTICTPATION Table 13(a)

"Probably the most distinotive
feature of nursery experience for
the child is the opportunity it
provides for play with a group of
age-mates."

(Bwift, 1964).

Since young children play often by
themselves, in the presence of other children
and with only small groups, Nursery schools do
not have the monopoly of provision. Any supervised
play area will furnish the opportunit&. In
Nursery schools, however, social participation
is an educational objective and the design of
the Arveas, their equipment and adult interaction,
is one of the means by which the objective is
fulfilled. Readiness for social interaction and
group experience ls monitored and provision made
for the widest possible range‘of levels of
participation with the expectancy of individual

differences and preferences and needs.

A modification of the Shure categories
provided a group of six, similar to those of
Parten, and dividing into

Negative Indices -~ Unoccupied, Onlooker, Solitary

Pogitive Indices - Parallel, Associative, Co-operative.
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Negative Indices

Criteria in this sub-category lay within
the inagbility to make social contact. A child
could just sit, follow, stand around, but would
not be involved in any ongoing activity or show
signs of feeling the company of any one person.

Onlooker

Criteria in this sub-category lay within
the watchfulness of the child as he placed
himself to hear and see clearly all that was
going on. He showed signs of being absorbed
in the activity of other people.

Criteria in this sub-category lay in the
isolation of the child, both through space,
lack of social interaction and choice of
equipment. Interest was entirely on his own
behaviour pursued without reference to other
children. Behaviour of this kind in the presence

of an adult was‘scored Solitary.
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Pogitive Indices

Parallel .

Criteria in this sub-category lay in the
child's choice of activity, bringing him into
the company of other children. Equipment is
similar but is manipulated as the child wishes
and without reference t0 nearby children. An
element of awareness of proximity is counter-
balanced by unwillingness to participate in
Joint behaviour And verbalisation is at a minimum.

Associatlive

Criteria in this.sub-category lay within
interaction, usually accompanied by verbalisation,
exchange of ideas or.illuminating conversation.
There was, however, no organisation of activity -

the individual role being still apparent.

Co—-operative

Criteria in this sub-category lay within
the sphere of interaction, verbal and behavioural.
The play organised towards an accepted goal
. showed a sense of group feeling and inter-
dependence. The exchange of ideas, support,

help and physical contact were characteristic.
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SOCIAL PARTICIPATION
Percehta‘se over

all Nurseries
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There was significantly less negative
soclal behaviour than positive, the three sub-
categories accounting for 23% of the main
Social Participation.

Incldence of unoccupied behaviour was
minimsl, as in Shure, 4%. ﬁevertheless the
fact that some instances did ocour suggests
that Nursery teachérs should be aware of the
possibility that a child could spend a
disproportionate smount of time, after a
settling-in period, in this way. The work of
Allen (1967) shows how adult attention in
the form of reinforcement when a hiﬁhe;to
"unoccupied" child is engaged in attending for
one continuous minute brought increased
attention and a decrease in activity changes.
In some cases incidental environmental stimuli
may not be sufficiently strong to effeot
behaviour modification. Onlooker behaviour
showed a somewhat higher incidence, 7%, but in
only one Area of-qne Nursery did it reach.
beyond the 20% level. This was the Malleable
Ares of Nursery D, 34%, previously commented
upon. BSolitary behaviour (10%) involving a
single child would be a feature of social
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participation regar&ed by some Nursery teachers
as desirable within the total programme of
social activities. Indeed, some Areas are
designed to0 provide this opportunity and
children can be found deliberately trying to
"shut themselves off". Three Nurseries, A,

F and E, had no Areas showing more than 20%.
Nursery B had four Areas, Nursery C two, .
Nursery D four, and Nursery G one. These were
distributed over all the Areas with the
exception of House, an Area of high density
population where presumably it was difficult

+0 be "on one's own'".

The highest incidence, 40%, was in
Blocks,lNursery D.

Blocks 40% Nursery D:

This was an unsatisfaotory Area. Because of
baed positioning it was used as a through passage,
resulting in onlooker behaviour and low
constructiveness. The high percentage of solitary
behaviour does not result from one or two children
shutting themselves off for deep involvement, bpt
rather from fragmentary counts when children were
left on their own, not meking fullest use of the

equipment.
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There was significantly more positive
social play, the three sub-categories accounting
for 77% - Parten 75%. ILooking at all Nurseries
there is a trend toward. the positive indices.
Nurseries A,.B, C and G reach a peak at
Associative level and decline towards
Co-operative. Nhrseries D, E and F show their
peak at Parallel with subsequent decline. All

Nurseries have less Co-operative play than

.Parallel or Associative. Co-operative play,

the most complex form of social interaction
appears to be a quality of play still developing.
" "Phe tendency towards the familiar
developmental norms of -increased
sociability or co-operative play
with age,"
(Ralph, 1968)

is thus confirmed.
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Parallel

This sub-category accounted for 26% of the
maln Social category, indicating an important
stage of soclal awareness intermediate from
solitary activity to the company of peers.
Parten found that almost all her subjects
engaged frequentlyin parallel behaviour. The
distribution of.high incidence over all Areas
would confirm this. The percentage, 27%,
is greater than the total percentage within
the three negative indices, 23%.

Agsociative

This sub-category was the most frequent
form of interaction accounting for 3%6% of the
main cateéory. Digtribution was over all
Areas, the percentage falling below 20% in gome
Areas in those Nurseries, D, E, P, which

reached their peak at Parallel.
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Co-operative

This sub-category accounted for only 14%
within the main 8ocial Participation but this
may be taken as an indication that this most
complex form of behaviour is beginning to be
established. The nature of co-operative play
anongst Nursery chilldren reflects the 'wave
crest' of identification with others, within
a loosely organised group. Usually pne_child
dominated for a short time and then the play
relapses into Associative or Parallel behaviour.
Parten corroborated studies showing that young
children were able'to dominate for only short
periods. The leaders "more often than not
excelled non-leaders in inteliigence and
occupation level of parents, and individual

differences outweighed age differences.”
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Social Participation and the Aveas

The percentage within each category is
caloulated and the Areas ranked. Within the
positive indices of Co-operative, Assoclative
and Parallel behaviour Large Appsratus, House,
Blocks, Manipulative and Mallesble Areas are
outstanding.

Isolating the Solitary category, the
ranked order Blocks, Book, Manipulative, Art
and Creative and Large Apparatus are as might
have been expected. Within the Unocoupied
category, the position and high percentage,
23.42%, of Book seems t0 call for attention.
The Book Areas throughout the study appear to

have been the subjeot of negative comment.

Ranking for pogitive Ranking for negative
gocial behaviour gocial behaviour
Large Apparatus 1 Blooks 1
House ' 2 Art and Creative 1
Blooks 3 . Book 3
Manipulative 3 Manipulative 4
Malleable 3 Large Apparatus 5
Art and Creative © Malleable 6
Book 7 House 7
Sand 8 Sand 8
Music 9 Musio 9
Water 10 Water 10
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The low position of Sand, Music and Water
Areas reflect low population density. The Rank
Co-efficlent Correlation, Ts .22 (N.S.),
indicates that the Areas occupy significantly
different rank orders within positive and

negative indices.

Play Areas ranked as percentage within
each Social Behaviour Category

Unoocupied
AP B | S 2 ] ) 8
Beuse .- 29.43 | Targe Apreratue 17.73 Booke - - o.M
Blocks 20,00 | House DA% 490 | targe Appiratue 17.82
Large Apparatas 16,53 |Blooks = . 12,87 w78 [matpalative 1394
Bopks'' i . 1172 tellesble - 11,68 491 At & Oreatiee: : 428 |
Hallechle “6.23 | matpalative 11,00 Blocka - 1 40i00.
Mosde - 6.6 |Bema 7.3 Bowse - - 7TURh
Kanipalative 410 |Art & Orealive 6.72 alleatle B &A1
Sand - - 256 | Books ’ 6.32 Sama - »n
| Act & Oroative 1,00 [Monto 621 | W Wueto © . 32
Vater 1.9 | vater Yl vetar 1.4

.. vosTRIYS- - . - : 1saKTIVE
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The bar graph illustrates the percentage
quality of play within eéch Area. Manipulative
produced the most parallél .play, Books the
most solitary and also the most unococupied
(twice as much as the next Area in rank order),
Art and Creative the most onlooker, House the

most co-operative and Water the most associative.

Percentage of Social Behaviour within
each of the Ten Areas
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Sex Differences

Tabulations by area and sex within the
Nurseries are shown in Tables 13(b) and 14.
There was no Area where sex differences were
gignificant throughout the Nurseries. This

would reflect the variance amongst thé Nurseries.

Over all the Nurseries sex differences are

significant (p <.01) in the following Areas:

In Manipulative (X2 34.74) the girls were
more unoccupied and onlooking than the boys and
more parallel in their play. The boys were more

solitary, associative and co-operative.-

In Books ('X.2-25.5’I) the girls were more
solitary and more associative and co-operative.
This was the Area where girls showed thelr second

highest score for co-operative behaviour.

In Malleable (X? 54.34) the girls were more

parallel and associative.

In Art and Creative (X2 81.30) the girls
were more solltary than the boys, more parallel

and co-operative.

In Large Apparatus (X2 95.74) the girls were
significantly less active in every category. This

was a male dominated Area.

In Music (X? 24.72) the girls were more

associative and co~operative than the boys.
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In House (X2 15.31) the girls were
significantly more positive (parallel,
associative and co-operative) than the boys.
This Area showed the highest score for girls

in the co-operative category.

In an ecology study the emphasis is on

the nature of the environment and associated
| behaviours. In considering sex differences
there appears to be a sﬁggestiOn that girls
show more co-operative type behaviour than boys.
This is supported by behavioural studies,
e.g. Brindley (1972) who found girls far
exceeded bojs in the frequencies with which
they exhibited co-operative acts. Mischel (1970)
has reviewed evidence indicating that sex typed
social responses are affected by the situation
in which they are made and by such variables
‘a8 the.sex of the person eliciting the iesponse.
Thus, girls might be expected to identify with
the female teachers and be more aware of the
types of social behaviour they are expected to

display.
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_'.I.‘able 14

Social Participation by Area and Sex
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Social Participation with reference to_age

The median point of the age range was
established as 43.7 months.

62 children formed the older group
50 children formed the younger group

112

The bar graphs for the older group, all
children and the younger group, show similaﬁ
characteristics, each increasing from "unoccupied"
through "onlooker", "solitary", "parallel” and
"agsociative", and then decreasing to

"co-operative".

In comparing the graphs for the younger
anq older groups it is apparent that the younger _
gioup shoys higher percentages of unoccupied,
onlooker and parallel play, but lower percentaées
of associative and co-operative play, than the
higher age group. It is of interest that the
older chi}dren show a higher percentage of |
golitary play overall. When expressed as a
percentage of the group play, solitary play is
slightly higher for the young children but the
difference is marginal (see Tadle 15).

Age differences were calculated over the.
seven Nurseries and listed for significance

within the Areas (see Table 16).
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' In Manipulative (X2 30.25) the older
children were more positive in their play but -

they were also more unocoupied and solitary.

In Books (X? 18.56) the older children were
less unoccupied and onlooking than the younger.
They were also less parallel and associative

but more co-operative.

In Art and Creative (XZ 77.36) the older
children were less unocoupied and onlooking and

less parallel but more associative.

In Blocks (X% '22.64) the older children
were less unococupied and onlooking but more
solitary. They were less parallel and

associative but more co-operative.

In Large Apparatus (X° 17.84) the older
children were more unoccupied and golitary.

They were more associative and co-operative.

In Sand (XZ 18.84) the older children were
more onlooking and less solitary. They were
less parallel and associative in their play but

more co-operative.

In Water (X° 27.75) the older children
were less onlooking and more solitary. They

were more associatlive and co-operative.
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The developmental trend appears to be

confirmed in the majority of the Areas, though

the subtle distinctions have important implications.

Table 15
Sociagl Participation by Area and by Age
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Social Participation Categorieg of Behaviour and Age
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e Groups

Social Participation Cate ories of Behaviour

with reference to
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Adult Presence

" Adult presence has been seen to be a
variagble affecting the relationship between
population density and size (some small Areas
had a high number of appearances when an adult
was present), quality of behaviour (Abéeﬁt
participatory and Neutral Affect was recorded
in Areaé where adult presence was seen to be

.directive) and throughout the study there has

been a suggestion of the importance of adult

intervention.

Adult Presencde in the Ten Areas

o S O
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Adults were present in the Areas for 14%

of the observed time.

Art and Creative had the highest number of

adult presence and Blocks, Sand and Water the lowest.
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37 Areas out of the possible 70 observation

Aveas (53%) had 5 or fewer appearances recorded.

Nursery A is the only Nursery to have adults

present at some time in each Area.

Highest recording in Nursery D (210) and
fewest Nursery E (97).

Nursery F shows adulis present in only 3 out
of the 10 Areas.

As previousliireported the adults showed
a reluctance or ingbility to ignore the
observer, and thus refrained from fulfilling
thelir varieties of role during the count. There
is little doubt that the pilcture presented is
affected by this factor. Nevertheless the
question arises about pro:éssional‘standards
of appreclation of the educative value of
interaction. It would appear that the traditional
"Hands Off, Don't Teach" ethos still prevaiis
to some exteht. That this continues in Nursery
School can be seen by an etho;ogist's bland
description of the 'adults non-interference
policy during Free Play' during her investigation
(McGrew, 1970) when 'adults were available for
help but rarely interfered,_i.e. a supervising

adult only interfered in activities or
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disagreements which appeared likely to lead to
injury or damage'. Such a description may be
due to lack of appreciation of the educationist's
role but in terms of intelligent observation it
cannot be ignored. Ralph et alia (1968), in
their study of interaction, define free play

as 'that period wherein conditions allowed for
maximal interaction among the children and
minimal interference .on the part of the teacher'.
This perhaps reflects the dichotomy which exists
in American Nuﬁsery Education where there is &
recognised structured/unstructured approach

to the daily programme. In Britain where play
is accepted as a vehicle for learning, the
teacher might be expected to be observed in an

educative role at any time.

Further evidence comes from Thomas (1973)
reporting limited adult interaction: both adults
and children appeared t0 -consider the teacher's
role as 'caretaking rather.than.educative'.
Further analysis of adult presence would support
this.
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Area: Large Apparatus Nursery C
100 appearances

"The Area always had an adult on supervisory
duty for safety reasons. The Headbteacher had
made excellent equipment provision and instigated
a differing pattern of arrangement each day.

The fact that an adult was always present may
also have attracted the children, giving them
the security of knowing that whatever adventure
they have, an adult was nearby to come t0 the

rescue if necessary." (Arsenian, 1947).

Area: Large Apparatus Nursery G
' 30 appearances
"Staff standing by made the play more

attractive."

Area: Art and Creative Nursery D
- 100 appearances
As previously described, this Area was
'controlled' by an adult. "The adult controlled
the degree of freedom the children might have
experienced and imposed codes of behaviour as

well as painting bvechniques.™
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Ares: Art and Creative Nursery F
69 appearances

"Adults, in fact, spent most time in the
Art and Creative Area although it was noticed
that the time was spent in making artefacts
for children, rarely with them. This particularly
applied to the N.N.E.B. students. It was thought
that the students were often impatient to

obgerve the end product."”

Area: Art and Creative Nursery G
65 appearances

"Neutral and absent behaviour resulted in
the children being either unoccupied or onlooking.
This was due to the fact that on two occasions
an adult was masking Christmas models and the
novelty of this attracted the children without

involving them constructively."

Area: Art snd Creative Nursery E
62 appearances

"An interesting fact about this Area was
that the adults were present for the highest number
of minutes but is a disappointing one, because,
for more than half of the time, they were not

relevantly involved with the children. The
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presence of the adults was necessary becasuse there
were scissors in the Area though the children

were never seen or encouraged to use them."

Area: Art and Creative Nursery B
55 appearances

"A member of staff was invariably in the
Art and Creative Area. Hefe is an example where
tﬁere may have been t0o much adult participation.
The children's efforts tended to be directed by
the adult."

It would appear that the adult role in

the Art and Creative Area was not always an

‘educative one. Over—emphasis on pictorial

result could indicate preference for presentation

standards rather than child involvement.

The Book Area and Adult Presence

Areg: Book Nursery F
30 appearances

"It was here that verbal interaction between
child and adults occupied one third (approximately)
of the time, in minutes, spent in sampling.
Some children, however, preferred sitting in the
rocking chair wiﬁhout a book - just rocking
themselves in a soothing manner, or standing

watching the adults read to other children.”
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e

E

Book Nursery D

30 appearances
Only on two occasions was an adult present
using ﬁhe opportunity to read to the children.
The Area was used by the nursery assistants
when they were making_apparétus and the children
were attracted by the novelty of the.situation.
Children also used the Area as a place just for

sitting without being engaged in any activity.

Area: Book ' Nursery A

22 appearances

"When a teacher appeared in the Area, and
began to0 show signs of reading a story the
quality of behaviour improved and the children
gathered round her. A conclusion arrived at
from our observations is that the three year
old children, most of them having started in the
Nursery in September, exhibited a marked interest
in the Area and in the books, but at the age of

four, this interest had dlminished considerably.

Aresg: Book Nursery G
20 appearances

"The following points are relevant:
1) The Book Area lacks entity,
2) The number of books displayed
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is rather small and related
accessories, such as puppets,
mobiles, pioctures, are lacking,

3) The staff often tell stories in
another Area when groups are
gathered ﬁogether for milk or
after lunch.

Whenever I sat in the Book Area, children

immédiately approached me with requests for stories.

It would appear that the Book Area had a
dual purpose but the presence of the adult was

necessary for educative pursuits.”

Area: Malleable Nursery D
40 appearances

"The high rate of stability in this Area
resulted from the fact that they had to put aprons
on and that there was an adult present, or nearby,

most of the time. The children enjoyed this Area."

Area: Malleable Nursery A
32 appearances

"Imaginative play increased when a teacher

was present.”

Adult presence promoted and instigated

enjoyment and creative use of materials.
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All other Areas had less than 25 appearances,
except in Nursery G where Muéic hed 25 appearances.
This was an Area sited off the main play-room,
scoring high for siting since it had an open
entrance. No comment is made on aduit interaction
but the Area was active - "children were usually
drawn by the sound of music and wanted to Jjoin in.
The Area was high in co-operative play as the
children frequently played instruments together as
a group." Thé influence of the teacher was 'probably
felt here. '

The low incidence of adult appearance in the
Areas House, Blocks, Sand and Water may be accounted
for by the teacher's relisnce on the educative
potential of the equipment. Here the work of the‘
adult may be seen in the choice and arrangement of
equipment; The quality of the child's response,
however, without adult over-sight would prevent
evaluation, both of the equipment and the child's

progress.

Quality of play with/without the
presence of an adult

- Using categories of
Imaginative and Relevant play = RELEVANT
Irrelevant and Absent play = JRRELEVANT

we have the following percentage of behaviours
linked with the number of adult appearances in each

Area (see Table overleaf).
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Percentage of Relevant and Irrelevent Behaviour
linked with number and percentage of
adult appearances in each Areg
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* It would be expected that a low adult presence
would produce high irrelevance, but in 16
Areas, 5, or fewer than 5, adult appearances
are shown and nevertheless 90%, or higher,

relevance of behaviour.

o Conversely. it would be expected that a high
adult presence would encourage low irrelevance,
but in 9 Areas with 20 or more adult presence
there is over 18% of irrelevance, though this

is mainly sbsent behaviour.
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% In the Sand Areas 3/'7 of the Nurseries
get on relevantly, i.e. over 90% without

an adult.

» In the Water Areas 6/'7 of the Nurseries

get on relevantly, without an adult.

- In the Book Areas 3/7 of the Nurseries
have high irrelevant play, in spite of
the adult.

4  TIp the Art and Creative Areas ¢/7 of the
Nurseries have high irrelevant play, in
spite of the adult.

Relevant/Irrelevant'criteria, however,
indicate only the child's unsupported fesponse
to Area opportunities. Increased adult interaction
would be necessary to promote understanding, and
consolidate. through language,developmental
progress. It would appear that éountless teaching
opportunities are overlooked (Jackson, 19683
Thomas, 1972) particularly in the Sand and Water
Areas where concept development (number, weight,

space, capacity and time) is taking place.

In this Nursery a note indicated the amount
of interaction during adult presence in the Areas
(see graph and list of Areas observed overleaf).

It highlights the lack of quality in adult interaction.
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Adult presence and interaction. Nursery C

An sdult was present for 128 minutes (i.e. 12.8%
of the possible time during the study). Only 25
minutes of the adult present time (i.e. 2.5% of
the possible time), was spent in interaction
situations, e.g. in the Large Apparatus Area an
adult was always on supervisory duty for safety
reasons but was not necessarily communicating with

the children. This is a very low interaction time.
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Ligt of Areas obsgerved showing

Adult presence and influence in Nursery C

9 minutes adult presence. 41 minute
teacher entered Area to ask older
girl in group of three to look after

another child who had Jjust returned

after absence and was feeling miserable.

All the children went off to another
Area to do this. 3 minutes N.N.E.B.
student clearing up apparatus. 5
minutes qualified N.N.E.B. assistant
playing with the children, and

prompting conversation.

Book

Adult entered to borrow a table and

left immediately.

Malleable

12 minutes adult presence. Delivery
of coffee - 3 minutes, no change in
play. N.N.E.B. student helping and
talking with children, 5 minutes,
play as usual. Visiting student

presence, 4 minutes, no change in

play.
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Art_and Creative

No adult present when Area was being

observed.

No adult present when Area was being

observed.

Large_Apparatus

100 minutes adult presence. This
constant adult presence is for safety
reasons. Out of the 100 minutes, there

was interaction between adult and

"~ children for 11 minutes. 4 minutes

qualified Nursery Nurse playing "Jack-
in-the-Box" game with a group of
children who were téking turns to get
into the barrel. 5 minutes qualified
Nursery Nurse leading gesme of football,
conversation about kicking and dribbling
the ball. 2 minutes qualified Nursery
Nurse sweeping up leaves, helped by

children.

5 minutes adult presence. Nursery
teacher ﬁas playing records, moving

herself, and encouraging the children
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to move and clap in response to the
mugic. This 5 minute period accounted
for 18 out of the 28 total appearances
in this Area, and produced the only
instances of associative behaviour

‘recorded in the Area.

1 minute adult presence, visiting

student, no change in play.

9. BSand

1 minute adult presence. Child given
help in finding a lorry. No change
in play.

10. Water

No adult presence when Area was being

observed.

Such low interaction figures in Nursery C
are counter-balanced by a high percentage of
relevant play, 89% - the highest of all Nurseries.
The staff were aware of the variance within their
role and the teachers undertook responsibility
for the educative function whereas the Nursery
Nurses were controllers, caretakers and comforters.

It was interesting that the Nursery Nurse commented
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on the fact that when she stopped to congider
what she was doing, and was aware that play was
going well, she felt unnecessary. Uncerﬁainty
of role and function, obgerved by Gardner and
Cass (1965) led to the adult concerning herself

with equipment and materials rather than children.
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Discugsion of Areas

These were popular Areas in all seven
Nurseries, ranking 5/10 for boys, 4'/10 for
girls and 4'/'10 for all children in number of
appearances, and ranking 4/10 in mean population.

Their holding power was ranked /10 with
99 four minute stabilities. The mean size,
-5.14m?, was ranked /10 (range 2.5 - 8.0n%),
indicating that they were small Areas.

Quaiities of behaviour showed significant
sex differences. The boys were more imaginative
than the girls, more solitary in their play but
also more associative and co-operative. The
girls showed more neutral and absent behaviour
and socially were more negative, being more
unoccupied and onlooking then the boys. it
appears that in this Area the boys were more
content and more purposeful than the girls. The
Manipulative Area also showed clearly the
positive social developmental trend with age
though the older children showed more solitary
behaviour here than the youngér. Adult presence
in the Area was minimal (75 appearances) but it

was the only Area with a count in each Nursery.
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The Manipulative Area is an important one
from this evidence ~ catering for fine motoric
activity of a physically restful nature and
stimulating ideational thinking and verbalisation.

The picture that emerges of Manipulative
Areas is one where space-ié limited but where
children are more sedentary and perhaps more
occupied in their work with free exchange of
conversation while pursuing individual projects.
Teaching, educative interchange éf ideas between
adult and child, was minimal with the adults
relying on the quality and characteristics of
the equipment to support ongoing behaviour and
appropriate responses. Development could come
through opportunities for group behaviour with
larger type interlocking, connector, manipulative
material, e.g. Matador, Plajpax. Such
introduction would call for physical expansion
of the Area and possible link or near siting
to, for example, the Block Area, s0 that a
wider range of activities could take place with

the possibility of co-operative group behaviour.
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The Book Areas were not popular, ranking
7/10 in number of appearances for boys, 2/10
for girls and 7/’IO for all children. Mean

- population over all Nurseries was 69.5, ranking

7/40. Size ianged from 2.4m° - 18.5m2-- mean
5.14n°, renking /10 overall. Size did not
appear to be related to popularity. The
largest Book Area, Nursery G, was multi-purpose
leading to breaskdown in functional use, and

the smallest Book Area, Nursery F, had the
highest population density of the ﬁursery,
because of adult presence. The holding power
of the Areas ranked //10 with 70 four mimute
stebilities.

Qualities of behaviour showed significan?t
gsex differences. The girls used the Area more
relevantly and with greater imaginative behaviour

than the boys. The children were happy in the -

" Area but the boys did show more neutral and

negative behaviour and were more destructive.
Socially the girls'showed more onlooking behaviour
eand were often more solitary. They were overall
more positive in their social behaviour, more
associative and co-operative than the boys. This

was an Area where girls were more purposeful
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than boys, but the significant age differences
are of interest. Younger children were more
onlooking and unoccupied but scored equally
with older children in solitary behaviour. They
were more parallel in their behaviour than
older children but less co-operative. The Area
showed more solitary behaviour then any other
but also had the highest count for unooccupied
(as distinet from solitary) and this appears to
suggest that the Area needed some positive
reinforcement through continuous adult presence

or mechanical aids which could act as a substitute.

Book Areas need special siting, not cut off'
from the general round of activity but enclosed,
comfortable and reasonably quiet for concentration
and retreat from physical exertion. If children
are to begin fo appreciate books, use them
properly and learn to recognise them as a source
of wonder, eﬁjoyment eand information then they
must be helped.by purposeful adult intervention.
Ideally the Area should have a team of adults
'in almost constant attendasnce, using books with
the children, seen using books for pleasure and
information and telling stories at intervals

throughout the dslly programme of events.
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Probably the Book Areas were more used by the
adults at times other than that during whioch

‘the count took place, e.g. at the end of the
morning when a quiet group activity is often
organised before lunch or at the end of the

day. However, such activity should ideally
stimulate individual use of the Area. The
supply of highest quality picture book literature
is so good tﬁat Book Areas should attract human

beings of ali ages at all times.

These were girl dominated, ranking.2/10 for
girls, 8/10 for boys, and 5/'10 for all children
in number of appearances and ranking 5/"IO for
mean population (84.9). They were small in size,
range 1.8m2 - m?, and mean size, 2.97m?.
Behaviour was sedentary, the children sitting
around a table and in Nursery D a high proportion
of absent/participation behaviour was recorded
by children waiting idly 'for a turn'. It is
of interest that the media appeared to promote _
more associative behaviour, than in the Manipulative
and Art and Creative Areas where.activities were
gimilar. The more malleable media had fascination,
particularly for the girls and the Areas had high

stability, renking 3/10 with 108 four minute
stabilities.
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Qualities of behaviour had significant sex
differences. In participation the girls were
more relevant and imaginative and constructive.
The boys were more neutral and destructive.
Emotional affect shows no significant difference
between boys and girls but social differences
were significant. Boys showed more solitary
behaviour and girls were more onlooking. The
girls were more positive socially than the bOys,
showing more associative and co-operative
behaviour than the boys. The girls were more
drawn to the Area and their behaviour was more

purposeful. Age differences were not significant.

Adult presence showed 101 appearances but
two Nurseries (B and F) showed no adult presence
at all. Buch a 'safe' Area - the media carry
negative risk to small fingers and thumbs -~ might
well be considered low priority in a Nursery where
outside play figured largely on the programme as
in Nursery B and where the 'control' element was

high as previously mentioned in Nursery F.

Malleable Areas offer much opportunity for
aegsthetic satisfaction as moulding and fashioning
is a basic physical function. Promotion of the
Area could lie through either oclose proximity

to House or incorporation with the Art and Creative.
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Art_and Creative Areas

These Areas were dominated by girls,
ranking 6/’IO for boys, 3/’IO for girls and 6/'lO
ior all children in number of appearances and
6/’IO mean population (79.2). They were larger,
9.16m2 than Malleable and Manipulative,
possibly because of use of easels .and the_;ange
of size was considerable, 2.9m2 - 20.9m2,
reflecting possibly the importance teachers
placed on these activities. And yet this
appears contradictory as the smallest Art and
Creative Area, 2.9m? in Nursery D, ha¢ an adult
Present on all océasions and a high population
density. The adult function was one of control
and a picture is conjured up of children
painting almosgt by inétruction and to time!

The Areas ranked 6/’IO for stability with 90

four minute stgbilities.

Qualities of behaviour showed significant
sex differences. The girls showed more imaginative
behaviour than the boys but also more irrelevant
play. The boys were mOfe absent/participatory,
more neutral in affect but no child was scored
for negative affect. There was no destructive.
Play in the Area but the girls showed more

neutral/constructive behaviour than the boys.
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Soclially the girls were more positive showing
more associative and co-operative behaviour.
They were also found more often in solitary play.
Age differences were significant. More older
children used the Area and they were more
associative than younger children. There was
not much co-operative behaviour in the Area

but younger and older behaved in this fashion.
Older children, however, were more associative

while younger were more unoccupied and onlooking.

" Adult presence was higheat of all Areas
with only one Nursery (C) showing no count.
The overall high score was largely caused by
Nursery D, already commented on for the control
element. This adult presence did not always
have the educative effect of stimulating creative
activity when the adults adopted an over-
controlling or over-participatory role. Then
the children were either over-conscious of
direction or were forced to act in a stereo-
typed way, e.g. sticking on 'a snowflake'.
Picture making for decorative use can be a trap
into which édults can fall, employing children in
a non-educative way. Picture making by children
should be creative and aesthetically étimulating
to the child-artist as he explores his media and
createé through individuslly constructed thoughts
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and ideas. Guidance is needed in use of tools
or through provocative discussion but the

child's picture should be his own invention.

Blocks Areas

These were popular Areas in all Nurseries,
ranking 2/10 in number of appearances for boys,
9/10 for girls, and 3/10 for all childven.

Thus the Areas were largely dominated by boys
in each Nursery. The mean size 4'/"IO was 8.77m2,

the range being 4.9m2 - 11m2

y indicating that
they were larger: size being dependent upon
the number apd quality of blocks each Nursery
provided. The Areas were carpetted for warmth
and protection. Their holding power was 2/10

showing 92 four minute stabilities.

Qualities of behaviour showed significant
sex differences. The boys were significantly
more active in all categories of participation,
particularly in imaginative behaviour. Behaviour
was positive in affect for both sexes, the
small amount of negative affect being shown by
the boys. Constructively they were different
from the girls, more destructive aﬁd negative
but this was because it was ﬁ male dominated

Area, and the play by the boys was perhaps more
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involved. Age differences were significant.

Younger children were more unoccupied and

onlooking and older more solitary. TYounger
children showed more parallel and assoclative

play but the older more co-operative.

Adult presence (12) was abysmally low;
three Nurseries, B, D, F shéwing no count.
The Areas had high co-operative play (second
only to House) showing that the material had
high potential for exchange of ideas and goal
oriented behaviour. Adult presence could have
stimulated further thinking, but the safety
of the medium probably led to neglect of the
Area by the adults.

Blocks Areas can proﬁide fundamentally
satisfying constructive opportunities for
children. Great care is uéually taken in the
quality and variety of material and the Areas
can cater for varying social needs. Earlier
experiences of balance and manipulation should
develop into actual comstruction allowing full
range to imaginative ideas and co-~operative
venture. The alignment of Blocks Areas is
importapt, e.g. in seﬁarating Blocks from
Large Apparatus in Nursery E - we were guilty
of destroying qualities of play though the
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children were probably re-acting against
disturbance of the known routine. Alignment
with Manipulative Areas, when small toys may
be added to larger oconstructions, e.g. cars in
garages, can ‘lead to richer play. Proximity

to Large Apparatus may provide new experiences
and new ideas, e.g- 'stepping stones' between

pieces of equipment.

These are clearly one of the most important
Areas in the Nurseries. Our study, undertaken
in the months of inclement weather, limited
the variety of large physical apparatus to
indoor provision with the exception of one
Nursery (C), which had a large enclosed verandsh
and could offer almost the full range of
physical action under any type of weather
condition. A second Nursery (B) kept the
outdoor option open, but 1t was of interest
that some children preferred the indoor apparatus
and although the 'outside' option reduced the
count of behaviours the proportions compared

favourably with the other Nurserieé.

The Areas ranked 4/10 in order of number
of appearances for boys, 6/’lO for girls and

4/10 for all children. The mean population
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" (127.1) was ranked 1/’lO and boys dominated the

Areas in five Nurseries. Méan size was 38.15m2
but this mean was affected by the large area
previously mentioned ~ excluding that Nursery
the range was 1.92n° (the outdoor option open) -
14.4m2, including it, the range increases to
ﬂ90.92m2. There were the éreatest number of
four minute stabilities (142) - the greater
proportion of these at the younger and older
ends of the age range. The girls in the
Nursery with the largest area scored their
greatest number of four minute stabilities but
as this Arvea also scored highest for adult
ﬁppearances (safety element primarily), this

mey have been a contributing factor.

Qualities of behaviour showed significant
sex differences. In participation the boys
were more active in every category. The overall
affect was positive but boys showed more neutral
negative behaviour than girls. Comnstructively
the boys were more in evidence, more neutral,
more destructive and more negative because they
were more active. Only in one Nursery (D) was
there a higher girl than boy presence. Socially

the boys were more active in each caﬁegory but

were significantly higher in parallel, associative

and co-operative play. Age differences were
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significant. The older children showed mdre
unoccupied behaviour as well as solitary:
younger children showed more parallel but older
children more associative and co-operative

behaviour.:

Adult presence was second highest overall
but this was because of the high priority of
Nursery C, where an adult was present throughout
thé count. Tﬁree Nurseries, B, D, F, had no
count. The discrepancy reflects the difference
of emphasis Headteachers place on 'safety',
but it should be remembered that it was Nursery
C that had the largest Afea with a wide variety

of apparatus.

Large physical apparaéus is essential for
use by young children, since their bodies are
their basic equipment for coming to terms with
the physical world. Physical achievements in,
for example, climbing, swinging, twisting,
balancing, bring their own rewards and_contributé
to self satisfaction. They provide the antidote
to sedentary occupations and the popularity
of thesg Areas could suggest that education
after five should offer this opportunity more
freely.
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Music Areas

These Areas were not popular with the
children, ranking 9/10 in order of number of
appearances for boys, 7/’IO for girls, and 7/40
for all children. The musical life of a
Nursery appears t0 be dependent upon the adults
stimulating and being concerned with musical
activity: only then will children carry over
from the adult conducted musical experience
into free choice of play activity. It could be
a tendency to think that because musical parts
of the programme (singing songs, dancing and
moviﬁg to music, usually group activities) are
popular, the incidence of 'play' musical
behaviour is not important. It appears that
something of this attitude wasprevslent in our
Nurseries because the children did not frequent
the Areas. The mean size of the Areas was
7/10, 3.27m°, the range being .29m° - 13n° -
the latter size being the room adopted by one
Nursery as a music area. Holding power was

ranked 8/’IO, showing 56 four minute stebilities.

Qualities of behaviour did not show
significant sex differences overall though
there was a prevalence of relevant, positive
affect and construdtivg'play. Sex differences

were significant socially. Girls were more
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unoccupied in the Area and boys showed more
solitary behaviour. Differences were less

in parallel behaviour but the girls were more
associative and co-operative. Age differences

were not significant.

Adult presence (67 appearances) was low,
Nursery E, where a mugic 'room' had been
created showing most musical activity by both
adults and children. The Music Area is
probably, as péeviously descfibe@ for Book, in
use at pesk times under adult leadership,

e.g. singing together, finger plays apd
percussion band and these activities would be
likely to take place towards the end of morning
and afternoon sessions. However, as in Books,

it did not appear that such sessions stimulated

" the children to individual musical activity at

other times.

House Areas

These were popular Areas being ranked Zl'/’IO
in order of number of appearances for boys,
4/10 for girls and 2/10 for all children, mean
population being 116.2. They were largely
dominated by girls except in one Nursery (D)
where some 'ambuse'’ of the Area by the boys was

reported. The Areas reflected all aspects of
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homeilife during the count, ranging from
domestic to experiences perhaps not contained
within the home, but affecting home life, e.g.
hospitals, hairdressing salons, with built-in
dressing-up, and apparatus for extension of
'home' - shopping and going for walks with
baby. The mean size was 9.4m2, 2/10, the
range being 4.9m2 - 18.7m2.

It was evident that the Nurseries attached
great importance to this type of play and the
children responded. The Areas ranked 2/"IO
for four minute stabilities (136) and showed
a constant pattern throughout the age range.

In six Nurseries, gifls' four minute stabilities
were twice those of the boys. In the remaining
Nursery where boys' four minute stabilities
were greater than girls' it was noted that the
contents of the Area varied for each count and
catered well for both sexes. Only in one
Nursery (E) was irrelevant play above 20% where
the abuse previously mentioned was unfortunately
allowed to develop. It is of interest that

this continued over the period of the count -
showing the boys' need for large physical
movement but also neglect of the Area by the

adults where adult presence was scored only once.
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These Argas promoted the highest, 1/40,
score for co-operative play, 30%; fourth
highest, 4/10, associative, %8% and low
parallel, 9/10, indicating that children were
more aware Of each other and wanted to
gsocialise in this, the second most popular

play ares.

Qualities of behaviour showed highly
significant sex differences. In all Nurseries
there were more girl than boy appearances. The
girls were more imeginative: the boys showing
more irrelevant behaviour but less neutral.
Affect was positive, the'girls showing more
content than the boys but also more neutral
behaviour. There was a count of 1 for the girls
of negative behaviour and 2 for the boys
showing that the Area was highly successful.

The boys showed more destructive and absent
behaviour than the girls in the constructive
category. BSocially the girls were more positive,
éhowing more parallel, associative and co~
operative play but also more solitary than the
boys. House was a female Area overall but the
boys, except for Nursery D and E where there

wag some unfortunate behaviour, also played

well in the Area. Age differences were not
significant again suggesting the importance of

House play.
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The Area is a significant one in the life
of the Nursery - promoting social behaviour
into the highest categories. Adult presence
was minimel (43). It may have been that the
Nursery adults were satisfied with the positive
affect, qualities of behaviour and degree of
gocial intercourse among the children.
Nevertheless, the adult can stimulate ideas,
add vocabulary to ongoing behaviour or, if
only observing, can use evidence for changes of

equipment to effect desired result,

Sand Areas

These Areas were not popular, ranking 5/’IO
for boys in number of appearances, 7/10 for
girls and 7/10 for all children, the mean
population being 56.8, 8/’IO. The Areas were
small, 2.73m2, 9/f_'I;O mean size, the range being
1.8n° - 4.8m%. It is likely, therefore, that
the number of children using the Areas would
be limited and as adult presence was minimal,

there would not be the added attraction which

had promoted high attendance in small areas.

The holding powexr of the Areas was low,
ranking 9/10 in number of four minute stabilities

(51).
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Qualities of behaviour showed no significant
sex differences though there was the reported
prevalence of relevant, positive affect and
constructive behaviour. The Area showed more
instances of positive than negative social
behaviour with the peak at associative level
but sex differences‘ﬁere not significant. Age
differences, however, were significant.

Younger children were more unodcupied and
solitary_than older who showed more onlooking
behaviour. Younger children were more parallel,
more associative than older, but less co-operative.
Younger children made more appearances in the

Area than older. Observation showed that the
younger children were more content to explore

the medium but older children used the Area
(onlooking) until something more attractive

became available. However, when they did

involve themselves it was usually in a co—operaﬁive

venture, e.g. cake-making, castle-building.

Adult presence was minimal (17) being

recorded only in three Nurseries.

It may be argued that Sand is a safe basic
material for manipulative and moulding purposes
and, therefore, children do not need adult

presence and stimulation., Conversely, the
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medium may be seen as offering valuable
intellectual pursuits, furthering concepts of
size, shape, weight and volume, all dependent
not only on experience but also on guidance

and teaching.

Water Areas

These were the least popular Areas,
ranking 10/'IO for boys, girls and all children.
They were the smallest Area in all Nurseries,
10/40, 2.73u°, the range being 1.8m> - 4.8m°.
Their holding power was ranked 19/10 with 26

four minute stabilities.

Qualities of behaviour showed no significant
sex differences. The Areas were neglected by
the children though the appearances resulted
overall in relevant, positive affect, and
constructive behaviour. Socially the appearances

showed the overall trend with the peak at

assoclative level. Boys did show more co-operative

behaviour than girls but this was not a
significant level. Of all the behaviour in the
Area, Water showed the highéat percentage of
associative behaviour, suggesting that this
Area could have a very positive part to play in

promoting social behaviour.
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Age'differences were significant. Ydunger
children were more onlooking: older children
more solitary. Younger children were more
parallel and older children more associative

and co-operative.

The neglect of the Area gand the mediﬁm
is to be regretted. Adult presence was lowest
of all Areas, 11 appgarances; with five Nursefies
showing no count. And &et the éhildren were
using the medium with confidence as it is,
of course, an elemental one, satisfying
physically and aestheticélly. There was some
evidence to show that attention to equipment
affected population but this was not enough
to promote atfendance overall. The Water Area
is one which should be used to strengthen
mathematical experience and to develop concepts.
Intellectual goals can be indicated through
choice of equipment and intellectual grasp

strengthened by adult interaction.
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Educational Implications of the Study

The study appears to highlight a neéd to
have the objective means of coming to terms
with ecological forces. The tepidity of the
results, the lack 6f decisive conclusion
could be the natural outcome of the methods
of investigation. There remains, however,
some conviction of the degree of appropriateﬁess
of the method to such a delicately complex
field of inquiry. It is plainly demonstrated
that psychological ecology itself is exceedingly
complex and in attempting to 1ook closely at
the most obvious aspeots of, for example,
population density without disturbing the'
natural scene one cannot overlook a host of
variables each interacting with relative
strengths as a result of the most dynamic
varisble of all - the child. Nevertheless the
child's eventual decision t0 occupy an Area
and the qualities of his involvement is
sdmething to be cherished and known about.

An ecological survey will furnish illuminating
knowledge and it is not a difficult investigation
to mount. It is dependent on reasonably
sophisticated knowledge of children and behaviour
categories, but this is bullt up by teachers
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especially if'they set out to increase their
observational expertise. Looking closely at
behaviour as demandéd by ecological survey is
surely one of the best means of sharpening

awareness.

Population Density

A teacher needs to know not only the
range of opportunities as determined by the
evident provision but also something of That
which determined the choice of Area by the
child. The study has revealed some of the
variables affecting that decision but has
failed either to highlight any one variable, or
shown pbssible-connections between variebles.
The size and siting of Areas together with the
characteristics of work engendered by each
Area appears important. Observational evidencé
resulted only in lists of criteria for good
and bad siting but there was evidence from
Nursery F where a pilot study had suggested
changes in siting that more even population
had been achieved and from Nursery B where
siting was an aspect of Nursery provision high
on the Headteacher's ligt. This Nursery had

high correlations between population density,
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size and siting. The evidence remsins merely
indicative. It would be infamous, however, to
experiment, for example, by inconveniencing
children through the setting up of deliberate
negatively sited Areas. There was some
suggestion of aligning Areas (Nursery F) and

of merging (Nupsery G) with fewer demarcations
to improve distribution of population and
affect behaviour pattern. Quality of material
ig a variable more often taken into account and
the study appears to show how even subtle
inadequacies can have an effect on children's
choice_of action and quality of behaviour.
Cockrell's work in 1935 highlighted the qualities
of a play activity likely to attract children
and promote sustained effort. Nursery schools
could organise their resources more effectively.
One school, after the study had taken place,
achieved a higher standard of provision ef quality
of material when members of staff became
responsible for provision within certain Areas
for a limited time. Unfortunately no ﬁeans
were employed to obtain an objective estimate
of any 'improved' quality of work. A schedule
of objectives tied into increasingly enriched
material together with a scaled assessment of

children's achievement would do something towards
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a more realistic appraisal; Population density
or, to put it more simply, why childpen chose
certain Areas rather than others, is a very
important question. The study does highlight
the neglected Areas, e.g. Sand and Water, two
Areas offer;ng elemental experience and which
should occupy an important place in-the
priority of learning experlences. Teachers
should be concerned that all children are
reacting to-ohallenges of strengthening and
deepening mathematical concepts for it is in
these early basic experiences that there lies
ean indispensable, as yet undocumented, factor

for further development.

Mobility

The study has attempted to use a concept .
first developed by Shure in the Nursery school,
which in no way affects, or impedes, the free
form of choice and free flow of movement. A
mobility study could be isolated and tailored
to answer the question relatihg to degrees of
holding power of an Aréa or conversely,
children's individual movement patterns. An
Area with high mobility glves indication of

less than satisfying experience: a child who
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'flits' in butterfly fashion needs help,

likewise one who is unable to make fullest use

of all opportunities. The young twin boys of
Nursery G who stayed together mostly in the
Large Apparatus Area during.the count, were
beginning to need help towards fuller exploration
of the Nursery. The study indicated a tendency
towards greater stability with age for the

girls but not for the boys. There were too

‘'many descriptions of play which lacked purpose

(e.g. Nursery D, the 'rushing' of the boys into
the House'Area; Nursery E, the 'monsters' game)
by the boys, increasing their mobiiity and
indicating a lack of goal oriented opportunity
appealing to the boys. This could be a
reflection of female-adult dominance and a
necessary development in staffing ié the
appearance of the young adult male who would act
as an identity figure for girls as well as boys,
but would also introduce mdre male pursuits
likely to hold the attention of qlder boys.

This is not to produce a cleavage of sex
interests but rather to enrich the spread of
interests for all. There was a noted lack of
'scientific' opportunity, e.g. clocks, bells,
wireless, cars, chemistry, which would have

attracted boys and girls alike. It is of interest
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that Child Care Centres in Denmark and all
organisged playgrounds are staffed by both sexes.
Young males serve while studying Child Development,
as part of their teaching qualification, or

while studying in the Social Sciences.

It would be reasonable t0 expect that
length of stay in the Nursery would also increase
stability. The study fdiled to provide evidence
of this. :Indeed there was a falling away of
éustained activity as time in the Nursery
increased. Did this mean that the provision
failed the children: that they reached their
maximum reaction after a few short months of
Nursery attendance? An experimental study
could be designed but the difficulties of
controlling the peréonal variables would seem
overwhelming (Brown and Hunt, 1961; Emmerick,
1964).

This is an issue of some importance to
Nursery education. Is the Nursery School
capable of making a substantial contribution to
the development of children or is it a place
of introduction only, serving as a link between
home and school as in the case of a good Play
Group? The Nursery School should be able to

demonstrate its distinctive contribution of
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which increased stability, increased inquiry,
increased learning, increased intellectual
reaction could be seen as an important part.
The use of the mobility concept could
concelvably contribute a good deal to such a

declaration.

Qualities of Behaviour

The study demonstrated the preponderance
qf relevant and constructive play with positive
affect. The negative aspects of irrelevance,
destructive and neutral affect were well
contained in low percentages overall. Within
individual Nurseries, however, there was
higher incidence with explanations usually
confined to the individual characteristics of
#he Nursery. A teacher employing observational
techniques even in a spasmodic manner could
note negative qualities of behaviour and take
appropriate action. The higher incidence was
spread over the Areas, but two, Book and Art
and Creative, appeared to show weaknesses of
Nursery procedure of a more general nature.
The Book Areas suffered from multi-purpose
use weskening their identification with the

very stuff of their existence, stories, pictures,
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words, pleasant listening experiences. This
was exacerbated in some Nurseries by stories
being 'told' in almost any part of the Nursery
and books not being used as sources of
reference material. In general there appeared
a 1ack.of appreciation of the powerful affect
of a good Book Area. Strongly identified,
with the best of children's literature being
projected through natural voice, tape-recorder
and other devices as well as the aesthetic
value of quality illustrations, a book could
be the most educative of all experiences.
Adults were not readily avallable, machines
were not in use and this led to a higher
incidence of negative behgviour in four Nurseries.
In Art and Creative the explanations appeared
to stem from the over-directive behaviour of
the adult concerned to produce artefacts of
educationally questionable value together with
over-control of apparatus. This was reported
in four Nurseries. Educational implications
seem t0 be tied into the role of the adult which
will be fully dealt with later.

It is in the quality of social interaction
that the study provides most useful information.
Areas may be seen to have special attributes in

promoting positive and negative behaviour, e.g.
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House - Co-operative, lLarge Apparatus -
Associativg, Mgnipulative - Parallel and in
the negative bracket Art and Creative -
Onlooker and Book - Unoccupied. There is
evidence here for full use of all Areas in
order to promote a wide range of social
experience. £Solitary behaviour was seen to

be assoclated with Blocks (confirming Shure,
1963) and Book. The teacher can do much %o
balance social experience, t0 promote social
awareness and to help deepen the lessons

from anti-social behaviour through manipulation
of Areas, although the latter, scored through
negative affect and destructive categories,

was a minimal feature of all Nurseries. It
could strengthen a teacher's therapeutic
handling of a child to know when to encourage
involvement, e.g. the Water Areas, underpopulated
and under-used as they were, nevertheléss had
the highest percentage of Associative behaviour
for any Area. Here is where a timid, unresponsive
older child, hgbitually indulging in parallel
play, might be introduced to an 'associative'

atmosphere.

The study demonstrated that three Nurseries
reached their peak of social incidence at Parallel.

This could be judged as a lower level of overall
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social behaviour than those whose peak was at
Associative. Decisive action could be taken
to promote more positive behaviour. The
general trend was in a positive direction,
supporting all previous inveétigation and

there was an increase.in positive behaviour
with age (Arrington, 1943). It was a
disappointing feature of the study that the

age range was 80 limited and this is a
disturbing feature of contemporary trend.
Nursery schools should demonstrate their
educative potential over a wide age range for
all children to counteract what is hoped is a
temporary tendéncy for their use as 'introductory
places'. Undoubtedly there‘is a strong case
for objective assessment, both of an ecological

nature and individual appraisal.

An interesting feature of an ecological
study is the possibility of extraction of an
individual profile (see example overleaf).
‘Here the child's movements and qualities of
behaviour are isolated and such a profile may
be compared to the general characteristics as
they emerge from the total study. Thus each
child may be described and rated against the
prevailing tendency, e.g. in mobility/stability
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Individual Profile - Ecology Study
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and qualities of behaviour. If two studies
were undertaken, one after a settling in
period at the beginning of the academic year
and another within one month of its end, such
profiles would demonstrate rate of progress
end any change of behaviour patterns. The
first study could be used as a basis for
individual therapy and ecological change: the
second would serve to aséess value of inter-

action and wisdom of ecological variation.

Adult Presence

The study revealed a very'low percentage‘
of adult presence in the Areas. This was
undoubtedly caused by an inability to overlook
the presence of thé observer and demonstrated |

the unwillingness of the teachers to interact

- with the children in the hearing of another

adult except when safety regulations (Adult
presence in Nursery G,.Large Apparatus),
control of apparatus (Nursery D and E), and
direction of art activities (Nursery G) became
an over-riding factor. It appeared as if the
teachers were relying on Open-eﬁded experience
as a foundation for intellectual_development.
To some.extent this may be a denial of the

teacher's role. (Thompson, 19443 Bonney and
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Nicholson, 1958). Piagetian theory recognises

the role of structure. BSpeaking of Susan Isaac's

ideal educative enviromment, Piaget is reported

to have said,

"while the young child is impelled
by its own inner tendencies to
undexrtake a continusl organising
process of its experiences and to
retain the results for use in
subsequent attempts, some form of
systemigation applied by the adult
would not .be wholly harmful."

(p. 168), 1971.

Help in the systemisation of knowledge demands
adult presence and reliance on interaction
from peers will fall to structure experience.
The adult is required to be at first hand, in

genuine contact with the child, making rational

deductions by gesture, movement of objects or

verbalisation but always inviting the child
to move in a deductive way towards alternative
gsolutions of problems. It is not enough to
structure material exclusively so that the
child himself can 'discover' - the moment may
be too fleeting, the satisfaction too illusory
for accommodation t0 take place. The adult
must 'call' for reflection, abstraction and
perhaps verbalisation. The'teacher mast show
her reépect of individual differences in

rates and power of learning within a clear
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developmental perspective by instituting 'match'
between learner and situation. Thus guided
discovery takes place with .support for.the
quiet moments when a child may be actively
constructing his own knowledge, for an active
learner is not necessarily engaged in physical
activity. While direct contact with real
objects must provide the foundation for
development, a blending of the child's own
cognitive activity with empirical experience

is necessary for logicel mathematical knowledge -
abstraction from co-ordinated action - which

Piaget believes to be the roots of logic.

"Je know today that experience is
necessary to the development of
intelligence but also that it is
not sufficient in itself and above
all that it occurs in two very
different forms: physical experience
and logico-mathematical experience."

. (p. 374 1971,

Any accompanying language, in itself not sufficient

to transmit alogic, nevertheless causes the

" ¢hild to re-structure, re-invent, re-order his

actions. Our Nursery schools did not instruct
and thus did not fall into the trap of
'"information giving' but they appeared not to
maximise the learning opportunities - the adults

did not sufficiently interact with the children
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stimulating them to classify or categorise
behaviour and to consider alternatives. The
sympathetic presence, word or gesture, can

invite comment and recapitulation of ideas.

A direct result from the low interaction
was pauclity of language. A limitation of this
ecological study was the neglect of language
though it is difficult to imagine how a
language count could be structured into.the
study without the use of very sophisticated
technology. Even with such aid the isolation
of children's utterances from the background
noise promotes great difficulties (Shieldé,
1973). The observers could only gain the
impression, and this was subjective, of low
language usage both on the part of the children
and the teachers. Direct teaching of language,
however, has not been part of the English
Nursery tradition. The language programmes
of Beireter and Engelmann strike horror into
the breast of many who have done much to megke
the English Nursery school the envy of the world.
However, it may be claimed that reliance on
language training, arising from normal everyday
experiences as the children go about their work,

demands adult presence. Giving the traditionalists
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the benefits of appreciation of Pisgetian belief
in the need to establish ingights without the
trammels of early language, nevertheless the
lack of adult presence could suggest an inability
to appreciate just when the action might be
accompanied and i;lumined by verbalisation. If
the schools wére emphasising the importance of
thinking, it would be necessary to have an
objective scale of action achievements, re.

the practical solutions of problem situations
directly set by the teachers. Even so it is
difficult to believe that if teachérs were
observing their children closely they'could

withhold verbal communication.

This is perhaps the most important
implication of this study, i.e. the need for
increased adult/child interaction, though the
lack of experimental design in an observational
study prevents the accumulation of evidence to
give weight to the implication. However, at
least it does challenge the assumption that
interaction is a nérmal réquirement of the
situation which is fully carried out. The
teachers were with the children for only 14%
of the observed time, thus denying many aspects

of the teacher's role. As provider, caretaker
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and controller, these aspects of role were seen
to be upheld by the relevance, constructiveness
and positive affect of the children's behaviour.
As educator, promoter of language skill,
participator and evaluator, the study has no
evidence that these important aspects were

receiving attention. The presence of the

-adult, moving and working with the children,

even to the point of -structuring group
experiences (W.F.E.R. extension of Peabody
Language Programme in Slough Nursery Schools)
would seem a 'sine qua non' of the educational
scene. And how the children reacted to adult
presence! The variable of adult presence
confused the logistical relation between size
of Area and population density in so many
instances described in the study. There
appeared little doubt that the children wanted

t0 share adult presence.

Plaget adds yet another dimension to the
adult role.

"o éducate is to adapt the child

to an adult social environment, to
change the individual's psycho-
biological constitution in terms

of the collective realities to which
the community consciously attributes
a certain value."

(p. 137).
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The adult is seen as a model transmitting values,
the potency of which is linked to her prestige.
Her bearing, her actions, reinforce that which
the child recognises as goals t0 be pursued.
Furth (1974) believes that a distinguishing.
hall-mark of Piagetisn theory is its goal-
setting, the path towards these goals being

not merely method oriented but self directing
and the means the aduit employs should illustrate
the principles. of learning. To tell, to
instruct, merely to uphold, is not enough.

The adult should help the child grow towards
social and moral values through critical
discussion, the allowing of wrong behaviour
while preserving what i1s right sbout it so that
the child can appreciate and accommodate. 8o

a child can be helped to achieve social awareness
through his own effort in personal experience
and thus move towards autonomy. Ready made
morality is seen to be in the same useless
category as ready made knowledge. Opportunities
for construction of morsl standards and social
values through the child's own reasoning are

essential.

"Tf a child's thought is qualitatively
different from our own, then the
principle aim of education is to form
its intellectual and moral reasoning
power. And since that power cannot
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be formed from outside, the question
is to find the most suitable methods
and environment to help the child
constitute it itself, in other words,
to achieve coherence and objectivity
on the intellectual plane and
reciprocity on the morsl plane."

(Furth, 1969)
bur Nursery schools demonstrated this principle
but the low level of adult and child interaction

seemed t0 indicate a falling away of practice.

Further Research

Ecological research is descriptive. It
has a potency of its own in setting the scene,
in desocribing the action and relating the two.
This study was undertaken to establish the
educational viability of the schools: to serve
as a background for more detailed observation.
of the children. The background having been
established, a further investigation of the
children's behaviour including language usage,
and the introduction of the experimental
sltuation of structured presence of the adult

was undertaken.



THE SECOND STUDY
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A FROCEDURE FOR PATTERNING RESPONSES
OF ADULTS AND CHEILDREN
A.P.P.R.0.A.C.H.

Ecological research has many problems.
The plethora of information gathered in
naturalistic observation msy often be more
than surplus; indeed it may‘be impedimentary,
to a major theme. The science of the experimental
approach, its laboratory efficiency 1ingers‘
nostalgically in the back of the mind. The
compelling neatness of a hypothesis - its
acceptance or rejection - is a temptation to
rejeoct the more fluid method since, it may be
argued, the data must, in some way, be
categorised eventual;y. However, the time
sampling of the '30s demonstrated the limitations
of selecting variables and rating during
observation. Conservation of time and labour
had led to a loss of detail, a contortion of
the natural scene and a return 'to the way of
studying behaviour while leaving it alone'
(Wright, 1960), can be seen to be justified when
technological devices can be employed. Above
all, the advantages of naturalistic observation
in the study of young children where behaviour
is spontaneous continues 10 outweigh the

deterrents.
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It was decided, therefore, to adopt a
second method of observation likely to be
compiementary to the ecology study where the
emphasis had been on the quality of location,
in order to permit a closer look at the verbal
interaction of the individuals. A Procedure
for Patterning Responses of Adults and Children
was the code system used, acromym A.P.P.R.0.A.C.H.
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Since language can be seen to have a
ocrucial role not only in communicstion bﬁt
also in conceptualisation and symbolic
manipulation of the environment, it is not
surprising that teachers of young children
profess concern to promote its development
among their charges. Research covers all
aspects of language development but that most
appropriaste to this study viz. language used
by young children in the Nursery school
setting with and without adult interaction is
somewhat limited.

A Review of Literature

The following review is intended to focus
on work carried out in the sochool, day care
setting with children of pre-school age. Thus
mach reséarch which has undoubtedly influenced
the writer is omitted, e.g. Brown and Bellugi
(1967), Houston (1970), McNamara (1972),
Bruner (1974), Wootton (1974). Some studies
at present beling undertaken in this country are
not avallable in final form, but reference is
made to those being undertaken in schools where
findings are under discussion.



- 300 -

The work of Caldwell et alia (1970) is
of supreme importance since it is her basic
code which has been adopted to continue this
ecologlical study. The code (A Procedure for
Patterning Responses of Adults and Children),
._developed within the Nursery school setting
over a period of more then a decade, desoribes
the behaviour of a person alone or in a group,
adult as well as child, from the frame of
reference of the partioular person called the
Central Figure. Caldwell's subjects were a
group of 32 children, eight in each br four
age groups: 1 year olds, 2 year olds, 3 year
olds and 4 year olds. The group was drawn
from a nursery day care centre and included
Boys and girls, white and non-white, lower and
middle socio-economic classes. Twenty minutes
of continuous sequential observations were
obtained for each child during two activity
settings, structured learning time and
unstructured (free play) time. Only the
information processing predicates (10-19 of

the Code) were reported.

Age was found to be a significant factor
(F at .05 level) in the mean number of emitted
clauses. 8Simple conversing showed a relative

decline with age but continued to occupy the
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largest share of information processing with
inquiring, informing and role-playing showing
marked (but uneven) increases with the age of
the child. These predicates represented 18%
of the total information processing output of
the 1 year olds and almost 50% of such output
for the 4 year olds.

_ In children aged 1 and 2 years, 97% of

all the information processing behaviour
transactions came from adults, 90% for 3 year
olds and 70% for 4 yeaxr olds. This decline

was evident in each of the separate predicates,
giving support for high teacher~-child ratios

in educative settings. In structured settings
there was a significant decrease in didactic
adult-child encounters with age: older eﬁildren
were more often involved in group settings.
This was not significant in the free play
situation,'suggesting fhat the teacher
structured groups of older children for teaching
purposes. In such a setting didactic teaching
(informing) was a msjor technique up to 3 years
of age but with 4 year o0ld children the
teacher used questioning. The differences in
pattern of these predicates over the age range
was significant at the .05 level. As the
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children grew older there was & marked increase
in communication with other children both at
the conversational level and with the more
complex predicates. There was a decline in
ego—centric or self-directed verbalisation

with age.

The detail of the study illustrates 'the
power of an observational technique' to
desoribe the social environment of young
children in group settings even when such
settings are not completely 'naturalistic'.

An unpublished doctoral dlissertation
(Cazden, 1965) of a manipulative experiment
in respect of possible effect of different
qualities of adult verbal interaction rather
than amount of interaction can be seen to be
complementary to Caldwell's study. The two
specific forms of interaction were defined,
by Cazden, as 'expapsioﬁs', intensive and
deliberate correction of the child's vocabulary
and immature syntax, e.g. Child: Dog bark -
Adult: Yes, the dog is barking - and 'extensions'
where the child's utterance is followed up to
maintain a reasonable conversation, e.g. Child:
Dog bark - Adult: Yes, but he won't bite - I
guess he is mad at the kitty. Three groups of
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children, twelve in all, attending a day care
centre in Boston, were the subjects where one
group received 40 minutes a day of 'expansions’',
another of ‘extensions' and the third, a
control group, merely familiarised themselves
with the tutors and the play room, which was
equipped with toys and books selected to
stimulate conversation. Tape recordings were
made of each child's speech at the beginning,
middle and end of a three month period and
these were, after transcription, coded on six
messures of syntactical development. wa
statistioal analyses were used to test the
hypothesis that 'expansions' would provide the
more effective treatment. In neither analysis
was there evidence to support the hypothesis,
but rather that 'extensions' were slightly
more helpful in promoting improvements in
grammar and sentence length. Cazden suggests
that the richness of verbal stimulation may be
a critical variable. Focussing on grammatical
struocture may be limiting whereas focus on
ideas introduces more varied grammatical
elements in the expression of the developed
meaning. An impoverished 1anguage; Cazden

suggests, may be harder, not easier, t0 learn.
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In a discussion of Cazden's work, MoNeil (1970)
suggests that deliberate expansion as in this
experiment could produce inattention as a
direct result of over-concentration on

child initiative. There might also be, since
the chiidren were young (28-38 months), some
miginterpretatién of meaning so that the
'expansion' made nonsense to the child, to
interfere with his learning. Cazden herself
(1972) states that 'artificial elevation of
expansion rates may depress attentiomnal
processes in the child' and goes on to apply
the psychology of attending in young children,
'not too familiar, not téo atrange', to the
context of verbal interaction. 'Extension'
produces that degree of novelty which is seen
to be affective. Cazden concludes that there
might well be a lesson here for reinforcement
schedules that isolate specific features of
the environment in an attempt to promote child
development. It'would seem that Berelter and

Engelmann did not heed the warning!

One of the most important projects

. undertaken in this country to study the effects
of a language programme in Nursery schools is
that carried out by H.L. Williams and his
colleagues from the National Foundation for
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Educational Research (N.F.E.R.). The aim during
a s8ix year action research was 0 develop and

later evaluate the effect of a specifically

‘designed programme of language teaching and

perceptual stimulation in Nursery schools with
special reference to socially disadvantaged
children. Inspired by ﬁhe then current belief
that language made available to a child might
be a 'lure for cOgnitiqn' (Roger Brown), the
programme wes built around the Peabody Language
Development Kit and its Manual. The Nursery
schools involved were in the Borough of Slough
and the first phase, the uge of the proéramme,
covered the period 1969—71. The planning and
evaluation was the joint work of research staff
and Nursery Headteachers. One hundred and
fifteen children from the programme and
elghty-nine control are being followed to
produce a longitudinal comparison. The :inal
report awaits publication and is likely to
shed important evidence on the effisiency of
language programmes, their enduring effects
and the necessary qualities of a programme.

One of the most interesting results of the
Slough qxperiment is the production of the
British Manual of the Peabody Language Development

-Kit (Quigley and Hudson, 1974). Im working
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through the sequence of activities it became
apparent that meny of the irritations for the
British teacher arose from the fact that the
pattern of language deficiencies among
American Negro children attending ghetto
schools, which the activities were especially
designed to allefiate, was not applicable to
British children. Furthermore, the minute
instructions necessary for untrained teachers
wefe not necessary for qualified teachers
accustomed to autonomy in the classroom. A
revised version, therefore, ocould eliminate
these drawbacks while preserving the 'carefully
sequenced, thoroughly programmed' nature of
the original version, which, in the hands of
experienced teachers, could introduce an
element of structure into language stimulation.

To this end the following revisions were made:

1. Plctures were re-drawn to préduce
British equivalents.

2. B8tories were re-written in English
and taped with an English
narrator.

3. Lessons were givin a more flexible
framework in order tb leave
more scope for the individual's

expertise.
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4. Content was adjusted to emphasise
the areas in which local
children appeared to need
help.

5. American tunes and poems were
replaced by Nursery Rhymes
and Jingles.

Such modification, reported by Hndaoﬁ, made
the programme én ingtrument better suited to
the English tradition of Nursery education.
With hindsight, again, experimentation might
well have been delayed, until the British

verslion was widely available.

Meanwhile some written reports (Williams,
1973 in CHAZAN) suggest that the initial
notion of 'compensatory education' is proved
t0 be a dublous one: that teaching is a matter
of what is done and how it is done to the
individual child: that methods should be
Judged in terms of quantitive and qualitative

‘effect on the individualj particularly in the

pre-school field. It is to be hoped that these
benefits of hindsight will not completely
invalidate the published findings.
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The Peabody Language Development Kit was
also used in the E.P.A. Action Research Project
spongored by the 8.8.R.C. A report by Quigley
(1971) on teachers' reactions to the programme
is of interest to this study. Illustrating
a generally hostile and muddled approach to
the use of the equipment the report clearly
shows the lack of systematised thought by
teachers in respect of langusge development
among young children. Broadly speaking, the
dichotomy lay between "the traditional nursery
approach where children extract vocabulary,
syntactical competence and thinking skills
from théir interaction w;th a sufficiently
lush environment skilfully guided by a non-
intervening but omnipresent and omnisicient
teacher" and 180 sequenced lessons 'devised
within the framework of Osgood's model of
communication providing practice in auditory
and visual reception, motor and vocal expression
as well as associstive, convergent and
divergent thinking gkilli,'viz. The Peabody
Programme. Those teachers who adapted the
programme snd maintained a flexible approach
were those seen to be understanding of the
underlying principle quoted by Quigley from a

personal communication from the deviser of the
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programme: "You could throw away the materials
provided and use your own dbubt as long as you
followed the sequence in which the material is
presented and the amount of practice each skill
receives you would still be teaching Peabody".
Emphasis thus appears %0 be on sequence and
regularity and recognition of the need to0
promote vocal thought. The report by Quigley
subtly reveals the need among Nursery teachers
t0 examine objectives in language development
and the means whereby these might be promoted.

Meanwhile, Pizard (1975) reports interim
findings from the Slough project. The
experimental children made significant gains‘
compared %0 their control on the Illinois Test
for Psycholingulistic Abilities as well as in
some of the perceptual teats. Howgver, gains
did not appear to be related to the length of
time children spent within the programme nor
were théy related to sooclal class. ILater when
treated at 7 years, i.e. two years after
leaving Nursery school, there were no
significant differences between the school
attainments of experimental and control children.
Detail in comnection with these findings must
be walited for in publication.
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Finally the 1973-4 Annual Report of the
N.F.E.R. throws light on a follow-up reaction
from three Headteachers originally connected
with the etudy. They decided to continue the
special programme and to0 train thelr teachers
and nursery assietﬁnte in the conduct of the
dally language session and appreciation of
its sequential nature. Leavers from one of
the schools were tested by a member of the
research staff and their performance was found
t0 be decisively superior to that of their
predecessors three years earlier. ILater
groups of leavers have averaged still higher
scores. The report does not add that in some

way this must affect the teacher's growing

‘expertise and/or a growing relationship between

what is taught and that which is tested.

Meanwhile, the West Riding Educational
Priority Area Pre-School project, started in
1969, had demonstreted how pre-school programmes
could have an impact on educational levels of
attainmeﬁt. The starting position for the
programme was soundly based, recognising that
a school programme could only have maxiﬁum
impact 1f it operated over three levels, viz.
the individual level, the group and the child's
experience outside the group. Furthermore, the
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interdependence of the three levels with
recognition of the dominance of the third,

was demonstrated to the children through the .
use of materials and people common t0 all
three. This was in sharp conbrast to 'isolation'
programmes where school instruction in the
group situation was the only teaching given.
The shift of emphasis may be said to illustrate
the recognition of the total educating forceé
of the ﬁhole of the waking time of the child's
day. .

Different forms of pre-school programme
were structured within two schools, A and B.
In school A the morning group (N = 26) were
to follow the Peabody Language Development Kit
sequence and the afternoon group (N = 24)
ordinary traditional nursery work. In school
B, the position was reversed - the morning
group (N = 21) following the traditional
programme and the afternoon the Peabody Language
Development Kit (N = 21). In addition there
was a morning group (N = 21) following an
Individual programme, run not by the schools
but by members of the E.P.A. project team. The
model for this programme was to help the
children recognise what they already knew (is
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it a falr assumption that children from
deprived backgrounds lack experience?) dbut

learn to apply it to new situations thus

developing verbal alongside comceptual
competence; The Reynell Expressive Language
Boale was used as a measure of pre~ and post-
test scores. The groups with intervention
programmes had higher overall scores on the
measure with differences on sub-parts of the
scale. On age-level the intervention groups
made gains significantly greater than the
nnrséry group (p<.025) and in standardised
terms the gains were significant (p<.05).
Though the two intervention groups made
similar levels of overall gain in relation to
the nursery group, different parts of fhe
expressive scale could be seen to contribute
to this change. The P.L.D.K. group made
greater gain on the vocabulary section than
the nursery group (p<.05) whereas the
individual group made greater gain (p < .05)
on the 'picture description' section. On the
'gtructure' seotion the individual group
scored significantly higher than either group
(p<.05). It was hypothesised that such
findings indicated the different effect of the

two programmes.
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In 1970 Tough selected four groups of
children of nursery age, two of which were in
nursery schools and two in the home situation.
All sixty ohildren were of comparsble I.Q.
(Stanford~Binet 105) but could be divided
into those with favourable and less ravoﬁrable
linguistic backgrounds. Play sessions were
organised in school and home for each child
and the children's language used during the
session recorded on tape. The data was
examined to elicit |

1. the kind of task for which

the child needed to
communicate, _

2. the kind of information being

conveyed,

3. a description of linguistic

items and devices available
to the child.

Findings were presented on a comparative
gsocio~ecological basis. The children in the
'less favoured' groups used 1anguage over a
narrower set of categories of experience,
selecting ineffective linguistic items for
communication when concrete support for the
listener was not present. This was due to

their greater use of pronouns, less frequent
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use 0f the noun phrase in shorter, less complex .
utterances. They used speech almost three

times as often as the favoured children to
secure attention for thelr own needs and to
maintain their status by defending or asserting
themselves. The 'favoured' children used mare
specification within the noun phrase and greater
complexity within the verb phrase. They used
language more readlly for projection into
imagined situations and for extension of
planning and collaboration. At the age of
three, children from linguistically favoured
backgrounds were. 'peginning to use language

for recall, anticipation and planning, for
explanations, for the expression of relationships
and of possibilities’'.

This study was later used as a springboard
for a year's_WOrk planning a draft gulde which
would be likely to help teacher listen to
children talking snd to extend their vocabulary
and syntax. "Listening to Children Talking",
developed under the suspices of the Schools'
Council, has now been distributed and is the
official guide for a large complex project,
"Communication 8kills in Early Childhood®.

The first phase aims to make.teachers more

aware of how children use language, how to
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extend talking and how to make useful recqrds.
In the picture situation teachers are showﬁ
how chlldren may be helped to reéall experiences,
re~focus thinking as well as project ideas into
the thoughts and feelings of others. In a toy
situation language can be seen to0 be extended
foi Planning, for deduction and for reasoming.
Each group of teachers use video-tapes to form
a basls for aotion and after use of the
techniques in schools they meet and discuss
findings. Appraisal of this first part of the
project will be linked with the development

of teachers' attlitudes to ways and means of
promoting children's use of language. The
second phase of the project, "Fostering
Children's Language", will ocarry more emphasis
on the teacher entering into dialogue with the
child. The techniques necessary, refined
through the first part of the project, will be
planned to be used in a systematio way,
particularly for the benefit of those children
who, by reason of their home backgrounds, have
little experience of them. Using language

as a means of learning and teaching is an art
which hﬁs to be acquired both by adult and
child. Tough's earlier work demonstrated class

differsnces in communicative skills which middle
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class mothers and children developed together,
exploring meaning, enlarging ldeas and solving
problems. Thus the emphasis differs from the
use of a "Language Programme" as with Peabody
‘and relies more on the application of
prinoiples through individual people in
individual sltuations, at the appropriate
psychological moment in time.

The above mey be seen as an alternative
approach to the adoption of a language
programme 'per se'. This modification would
appear t¢ many concerned with upholding the
flexibility and spontaneity of learning
particular to the English Nursery school to be
more Justified. It would likewise do something
to explain how apparent dissimilar approaches
t0 teaching can effect increased achievement
when principles are well understood and used

0 under-pin practice.

-~ In 1972 Thomas observed 20 children (10
boys and 10 girls) metched in age (44-5 years)
and nursery experience, for a complete day in
the setting of a nursery class. Their
activities and the time spent on them and all
accompanying language was recorded in long hand.
The language beﬁaviour of the adults was #lso
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recorded and the nursery environment scrutinised.
All the responses and activities of the
children were categorised and analysed in relation-

to intellectual/verbal ability and social class.

The amount of speech (measured by total
number of responses) of the children was found
t0 be associated with soocial class (sig. p < .025)
rather than verbal abiiity orintelligencs.
Linguistic interaction between adults and children
was minimal: the children 4did not respond
linguistically to adult questions, who in turn
appeared to make minimal speech demands. The
patterns of adult apeech were not more elaborate
then those of the children. When more emphasis
on verbalisation was made deliberately by the
investigator the children 4id respond. The
conclusion was reached that the amount and
quality ef'adult interaction was determined by
the adult's conception of the value of pre-
school educabtion which emphasised social/
emotional development at the expense of cognitive
benefits. |

In design the work of Thomas reflects
that of Menyuk (1953) when eight children with
a mean age of 3 years 8 months were observed

for two complete half-day sessions with written
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transeription made of all language produced,
'the children operating freely to demonstrate

their naturally available linguistic

repertoire'. That the Kindergarten may not
offer a rich enough verbal environment for
the acquisition of language skills was
demonstrated through the lack of growth in

the use of transformations during the enquiry.

Thomas' analysis of adult interaction may
have been prompted by the work of Granowsky
and Krossner (1970) who found that adult speech
to children took the form of shorter sentences,
more simple sentences, and fragments, rather
than the elaborated speech used to adults.

The findings were from seven Kindergarten
teachers in New York. The children were aged
5-6 years and tape recorders. were used to study
the verbal interaction. BSentence length and
sentence type were the varisbles examined.
Bentences of fifteen words or more were

found in 35.1% of the total number of sentences
in Adult to Adult speech whereas for Adult to
Child this fell to 13%. The difference was
significant (p <.01). The second varisble,
sentence type,’was measured by the complex
nature of the sentences used. A mean of 61.6%

of Adult to Child speech conbained simple
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sentences while Adult to Adult speech contained
only 37.7%. Differences were again significaht
at p<.01. They concluded that 'in view of
the importance of a rioch verbal environment

it seems incongruent that the child's initial
step into the scholastic atmosphere should
offer an environment that is simplified and
structured'. A language level closer to

Adult speech, it is claimed, would be more
appropriate than simplifiocation in the -
direction of child speech.

 Shields and Steiner (1972) examined, from
samples of spontaneous speech iﬁ chlldren aged
3-5 years, norms of language structure in
relation to situational context. Analygis
was made, not only of what the children said
but where this was done. Three types of
pre-school groups, Nursery Schools, Nursery
classes in Infant schools and playgroups were
used and there wére two conditions of sempling.
Tﬁe first was when children were playing
spontaneously and the second when sdults were
present. One hundred and fwenty-three children
were involved, with reasonable division between
the sexes and across the soclio-economic scale.
One hundred and seven children produced twenty

remarks or more. Analysis fell under three
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headings:

a) The language competence of the
children. '

b) Developmental trends within the
competence. '

e) The contextual or inter-personal
circumstances promoting the
highest levels.

The main unit of measurement (the main
clause around a verb and measured in words)
showed a developmental trend in increased
numbers of words with age with a 'plateau'
between the ages of 33 and 4% years, confirming
Pemplin (1957).

8ix months difference in age produced
greater differences in skill than differences
in socio—-economic background might have suggested.
In faect differences in socio-economic background
ﬁere insignificaﬁt amongst the children
recorded. Grammatical immaturity (regularised
plurals, regularised wesk past tenses, lack of
subject/verb agreement and instability of the
auxiliary verb system) diminished with age.
Grammatical omission did likewise but there
was an interesting socio/economic difference

where working class children continued té be
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affected ﬁy colloquial omission -~ an effect
probably not alleviated by meeting the more
extended uses of written English as in the
case of middle oclass children.

Communication flow was found to be
affected by the situation when the 'dynamic
of the conversation is under the eonfrol of a
person other than one whose utterances are
being congidered especially when that other
person is an adult who is trying to elicit
a particular response'. The response in this
situation was found to be briefer. A straight
comparison showed child/child discourse
providing longer mean attendance length (6.3

. words) than sdult dominated (6.1 words). This

was felt to be the result of the child
withdrawing from initistive and falling into

a purely respondent role. However,  communication
between adult and child when the child's area

of thinking and his interests were being
explored, gave the highest score (7.9 words).

Shields comments that the implication for
teachers is clear: the purely didactic approach
should be infused with empathy and centred on
the child's unique interests, his personal
views, his opinions and plens. The adult who
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seeks 'information about the child's information'
is likely to receive short shrift 'minimal
response'. The adult must be willing also to
accept the child's ownllanguage at least as a
starting point with no suggestion of 'inferiority'

or 'paucity of expression'.

The imporfance of langusge both for
communication and cognitive growth is now
normally upheld. A child uses speech, however,
for his own ends.

"For the chlld speech is not a

linguistic exercise but a means by

which he impresses himself upon the

world, changing it or maintaining it

and his position within it, against

the actions of others.™

(Tough, 1972).

He will be likely to benefit by operating in a
linguistic environment which will promote exercise
of speech which, in turn, could bring an important
extension of the symbolic function producing
particular skills, not only in linguistic
expression but also in thinking. Children need to
have the fullest opportunity to practise their
skills amongst their peaers, and to listen, emulate
and respond to speech utterances of the adult
which are not only more elaborate but are designed
to promote cognitive action viz. moving

"from affective awareness and direct

bodily reactions to input, toward

symbolic and conceptual transformations

and elaborations of that input."

(S8ehmidt, 1973, p. 107).
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AQP.PQROOOAOC'.H. AND ENG'I’ISH NURSIBY SGHOOIIS
| A Research Design

mhe Procedure for Patterning Responses of
Adulte and Children was the code system
employed, acronym A.P.P.R.0.A.C.H. (Caldwell,
1970). The objective was to obtain a full
statement of all the behaviours of a child or
an adult during a stated period. TUsing a
small recording machine, observers spoke
quietly into it, recording information organised
around the behaviour of a central figure, the
child or the adult, asdmitting all significant
details about the people and objects with
which he interacted. 8Such detall when transcribed
from the tape was guantitatively analysed &nd

assembled for computerisation.

' The unit of emitted behaviour was a behavioural
clause designated by the appearance in the record
of a verb, e.g. "Mark throws his toy to Jim
hurriedly®. ZEach clause had four basic
components: the subject (who or what does
gomething), the predicate (what is dome), the
object (towards what or whom the action is
directed) and a few selected qualifiers (adverbs)
providing supplementary informstion. The four

components translated (after transcription) into
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a:5 digit statement (two digits were required
for the wide array of predicates) gave a
numerical langusge:

Maxrk +throws his toy to Jim hurriedly

0o 29 5 o -
' 02950 '
Charlotte smiles at Miss Brown
04229

who says Charlotte is happy today
21701 '
well suited to ordering by computer. (See
detailed code sheet). This type of code,
Caldwell claims, _ '

"permits a running sequential pictuie

of actions emitted by the central

figure of the obsexvation and
behaviours received by him. In
general, the resulting description

is very fine-gralned, ocontaining

much that might be considered

irrelevant for some types of behaviour
analysis but, at the same time, rich
in sequential interactional data."

The 'dry numerical language' provided,
when learned, a concise method of ordering
behavioural records. Differences in wording
could.be controlled by reduction to a simple
statement and objective observers were trained
to this end. (Experience in coding can only
be gained through practice). Two experienced

coders acted as 'second observer' to each
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learner and inter-observer (Agreement =

Nos. agreed - Nog. different), relisbility
Nos. agreed

(+ .80) was eventually established for all
observers. These, the trained teachers, who
had undertaken the initial ecology study
found this 'different' way of recording
remarkably complementaiy to thelir previous
experience. The subjects were the same (out
of 112 children only 3 had left the sample
and 'substitutes' were found), the settings
likewise, the time was three months later.

It was agreed that 10 minute records should
form the time unit, such samples chosen from
the time of day used for the initial study
(i.es 9.30 gaeme = 11.00 @a.m.). Two different
samples for each child (n = 112) were t0 be
taken, one where the adult might intervene
incidentally (unstructured), and the second,
with adult presence structured into the sample
at tﬁe beginning (structured). Because of the
natﬁral flow of behaviour observers often
chose samples under the unstructured and
structured headings but being unsble to control
the movement of teacher/child/other children,
found a 'structured' sample dissolving as, for
example, when the child moved away, or

'unstructured' losing its designation when a
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teacher intervened strongly, or over-controlled
an apparently 'open' behaviour seésion.
However, such samples were rejected though it
was inevitable tﬁat incidental adult effect
could not be entirely eliminated from the
'unstructured’ saﬁples. Teacher presence and
its effect was a variable chosen for analysis
in this alternative observational study in
order to complement the initial study, when
the Areas were invesﬁigated and where the
adult was commented upon more by reason of

her absence than her presence.

Although the behaviours of the children and
teacher covered a wide spectrum (see code sheet)
verbal behaviour took precedence and the final
(£ifth) digit (1) with verbalisation was always
employed when the subject spoke. Thus all the
verbalising was coded and the number of
instances compiled. Because the predicate
indicated the nature of the verbalisation (e.g.
informing, inquiring, conversing) the instances
were also categorised. Emphasis now was on
quantity and quality of verbalisation in

interaction.
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RESULTS
The Amount of Verbélisation

The f£ifth digit (1) indicating that the
subject (0) (in this analysis) had spoken
took precedence over all other fifth digits.
If the child- spoke, then whatever the manner

of behaviour accompanying, the fifth digit was

employed in the coding. This explains the
high figures for verbalisation compared with

other supplementary information.

Iable 1
Wh ifferences are there in tances of

verballsation between boys end girls,
younger and older children?

R . e ST PRprC S Ty
ey L a. - - o B —witeis e

-

';Iﬁfiéuf;fﬁ;7::\- /” EL\\\ //’}

. : ]
Younger Boys Oldor Boze ' o_ugmr @irls Older Girls Girla :

I

| .‘.., _;;252_31 .'if“l--ﬂ' Ghﬂ!_j |
Inata.nces = 591 ' '.-957.. . =::. "’57 -, ) 1177
\\3182/
R aungr B_oE !ougger @irls Older nga Older Girls
N . /
-A \47 / \65
" Younger children ' . om.:- children .
'Instancea = 591 '_ 57 - 957 o

T Jm¥+w“"
,5..'. . \3182/ S
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From the raw score it appears that there
is little difference in amount of verbalisation
between the sexes. Hoﬁever, older children
verbalise more than twice as much as younger,
thus confirming the well documented developmental

trend.

Studies of vocabulary growth (Smith, 19263
Templin, 1957) show & rapid increase in
vocabulary as the children move from sign (the
naming) to symbolic language when the inherent
possibilities'or language function are appreciated.

Table 2a '
Interaction of e Sex
- Age

Iﬁatmc'ga Mean | §.D. | Range :

e RS JCON JORR B
|!ounger @irls :'.-101_'8 |23 1?-.-51_ 5-52 |

Oldor Boys A 1 ‘o .
| ouder @il ‘ah |32 5. 67 18-85

382 28 i1 | 15.98 [ 5-85 |

Sex

Instances | Mean |8.D. Rango :

|| Younger Boys | 591 | 24.65 |11.61 | S-52]
Older Boys . 1| . 97 | 30.87 [16.17 | 9-79 |

df 158 o] 8.5 | waee | s

Yousger Girls | 457 | 19.87"|4z.97 | 6-s2|
Older @irls . | - 1177 | 34.62.[17.07 | 8-83|

b 163+ | 28.67 |17.31 | 885

From the raw scores the developmental trend

is seen in both sexes.
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The two 10 minute sequences, now called
Unstructured and Structured, differ in that
Ungtructured indicates the absence of teacher
involvement with the subJect, except for
incidental intervention which cannot in a
natural situation with young children bq
prevented: Structured indicates that the
wequence began with the teacher involved with
the work of the children, one of whom was
always the original subject:

8 boys 8 girls in 6 nurseries
. } 55 boys 57 girls
7 boys 9 girls in 1 nursery

Breaking down the raw soores into the two
situations, Unstructured and Structured, it
appears that the presence of the teacher is
promoting verbalisation (Shields, 1972) among

both sexés and age groups.

Table 2b
What effeot is the teacher having?

Unstructired Structured

P - - e Ami e e e -

-Inata.nce"s‘ Mean | 8.D. |Renge.

o ';Inétances Mean 8.D.
(| Younger.Boys .| 247 1'2.29 2.3
; Glder Boys 456 14.71 |- 9.41
| Younger air1s.| - 176 | 7.65 | 7.86 |
Older Girls. |- 549 ' _ 16.15 | 10.11° | &=

—————e

'34"&.;" 1433 7.91 | 129
B 501-.)|16.16 [ 9.19° | 2-43
B 281 | 12.22.| 8.76 | o-38
9 628~ | 18.47 | 11.84 | 1-b3

T ——
PrC e —

Sig. p<.01
AX2 (14.23) test shows the effect of the
teacher to be significent at the p< .01 level.
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The Approach Code breaks down Verbalisation
(Information Processing 10-19) into several
categories (see code sheet). From these the
following aspects only were coded:

10 Confirms
12 Converses
16 Inquires
17 Informs
19 Role-play.

From the Reinforcement Techniques when _
Negative (30-38) or Positive (40-49) reinforcement
was accompanied by verbalisation the scores
were added and from Control Techniques Suggests
(70) and Requests (71). In this way the
categories of verbalisation were establisghed.
principally because the verbal behaviours had
grouped themselves more intensely around these |
code items. For elucidation the predicates are

expanded.

Information Procesging

information is given which indicates that
the pattern of behaviour being emitted is
appropriate or correct or which confirms to
another person (child or adult) that she has
made correctly some informational assumption or

hypothesis. ZExamples would be "Yes", "That 1s
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right". BSometimes an adult asks a question in
a general way, "Who wants t0 ...", implying
confirmation and received by the individual

as "Do you want to ..." and identification of

self as in "I do" 1s coded as Confirmation.
Fredicate 12 _Converses

Informational transactions are carried
out through brief or casual statements about
routine situations. The person to whom the

informetion is being given is clearly noted.

.Examples include, "Thet is a big, big bang" -
i.e. below the informational/teaching level

and somewhat low level conversational in tone.

Questions are asked, the content of which
refers to information and the answers to which
involve the giving or completing or correcting
information. Examples include asking for
labels, "What is it called?"; for confirmation,
"How do we do this?"; for reassurance, "Is
this right?"

A "6" always has a response and as these
questions are asked of both peer and adult it
would be likely that the quality of the response

would vary.
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Predicate 17 _Informs or teaches

This involves the giving of information to
another person. Examples include discussing,
clarifying, explaining, and is done in a more
- formal manner than in predicate 12.

Predicate 19__Role-plays

This ocategory refers to creative and
imaginative verbalisation. A child walking
around carrying some insignia may be role-playing
but he will have said, "I'm a fireman. I'm
going to put the fire'but"'fo have been recorded
in this section. He will also have said it
clearly and it would be likely that there was
a perceiveble recipient of the role-playing

remark.

The code itemises nine types of negatiﬁe _
reinforcement (30-39) including showing discomfort,
expressing displeasure, criticising, interfering,
threatening and assaulting. Because this
analysis only deals with verbal reinforcement

the incidents have been grouped under one heading.
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Again the code itemises across a range of

"~ behaviour with a positive emphasis, supporting

the ongoing behaviour of another person, e.g.
showing pleasure, approving, expressing affection,
promises, etc. However, the verbalisation
restriction has caused the incidents to be again
grouped under one heading.

These verbalisations describe an implied
request given in the form of a declaration or
interrogative rather than an imperative. However,
the oontrol element is strongly implied: the
suggestion is to stimulate action which is
struotured into the verbalisation. Examples
would include, "May I go to see the gerbils
please?" from a child to the teacher. The
teacher might reply, "Can you find the way
yourself?", The control is indirect but the
implication is strong.

Predicate 71__Control technigues - Reguests

Reference is to clear requests for action on
the part of the person to whom the request is
directed, or else to requests for permission for
the central figure to carry out some type of
activity. A teacher might say, "David, I want
you o pick up your blocks." A child asks the
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teacher, "May I go to look now?". The request

carries a degrée of intensity or control since
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it carries.with it no option other than that

called for by the request, "Will you please e.."

(a note of exasperation!)

Taeble 3

GatQEOries of Verbalisation
What effect is the teacher having?

- Unetructured

© Btructured

» [Miss[ 18 0 W GfMmiss| ¥ 08 1@ 03
{ TNFoRMATTON _ ' - N
Contirms. 63 39 k7 63 67
Converses 197 49 24 45 28
‘Inquires . ' | 123 o 46 15 3
Informs . h13 124- 252 120 380
Role~play. . | 187 % 29 1
TECHNIQUE | . - o
Il Negative R. | 129 2.4 13 U5
Positive R. * | ‘119 19 21 12 25
G : ! .‘ P .
mcmmp'!g"uz T
Requests 140 ‘20 2 7 B
o 247 456 344 501 249 ° 660
_ 49 * 66
A BB 90
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In the Structured situation the increase
of verbalisation by the children is not dramatic,
partly because the teacher is controlling the
situation and the chlildren are less free to
talk with their peers, and to take the initiative.
BShields (1972) had found child/child discourse
more productive than adult/child, the mean
utterance length being 6.3 words against 6.1.
However, when the adult was concerned with the
obild's area of thinking and interest the mean
utterance length varied from 7.2 to 7.9 words
according to whether the initiative was by
adult or child. When the adult dominated the
discourse the mean utterance length fell to

2.5. BShlelds suggested that this was because

- the adult, in seeking information sbout the

child's information, established a testing

situation to which the child gave minimal response.

Our Structured situations were adult

dominated which would account for the decrease

-in conversation execept in the case of the young

boys who showed & marked increase! They were
not over-awed by the formallity and seized the
proximity of the teacher to continue to0 converse!
The decrease is shown also in role-play for all
groups and in the reinforcement techniques and

control techniques.
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The presence of the adult, however,
increases the amount of information processing
in confirming, inquiring and informing. sz |
test shows the increase to be significant
(p <.01 3(? = 39.46). The adult appears to
view her role as one to develop information and

increase knowledge.

The rank order of the.categories is
changed by the presence of the teacher - R = .18
- showing there is not a significant correlation
between the two rank orders of categories.

The most dramatic change is in the Confirming
category which plays a small part in verbalisation
procedures in the Unstructured situation. In

the presence of the adult, however,_confirming
occuples second place and of the 216 instances
200 (Taeble 5) are with the teacher. A major
effect of teacher presence is a.redistribution

of amount of conversation over the categories.

In order to determine the relative importance
of the inferred factors of Age and Sex, an
Analysis of Variance, using an approximate method

of unweighted means, was chosen, since the design

'was not balanced. The analysis is thus, only

approximate.
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| I Unstructured Structured . B
| . erew (|- - Mews . oL

! Younger Boys N 1.63 e |
(| order Boya | . w87 - e
! Younger Girls| . .35 . .. 2.k 0.
Older 6irls |- - 88 . - Yo A e |

Factor | '_: LT ~ F. Ratio . . o

I h2h sig; p<o1
! . Bex . 75: L R L k2
AB.‘/SGX ] .1.51 e . P "-;': -"‘2 e h

L Ereareary — Ny - [ T ee e

The age factor in Confirming approaches

- significance at the p<.05 level in the U_nstrué_tui-ed
situation. In the Structured, when the teacher

is present, :I.ricreasing age is highly significant

for the verbalised confirmation by the children

of stétements ,~ ideas or actions. The presence

'61' the teacher appears to emphasise the age factor

in this category of verbalisation.

VARIABLE _ CONVERSES

2. i R | P_;ns:c_r&h_l_r.e_d. Btructured . o 1
| @rowp o i oo Meens ..
| Tounger Boys L o WP L. 2e0h o
| Older Boys - 300 ETIT T g e
| Youger airs| © 78, . o o . s
Owerauls | b 0 e

Factor | ' rnati.o B |
age | 1661513 p<. o1 BRI | '
. . Bex 2% 567815.15<.01i
1 Age/Sex 252"-" c T 210

The age factor in Gonversing in the Unltructured
s:.tuation is highly signifioant, and it is the
mean of the older boys which is of particular
interest (3.00) being the highest mean recorded.

Factors of sex and interaction age/sex approach
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significance at p <.05 level and therefore
cannot be disregarded. In the Structured
situation, the sex factor is highly significant
supported by the interaction of sex and age
though this falls below a significant level.

It is a finding of much interest suggesting
that the older boys converse more than any other
group when the teacher is not present. When,
however, the teacher is present, the boys converse
more than the girls and it appears that the
younger boys (Mean 2.04) influence the age/sex
interaction.

This finding would appear to be something of
a challenge to the traditionally held loguaciousness

of the female sex!

VARI ' INQUIRES _
3. ‘ R Unstructured A : gtfuctured _‘:#
‘ Younger ‘Boys 74,00 - '. YA .
Older Boys B " .48
Yowiger Girls| = .78 . . o - g5
Older Girls 162, . et U .00
Factor .| " . ! FuBatle . - o
CoAge 29 . .. T a0 0
. Sex' 90 T e S t
. Age/Bex 2.83 81g. p<.05 261 S |

e e e e e s tr = 3w 1ogeAe B

The age/sex interaction facfor reaches the
p <.05 level of significance in the Unstructured
situation where the older girls would appear to

be carrying out more inquiring than the other
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groups. In the Structured situation the higher
means of the boys, both younger (1.67) and
older (1.48) just fail to raise the age/sex
factor to a significant level, p <.05.

VARIABLE INFORMS

4,70 ‘. Unstructured . . o Structured
! @ow |- - - Meams . .
Younger ‘Boys 29 oL, 5w o
Older Boys- | . w5 7 - gy
Younger Girls] - 2.48 . . - - - 5.2 _
Older Giris | - 432 - - " M98 .

| Factor | - . “FaRatle .. . T .
1. age . | 53284 pc.or - 7 .68. . -

gex | - .15 v T | - 5.57'513.:p'_<.d1
Age/Sex |- . .bS. S .70 R

r—
e T am— e T T

C et s et

The factor of age 1s highly éignifioant
(p <.b’|) when the children are informing one
another without the presence of the teacher.
‘It is the older children who 'know', who pass
on informat:l.on.- In the 'pr'esence of the teacher,
however, the age factor is not operative.
Rather it is the sex factor where the girls .

are more informative. than the boys.

VARTABLE  ROLE-PIAYS

R Unatructizred._.-.-.' PR Structured
!ounger Bo;s o - 1.7 S "4.08 N
Older Boys ~ | =~ 135 . .. .. - ' ... ce9 .
Yomnger Girls| - g8 i Lt gy el
Olderairls | 253 - L.z ]
" Factor |-, . . 2 Plmatte .0
..Age . C .06 . o B .68 - .
Bex - B
" Age/Sex 240 : S 220 0 - - } )
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No factor is significant in either
The higher F. Ratio
for age/sex interaction in the Unstructured

situation in role-playing.

situation is probably accounted for by the

In the
Structured situation it is again the older

older girls who carry a mean of 2.53.

girls who are responsible for the interaction
factor, the mean of the younger girls being

very low.

VARTARIE  NEGATIVE REINFORCEMENT

6. - Unstructured . " Structured - -
Group . . Memns 5 :
Younger Boys | .- .88 o L2
Older Boys. T 135
Younger Girls} . . .78 .. R - A
Older Girls | * %357 ° . 132
li: l-'le"tor - .. F.Batlo ' o
[ —A—-g:— - .3.-1-5 518- P<'-95 © 330 Big. p <.05
i Age/Sex N .38 - ?g

Verbalised negative reinforcement, showing
displeasure through hostilities, critiéisms,
threats and interference, shéw the age factor
p <.05, in both situations.:
The older children may be more confident to give
full expression to their hostilé feelings. Such

to be of significance,

feelings would have been accompanied by

verbalisation to be recorded here and.it may be
that younger children are not yet sophisticated
enbugh to show such feeling other than through

action.
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VARIABLE . POSITIVE REINFORCEMENT

- T

7% .. .| Unstructurea - Structured
|- Grow | . - Moans "
Younger Boys . o83 o i

| Older Boys | LB

Younger @irls| = - .61 -

Older Girls | 1.29

kBl

Fator | . F.Batio |
. Bex. -7 .18 .

I T S

S

B2

Pogitive reinrorbemént, showing pleasﬁre,
excusing, encouraging and depending, does not
show any factor reaching a level of significance
in either situation. In the Unstructured, the
older children show higher means (1.32, 1.29)
than the younger (.83, .61) so0 that-one conjures
up a picture 6: positive reinforcement emanating
from the older children. In the Structured
situation the older children have higher means
(.68, .74) but only marginally so. No factor,

however, can be isolated at a significant level.

VARIABLE SUGGESTS

A —

8. 'f . | ‘Unstructured - o Structured .. L |
Younger Boys | .58 Lo e
Older Boys o isg
Younger Girls| .39 - T T a3
Older Girls - AT -

‘ Factor IR F. Ratio . ' _ -
| Age C .89 L . 3.38 81g. p<.05|
{ , Sex 1. 87 . - © 119
| Ase/sex 2 Lo a3k

;
— S
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Suggesting, a Qerbalised control technique
t6 modify behaviour giving an altermetive rather
than & negative, hgﬁ the lowest raw score of
the verbalisation categories. This can be
understood as it requires experience, the
holding of two courses of action in the mind
before utterance. It is not a verbalising

technique likely to be used by young children

and the superiority of the age factor shows in

that in the Structured situation, it reaches
significance. (p <.05) suggesting that part of
the teacher's role is the support to comsider
alternatives, the teacher herself providing a
model. Carefully structured quéstions can
belp a child to bring foiward suggestions. The
significance of the age factor suggests that
the teacher is more successful with the older
children and probably'prometes more of this
varticular type of interaction with older

children.
VARIABLE UESTS
9« | . | Unstructurea " Btructured
) Igungér Boys 1 1.13 ': s B "85 .
fomersoys | ugp il T )
| Tomger aizial 0 T o L g
oweratsts | 1er . m
Factor | .- = . E.Ratlo . . .
Ao - 096 S ; R I
_ Bex : . 1.88 . E . - . 1.16 - B
'Ag‘e/Sex A3 - . N 7 SR |
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Requesting does not show any factor
reaching a level of significance in elther
situation. The children have requesfed, in
raw soore, almost twice as much as suggested,
showing that 'asking' is the more favoured
verbal control technique. There is more
requesting either to desist, to alter, or
modify behaviour in the Unstructured situation
in éhe effort to control behaviour: the teacher
probably exerts an influence so that the
oh}ldren do not take the initiative, when she

is present.

Igble 38 =
Analygig of Variance of Factors
F. Ratio
! '.-.'-ﬁiatincturéd . N _..Struc'tured
| Age. | Bex 595: e 25;/'_
o - “"Jl.:'.& . e ! ,
1 Confiens- | "2.51 ] .75 | 1. k2 |- Wk
. -_conv.oz.'sels - '16...6;1' 1 2% " 5.07 2.10}
| Tnquires 1.29 |-..90 | 2.8 1.a0°| 2.11 | 2.61f
T S SR § X I IR IR |
 Informs 533 f s | 68 | _5.52 | .70
S p_ﬁ T A 1pgL.01 |
- 1P< . _ o |
-Role Plays 1.06 , o3k 22 | 2.20 :
Negative R.|_.3:15 | .29 26 .38
.' P <-05 . . :
|| Positive .| 1.58 a8 . .28 | .68
.-Suggeatai.._ ' B | .82 | . 1.19 34
 Requests | - .96 | 1.88 | 1.16 | 1.ho
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Discussion

The fore-going has revealed some interesting
effects of teacher presence on children's
verbalisation. Though overall there are more
raw instances of verbalisation in Structured
situations, this 1s not the case in each category.
There is more confirming, inquiring and informing
in her presence with particular emphasis on the
confirming and informing, the bread and butter
of educational interchange. There is less
conversing, the teacher has a controlling
effect on chatter and there is less role-playing.
There is alsb less verbal reinforcement, negative
and positive, and less use of verbalisation to
control behaviour through suggesting and
requesting. |

The factor analysis of variance, using the
factors of age, sex and age/sex interaction,
shows téabher effect highlighting the incidence
of gignificant factors within the groups. In
Confirming, teacher presence emphasises the age
factor, the older girls are always prominent
but teacher presence emphasises the inoreased
verbal behaviour of the younger girls. It
appears that they use her availability to check

their ideas and statements, at a ratio, Unstructured
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to Structured, much greeater than that of the
other groups of children.

In Conversing, there'appears to be some
evidence for the contradiction of the traditional
idea of girls talking more than boys. In raw
scores over all the categories, the sexes
differed only slightly but in the refined
category of Conversing the older boys converse
the most when the teacher is not present and
thelr loquaciousness helps tﬁe age factor to
become significant. When, however, the teacher
is present the significant factor becomes that
of sex when the younger boys are the only
group to increase their amount of conversation.
Her presence appears to give them more confidence,
and more wish to converse, t0 talk in an
inconsequential way, perhaps, than they are
willing to do in the less structured situation.

In Inquiring, a different and more direct
form of verbalisation, the F. Ratio, is
signifiocant as a result of the interaction of
age and sex of the older girls in the Unstructured
situation, whereas in Informing, ége alone is
sigﬂificant without the presence of the teécher.
The older children inform the younger but when
the teacher is present it is the older girls
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partioularly who continue this activity. It
may be that the boys defer more to her presence.
However, all groups of children increase their
informing, possibly because the teacher is
responsible for setting a didactic climaste and
is eliciting information as part of the function

of her role.

It might have been expected that age would
be a significant factor in Reinforcement verbal
behaviour, but this only is seen in respeot of
negative reinforcement. The older children
accompany their threats, criticisms and
hostilities with words while the younger do not.
Age algo ig the significant factor in the
verbal controls technique of Suggesting where
the presence of the teacher probably aids the
older, more verbal children in the thinking
activity which must precede the technigue.

Teacher presence can thus be seen to affect
verbal behaviour both across the categories and
within the groups of children. Greater awareness
of her affect could lead to specific language
enrichment procedures whqn she could consciously
promote, for example, inquiry among boys, or
encourage verbalisation when young girls are

role-playing. DPurposeful verbal interaction and



promotion of idess would be likely to increase
the general level of talking across all the
categories but would be particularly effective
in helping the children to use language for
purposes other than information processing.

As an expresslion of wishes and desires, a

means of promotiné and controlling these through
reinforcement and coﬁtrol, language can be

seen as & powerful tool for persohality

development.
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Digtributions of Verbalisation

Interest is now centred on the distribution
of the children's verbalisation among the people
around: adult, peers and self (Table 4). When
the teacher's presence is structured into the
situation there is a decrease in the number
of instances to peers and self but a substantial
increase 0f verbalisation to the adult. This
is true for the four groups of children. The
rank order of distribution .is also changed,
the male child receiving most verbalisation in
the Unstruoctured situation and the teacher in
the Structured. A Rank Order Correlation |
nevertheless shows R = .70, significent at
P <.01, indicating that correlation is high

between the two sitﬁations.

Table - 4

To whom do the olilldren talk and what effect
ig _the teacher having on this distribution?

Strsturea © . . |

)

Unstructured :

: f ALl Children| YB |'0B | Y8 |.¢  [4{A11 Children Y8 | 0B | Ta'| 0o f

Adults 26 | b6 | 87 7008|1246 - [222 {332 [206. 886 |

| Female Child W3 55 | 41 |69 i 430 |16 | 17 | 10;[787 |
i| Made cnila ~ | 446 | B9 [185 [ B 190 50 |100 | 13-} 27

|Group . . 1235 |23 )39} 88 ~ }16| 25111 38}

i serz ] 200 |35 [103 100 “f b1 | 289 | 22|

R T T fsis_sop [aue e6o |
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Further analysis shows the Mean, S.D. and

Range for the four groups:

Children talking to the adult

S T

. _ '_ Mean 8.D. Bamge' -  .Mean . S.D. Range
Younge:r Boys 1.92 3.6 015 9.5 6.68° - o021 |

o % test of cdrrelated.means.'k.% ' 81g. p<.01

" - No. of children with § score No. of children with § score !
. 8 s : 8 . = .

e temn =te e et m el m e ee § ¢ anEmmn

As would be expeqtéd the Structured '
situation shows & higher mean and wider
distribution about the mean. The difference .
between the means is highly significaht. The
range is greater in the Struotured situation:
the young boy responsible for the extreme
(21 instances) is Peul, aged 40 months, 2/2
family position and son of a Local Government
Officer. Paul had only 4 instances of
verbalisation in his Unstructured sequence,

3 to the adult and 1 to the group. In the
Structured all instances (21) were to the adult
a8 his transcript shows. It 1s a dyadic
situation in the Malleable Area with the

teacher working hard to stimulate conversation:
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PAUL Structured
Paul is sitting at the Malleable table.
He is rolling some élay. He squeezes
it. He bangs it. Teacher says, "What |
are ‘you making?" He picks uﬁ the clay.
He says, "I'm making chocolate." He
presses it on the table; Teacher says,
"Has chocolate got anything inside it7?"
He says, "No, it's just ohocolate."

He squeezes the clay. Teacher says,
"Hagn't it got any cream inside?" He
shakes his ﬁead. He says, "No." He
seys, "No, it's got nothing inside."
He shakes himself. He rubs his hands
together. He nods his heéd. He looks
at teacher. 8She says to him, "Pick up
this clay_and make something." 8She
says, "Can you make a rabbit?" He
nods his head. Picks up clay. He
says, "I don't think I can make a
rabbit." Teacher says, "Make & ball

of clay first." BShe puts clsy in his
hands. B8he takes hold of his hands.
She manipulates his hands on the clay.
He stops. He looks at clay. He
sniffs. Teacher says, "You try now."
He says, "I can't." B8She says, "Go on

have a try." He says, "No, I can't.".
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Teacher says, "Can't you think of
anything to make?" He says, "No,

I can't make anything." She says,

"I thought you were good at making
things." He says, "No, I'm noﬁ.“

He bicks up plasticine. He bangs

it on table. He pulls it. Teacher
says, "Are you tired?" He says,

"No." He contlinues banging
plasticine. Teacher says, "Did

you sleep well?" He says, "Yes."

She says, "Have you a bed to yourself?"
He says, "No." He bangs plasticine
again. She says, "DO you sleep with
your brother?" He says, "Yes."

She says, "Does mummy tell you a
story?" He says, "Mammy and daddy
tell me stories." She says, "What
story do you like best?" He stops
playing with clay. He looks at her.
He says, "I like all of them." He
turns to table. He picks up clay.

He holds his hands in the air. He
drops clay on teble. Teacher says,
"Haven't you got ome favourite story?"
He picks up clay. He rolls his tongue
in his cheek. He rolls plasticine.
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He says, "I like my bunny rabbit
book best." Teacher says, "Has it
got & bunny rabbit in?" He sﬁys,
"Yes." BShe makes him a rabbit with
clay. He watches her. BShe says,
"Is it like this one?" He says,
"Yes, my bunny rabbit book has
pictures in." He picks up all the
clay. He holds his arms up. He
drops clay onto table. Teacher
says, "What other story do you like?"
He does not amswer. He rolls his
tongue in his cheek. He puts his
" head down. He says, "I don't know."
Teacher says, "Have you any 'Topsy
and Tim' books?" He says, "No."
He shakes his head. He picks up
plasticine. He puts his arms up.
He drops plasticine. He continues.
.He continues. 8Says to teacher,

"l 1ike"Tsty-and Pim' stories.”

The teagher works very hard to stimulate
the conversation but Paul sees little point in
it. Her technique for promoting donversation

appears almost exclusively to be tied into
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information seeking. He volunteers only scraps
of informétion and the teacher fails to develop
any ﬁspect of his interest. The fact that
both parents acted as story tellers could have
been developed with the ohild in a listening
role at the minimum. Nevertheless, the teacher
is the instrument of increased verbalisation

and increased practice.

" Unstructured - o T Et'x;ﬁétﬁiea_ ™ T
Qlier Boys  2.81 ' %94 ° 015 | . 10.71 8.63 - 038

t test o:l.’-"éon"eli.i-:e'd:. 'me._ana;5.65-'.' 8_13. p<¢01

_- No. of children with g séor'e-_ .No. of children wﬂh' _

1

The Structured situation shows a significantly
heightened mean, wider distribution about the
mean and wider range. The number of children
with @ score drops from 9-1. The older boy,
responsible for the extreme of the range, is -
Simon, aged 48 months, 6 /6 family position and
son of an unemployed factory worker. In the
Unstructured situation Simon addresses the |
teacher only six times but has 28 instances to
the male child. In the Structured situation
Simon and the teacher are together in the
Manipulative Area. A male child is also present

and 8imon addresses him also but only four times:
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SIMON Btructured
Simon is at the Manipulative table.

He fixes bricks together. Fixes
bricks together. "Are you going to
leave holes in the castle?" says
Teacher. Simon says, "I'm making a
castle." Teacher says, "You want
some little bricks to leave spaces
for the windows." 8Simon sayé
something to Tgacher. He looks
around. He puts on lego. Puts on
lego. Puts on lego. "That's right,
put the little bricks on," says
Teacher. He says something to Teachexr.
He puts on lego. Puts on lego. Talks
to Teacher. Talks to Teacher. He
lookgs down inside the struecture. He
says, "There's a big hole down there."
"Let's see," says Teacher. "Oh yes,
it goes all the way down to the bottom,"
she says. Simon says, "I'm going to
build it right up to the top." He
puts more bricks on. Looks up at
Teacher. He says, "It's going to be

a big one." He stops. Looks down
ingide the structure. He says, "It's

dark down there." "You've got to have
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a light 4o go down there," says Simon.
He talks. He talks. He smiles at
teacher. Teacher asks, "Is that the

window?" "They climb in there and

‘they g0 down there." He points to

the window and the hollow interior.
He puts on lego bricks. He stands
up. He puts on bricks. More bricks.
Simon looks up. "Why do they come
out of here?" asks Andrew. Simon
ignores him. He builds with lego.
Andrew asks, "Can they shoot out of
them windows?" Simon looks up at him.
Teacher asks, "What do they shoot
with?" Bimon says, "Guess." Teacher
says, "They can't shoot guns, what
did they used to shoot with?" Simon
says, "Bows and arrows." He puts on
bricks. "Soldiers don't live in
castles now, do they?" asks Teacher.
S8imon says, "Only guards live there
now." He puts on bricks. He puts

on more bricks. Continues. Teacher
asks, "Have you seen the guards in
London?" Simon says, "Yes." He puts
on lego bricks. He puts one back

down. "That won't do," he says. He
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gelects another. "Mine's getting
bigger than yours, Simon," says
Andrew. Simon looks at Andrew and

at the castle. 8imon puts bricks

on. He puts some more bricks on.

He puts more bricks on. Continues.
Teacher says, "Put some more windows
in." BSimon says, "I'm going to stop
it up to there." Points to a certain
height. "Is it going to be a tall
one?" agks Teacher. "Or s small one
then?" Simon says, "It's going to

be a tall one." He puts on bricks.
Teacher says, "You've got a bit
sticking out there, haven't you?"

She points to the struoture. Simon
looks at it. He puts on lego.

"Mine's ready now, Simon," says Andrew.
Simon stops. He looks at Andrew's
castle. "Mine's nearly ready," says
S8imon. He puts more bricks on. He
puts more bricks on. "What do you
think Andrew's done wrong with thig?"
asks Teacher. Simon looks at Andrew's
castle. He says, “'Coa he hasn't made
no sides. - The wind will blow through
the cracks." "That's right," says
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Teacher. "And what.else would happen?"
"It would blow it away," says Simon.
"If you blow it hard, it would fall
down." He indicates the collapse with
his hands. Teacher asks, "Do you
think the wind would blow yours down?"
Simon says, "No it wouldn't. It's too
strong." He looks across at Andrew.
He whispers in Andrew's ear. Andrew
smiles. Simon smiles at him. "What's
made yours so stpong?" asks Teacher.
Simon says, "Bricks." "But why is it
stronger than Andrew's?" she asks.
"Look at my castle," says Andrew to
Simon. BSimon looks at the castle.
"'Cos I made it square," says Simon.
Simon looks at Andrew who has stood

on the chalr. Teacher asks, "You
can't pull your castle apart, cam you?"
"T can't pull it to pieces," says
Simon. "'Cos them are stuck on to
them." He points to the structure.
"Look," he says. "It's stronger than
my hands."” He puts his hands to the
structure. "Yes, 1t must be strong.
You can't squash it or break it,"

says Teacher. "Well, I can break it,
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but I can't squash it, 'cos these are
too hard." He looks at Andrew. "Do
yoﬁ know what, if you stick them on,
it won't break up,"” he says to Andrew.
He shows Andrew where he may have gone
wrong. "Mine's étronger,“ sgys Andrew.
Andrew's castle collapses. Simon _
sees it. He smiles. He examines his
castle. He'peers down the central
well. He keeps looking. "You can

- gsee right down to there,"” he says to
Teacher. "All the way down there."
"And you can see my fingers." He runs
his hands down the sides of the castle.
He looks at it. Teacher asks, "What
can you see?" "Just these," he says
(referring to fingers). He looks at
Andrew P. and his mother who have

Just come in. He smiles at Andrew.
"You can 40 across there and do

across thgt," he says to Andrew. He
demonstrates to Andrew. "This is

much stronger," he says, sbout his

own castle. "See that there, you can
see my two fingers down there," he says
to Andrew. He smiles at Andrew. "I
can see the shadow too," he says to

Teacher.
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Comment

Simon's maturity compared with Paul,
(albeit 8 months), emerges in the degree of
freedom of his ideas from the action aﬁd the
ease Of transfer. IWbrkins at his castle he is
- ready to consider suggestions and appears able
to draw strongly on imagery.- The teacher in
this trenscript shows greater skill in provoking
thought and in extending and ensbling response.

| fnstructurea - 7 dirucfured’ 7]
: Younger Girls: 1.56 2.7t~ " 0-12 . ' -8.96 ..8.15. 033 l
. . o

t test of correlated means 4.15 . Big, p<.01

- No. of ch:l.ldren:with.g score - No. of "ghildren with g acore i

10 B

f e rm—— e = e e h e s e s L

The Btructured situation again shows ;
signif;cantly higher mean, wider distribution
about the mean and a wider range. The number of
.children having a @ score drops from 10-3. The
young girl responsible for the extreme range of
33 verbalisations to the adult, is Karen, aged
39 months, °/6 family position and daughter of a -
factory machinist. In the Unstructured situation
Karen spoke to the adult only 2 times but scored 1
to the female child, 7 to the male, 2 to the
group and 2 to self. The Structured situation
is again dyadic in the House Area though a female
child joins the situation later.
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KAREN Structured

Karen is in the House Area. She picks
up the telephone. Teacher asks, "Who
are you telephoningf" Karen says,
"Dr. Raine." Teacher asks, "What
do you want Dr. Raine for?" Karen
answers, "The baby's poorly." Teacher
seys, "Well, you'll wént the doctor's
box tidied up before he comes." Karen
says, "Hello, doctor, the baby's dead."
Teacher says, "Dead - I thought it was
Jjust poorly." Karen replies, "Well,
it's dead now." Karen replaces
| telephone. BShe looks at teacher and
says, "I'm sick of this sleeve."” -She
pulls at her sleeve. Teacher says,
"Well, come here and I1'll put that
sleeve right for you." Karen goes to
teacher. Teacher puts the sleeve right.
Teacher says, "Are you going to ﬁake
some dinner for me‘now?" Karen says,
"Yes I will." Karen moves round the
table. BShe picks up a plate. Teacher
says, "I brought that plate, it's
lovely isn't it?" Karen says, "It is."
Karen points to a cup. She says,

"That's your cup of tea." Teacher asks,



- 362 -

"Did you put me some sugar in it?"
Karen says, "Yes, I 4id." Teacher
asks, "How many spoonsful did you

put in?" Xaren says, "One." Teacher
says, "Well, I like two in.my tea."
K@ren pretends to put in another
spoonful of sugar. She hands the

cup to teacher. She moves over to
the stove. 8She picks up the kettle.
Teacher asks, "What are you going to
do now? Are you going to put more
water in?" Karen says, "Yes."
Peacher.says, "I like my tea strong."
Teacher asks, "Have you no spoomns in
this house?" Karen says, "Yes, we
have some somewhere." Karen looks
around her. Bhe goes over to the
dresser. 8he bends down. 8She looks
into the dresser. 8he takes out a
spoon. #8She carries 1t to the teacher.
Bhe hands it to the teacher. Teacher
takes the spoon. She says, "Thaf's a
nice ocup of tea. Have you any more?"
" Karen says, "Yes, we have." Karen
picks up the kettle. BShe pretends to
pour. TPeacher says, "That's the
kettle not the teapot." Karen says,
"Oh dear." 8he puts down the kettle.
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She picks up the teapot. 8She pretends
to pour. Teacher says, "Thank you
very much." Teacher asks, "What am

I having to eat, Karen?" Karen

says, "That." 8he points to object
on plate. Teacher asks, "What is it?"
Karen says, "Sponge pudding." Teacher
says, "Oh, sponge pudding. Well, it
looks very nice. Did you make it
yourself?" Karen says, "Yes, I did."
Karen goes over to stove. She picks
up the frying pan. 8She picks up a
spoon. Bhe starts patting the clay
in the frying pan. Teacher asks,
"What's in the frying pan?" Xaren
says, "Meat)' Teacher asks, "Are you
sure it's not pancakes?" Karen

says, "No, it's meat for the dinner."
Teacher asks, "Did you have pancakes
on Panceke Tuesday?" Karen says, "I
did. Yes, we had a lot." Teacher
asks, "Did your mammy toss them?"
Karen says, "Yes she did." Teacher
asks, "What do you put on pancakes?"
Karen says, "Treacle." Teacher says,
"Yes, but what else?" Karen says,

"Salt." Teacher says, "Salt, are you



e m B e e = Wk SRR

- 364 -

sure you don't mean sugar?" Karen
Ehakes her head and says, "No."
Teacher asks, "Did you put some
lemon on your pancakes?" Karen
shekes her head and says, "No."
Karen étarts patting the "meat"
again. Téacher asks, "Are you going
to cook that in the oven?" Karen
says, "Yes." Bhe goes over to the
cooker and opens the door. She
tries to put the frying pan into

the oven. 8he pushes. B8he says,

"I can't get it in." She bends down.
She puts the frying pan on the floor.
She looks into the oven. BShe pulls
out some cups and saucers. £She says
to herself, "Now, what are they doing
in there?" Teacher says, "I'd take
them out if I were you." Karen says,
"That's what I am doing." She puts
the frying pen into the oven. &8he
closes -the door. 8She turns the
knob. 8he turns round. 8She looks
at teacher. She ssays, "It's cooking

_now." Teacher says to Karen, "Patricia

would like yon to cook something for
her." Karen looks at Female Child.
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Karen says, "Would you?" She smiles

at Female Child. Female Child says,
"Yes." Karen says, "Well, what would
you like?" Female Child says, "Sausage
and chips." Karen says, "All right.“.
Karen picks up the frying pan. She
pretends to stir the "meat". Teacher
says, "Phig is Just like a cafe."
Karen says, "It is a cafe." Teacher
asks, "Well, how much 4o you charge?"
How much for sausage and chips?"

Karen says, "Five p." Teacher says,
"Well, that's very cheap. I'll come
every day." Karen says, "You only

pay 1p for the meat." Teacher asks,
"Well, how much for the sponge pudding?"
Karen says, "Do you want some?" §She
holds the frying pan towards teacher.
Teacher says, "I thought you made
sponge pudding in a bowl." Karen says,

"Phis is a cafe. This is a cafe.”

Karen is entirély absorbed by her phantasy
play. The teacher responds, adding the touch
of reality which the child admits and handles
extremelj well. Teacher presence adds significantly
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to Karen's level of thinking and amount of
verbalising. Karen appears verbally more

maturé than Paul who is 1 month older. -

Unstructured - - Btructured . i
.- - Meam 8uDa. MP. e -""_"'_.'Hean . 8. 9_3252.
[Older Girls - 2,26 - 273 T O-11 " k29 - 9.55 4-36

.
3
E

. . t test of correlated means 7.72 . S8ig. p< 01

. leNe, oi’:c_hildre'n with @ scors ~ No. .of children with Q ‘score ,

— - e e mrn e rie e meed

‘Again the Structured situation shows a
significantly incréased mean, & wide; distribution
'about the mesn and wider renge. The nuﬁber of
children with @ score drops dramatically from
10-0. Two older girls responsible for-the
extreme of the -range are i) Debra, aged 47
monthé, an only child of a charge-hand engineer.
She is in the Art and Creative Area: again it
is a dyadic situation. 1i) Diane, aged 45
months, */4 family position and desughter of a
lorry driver. BShe is in the Book Area and uses

the observer for conversation.

Debra's verbalisation in the Unstructured
situation was once to the adult and 14 times
to the male child. The following is Debra
with the teachexr: |
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DEERA ' Structured
Debra enters the Art and Creative Area.
Teacher says, "Do you want to git down
next to me?" Debra says, "Yes." She
sits down next to.the teacher. Bhe
puts an elbow on the table. She
smooths her hand on_the paper. B8She
puts hands on knees. 8She watches the
teacher. BShe continues. Teacher says.
to Debra, "Shall I write your name for
you?" Debra says, "Yes." She watches
the teacher. She puts both elbows on
the table. ©She smiles at the teacher.
Teacher asks, "Can you do it?" She
nods her head. Teacher gives Debra

a pencil. Debra writes over words.
Teacher says, "What are you going to
draw?" Debra says, "I don't know."
She draws a shape. Teacher asks, "What
is it?" Debra says, "I don't know."
Teacher says, "What have you on your

- farm?" Debra says; "Cows." Teacher
says, "Can you draw a cow?" Debra
says, "Yes." Teacher asks, "What else
have you got on your farm?" Debra
says, "Dogs." Teacher says, "How many
dogs?" Debra sits back. She looks at
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teacher. Bhe counts, "One, two, three,
etc., 16." Teacher says, "What do you
call them?" Debra says, "Flossie, etc."
Teacher says, "Tﬁat's only three dogs."
Debra laughs. .She says, "Yes." She
turns round. She looks at another
girl. She turns back. B8he looks at
her work. Teacher says, "What else
‘have you got on your farm?" Debra
laughs. 8She says, "Spotted cows."
Teacher says, "Spotted dogs as well?"
Debra says, "Yes." Teacher says,

"What do they do?" She says, "Roll

in the grass." Teacher says, "Who
washes them clean?" Debra says,
"Daddy.f Teacher says, "What with?"
Debra says, "A brush." Teacher says,
"Does anyone help him?" Debra éays,
"Jamie." Teacher asks, "Do you help
mammy?" Debra says, "Yes." She looks
round. She watches other children.

Bhe turns back. 8he looks at teacher.
She says, "I like hens. I give them
corn to eat." Bhe starts to draw
again. BShe scribbles over paper.
Teacher says, "What do you wear on

the farm?" Debra says, "Wellingtons.™
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She stops drawing. 8he rolls pencil
in her hands. She says, "Look what
I'm doing." Teacher says, "Do you
have a horse?" Debra says, "Yes.

We call him Nipper." Teacher asks
why. Debra says, "Because he nips
people." 8She continues rolling pencil.
She puts pencil on the table. 8She
stands up. B8he plcks up paper. 8She
says to teacher, "Look at this."
Teacher says, "Whét is it?" Debra
says, "It's like that." She dabs
pencil on paper. Bhe says, "This is
an elephant. I've drawn an elephant."
She points to its trunk. Teacher says,
"Elephant's dinner goes right down
there." Debra says, "Yes. It will
go in there too." She scribbles over
paper. BShe turns to the teacher.

She laughs. Teacher draws for her.
Debra watches her. Teacher says,
"Phis is elephant's trunk."” Debra
says, "Yes." 8She continues watching
teacher. She rubs her nose. Teacher
touches Debra's nose. - She says,
"Phat's your nose." Debra holds her

nose. BShe laughs. Bhe draws shape
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in the air. She 1aughé at teacher.
Teacher says, "Your nose isn't like

an elephant's." Debra says, "No."
Teacher draws for Debra. Debra
watches her. She asks, "Is thgﬁ his
mouth?" She takes pencil from teacher.
She draws. She continues. She stops.
She examines her work. She laughs.
She turns to teacher. She scratches
her ear. She looks at her work.

She holds pencil with both hands. She
puts péncil down. She picks up crayon.
She scribbles on paper.

Although Debra is verbalising with the
teacher the exchange of thought is somewhat
limited. Conversation is stilted as the
teacher does not take up tﬁe opportunities
the child offers for extension and more elaborate
conceptualisation. The length of utterance
is, disappointingly, no greater from the teacher
than from the child. An expansion of ideas,
on the part of the teacher, might well have
stimulated Debra into thinking more deeply and
eventually offering opportunities for dialogue.



_371 -

Children talking to their peers
(the Female Child, the Male Child and the Group)

To_the Female Child

-—u--:-'-
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The Structured situation now shows a
lowered mean, less distribution about the mean
and a smaller range. The ohildren talk more
to each other in the Unstructured situation
but the difference between the mmans is not
significant for the boys. For the younger
girls it reaches alevel of .02 and for the
older girls it is highly significant at .01.
The girls seek out each other for verbalisation

in the Unstructured situation.

Rachel has the highest count of the older
girls. In fhe Unstructured situation her
gcore is 2 to the adult, 28 to the female child,
2 to the male child, 8 to the group and 2 to
self.



— e St § s e b e, MY

- 372 -

RACHEL Uhstructurgd
Rachel is in the doll corner with a
female child in dressing-up clothes.
Rachel sits down with a doll on her
knee. BShe is mixing something in a-
bowl at the side of her doll om her
knee. Rachel speaks to Female Child.
She continues to mix, using the hair
brush. Female Child brings her
something imaginary and speaks to
Rachel. Rachel l1lifts doll up. She
rearranges doll on her knee. Female
Child says, "Shall we put on thisg?"
Female Adult enters with coffee on

a tray. Rachel stands up. 8She puts
doll down. Rachel says, "I think I'4.
like the red one please." 8She chooses
besker from tray. Rachel says,
"Thank you." Rachel and Female Child
¢link beakers together. They laugh.
They stand. They drink coffee. They
walk slowly, drinking coffee. They
walk out of corner. Rachel scans
nursery. 8She walks back into corner.
Female Child spesks t0 her. Rachel
says, "I think we'll sit down." They
sit drinking quietly for 6 seconds.
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Female Child says, "I've finished."
_Rachel says, "Please cou;d you take
mine as well?" She gives her beaker
to Female Child to take away. Rachel
returns to chair. BShe picks up doll.
Rachel says, "There nqw." She puts
doll on her knee. Rachel says,

"There we are. There now." She loves
the "baby". She shows great pleasure.
B8he talks to the "baby", "Oh, your hat
nearly fell off." She rocks the "baby".
Female Child returns énd,says, "First
she has the bottle." Rachel stands up.
She walks across to another chair and
slts down. Bhe chatters to Female Child
who replies. Rachel gives bottle to
§011. She rocks doll. Rachel says,
"There you are." 8She stands up. 8She
puts bottle dowﬁ. She picks up mug.
Rachel talks t0 Female Child. Female
Child asks question. Rachel says

"No, she hasn't been sick yet." 8She
puts "baby" down. Rachel says, "She
can have a little snooze."™ Rachel
leaves corner. She walks to lounge
sarea. Male Child there. Rachel says,

in menacing tones, "That's our living



- 374 -

room." Boys look at her. "It's our
living room." Boys depart:! Rachel
notices coffee beaker left behind on
table. Bhe looks disgusted. She says,
"Peh! I'll take it." &8She picks up
beaker. She carries it to cupboard
top, walking quickly. B8Bhe begins to
skip. Rachel says, "I found this"

(to FPemale Child encountered en route). -
She deposits'beaker. She walks back
to corner. 8She Jumps over blocks en
route. Rachel says. to herself, "Baqk
to our babies." 8She peeps through the
side of the house at the aquarium. 8She
looks at book about fish, on display at
the side of it. She looks at it. She
turns pages. BShe continues for 8 seconds.
Female Child says to Rachel, "I was
looking for you and you were in here.
I've been outaide there." Rachel
points to book on table. Rachel says,
"Well, that's the nursery book, you
know. It's about a fish." Rachel
says, "Let's pretend this is another

of our babies." Bhe sits down. Rachel
says, "And this is a hospital. It's a
hospital home." Male Child is making
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funny faces nearby. They iaugh at
Male Child. They stand up to watch
him. They laugh. He hiccoughs. This
makes them laugh again. He continues
to fool about. They stand and laugh
for 23 seconds. Rachel says to Male
Child, "This is not big bairns' hospital,
it's a little babies home hospital."
Rachel says to Female child, "Isn't

he just silly?" Female Adult checks
Male Child. Female Adult says to Rachel
and Pemale Child, "Yes. I'd like him
to be doing something quietly." Rachel
returns to dolls. Rachel says, "Now,
we'li have to see to this baby, won't
we?" 8She cuddles it. Rachel says,
"This was my dolly, wasn't it?" Female
Child says, "That was the boy baby.

No, it was our baby. We had another
one. That was the boy baby. No, that
was your dolly, wasn't it?" "Yes it
is." Rachel puts dress on doll.

Female Child says, "I think it's
néarly time for your party." Rachel
says, "It was my birthday. I got it
for my birthday." Female Child says,
"But it's your party today." Rachel
says, "Oh, I've just forgotten." 8She
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is fastening buttons on doll's dress.
Female Child says, "It's your best
party dress, isn't it?" Rachel says,
"Yes, and it's my best party skirt,
isn't it? Where's the other big
girl?" gShe stands up. 8he looks
around to_find her friend. Rachel
says, "Where is she? Oh there she
is. Please will you look after my
baby whilst I go to the shops?" She
walks towards Female Child nesar the
sand. Rachel says, "I'll tell her
it's my birthdéy."- She walks along
to friend. Rachel says, "You know
it's my birthday today?" Female Child
says, "What, what, what?" Rachel
explains to Female Child, "No, because
I'm the big girl. Come to my party."
They leave the dry sand area. They
climb over block area. Rachel says,
"It's really nmy party again." They
walk to wet sand area. "Is this the
cake?" "Yes, that's our cake, isn't
it? Give it a good stir up." They
mix seand in large bowl. Rachel says,
"This is my birthday cake." Rachel
pats the sand rhythmiéally. Rachel



- 377 -

says, "Let's mix it. You're not Mummy.
The other one is Mummy." Female Child
says, "I's the Mummy, aren't I?"

Rachel says, "Yes." 8Small boy is
pleying with sand and car. Rachel says,
"Now look what's happened." She has
socooped his car up. Rachel. says, to
Male Child, "Will you get out of our
party?"

. In the Structured situation Rachel is
being directed but the 'friend' is in evidence.
Rachel does not in any way lose.her identity
in the dontrolled situation, rather she asserts
herself when she 'gives up' only to return %o
the Manipulative Area and the adult. She
verbalises almost as much with the adult as
with her female friends, her score being 16

to0 the Adult, 18 to the Female Child, 2 to the
Male Child, 7 to the Group and @ to herself.

RACHEL ' Structured
Rachel is in the Manipulative Arvea with
adult and group. Female Adult says,
"Let's put all the animals into your
red circle." Rachel walks to the end
of the table. 8She sits down. Bhe
opens the plastic, hinged circle and
puts it down flat on the table. 8he
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adjusts it. BShe stretches across the
teble. Bhe picks up a toy and stands
it down. PFemale Adult says, "What

~colour is this?" Rachel says, "Red."

Female Adult says, "Now , you want all

the animals that are red putting into

there." Rachel picks up a red one.

Female Adult says, "And you want all
the animals that are blue." Rachel
says, "No, I'm putting all these in."
Female Child interferes. Rachel says,
"No, I'm putting them in." Female
Adult says, "No, let Sarah do her own
please." Rachel says, "I'm not Sarah,
I'm Rachel." Female Adult says, "Oh
yes, I'm sorry." 8She stands a small
duck in the ring. Then another ome.
Rachel says, "That's a ship." Female
Adult says, "Yes, and what's that?"
Rachel seys, "That's a pelican.”
Female Adult says, "A pelican? Have
a good look." "No, it's a rabbit."
"Yes, that's right." Rachel picks up‘
another. Female Adult says, "And what
is that one? The one you've got in
your hand?" Rachel ieplies, "It's an

seroplane." 8he shows it to the adult.
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Female Adult says, "It's flying up
into the sky, isn't it?" Rachel picks

'up another. Hemale Adult asks, "And

vhat is that?" Rachel replies, "A cat."
Female Adult asks, "Are there any more
red ones?" Rachel picks up another.
She looks at it and says, "It's a car.
Whoops." Bhe knocks over the toy. 5he
picks it up again. 8he picks aut
another one. Female Adult asks, "That
is a?" All the children say, "Train.”
Femaele Adult asks, "Can you see any
more red ones?" Female Child says,

"An elephant." Rachel says, "Elephant."
She stands it up. Female Adult asks,
"Any more red ones? Now have a good
look." Rachel looks carefully. Rachel
pilcks up another and says, "A van, no,
it's a 'bus." Female Adult says, "Yes,
it's a 'bus." Bhe stretches across

the table. 8She picks up two at a time.
She puts them on the table. Female
Adult says, "Rachel." Rachel says,
"Yeg, but I can't put it in." She
tries carefully to make it stand.
Female Adult says, "You try, try and
balance-it. No, if it won't work Jjust

lay it down. What about that one?"
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Rachel says, "A horse." Female Adult
says, "A horse? Yés, that's right."
Rachel selects another, and says,
"That's a boat." Female Adult says,
"It's & yacht or a boat." Male Child
says, "I've found a boat over there."
 Female Adult says, "Do you think that's
all the red ones there are?" Rachel
says, "Yes." Female Adult asks, "Now,
shall I do mine?" Rachel watches
Female Adult. "What are you going to
do now?" Rachel says, "I waﬁt to do
the yellow ones." 8She lifts up the
yellow ring. BShe puts it over her
head. 8She pulls it. Female Child
says, "Oh, I've'got a cat." '"Where

is it?" Female Child says, "There it
is." Rachel points to it. "Have you
got a train?" Female Child pushes all
the toys out of the way. Rachel says,
"TPhat's smashed over 'cos I'm going

to do yellow now." Female Child says,
"I'm not playing with you." 8She
selects another toy. Female Adult
terminates contact. Rachel says,
"That one's a rabbit." 8She looks at
it intently. "The other time I thought
that was a pelican, but it wasn't. It
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isn't, it's a rabbit." BShe looks

at 1t. Bhe touches the ears. lMale
Child asks, "Have you got a train?”
Rachel puts all yellow pleces together.
Male Child interferes by miatake.
Rachel says, "That's naughty." Female
Child tries to help Rachel. "There
you are." Rachel says, "No, I cén

get it myself." PFemale Child says,
"Well, I'm not playing there." Rachel
says; "I'm not." 8She walks to train
set. Rachel says, "Let's play with
the train set." Female Child says,
"Yes." They bend down to play. "We're
bebies and we don't care, do we?" She
collects a few'pieces. She twizzles

a turntable round. 8he picks up rails.
She puts them together. Rachel says,
"I don't really know how to play with
trainsg."” Feﬁale Child says, "I don't."
Rachel says, "I do. I don't reslly.

We like to play with these today though,
don't we? We can share the parts,
can't we?" '"Yes." Rachel says, "'Cos
you're my friend aren't you? Can't I
put mine in there?" Friend tries to
help. "No, I want to do it myself.
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Just leave my piece in." Two girls
join group. Rachel says, "You play
with the other things." They ignore
her suggestion. Rachel says, "I think
I'll go back again." 8She returns to
Manipulative teble. Adult is in situ.
"Are you going to do the yellow ones,
Rachel?" PFemale Child says, "Rachel."
Rachél ignores it. "I'm going to

maske shapes. What does that shape
look like? What about a star?" Rachel

asks, "How do you make & star?" Female

Adult says, "Do you think that looks

like a star in the sky?" She demonstrates.

She makes a circle. They look. TFemale
Adult asks, "And what is that?" Girls
reply, "A round."™ Rachel says, "They
call it a circle." Female Adult says,
"Yes, it's a circle." She demonstrates
again. "Those look iike spectacles."
Pemale Adult says, "It looks like an
eight." Female Child says, "Look at
nine.” Pemale Adult says, "I'1l pull
it like that." She demonstrates. "Oh,
it looks like a pair of glasses now."
She puts them on. Everybodyllaughs.
"You'd have to have a big face to put
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those on." She puts them down. Rachel
picks up a piece. 8She looks at female
children to see what they are doing.
Girl comes to speak to her. Rachel
says, "Yes, but I'm going to do all
different colours." 8She picks up some
biecee. Female Child says, "Come on,
I'm going to play in the kitchen."

She picks up more pieces. 8She looks
under the table. Male Child interferes
with game. Rachel says, "I'm plicking
different things out." Bhe stands

up. She sits down. 8She puts shapes
together. Female Child comes to Rachel
aﬁd séys; "Here you aré, your dolly's
crying." Rachel says, "I don't want
him just now." Qemale Child asks,

"Can I have him?" BShe leaves the area.
She watches children making butterfly
buns. Rachel asks, "“What are you doing?"
She looks at icing. "What's that?"
Female Adult replies, "That's butter
icing. You put it on the top like
that." Female Adult demqnsfrates. "Do
you think you can ask Mrs. C. for a
fork?" Rachel continues to watch.

Male Child asks, "Whaf are you doing?"
Female Adult replies, "I'm putting some
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cream on the butterfly cakes." 8She

continues to watch.

Comment

The two sequences illustrate the didactic
effect of the feacher in controlling the
situaﬁion and lessening the smount of
conversation. Rachel is not subdued by the.
presence of the teacher nor does she feel a
necessity to remain within the learning
opportunity. BShe has confidence in her own
seeking of experiences and her independence is
repeatedly demonstrated. The teacher did not
fulfil enriching and expanding conversational
opportunities.
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To_the Male Child

L Tnstractwed - . gtractwew - 1
| jess £D. Bame Bocors - Mean. £ sem. # scors |
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As to the Female Child, the Structured
situation shows a smaller mean, a smaller
spread about the mean, é lowered range and an
increase in the number of children with a @
score. The effect of the bteacher presence is
to lower the amount of verbalisation to the
mele child. The difference between means is
significant only for the older girls, who
show a significant drop in amount of verbalisation .
t0 boys when the teapher is present. Now Dboys
are seen to be talking to boys - the sex
preference is again demonstrated and it is
the older boys who have the highest mean in
the Unstructured situation. The older boy
responsible for the highest incidence is
again Simon, who has been quoted earlier.
Simon verbalises almost as much (6 to the

Adult, 28 to the Male Child, 2 to Self) in the
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Unstructured as he did in the Structured (38

- Yo the Adult, 4 to the Male Child, 1 to Self).
He is in the Art and Creative Area with a mé;e
child.

SIMON Unstructured
Simon is at the painting easel. He
paints. He paints. He dips brush.

He paints. Male Child approaches and
looks at the bicture. "What are you
doing?" says Male Child. Simon looks
at him. BSimon says, "I'm painting

the windows." The picture falls down.
Simon says, "Oh look." Male Child
asks, "How did it do that?" Simon
says, "It fell down." He looks around
and sees M. He steps towards her.
"It's fallen down," he says to M. M.
adJusts the picture. '"There, it's all
right now," she says. Msle Child says,
"I didn't do that." Simon says, "No,
it fell down." Simon paints. He
paints. He dips brush into pot. He
paints. The paint runs down the paper.
He says to the paint, "Will you stop
that." "What are we doing?" he says
to the Male Child and smiles. He

dips the brush up and down in the paint
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and smlles at the little boy. He looks
up at Marilyn nearby. M. says, "Where's
the door?" Simon says, "I haven't done
it yet." He paints the door. The

Male Child says, "Put it there," pointing
to the paper. .Simon paints the chimneys.
Male Child says, "I've got to go up

the flats." 8Simon paints. .He igneres
Male Child. Simon paints the smoke.
"You don't know what I'm doing now,"

he says to Male Child. Male Child says,
"That's the smoke." Male Child says
something to Simon. 8Simon looks at

him. "Your Mam won't see your name,"

he says to Simon. "Oh yes she will,”
says Simon. "Right over there, see?
There's my name," says Simon. He

points to his name on paper. "I won't
paint over my name," Simon says. He
paints. He paiﬁta. Male Child asks,
"What are &ou doing now, Simon?"

S8imon replies, "I'm doing the cutting."
Male Child says, "That's where the dogs
live." 8Simon says, "No." He looks at
the Male Child. "This is another
house," he says. He paints. He dips
brush. He paints. He paints. The
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paint drips down. Male Child says,
"Oh look, the paint's falling down."
Simon says, "I1'll catch it." He
places brush onto the paint. "Blob,
blob," he says, as he catches each
.drip. He turns and smiles at Male
Child. "It's still running down,"

he says to Male Child. They both
1augh._ Male Child says, "Oh look,
it's gone down there."™ "I'll just
turn round," says Simon. Male Child
says, "Look Simon, I'm mixing this up
for you." He is stirring the orange
paint for Simon. He touches Simon

to draw his attentibn.- Simon paints.
He paints. He paimbs. Male Child
says, "You're making a man with foots
on." He paints. 8Simon looks at him.
Simon says, "No, I'm making a garage."
He paints. Simon says, "A garage
outside." He continues to paint.
He continues. Male Child says, "I'm
going to do the flats." Simon does
not answer. M. comes near. "Have

. you finished, Simon?" she asks. Simon
says, "No. I've done the garage."

She asks, "Where's the car then?" He
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looks at her and smiles. He says,
"Tt's inside."” 8She asks, "Do you
know what this is?" Simon says, |
"That's a man." "He's got his hat
on, and you can't see him," he says
mischievously. The Male Child says
something to him. He takes Simon's
hands. B8imon puts both handg on

the brushes. He tries to stop the
Maele Child from taking one. "Hey!"
He relents. "You can have them now,"
he ssys, "1'm going to get you a
pieceof paper." He turns around and
walks to get some paper. He picks up
paper. He returns. He gives paper
t0 Male Child. M. puts the paper

on. Simon watches her. Male Child
starts to paint. Simon watches.

"T can draw, I can do a chimney," he
says t0 Male Child. He asks Male
Child, "Is that your flat?" "I'm
doing my flat," says Male Child to
Simon. Simon smiles at Male Child.
8imon puts his hand to his mouth.
Simon says, "Are you colouring it in
then?" He puts his hand to his mouth.
He says something to Male Child. He
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agks, "Did you know that?" The paint
drips down. 8imon laughs with Male
Child. "Brush it onto the side," says
M. %o Male Child. BSimon smiles and
laughs. Male Child asks, "Do you know .
what that.is?" Simon seys, "I don't
know." Male Child says, "It's a man."
Simon looks and smiles at him. He
Qays, "T thought you were doing flats."
He puts his hand to his mouth and
laughs behind it. Male Child starts
to paint the flat. Simon asks, "What
are you doing about it?" He puts his
hend t0 his face and laughs. He puts
his other hand to his forehead and he
laughs. He covers his eyes with both
hands and laughs. Male Child sa&s;
"Do you know that man? He can climb
so that he can get up the steps."'
Simon asks, "Why is he doing that?"

He looks at the picture. He asks
Male Child, "Do you know how to do
steps?" "You do two lots of lines end
you do crosses." He puts his hands to
his mouth again. He smiles. He puts
both hands over his eyes. He looks
between his fingers. He leaves the

Male Child and walks up o the water
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trough. The Male Child calls to
attract his attention. Simon ignores
him. He takes off his apron. He
carries it. He walks to Art and
Creative Area. He hangs up his
apron. Male Child calls; "Simon,
look at me." BSimon looks across atb

him but walks back to the water trough.

Simon talks easily as he works in the
company of other boys. He is thinking as he
Paints and giving expression to his ideas.

He is building up new relationships with people,
e.g. his joke about the garage and the car -
and this was to the Adult:

In the Structured situation the older boy
responsible for the extreme range is David,
aged 46 months, /2 family position and son of
a painter and decorator. His score: 9 to the
Adult, 18 to the Male Child end 1 to Belf,
compares with that in the Unstructured: 1 to
the Adult, 1 to the Female Child, 9 to the
Male Child and 1 to the Group. David prefers
talking to boys. Here he is in the Malleable
Area:
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DAVID Structured
David is sitting at the Malleable

table. He is cutting up a long piece
of plasticine into small pieces.
David looks at the teacher. He says
to her, "What are you doing?" She
says, "I'm making another snake."
David rolls plasticine. He picks up
tool. He pokes it into plasticine
which teacher is rolling. He cuts
plasticine with tool. He looks at
Female Child. He uses tool to stab
roll of plasticine. Teacher says,
ﬁHe's attacking his snake again."
David pretends to attack snake with
the tool. Teacher seys to him, "Oh,
you've killed him, David. Poor
snake." David laughs. He uses tool
to cut snake into two pleces. He says,
"I'1ll make another one." He goes on
cutting. Teacher says to him, "See
if you can meke a long sneke, David."
David rolls plasticine with intensity.
Teacher says, "You are going to make
one this time, aren't you David?"
David nods. David stops rolling. - He

stands up. He plcks up plasticine
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snake. He pretends to attack Male
Child with snake. He laughs. He
puts snake dowh on table. He sits
down. David says, "I'm going to
frighten you, Gerald." David resumes
rolling plasticine with intensity.
Teacher says, "Your snake isn't very
long, David." Male Child looks at
David; He says, "Mine's bigger than
yours, David." David picks up tool.
He stabs plasticine snake. He says,
"I killed Miss C.'s snake." Teacher
says to David, "You keep attacking

my sngke." He picks up snake. He
tears it into little pieces. He
picks up the pieces. He throws them
arouna the table. He collects pieces
of plasticine. He moulds them together.
He rolls plasticine with his hands.
He rolls with intensity. He says to
Male Child, "ny snake is getting
longér." He repeats to Male Child,
"My snake is longer than yours. Look
how long it is." David looks at
Male Child. Msale Child says to David,
"Mine's the biggest." David goes on
rolling. He.looks at Male Child. He
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continues t0 roll. He looks at Male
Child. Male Child says, "I'll put

it all over yoﬁr face." Male Child
hqlds snake in front of David. .
David snatches at it and it breaks.
Teacher says to David, "You shouldn't
snatch other people's snakes." David
resumes rolling plasticine. David
says, "Mine's getting biggér."
Teacher says, "Your snake is thin at
one end and fat at the other end.

Make it all the same thickness." David
says to Male Child, "I'm keeping on
rolling, Dale." He rolls plasticine.’
He continues to roll. He moves
plasticine snake. David says; "Mine's
still going." He rolls plasticine
snake. Male Child says, "Mine's bigger
than yours.“ Teacher says, "David's
isn't as long as Dale'é, is it David?"
.David shakes his head. He rolls
ineptly. Male Child says, "Mine's
bigger than yours." David says, "No
it isn't." David says to Male Child,
"Go on, you make a gingerbread man."
David stops rolling. He says, "I'll
go and get a rolling pin for you."
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He pushes his chair back. He stands
up. He picks up rolling pin from
floor. He gives it to Male Child.
Teacher looks at David. She says

to him, "You mske a gingerbread man
as well.” David says to her, "I
can't. I'll make a lady and a man."
Teacher says, "Do you mean the
little old man and the little old
woman in the gingerbread story?"
David says, "Yes and the éingerbread
man." He pulls his chair up to the
table. He picks up & piece of
plasticine from the roll. He holds
it up. He says, "Look at my big
little snake." David looks at Teacher.

| He says to Group, "She's going to

meke a gingerbread man out of plasticine.”
David says to Male Child, "Oh, that's

a silly one, isn't it?" He points at
model Teacher is meking. He laughs.
Teacher says t6 David, "Get the tool

that cuts out."™ David picks up wrong
tool. Teacher says, "No. TYou can't

cut with that one." David puts it

down. He picks up correct tool. He
hands it to Teacher. He watches

Teacher as she cuts out gingerbread man.
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He picks up tool. He takes plasticine.
He flattens it out. He ocuts plasticine.
He stops cutting. He looks at Teacher.
He puts clay fool in his mouth. David
says to Male Child, "Look, she's
nearly done it." He looks at ginger-
bread man which teacher has cut out.

He waves clay tool in the air.

: Teacher says to David, "Now, what does
he need?" He says, "Two eyes. An
orange and a nose." Teacher says,

“Why an orange?" David says, "'Cos."
Teacher gives gingerbread man to

David. David gives it to Male Child.

He then says, "Can I have it back,

'; Dale?" Male Child says, "No." David

| says, "I want 1t back." Male Child
gives it to him., David says, "What
about the river?" Teacher says, |
"You'lllhave to make a river out of

- plasticine." David says, "Oh the head
is falling off." Teacher says, "Well
stick it back on."

Comment

The teacher does not see her role as a
conversationalist. She is supportive but does

not verbalise as she works (a good opportunity
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for expressive language) and only follows the
. child's lead. Although boys are talking to

boys there is no strong masculine identification.

Hutt comments on,

"eeo the marked tendency for girls

- and boys to interact with thelr own

© 8€X ee.. Apart from relatively brief
or transient encounters with members
of the opposite sex the propensity
for forming like=-sex pairs or groups
is evident throughout the pre-school
period."

(quoted from "Males and Femaled',
P. 126).
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To_the Group

|
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The older children .are found to be .
addrebsing the group most frequently, proﬁably
by reason of their maturity; because they are
more often to be found in a group situation.
The girls show a higher mean than the boys:
but in no group is there a significant
difference.between means. Sarah, responsible
for the extreme range in the Unstructured
situation, was aged 46 months, 4/2 family
position and dsughter of a Catering Officer.
She addresses individual children during the
sequence but directs verbalisation towards
more than one child when her play is threatened.
Her score is @ to the Adult, 23 to the Female
Child, 4 to the Male Child, 12 to the Group
and @ to Self.
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SARAH Unstructured
Sarah is playing with a group in two
wooden boxes, the size of tea chests,
fixed together with connectors. There
is a circular way through from one box
to the other, and the open wall is at
one side. BSarah climbs through from
one box to the other. B8She touches

two children who are already in the
seocond box. Two othef chlldren are

Jumping up and down on top of the

boxes. Sarah says, "I'll have a

look." ©She tries to get out of the
box. She gets stuck half way out and
falls back onto the other two.
Confusion in the box. 8arah says,
"Phey're the witches, they;re the
witches." Group say, "Yes, we're

the witches on the roof." BSarah
says, "You two pretend you're the
witches." Female Child says, "Yer."
Sarah watches the girls with her
thumb in her mouth. 8She kicks one
leg up in the air to touch the top

of the box. BShe touches the connector
between the boxes. Barah says, "Let

me have a look." §8She ciawls out of
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the box. She puts her hands on her
face. ©She soreams. She goes back
in the box quickly. She orosses her
legs. The Female Child goeé into
the box and she screams. The two
girls talk to each other in the box.
Female Child gives Barah a doll. -
Sarah says, "The witches have gome."
Sarsh says, "Pretend this is mine.
It's mine." Femsle Child says, "No,
I know, we could be twins and we
could both have it." Barah says,
"Yes, but I want it." 8She comes out
of the box. Bhe looks at a Female
Child wearing black hat. "Aaahh,"
she says. 8She goes back into the

" box. She squeezes herself into the
corner. £he sucks her thumb. She
falls out of the box. Sarah says,
"I'm dressed up already." 8he walks
into the bedroom area. Female Child
says, "Sarah, have you kept that veil
for me?" Sarah says, "No."™ Female
Child asks, "What are we going to
put on?" Sarah says, "This is a
crown." She points to her head.

- She selects a dress from the rail.
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She begins to put a skirt on. 8he puts
her left leg in. 8She looks at the
girls to see what they choose. She
puts the other leg inside and pulls
up the skirt. 8She tucks her ciothes
at the waist. She stands up. BShe
walks across to the mirror. 8She
admires herself. 8She puts out her
aims and'twizzles around. BSarah

says, "Watch me." She twizzles
around again. Sarah says, "Isn't

it nice?" Female Child says, "Oh
yes." 8She rubs her nose. 8he touches
the top of her head. She holds on to
the curtain rail with one hand. 8he
watches the other girls. "Catherine
didn't get omne and I didn't, did I?"
She puts two hands on the rail. She
swings on the rail. Sarah says, "You
don't have to have two things on."
Female Child replies. Sarah says, "I
don't need this." Female Child replies.
She dances round to the back of Female
Child. "Oh, it's fastened at the
back." . She puts the dress straight.
She tucks it in at the waist. Female
Child says, "Wait 'till I put my veil
on." Sarsh says, "I'll hold this for
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you." She picks up the doll. BShe
looks underneath the doll's apronc
Female Child takes the doll back
again. Female Child moves'quickly
out of bedroom area to boxes. BSarah
runs after Female Child. She waves
her arms. Sarah says, "No, you go'
in after me. TYou're the witch."

She goes in the box. §She crawls out.
She orawls in. The witches on the
roof start to dance about again.
Sarah puts her hands over her mouth.
"Oh, oh, oh." §She pretends to be
frightened. 8Sarah says, "The witch
is coming down the chimney." She
squeals. She looks at the Female
Child with the black hat on. The
Female Child looks in at both of
the windows in turn at Sarah and
Female Child. 8She puts her hand on
her face. 8She squeals. 8he sucks
her fingers. ©She rubs her nose.

She wiggles her feet about. Sarsh
says, "We're both the princesses.”
The witch peeps in the windows again.
She squeals again. Sarah says, "Go

away." The two in the box talk together.
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Sarah says, "You're the wicked witch."
She kneels up. "You reslly are. Mmmm."
She puts her hands in her mouth. She
waves her hands. The witch speaks to
her. "We're not because we're
beautiful princesses." Female Child
says, "Go away, go away." 8She comes
out of the box on her kmees. She
stands up. Sarah séys, "Get away,

get away." She flinés her arms and
shouts, "Get off our roof, get off

our roof, evefybody get off our roofl"
Some boys have climbed on the roof.
Sarah says, "You're naughty, you're
little. TYou're little." The Male
Children retreat. Sarah comes back
ingide the box. 8She sits down. 8he
holds the comnector. &She rotates it..
She leans to look at the other connector.
8he rotates that. Feﬁéle Child s;ys,
"Hello, Geoffrey, you're my friend,
aren't you?" Sarah looks at the Male
Child who 1is wearing a duck hat. The
witches are back on the roof again.
Barah says, "Get off our roof, get

off our roof, get off." Male Child
says, "Anyway, 1 can come up here."
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Sarah says, "Get off." Male Child says,
"y can'f." Sarah says, "Yes you can.
We're two princesses." Male Child
replies. 8Sarah looks at him. Male
Child says, "I'm off." Sarah says,
"Don't come on here again.” She goes
back inside the box. Female Child
speaks to her. She lies down on the
ground. Male Child comes to look at
her. 8Sarah says to Female Child, "You
woke up and I didn't. Mmmm." 8She
puts her hand over her mouth. Two
Male Children look into the boxes.

She pretends to be frightened. She
leans forward. She comes out of the
box. She looks at the two boys.

Sarah says, "You killed us, didn't you?"
She puts her hand over her mouth. She
makes noises. They dance about

. pretending to frighten her. She kicks
one boy. . He lies down on the ground,
pretending to be dead. The second
Mele Child imitates him. BSarsh says,
"I think I've killed him." She comes
out of the box. 8he kicks her legs
about and wiggles her fingers. He
ignores her. £She sucks her thumb.
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Male Child comes to life again. Sarsh
squeals. ©She comes to the side of the
box. Sarah says, "Get off our roof,
get off our roof." 8She rubs the
connector again. Sarah says to Male
Child, "Get, get." ©She gives him a
kick. She giﬁeé him another kick.

Sarah appears to be a confident child
prepared to share her ideas with her peers.
She 1is a leader and in the group situation
verbalises on behalf of the others. 8She
sustains the phantasy theme through action and
verbalisation, her.ability to do this revealing

maturity as well as command of language.

Addressing the Group appears still to be
a phenomenon of age in the Structured situation
and the children responsible dre fewer.
Nevertheless we have the younger boy, responsible
for the extreme of renge (7) in Graeme: score
9 to the Adult, 1 to the Male Child and 7 to
the Group. Graeme, aged 41 months, 3/3 family
position, was the son of a skilled worker. The
older girl (9) was Julia: score 10 to0 the
Adult, 1 to the Female Child, 9 to the Male
Child, 9 to the Group and 1 to Self. dJulia,
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aged 48 months, 2/2 family position, was the
daughter of a factory worker. Both éhildren
were in the Malleable Area of different
Nurseries. The transcripts are illuminating.
Though the behaviour is intrinsically the
'same' the maturity of Julia is shown in her

range of ideas and subtlety of manipulation

of people.
GRAEME Structured

Graeme is sitting with a group of

- children. He has a piece 0f clay in
his hend. He shows it to the teacher.
He picks up a plastic rod. He cuts
the clay into little pieces. He puts
the rod down. He picks up a plece of
clay. He rolls it in his fingers.

He puts it down. He picks up another
plece. He flattens it. He makes a
hole in it. He puts all the pieces
of clay together. He points to it.
He says, "Look, there's a mice." He
stands up. He looks around. He sits
down asain. He rubs an eye with his
thumb. He watches the teacher. He
looks at another boy. He points to
him. He says, "Look,.he's picked up

that car."” A Female Child reaches out
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and Graeme takes hold of her arm.

He pushes her arm down. He pilcks

up a plastic rod. He picks.up a
piece of clay. He slices the clay
with the rod. He picks up gnother
plastic tool. He beats them on the
table like drumsticks. He beats

one only. He watches the teacher

at the same time. He holds one

tool like a dagger; He stabs the
other tool with it. He makes noises.
He pute both tools down. He says,
"I'm meking a tiger mice." The
teacher says, "What is a tiger mouse?"
He says, "It's got one leg up and

one leg down and both arms in the
air." He demonstrates. A Female
Child dences in front of him. Graeme
hits her with the plastic tool. He
scrapes thg table with the spatula.
He stands up. He turns. He looks
around the clagsroom. He watches
another teacher. The teacher says,
"Who wants a plece of chocolate (clay)?"
Graeme shouts, "Me." He puts his
hand against his mouth. He watches
the teacher while she cuts the

"chocolate". £She offers him a pieoe.
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He takes it. He says, "This is mine."
He says, "I've got a big piece." He

holds the "chocolate" in his hand.

_ He watches her cutting up the other

pieces. He puts the "chocolate" to
his mouthf He pretends to eat it.

He moves his lips. ﬁe bends down.

He looks under the table. He stretches
up. He picks up a piece of clay.

He flattens it with both fingers. He
holds it out. He says, "Look what

I've done." He puts the clay down.

He thumps it. He calls to the
teacher, "Do you know what I'm going
to make?" Teacher says, "What are
you going to make, Graeme?" He does
not answer. He cubts across the clay.
He cuts it into four pieces. He holds
the tool like a dagger. He puts both
hands on his knees. He watches the
other children. He calls to teacher,
"I}m going to make something different."
Teacher sa&s, "What are you going to
make?" Graeme says, "I don't know."
Teacher éays, "Can yoﬁ make a dog?"
Graeme says, "I don't know." Teacher

says, "Can you try?" He ignores her.
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He tekes piece of clay. ﬁe bangs it.
He shapes it. He throws it across the
table. He stands up. He reaches out.
He picks up clay. He sits down. He
manipulates clay. He says, "This is
my dog." Teacher asks, "How many
legs hasg it?" Graeme says, "Don't
know." Teacher says, "Where's its
tail?" He ignores her. He continues
shaping clay. He continues. He
stands up. He reaches across the
table. He picks up clay. He says,
"I want that plece." Male Child
refuses it. Graeme says, "Give it

to me." He grabs élay. Male Child
pushes his arm. Graeme leaves g0.

He picks up another piece. He sits
down. He manipulates clay. He
picks up tool. He pushes t0ol into
clay. Noise from other children.
Graeme looks around. He continues
menipulating clay. He drops tool

on floor. He bends down. He piocks
up tool.
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JULIA Structured
Julia is at the Malleable teble. £She
pulls off a piece of ¢lay. BShe moulds
the olay in her hands. She smiles.
She picks up a spatula and pokes the
~clay. BShe continues to poke the clay.
She says to Male Child, "You're not
coming to my party." Male Child
ignores Julia. BShe says, "Tonight
I'll tell you." BShe squeezes the
clay. She pokes the clay with her
finger. 8She looks at Male Child.

She whispers to herself. BShe says to
Male Child, "You couldn't hear me."
‘Male Child says, "You're not telling."
She ignores him. Male Child repeats
to Julia, "You're not telling me are
you not?" She moulds the clay in

her hands. Male Child asks, "What's
that, Julia?" Julia says, "A man."
She rolls a piece of clay. 8She shows
it to the other children. She places
it on the table. 8She squeezes the
clay. She flattens it with the palm
of her hand. She stops and looks at
the table. She asks, "Who's got my
cot? Who's spoilt my cot?" She

shouts, "Brian." BShe says to him, "Have



A el ek = A s e el

- 411 -

you got mine?" She repeats, "Brian,
have you got my cot?" He says, "What?"
She says, "Have you spoilt my cot that
I made?" She says, "I had it down
there." She points to the teble. She
picks up the spatula and pokes holes.
She pokes the spatula in the clay and
waves it around. Julia puts the clay
on the table. BShe cuts off a piece of
clay. She gives it to the teacher;
She says to the teacher, "There's some
pie" She says fo Female Child, "Do.
?ou"want gome pie?" §She flattens éhe
clay. She moulds it with her fingerg.
She looks at the teacher. Teacher
asks her, "Whét_kind of pie is it?"®
Julia says, "Lemon." She pokes her
fingers in the clay. 8he looks at
Male Child. £She continues to handle
the clay. Teacher says, "This pie

ig delicious isn't it?" Julia smiles.
She continues to mould the clay. 8She
presses her fingers in the clay. 8She
picks up a small piece of clay. 8She
handles it. She takes a piece from
Male Child. B8She squeezes it. She
presées the sponge on the clay. 8She
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says, "There, it's wet now." Teacher
asks, "Is it getting too stiff?"
Julia says, "Yes." She rubs her
hands. She looks at the teacher.

She squeezes and moﬁlds the clay.

She picks another plece off the table.
She rolls it in a ball. She places
it on the table and continues to

roll it in a ball. BShe looks at the
teacher. 8She rolls the clay. BShe
stops. B8he rolls the clay on the
table. She throws the ball of clay
on the table. 8She watches it roll
along. BShe smiles. 8She mutters to
herself. 8She picks up a piece of

clay. 8She manlipulates it in both

‘hands. She stops and looks at Female

Child. Shé picks up a spatula.. She

ocuts off pieces of clay. She turns

" the clay round. She cuts Ooff more

pieces. BShe continues. Male Child
touches her and says, "Eee, look."
Julia selects another piece of clay.
She says to Male Child, "What is it?"
She leans over to Male Child. &8he
asks, "What is it, Brian?" He replies,

"A monster." Julia puts the clay on



e e e

L L e L

- 413 -

the table. Bhe puncheé the clay ﬁery

gently. She moulds the clay. She

continues. She says, "Here's some
cake." She cuts off a piece. 8She
says to the teacher, "Here's some
ceke." BShe gives some to Male Child.
Teacher says; "This is delicious cake,
Julia." 8She asks Julia, "What kind
is it?" Julia replies, "It's
chocolate." BShe stops and fiddles
with her sleeve. BShe presses the
clay on the table. 8She pokes it

with her fingers. 8She picks up the
spatula and uses it to'poke ﬁoles.

She presses her palm on the clay.

She nips the clay with her fingers.
She picks up the clay from the table.
She squeezes it. B8he continues. 8She.
stops and looks around. 8She watches
the teacher. Bhe selects another
piece of clay. BShe flattens it on
the table. 8She stands up the clay.
She says, "Look at my Wendy house."
Teacher says, "Oh, that's nice, Julia."
Julia picks up a tiny piece of clay. -
She moulds it in her hands. She says,
"This is the baby;" She puts it in
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the "Wendy house". She says, "he
baby's in the house." She puts a

flat piece of clay on top. She

says, "Oh look, it's fallen down."

She picks up the piece of clay and
tries to place it on the top. Teacher
says, "It's too thin to stand up,
Julia." - Julia continues to manipulate
the model. 8She stops and watches the
teachér. Teacher says to Julia, "Would
you like a piece of my cake?" Julia
smiles and replies, "Yes." 8he accepts
the piece of clay. Julig pretends to
eat it. Julia says, "Can I have some
fiore?" Teﬁcher says, "Would you like

a big piece or a small piece?" She
takes the piece of clay. She pretends
to eat it. Bhe says to teacher, "Brian
wants some."” She moulds a piece of
clay. She puts it in the model 'Wendy
house'. BShe says, "I'm making a roof."
She picks up some more c¢lay. She
presses her palm on it. BShe says, "I
-want a roof on the 'Wendy house' like
this." Teacher says, "Did you put the
cake in the 'Wendy house'?" Julia

says, "Yes." §She puts a piece of clay
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on top of her model. She presses it
with her hand. 8She says, "Look, I've
made a Wendy house, Brian." She
touches it with her fingers. &She
looks at the teacher. §She outs off
another piece of clay. 8She moulds
and squeezes it. 8She says, "This is
the man." 8She puts it in the model

'Wendy house'.

Comment

Julia uses verbalisation to establish
herself and her ideas with the children. She
is at ease and responds to opportunity of
intercourse, speaking freely with adult,
individusal and the group of children. 8She is
the mouthpiece for Brian. The six months of
age added to the sex difference produces mature
qualities of behaviour, showing marked

developmental tendencies.



- 416 -

Childven telking o Self

The phenomenon of self directed verbalisation

shows an interesting trend.

astrwetwrsd T . Btructwrag” T T T
. " Mesn 8D Ramee . Mew 5D e |,
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The mean is higher in the Btructured _
situation, though not significantly so. It
would not be expected that the youngér boys
would talk more to themselves in the.Stfuctured
situation and the number of children wiﬁh g
score increases. The explanation probably
lies in the high range score of John who was
with the teacher, in the Book Area. John's
gecore is only with the teacher (13) and
himself (14). His total score was 1 to the
teacher in the Unstructured situation. After
a listening and conversing period John picks
up a book and 'reads'. The observer did not,
unfortunately, move near enough to record his
words but these were spoken audibly. John,
aged %6 months, had been in school for only 1

month. His family position was 2/2, his father
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a factory manager and his mother a teacher.
He had learned the purpose of reading. The
behaviour sequence reads very typically of a
three year 0ld male child, but one who is
showing intérest, albeit rudimentary, in the

world of books.

JOHN Structured
John standé by adult in Book Corner.
'He looks at her. He looks at the
book she holds. He listens as she
reads. He scans her face. He looks
down at. the book. He glances around
him. He looks back at her. He looks
down at the book. He points to a
picture. He says, "That's a basket."
Again he points, "That's a dog."

He is asked how many dogs. "Three,"
he answers. "How many cats?" the
adult asks. He says wrongly, "Ten."
"There are four," he is told. '"Four,"
he repeats. He looks around. He
lifts his hand td his hair. He rubs
his hair. He moveé his feet. He
moves nearer to adult. He edges out
another boy. The other child stands
near him. He watches the other child

~intently. He pushes the adult with
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his knee. He listens as she continues

reading. He is asked what colour an

. orange is. He replies, "Yellow."

"Orange," he is told. He fepeats,
"Oraenge." Adult asks, "Do you like
oranges?" "Yes," he replies. "Do
you like apples?" he is asked. He
repllies, "Yes." He volunteers, "I
had an apple." Adult asks, "When?"
He answers, "On Saturdey." "Did

you eat it all?" "I ate it all," he
replies. "Pips and all?" He smiles,
"Yes." He continues to listen as she
reads. He reaches over and turns a
page. ©She hands him the book. He
turns the pages. He walks to a bench.
Ho sits down. He continues to turn
the pages of the book and "read" it
for 2% minutes. He puts the book by
his side. He gets up. He walks back
to the teacher. He joins the group.
He stands on tiptoes. He peers over
the shoulder of the nearest child.

He stops. He turns and looks across
the room. He turns back. He listens.
He listens quietly for 29 seconds.

He wriggles nearer. He pushes himself
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nearer. He stops. He listens for

40 seconds. He shuffles his feet.

He moves next to the teacher. He
looks at the other children. He
continues to gaze at groupfor 10
seconds. He looks down at the book.
He verbalises without much sound.

He smiles. He touches the t®acher.
He looks around. ﬁe rubs his cheek.
He continues to rub his cheek for
10 seconds. He soratches his head.
He gazes about him. He Buddgnly
pushes through the .group. He goes
back to the bench. He stoops over
the bench. He rests both his hands
on the bench. He bends down. He
kneels by the bench. He picks up

a book. He flips through it for 5
seconds. He half rises. He drops
the book. He plicks it up. He turms.
He.walks over to the book shelf.

He pauses. He looks at the shelf.
He clumsily pushes the book on the
shelf. His hand moves to one book.
He hesitates for 10 seconds. He
begins to extract a book. He pushes
it back. He takes out a book. He
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puts it to his mouth. He rubs his
head with it. He looks about .him.
He smiles. He moves awa& from the
book ghelf. He bends down. He sits
on the carpet. He ﬁurné over on his
side. He stretches out. He turns
over on his stomach. He puts the
book on the carpet. He opens it.

He turns the pages.

This is a 'typical' behaviour sequence
for a three year old male child with minimum
verbalisation. John respondﬁ to adult presence
but the stimulation was such that it was not
likely to expand his thinking.

" Unstructured | Structured !
-. " Mean S.D. [Range - . Mean S.D. Range
iolder Boys 3.32 4.25 . 0-18 . 490 137 o7

t'toat. of correlated meai\u -3.39 ‘__'813. p<_.01

No, of children with § score No. of children with § score. '
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In the Structured situation, with the
older boys the mean is signifioéntly smaller,
likewise the spread around the mean. The
renge 8lso is less and the group of children
with @ score increased. The child, Mark,
aged 44 months, '/2 femily position end son
of a factory worker, was responsible for the °
extreme range in the Unstructured situation.
His score, @ with the Adult, 2 with the Female
Child, 6 with the Male Child and 18 to Self,
is_well distributed compared with the Structured
gituation, 20 to the Adult and 1 to Self.

The transcript shows Mark in the Manipulative
Area, absorbed in his construction, but able.
t0 accept ideas and to cross-verbalise with -
other children.
" MARK ' Unstructured
Mark sits in the'Manipu;ative Area.

He sits unoccupied. He watches a

Male Child. He continues. He says,
"I'm going to make a helicopter." He
picks up a blue bar of Systema material
with his right hand. He picks up a
yellow junction with his left hand.

He pushes the blue bar into the
junction. -He holds the model in his

left hand. He ocontinues. He picks
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up another blue bar with his right
hand. Ee pushes it into the junction.
He picks up another blue bar with
his right hand. He pushes it into
the junction. Mark picks up a red
bar with his right hand. He pushes
it into the junction. He holds the
model in his left hand. He looks

at it. He says, "One more." He
bicks up a green bar with his right
hand. He pushes it into the junction.
He holds the model in his left hand.
He looks at it. He says, "I have
made a helicopter.” He holds the
green bar in his right hand. He puts
the model on the table. He spins it
vigorously. He continues. He
continues. He takes off the green
ba: with his right hand. He puts
down the bar on the tabie. He stands
up. He holds the model in his left
hand. He kneels down on the floor.
He spins the model on the floor with
his left hand. He continues. He
continues. He says, "This goes very
fast." Mark verbalises the numbers

one to ten. He continues. He continues.
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He stops spinning. He looks at a

Male Child. He verbalises the numbers
eleven to thirty. He continues. He
continues. He continues. He continues.
He says to himself, "This is a
helicopter." He says, "This helicopter
can fly." Male Child ssys to him,

"Do you have to mske it like that?"
Mark looks at him. He does not answer.
He stands up. He holds the model in
his right hand. He sits down on a
chair. He puts the model down on the
teble. A Female Child says to him,

"I want you to be a baby." Mark

looks at her. "I do not want to," he
says., He says, "You can't make one

of these." She looks at him. She
says to him, "Yes I can." He stands
up. He picks up the model in his left
hand., He lies down on the floor. He |
spins the model ‘vigorously on the
floor. He continues. He continues.

He kneels on the floor. He says,

"I'1]l make a fast one." Mark spins

the model vigorously on the floor.

He continues. He continues. He says

to a Male Child, "Mine can go fast."
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He confinues to spin. He continues.
He says to Male Child, "Can you make
yours do this?" He watches the Male
Child spin his model. Mark says,
"Good boy." They spin their models
on the floor. They continue. They
continue. Mark stops spinning. He
says to Male Child, "Mine has broken,"
when a blue bar falls off. Hg picks
it up with his right hand. He pushes
it into the Junction. He holds the
model in his right hand. He says,

"Oh dear," as two blue bars fall off.
He looks at the model. He says, |
"Mine's broken again." He looks at
the bars. He picks up one of them
with his“left hand. He pushes it into
the junction. He looks at the other
bar. He picks it up with his right
hand. He pushes it into the Jjunction.
He holds the model in his left hand.
He looks at it. Mark says; "I have
only half of it on," when the other
two bars fall off. He looks at Male
Child. He says, "Give me another

big blue one." The Male Child does

not answer. Mark picks up the red bar
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with his right hand. He pushes it
into the Jjunction. He picks up the
blue bar with his left hand. He
pushes it into the Jjunction. He

says, "I have made my helicopter
again." He smiles. He spins the
model vigorously on the floor. He
continues._ He contipues. He‘BtOPS
spinning, ‘He picks up fhe modél in
his right hand. He smiles. He
stands up. He watches the Male Child.
He stands b&lfhe-chair. He sits down.

The sequence shows Mark quite able to
accept intervgﬁtion and some 'ppllﬁtion} of
his ideas but he continues %o be absorbed in
his own thinking. There are at least two

instances of failure of communication.

: metructwes 0 Bsstired T
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The young girls give very little evidence
of talking to Self. The mean in the Structured
situation falls but the difference is not
significant. The number of children making no
score increases slightly from 135-15 in the
Structured situation.

Pn‘;’f-z;ueﬁure(fffhf-' o " T 8tructured .
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Comment

The older girls surprisingly show more
‘evidence of talking to Self than the younger
girls. This may be because the olde; girls
are talking very mich more in every-situation
and certain of these girls carry the highest
scores. The groub has the highest number of
children making @ score and this rises for
the Structured situation, 20223, The child,
Lynn, responsible for the extreme range, 44
months old, 2/2 femily position and daughter
of a railway official, was in the Book Area
"reading" occasionally to herself but in

contact with a male child.

As the instances were so scattered the

sequences are not submitted.



© - 427 -

Children talking to the Adult

A moré detailed analysis of the category
Child-Adult is worthy of notice.

_ Table 5

What effect is the structured sdult presence
having in the amount of verbalisation °
' to the adult

-“Ui.atructu'red - ;Structured =
_ L Children &, g&a_ Y | 0d A1 Crildren| v8:| 0B | Yo |06
{ tnroRMATION P - '
| PROCESSING N B R |t
| Confirms -28. 3{10| &| 11 200 34|43} 60
‘Converdes 30 - 1114731 128 . 56 20 1. ;
“i§ Tnguires 26 8| 5 2| 11{ . .10 31
- | Tnforms 104 21 || 22274 73 98
I Role~play 1M1 3] &[0 & (30
1 sEsNFORCRMENT ' E L
| TEGENIQUE Sl ok e
| Negative R. - 8. (2] 4] ol 2f: 2 |~
Positive R. - A | 0| 7] 1] 38 .36 12
1 Suggests 5 i| 3] o| 1 16 | u|.s| afs5}
1 Raquests 23 7 6. __‘i . ‘{ - 42 16113 . 1 :
i 87 36 ‘77l 220 33 206 486
: 133 13 B - 55+ 692 |
a6 | 2 1246 S1246

The digtribution of the children's
vefbalisatioﬁ to the adult is shown in Table 5.
There is an increase in each category in the
Structured situation and this is dramatic in
‘the Confirms and Informs categories. The
teacher promotes the exchange of informstion

and her presence prompts the children to increased
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questioning. The Rank order of categories in
the two situations shows a positive correlation
(r = .88, Big. p <.01) suggesting “that the
exchange of verbalisation between the two
situations is one of degree of quantity rather
than quality, when the teacher is the main
recipient. When, however, the order of the
children's total verbalisation (Table 3) is
compared with that to the teacher the correlation
is low. In the Unstructured R = «25 and |
Structured R = .32, suggesting that aspects

of verbalisation to the teacher are not
significantly correlated to aspects of total

verbalisation.
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Verbaligation by the Adult

Interest is now centred on the adult, on
the amount of verbalisation by her, and the
various categories. (Table 6). When she
becomes the central figure it is undoubtedly
in the Structured situation when she is
dominating that she verbalises most. ﬂbr
presence in the Unstructured being incidental,
lowers the raw score, but it is of interest
that the Rank order of categories in both
gsituations is highly correlated: R = .96,
8ig. p < .01.. Thére is, therefore, a high
consistency in her verbalising procedures
whether incidental or structured. The
difference of amount of verbalisation in the
two situations is highly significant,7(2 48,58,
'p <.01 level. BSex and age differences amongst
the children are not significant, indicating
that the adult is not verbalising significantly
more with older thén younger or with boys .
rather than girls.
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Table 6
Verbalisation by the Adult

What different effect is the teacher having
in the Structured situation?

timtmrm o e o ¢ [ p—

Structured -~

Unstructured - -

" {A11 cnildren ¥B | OB | Y8 | oG 0B | Tu-]-
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Informgtion Processing

Over the four main categories of
information processing and excluding role-play,
the adult again is verbalising significantly
more in the S8tructured situwation, X2 18.97,
8ig. p<.01. Sex differences are not
significant in either situﬁtion but age
differences are highly signifioant,)(z 14,67,
Sig. p<.01, in the Structured. The adult is
verballsing more wi?h older than younger
children end more with older girls, X2 12.46,
S8ig. p <.01, than older boys. '

'Her most favoured approach, Inquiring,
the Socratic Method, is documented by Caldwell
(1971) who found an increase in this type of
verbalisation with the increasing age of the
child (1-4 years). With our telescoped age
range we are not able to confirm Caldwell

though the raw score in each situation is

slightly higher for older children.

It might have.been expected that the
teacher's questions would have been 'ensbling'
ones, l.e. fhose which would facilitate the
testing of alternatives, anticipation of

consequence and realisation of cause and effect.



—aml - R,

- 432 -

The teacher's task through questioning might

be thought of as helping the child become more
responsive-to cognitive aspects of environment.
Thus she would be likely to strengthen the
child's apprehension of his world in categorical

terms.

A 'code' .for 'enabling' questions: those
a) effecting value judgements;
b) projecting from the immediate;
¢) moving towards loglcal reasoning -
'cause and effect',
was applied to the whole range of teacher's

questions. (See examples overleaf).
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Nurgery B

Simon at Manipulative Table. Male Child is
building a castle.

T.:

Simon:

Te:
Simon:
Tes
Simon:
* P s

Simon:
T.:
Simon:
P,
Simon:

r To:

Simon:

T.:
.b{
Simon:

Is that the window?

They climb in there and they go down
there. (Conversation ensues between
Simon and Male Child)

What do they shoot with?

Guns.

What did they used to shoot with?
Bows and arrows.

Soldiers don't live in castles now, do
they?

Only guarde live there now.

Have you seen the guards in London?
Yes.

Is it going to be a tall one or a
small one? .

It's going to be a tall one. (More
building) |
What do you think Andrew has done wrong
with this, Simon?

'Cos he hasn't made no sides. The
wind will blow through the coracks.
And what else would happen?

It would blow away.



T,:

Simon:
T.:

Simon:

T.:
c
{Simqn:

P.:

Simon:
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Do you think the wind would blow yours
down, Simon?

No it wouldn't. It's too strong.

What made yours so strong?

Bricks.

But why is it stronger than Andrew's?
'Cos I made it square. (Conversation
between children abbut walls as
Andrew's castle collapses)

What can you see?

Just these. (Looks at his fingers)
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Nurgery E

Lynn, building in the Large Apparatus and Blocks
Area. A PFemale Child is with her.

T.:
Lynn:
T.:

Te:

'Toz

What are you building?

A house.

Where is the door? (No verbal response
but child continues building)

Where is‘thaﬁ door? (No verbal response
but child continues building)

Why have you left the space? (No verbal
response, child continues building,

but eventually says,)

To put your feot.

Is that your chair? '

This is where us sit for dinner.
(Female Child and Lymn 'play' house.
House changes into a train)

Did you go on the train on Fridsy when
we had a holiday? (o verbal response
but child continues building)

What is that going to be now?

A little house. (Picks up blocks)
Filling in?

Yes, filling in to put guns on.

Why have you got a gun?

So that you can kill éomébody.
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Why do you want to do that?

In case somebody chases us.

Who is going to chase you?

Somebody in here. (Child continues
to play apd selects a piece of wood
shaped like a_sun)

Have you put the gun in? (Child sits
on blocks)

Yes.

Where are you going?

Blackpool.

What are you going to do when you get
to0 Blackpool?

We're going on the swings.

What else?

A roundabout.

Anything else?

A ball., (She climbs down and picks
up a .plank)

Is that another part of your building?
(Child ignores T. No verbal response)
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Nurgery F
Daren in the Block Area.

T.:
b
Daren:

P,
Daren:
Pe:
Daren:
T, :
a
Daren:
T,

Daren:
P,

a
Daren:
T,:

P.:

Daren:

P.:
a
Daren:

m,:
Ddren:
p,:

Daren:

Daren:

What are you going to do?

Build a boat.

Have you been on a boat?

Yes.

When did you go on a boat?

On the beach.

Was it nice? (Child smiles and nods)
We went on a pionic.

Did you have & picnic on the boat?
No, we went in a car.

A long way? |

Yes. '

Was the water warm? (Child looks puzzled)
Was the sea warm?

I can swim.

A long way? (Child shakes his head)
My Daddy can swim. (Long sequence of
physical movement with biocks. A
Male Child helps)

Is James'helping &ou?

Yes, he's helping me.

What are you msking now?

We're making a boat.

Are you meking the front of the boat?
Yes, we're making the front of the boat.



T.:

Daren:

m,.:
Daren:
Te:
Daren:
T,.:
Daren:
Be.s
Daren:

P,:
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Has it got propellors? (He looks at T.)
Yes, it's got 'prellors. (Daren
offers information gbout new shoes)
Did Nancy buy them?

No.

Did Daddy buy them?

No.

Is it your birthday?

Yes.

When? (He thinks. Shakes his head)
On Saturday. (Child plays)

Have you finished your boat? (He nbda)
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Such 'enabling' questions were found to
represent only 13%.04% of all questions asked
by the teacher. Other questions.were either
of the YES/NO or one word 'memory' answer
type. Attribute questions and the "What is
this?" were also used. None of these types
of questions, however, stimulate lahguage or

dialogue.

Role-Play

It is of interest that the adult is not
found verbalising in role-play to any group
other than that of the older girls and here
only four instances in the Unstructured
situation. In the Structured there are

instances to all groups.

Behaviour Controls

Negative and Pogitive Reinforcement
The adult showed no instances of negative

reinforcement in the Unstructured situation
and few in the Structured. This category had
the lowest raw score of all categories and
shows in the Structured situation the boys
recelving nine instances to one for the girls.
Positive reinforcement is distributed over the
four groups with more in the Structured than

the Unstructured situation. Our findings confirm



- 440 -

Caldwell (1971), who found reassuring confirmation
of adult effort to shape a child's verbal and
cognitive environment regardless of age or the

child's own level of emission.

Control Techniques

It is apparent from the raw score that the
adult has a favoured technique of control
through verbalisation. 8She Suggests rather
than Requests. Differences are significant,
X2 g.86, p <.01 in both situations. Sex
differences aie also significant in both
situations: in Unstructured X2 n.97, p<.01
and Structured X2 25.63, p < .01, but not age

differences.

The adults appear to prefer Suggesting
with its gentle, inspirational control, rather
than the Requesting and more directing control.
Here there may be some element of identification
and manipulation, giving the children the
opportunity to 'do something' - the idea
emanating from the prestigious adult. Caldwell
(1971) too found the adults preferring this
control technique and Labelle and Rust (1973)
found the teacher using personal motivation for

the control of performances rather than coerocive
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methods. A second feature of the Labelle study
was that control was seen to be almost exclusively
in the hands of the teacher. The proportion of
control episodes for children was 4.1 and

teachers 9.1. While our study is not directly
comparable, as we are concerned only with
verbalised mechanisms, nevertheless the teacher
can be seen to be exerting a strong control in

e most positive way.

Table 7
To whom does the adult address her verbalisation?
Unstriiétured ‘Stiiictured
i Indiv. Grou; Indiv.  Growp
18 a B G B G B G
[ INFORMATION
PROCESSING
Confirms 15 10 -— - 29 . b 1 1
Converses k7 - - 13 35 1 3
| Inquires 32 ho b 5 240 358 21 33
| Informs 15 18 - 2 137 2 22 27 |
Role Pla’ bl "' [ - 10 2" ‘l- -
REINFORCEMENT
| TECHNIQUE
Negative R. - = - 9. 1 - -
Positive R. |20 14 -1 55 103 2 6
CONTROL
| ZECHNIQUE
| Suggests 8 % . 3 2 185 331 % 18
- :| Requesta 17 1 1 2 81 90 9 10

Adult to Boys and Girls as individuals
Boys and Girls as a group of boys/girls
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Table 7 shows the distribution of the
adults verbalisation to individﬁal children
and to groups. Here there is evidence of the
small verbal interaction with the group, the
vast majority being to the individual child.
Caldwell said,

"eeoe individuaslisation of teaching
is one of the cardinsl temets of
the curriculum in these nursery

groupS- " .

While we would not use the word curriculum in
this context we would expect the teacher.to

be more concerned to address the individual
child rather than the group. Nevertheless,

it is of interest that the adult is found
addressing groups of children.as her treatment
of the group could strengthen its cohesion and
promote within the children the feeling of
'group mindedness'. Nursery school teachers are
conscious of the part they can play in promoting
feelings of co-operation among children. The
increase of verbalisation to the group in the
Structured situation tends to confirm Caldwell,
who found fhe adult using 'inquiring' and
'informing' to older childfen and in group
situations. While the teacher in the Caldwell
study had a tendency to structure a group setting
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increasingly as the children were older, our 1
methodology suggests that as the teacher was
recorded interacting with the central figure
other children joined the occasion and a

group was formed.




Discuggion

This analysis of the children's behaviour
which was aécompanied by verbélisation to the
teacher (Table 4), shows an increase in amount
in the structured presence of the adult.
Bhields (1972) found that 'domination by the
adult' tended to reduce the linguistic output
of the children. Our structured situations,
however, were seen by our teachers as occasions
for didactic intercourse which éxplains the
increase in verbalisation, particularly in the
information processing skills of Confirming,
Inquiring and Informing. Our findings thus
-confirm Connelly and Smith (1972). We can
attribute to teacher presence an inorease in
every category when the teacher is recognised

to be in control of the situation (Table 5).

A second major effect of teacher presence
is a redistribution of the amount of verbalisation
by the children over the categories with
inorease in Confirming, Inquiring and Informing:
all'stressing the didactic nature of her role
and the way she perceives it. The sge factor
was highly significant in Confirming (p <.01),
as in the categories of Negative Reinforcement

and Suggesting (p <.05). These categories of



- 445 -

verbalisation are highlighted by the significance
of the age factor in the presence of the teacher.
It is likely that these are more sophisticated
verbalisation techniques acquired both by

reason of.motivation and the influence of the
teacher consciousiy promoting these with the
older children. In Conversing and Informing

it is the sex factor which becomes significant.
The teacher's presence stimulates the boys
conversationally (p‘<.01)‘and the girls in

the handling of information (p < .01).

A third major effect is the sheer amount
of verbalisation whioch the teacher draws towards
herself in the Structured situation but the
order of distributions, i.e. to whom the
children talk, of total amounts in both situations
are highly correlated. In the verbalisation to
the adult her structured presence brings an
increase in all categories but again there is
high correlation over the categories with the
Unstructured situation. _Her presence thus
increases quantity but the qualities (categories)
remain largely uhaltered. The teacher's own
verbalisation to the children shows an increase
in each category and ovérall, sex and age

differences are not significant. This alters,



however, when the Information Processing
categories only are analysed when age differences
become significant (p< .01). Older children
and the teacher appear 1o be reinforcing one
another. This is a natural situation, we
speak more to those to spesk more to us, but
it may be not completely educational. If

the teacher is made aware of this tendency

she could consciously increase the amount of
her verbalisation to the younger children.

The two most favoured categories of the
teacher, Inquiring and Suggesting, are as
might have been expected. The asking of
questions, howevér, can be ghown %o have
different degrees of effect and techniques
likely to promote cognitive development need
t0 be emphasised. Teachers again, when aware
of the distribution of quality of questioning,
can be helped to work more advantageously
within this category of verbalisation. Her
use of Suggesting rather than Requesting
emphasises a control technique ehtirely
characteristic of English Nursery schools -
identification by the teacher with the child -~
and this applies t0 younger and older children.
However, the significant sex difference (p< .01)
is seen with the girls being more in receipt
of this form of control than the boys.
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How far the adults maximise the opportunity
to increase and extend verbalisation could be
an index to their role as educators. Blank
and Soloman (1968)_£ound that 15 minutes of
programmed adulf interaction increased the
I.Q. scores of their small groups of children.
If Nursery teachers wish fo resist the formality
of programmed interaction (Quigley, 1971) then
- they might be seen to appear more able to
exploit the spontaneous verbalisation of the
children and to extend and deepen thought
processes. The Quigley report showed that
Nursery teacheré were consclious of the need
to enrich language but appeared to rely on
sbontaneous action and opportunity rather tﬁan
planned intervention with previously prepared
material. Good teaching was seen to be a .
matter of inspiration. Many would agree.
Teaching situations are person oriented,
interest must be centred on the learning
material and the teacher's skill in manipulating
and enriching the dialogue can do much to
develop cognitive awareness. The transcripts
of this second study, however, do not appear
to show 2 high degree of teaching skill nor a
substantial difference in quality of utterance
on the part of the teacher. This may have been
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because of the nature of the recording - all
verbalisations were received by the observer
and spoken into the microphone and they may,
in transferenee, have logt some of their

substance. Observers, however, were agreed

- that they reported as closely to the original

as was humanly possible. For detailed
analysis of quality of language utterance radio

microphones would be essential.

The increase in verbalisation to the
adult between the two situations (4:1) is
balanced by the decrease of verbalisation to
peers. The children talked more to each other,
including themselves in the Unstructured
situation (2:1) with boys talking to boys and
girls to girls (Eutt, 1972). Verbaliéation
to the Group was small and this would be
expected as group formations are not characteristic
of Nursery school life where the children are
only learning to co-operate. The age trend is
seen 0 be upheld with the older children
talking more to the Group in each situation.

Talking to self shows a proportion of
2:1 between the two situations, with boys
talking more to themselves than girls. This

might be explained by the greater socialisation
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drive of the girls, seeking a social outlet for
their verbalisation. A possible developmental
explanation is confused by the older children
talking more to themselves than the younger in
the Unstructured situation. A comparison with
Shields shows a greater proportion of

childreﬁ talking to self, 50%, as against 10%
in Unstructured situations.

The appearance of Piaget's (1926) 'The
Language and Thought of the Child', outlining
the two functioné of speech egocentric and

.goclalised, helped focus attention on the

importance of the child's self talk, revealing,
Piaget stated, psychological immaturity. His
claim for a high percentage of egocentric
speech, 38%, as againast 62% of socialised,
characteristic in the years 3~5, promoted
studies which were not alwajs validatory.
Vygotsky seriously challenged Piaget's ‘function'
of egocentric speech using the term 'inner
speech' describing the one (inner) as the key
to the other (outer) and the 'disappearance’

of egocentric speech claimed by Piaget, as
only 'illusory'. Vygotsky believed that
egocentric speech was an ingtrument of thought
developing into the primary controller of
thought and behaviour. Subsequent studies, the
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recent work of Chomsky and development of
psycholinguistics uphold the.Vygotsky challenge.
Nevertheless it is admitted that there is a
high degree of egocentricism in the verbalisation
of young children. Our count of 'speech to
self' in completely natural situations shows

a proportion of 2:1 between Unstructured and
Structured situations for both boys and girls
though the developmental trend is not clear.
The amount of 'speech to self' 1s comnsiderably
lower than the 40% claimed by MoCarthy (1963)
reviewing studies carried 6ut in the '30s. It
is possible that over controlling design
structure affected these earlier findings.
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Educational Implications

The samples of tramscripts have revealed
children using words in a very matter-of-fact
way to coﬁvey information, though hardly ever
to ask for it, to express their phantasy though
this was seldom stimulated, snd to communicate
thelr presence. ITﬁepe were few instances of.
trying out new words, of oreativity or in
making play with words, though Debra revealed
a nicety when she explained Nipper's name.

The presence of the teacher increased the
amount of verbalisation by the children,
particularly in the Information Processing of
Confirming and Informing: she drew the
verbalisations towards herself again with a
preponderance of information processing and
thus emphasised her role as a processor of
information. It might be, however, that in
confirming and informing a teacher should be
congscious of the necessity to extend language
usage (Cazden, 4965) in a variety of ways,
since a number of studies (Krausen, 1972;
Tough, 1972) in this country have found that
the main social class difference between pre-
school children in the cognitive field is in
language skill.
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A teacher should think with the children,
involving herself with their problems and
understanding their own particular way of
coming to terms with theilr wérld. In answering
their questions she should demonstrate her
appreciation of the amount of information they
need in order to probe more deepl&, and, by
her intonation, encourage the inquiry. This
is a most difficult task involving recognition
of each child's struggle o conceptualise with
accompanying efforts to reason. All, moreover,
needs t0 be clothed in a style which 1s at
once supporting but also extending.

Simon 1is bullding a castle
He puts more bricks on. He looks up
at Teacher. He sayé, "It's going to
be a big one." Ee stops. He looks
down ineide the structure. He says,
"It's dark down there." "You've got
to have a light to go down there,"
says Simon. He talks. He talks.
He smiles at Teacher. "Is that the
window?" asks Teacher. "They climb
in there and they go down there."
He points to the window and the
hollow interior. He puts on lego

bricks. He stands up. He puts on
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bricks. He puts on more bricks. He
looks up. "Why do they come out of |
here?" asks Andrew. But Simon ignores
him. He builds with lego. Andrew

asks, "Can they shoot out of them
windows?" Simon looks up at him.

"What do they shoot with?" asks Teacher.
"Guess," says Simon. "They can't shoot
guns, what did they used to shoot with?"
asks Teacher. "Bows and arrows," says
Simon. He puts on bricks. "Soldiers
don't live in castles now, do they?"
asks Teacher. "Only guards live there
now," says Simon. He puts on bricks.

He puts on some more bricks. He
continues. "Have you seen the guards
in Iondon?" asks Teacher. "Yes," says

Simon.

Unfortunately the teacher does not continue to

enlarge on the opportunity Simon has provided.

Cause and effect in the children's
thinking should be highlighted and reinforced
through the use of words. Generalisations
need to be made within the children's learning
80 that the procegses which help conceptualisation

are verbalised and overheard. And with this -
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verbalisation the teacher needs to ensure that
the children are truly listening, i.e.

receiving the message. Children have to learn
that what is being said to them adds considerably
to what they have said, needs to be 'turned

over' in their minds and thought about. Only

then does real communication begin.

Karen is in the House Area. She
picks up the telephone. Teacher asks,
"Who are you telephoning?" Karen
says, "Dr. Raine." Teacher asks,
"What do you want Dr. Raine for?"
Karen answers, "The baby's poorly."
Teacher says, “Wéll,.you'll want the
doctor's box tidied up before he comes."
Karen says, "Hello, doctor, the baby's
degd." Teacher says, "Dead, I thought
it was just poorly." Karen replies,
"Well, it's dead now." Karen
replaces telephone. And the

communication, too, dies!

Listening is 30 important and it is a sad faot
that so many children fall to listen simply
because the message can lose its importance
when it is not finely tumned into the core of
thinking. The transcripts showed few examples
of this quality of communication and t00 many
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of what Shields has described as attempts to
seek information about information which the

child dismisses as unnecessary to the development
of his idea.

Paul looks at Teacher. 8She says to
him, "Pick up this clay and make
something." 8She says, "Can you make
a rabbit?" He nods his head. He
pické up clay. He says, "I don't
think I can make a rabbit." Teacher
says, '"Make a ball of clay first."
She puts clay in his hands. 8She
takes hold of his bands. B8he
manipuiates his hands on the clay.
He stops. He looks at clay. He
sniffs. Teacher says, "You try now."
He says, "I can't." 8She says, "Go
on, have a try." He says, "No, I
can't." BShe says, "Can't you think
of anything to meke?" He says, "No,
I can't meke anything." She says,
"I thought you were good at meking
things." He says, "No, I'm not."

He picks up plasticine. He bangs

it on table. He pulls it. Teacher
says, "Are you tired?" He says,
"No." He continues banging plasticine.
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Teacher says, "Did you sleep well?"
Paul says, "Yes." 8She says, "Have
you a bed to yourself?" He says,
"No." He bangs plasticine again.
Teacher says, "Do you sleep with
your brbther?" He says, "Yes."
She says, "Does mummy tell you a
story?" He says, "Mammy and daddy
tell me stories." She says, "What
story do you like 5est?“ He stops
playing with olay. He léoks at
her. He says, "I like all of
them."” A cold dismissal by the
child brings communication to an

end.

Probably expertise in extending thought
most clearly distinéuishes the teacher from
other adults, but all who inhabit the child's
world need consciously to refine a style of
communication which recognises how concepts
' are formed but does not degenerate into an
over-didactic approach. The art of 'hearing'
the children, translating the message in
terms of the young learner and responding
appropriately is not eaéily acquired. Much

more stress sﬁould be laid upon understanding
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of children's use of language in communication
in education for teaching so that the teacher's
style may become an adequate ﬁodel for other
adults in the Nursery. Research, too, is
needed to help teachers to become conscious

of the need to analyse verbal interaction -
'who initiated the communication' and 'how
many communications were upheld'! or 'how
relevant were the replies' and 'ls the content
of the exchange being enlarged'. Such
analysis will show the differences in qualities
of communication and the teacher could become

more aware Of the expert nature of her language

role.

It has been suggested that the method of
recording, in some cases, may have reduced the
quality of the teacher's verbalisation. Yet
it remains a fact that not all adults realise
how children respond to use of words and how
vital it is that they hear speech containing
a richness of expression and delectable choice .
of vocabulary, some with onomatopoeic utterance.
Fortunately the use of a wide range of literature
with the children in 'story time' provides a
suitable source but too often the teacher can

fail to identify with the author, reducing the
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experience to an unworthy level. Likewise a
teacher may fail in her choice of language to

respond to the quality of picture in a picture
book. g

Kim is in the Book Corner with the teacher.

They are looking at a picture book together.

Teacher says, "What do you do on
here?" Kim says, "Fly." BShe
continuea to listen. Teacher asks,
"What are they?" Kim replies,
"Clouds." Teacher says, "That's
right, Kim." Bhe asks, "What

colour are the clouds?" Xim answers,
"White." Teacher says, "The grass
is .ee ?" Kim replies, "Green."

Kim looks out of the window. She
shouts exclitedly, "Look, there's
some grass." Teacher'sa&s, "The
clouds are up and the grass is ... ?"
Kim says, "Down." Teacher says,

"The umbrella is ... ?" Kim says,
"Up." Teacher says, "The aeroplane
ig ¢oe 7" Kim says, "It's up in the
sky." Kim continues to watch the
Teacher. BShe listens intently to
the Teacher. Teacher asks, "What

are these strange things?" Kim
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replies, "Fish." Teachér says,
"Where are they?" Xim replies,
"In the water." KXim stands up
and looks at the picture. She
sits down and continues to listen.
She looks out of the window. She
watches Keith.

Here the teacher fails to use discriminatory
language or to seize the opportunity offered
by the child when she relatés-the story to

the outside world, "Look! Here's some grass."

Controlled questioning can serve as a
restriction on speech and the quality of
expectation of the adult, her cultural attitudes
to speech have been found to have an effect on
the linguistic ebility of children. (Snow,
1971). Interplay between the children's
competence and adult attitude and expectation

can effect complexity and length of utterance.

Tamsin says to Female Child, "He's
a squeaky Teddy." &She bounces the
bear on her kree. Teacher says,
"Aren't the crocuses growing
beautifully?" Tamsin says, "We
have daffodils at home." Teacher

says, "My daffodils are growing very
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slowly." MTamsin says, "We have bluebells
in my garden." Teacher says, "I like
bluebells too. Are your bluebells in
flower yet?" Tamsin says, "No, not
yet." 8She holds up her teddy to see
thg school garden. Tamsin says, "Are
bluebells white or blue?" Teacher
says, "Mostly blue, but sometimes

you have white ones." Both children
look out of the window. Tamsin says,

' "There are ladders out there." Teacher
says, "They are new. We have to find

a place to store them." Tamsin jumps
off_the window seat. 8She stands up.
She pickb up a string of beads. She
puts blue bea&s-round Teacher's neck.
Teacher says, "Thanks, Tamsin. These
beads would match your dress." Tamsin
says, "It isn't really a dress." Teacher
says, "Really? What is it?" Tamsin
says, "It's a plnafore dress." Tamsin
'1ifts up her skirt and says, "I have
blue tights to match, and underneath
pink panties. And I have navy blue
gshoes." Teacher says, "Oh yes. And
you have Rupert Bear on your T-shirt."

Tamsin points to the picture on her
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T-shirt. She says, "And there are
birds and a blue sky." Teacher points
to T-shirt and says, "Who's this?"
Tamsin says, "That's Badger. And
that's a ball." - '

There is exchange of thought and feeling in the

- encounter.

Constraints in an educative setting should
be minimal. "Language 1lift" through the
teacher's use of model, well-formed sentences
including both syntactic and semantic structures
at a level higher than the child ié using,
should be the child's prerogative of hearing.
Use of quality bodks, poetry and song should
form an important part of the daily programme
so that children can hear 'the ring o' words'
and take it unﬁo themselves through participation
and interest. Research on short term effects
of story telling on children's vocabulary is
being carried out by Lomex at Strathclyde
University. At Durham differences in vodabulary
after 'questioning' and 'extending' a stofy
session are Being examined. Nursery teachers
should be alert to the children's adoption of
new vocabulary and creative use of words.

Using language creatively is a normsl stage .of
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development in control of expression and a

means by which individualit& and creativity

is fostered. Puns, coining of expressions,
ludicrous chants are ways children éxplore
techniques of expression. Teachers can enter
into such fun, can introduce new word games,
invent spontaneous jingles thus extending the
horizon of creativity in langusge. Unfortunately
the transcripts do not contain én example of

this particular use of language.

A cumulative account of vocabulary usage
should form en importent psrt of each child's
school record. The range and depth of voéabulary
éan be monitored particularly after teachers
have purposefully introduced 'word' or 'talking'
experiences. BStandardised tests, such as the
English Picture Vocabulary Test, supply useful
indications of a child's listening vocabulary.
The use of recording machines makes record
keeping possible with minimum effort. Underlying
however, must be recognition of the potency
of the drive in the early childhood period té
acquire language, the means adopted by the
child and the most effective ways of giving
support and guldance. Ideally children's
language should be evaluated in terms of his

progress towards the norms for his social
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environments, home and school, the latter
showing concern for use of words not only as
an indicator of what has been learned but also

as creative expression.

The essential experience for all children

is
"eoee Of the adult who is leader and
provocateur, an active participant
in building up new attitudes in the
child, who encourages new interests
in what is happening around him, who
will set up in the nursery an
environment which first engages the
interest of all and then invites each
child to explore, to question, to
solve problems, to learn to use
language as a means of learning, who
recognises and uses every opportunity
to help the. child extend his thinking."
(TPough, 1973. p. 75. Education in
the Early Years, Chazan, M.

The Language of Young Children.)

Latterly there has been growing feeling
among Nursery teachers of the need to structure
language opportunity. The evidence is beginning
to be documented and disseminated. There is
information from the Slough Experiment and
from the West Riding Project. These teaching
situations were with groups of children.

Marion Blank, progressing from her work with
disadvantaged children, now recognises the

'underfunctioning child' and advocates a one-
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to~one situation where the educative element
is communication through language usage (B.B.C.
Broadcast, March 1976, State of Play).
Criticism of the amount of teacher time -involved
on behalf of a single chiid is met witﬁ the
assertion that success in promoting the young
child's cognitive abilities at the appropriate
stage is time well spent and also a guarantee
of the possib;lity of continuing progress.
Unfortunately, traditional methods die hard.

It may be some time before English teachers

are convinced of the weaknesses in the unstructured

approach. It is some time since Lewis stated:

"Language is central to the development
of the child's intelligence ... we
need to be bold and confident in the
planning of language instruction,
rather than, as the tendency is, to
maintain that the teacher's role is

to observe, to walt on the processes

of maturation, rather than to
anticipate and actively to intervene
and promote emergence."

(Lewis, G., Language and the Intellectual
Development of Children. Paper read to
the Education Section of the British

Assoclation, 1969).

The most hopeful dévelopment promoting a change
of teacher attitude is through In-Service
Courses and the Schools' Council Research

Project (Tough). Teachers should begin to
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receive help in developing new, well delineated
techniques that will be likely to overcome the
dbstgcles (eand these are very real) in promoting
communicative skills with children. The faoct
that critical training has emphasised this
development to some degree is not challenged.
Young teachers may be aware of theoretical
emphasis but are at a disadvantage in the

practical situation.



THE THIRD STUDY
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THE STAMP BEHAVIOUR STUDY TECHNIQUE

It was decided to incorporate the Stamp
Behaviour Study Technique (B.8.T.) after
meeting_Dr. Isla Stamp personally and realising
that the essence of the technique was 1lts
emphasis on the observation of children. It
appeared t0 be a uniquely complementary
instrument to the first énd second studies as
it was designed partiocularly for the description
of the behaviours of children aged from three
to five years. The approach t0 the compilation
of the Behaviour Study ﬁechnique had been
thorough: an explorstory study compared
teachers' and psychologists' use of open-ended
and multiple choice questionnaires. Teachers
were invited to amend the descriptive statements
in order to clarify meanings and remove
ambiguities. A second study used the revised
statements and the codings were adjusted for
use with three and four year 0ld children and
Judged by independént assessors. Finally the
evidence was tested using a design incorporating
349 four-five year 0ld children and 228 three
year olds, described by 14 volunteer teachers.
Hypotheses, centred on the percentage
distribution of the four main categories, were
confirmed. Follow up studies are at present

being undertaken.
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In controlling observation, the technique
seeks t0 eliminate facile value Jjudgments,
guiding teachers in their observations and
promoting insightful guldance into the
- everyday behaviour of the children in the
Nursery. Originslly intended as a method of
helping teachers make more detalled and
relevant assessments of cﬁildren'a behaviqur
(for which a Teacher's Guide is available),
the technique is accompanied by a coding system
which may be used to evaluate behaviour, thus
providing a diagnostic tool. The value to
teachers of haviné a simplified and time-saving
system of recording behaviour cannot be over-
estimeted as the record is available for
discussion at all times. Moreover, the
organisation of the categories of behaviour can
be supportive in helping teachers to observe
more closely and so become more alert to
problems. Teachers are in the front line of
referral, occupying a unique position which
could be used effectively for seeking specialised
help for children in need. OCloser co-operation
between the child guidance team and the teacher
is a useful goal and the study technique
provides a framework for liaison. The coding,

Dr. Btamp believes, involves evaluation and
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interpretation and should be used only by, or
under the supervision of, psychologists and

psychiatrists.

The behaviours the study technique seeks

to describe can be seen to cover four Main Areas:

AREA T ATTITUDES TO SELF AND OTHERS

A Relationghip with others
This covers aspects of the chlld's

relationships with others, both adults
and children, and includes behaviours
such as need for company, withdrawal,

the ability to play, eto.

B Self concept
The child's idea of a separate identity
and its reflection in liking to be
called by his name, etc. Reactiéns to

both success and failure.

C Demands of others
The ability of the child to adapt himself
to the demands of others, manifested in

co-operative behaviour or retallation, etec.

D Expression of demands on others
The extent of the child's_wish for others

to obey his demands and later the ability
to postpone gratification.
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AREA II EXPRESSION OF NEGATIVE FEELING

Coping with frustration
Manoeuvres of the child in dealing with

frugtrating situations, e.g. seeking
help, a substitute, or ﬁithdrawal.

Coping with gtress
Different modes of tolerating stress,

e.g. seeking confort, crying, managing

on own, etc.

Coping with realigtic fears

The acknowledgement and expression of_the
child's fears and ways of dealing with
them.

Expregsion of anxiety
Presence of disturbing factors as seen in

habits such as thumb-sucking, whirling, etec.

AREA III USE OF POWERS

Communication
The degree to whioch the child is able to
communicate with others and the methods

he uses.

bilities and skills
The extent to which a child performs to

his cepacity and how skilled he is relevant

to his peers.
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AREA IV INTEGRATION OF HOME AND
KINDERGARTEN LIWE

Psycho gical health

The stability of the child's eating,

sleeping, and toilet habits. Any

disturbances in these established

patterns.

General behaviour outside school

The extent to which the child's school
behaviour correlates with his parents'
reporte. Refleotion on his adjustment

0 pre-school.

Scoring

Item scores are added to give a total in

each of the four areas (using score cards) and

the trends towards positive and negative mental

health as follows:-

4(++) if the trend seems to be

decidedly towards positive
mentael health;

3(+) if the trend seems to be

probably towards positive
mental health;

2(-) 1if the trend seems probably

negative (away from mental
health)s

1(=-) if the trend seems decidedly
negative.
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The child may be scored from the Multiple
Cholce questionnaire evolved from a descoriptive
statement of the 'normal' behaviour of the
young child as follows:~

A score of 75% in a particuiar Area

is regarded as favourable progress
in that Area.

Favourable in all Areas is assumed
to indicate that the child_is
makiné 'gsatigfactory' progress - S.

Unfavourable in one Area indicates
that progress is 'doubtful' - D.

Unfavourable in two or three Areas

indicates a probable need for
'invegtigation' - I.

Unfavourable in all Areas indicates

that 'referral' is advisable for

investigation and treatment - R.

Thus 'over-all' rating places each child
in one of the four categories, 8, D, I, R
(satisfaotory, doubtful, investigation, referral).

It was hypothesised that the distribution
of subjects into the fbﬁr overall categories
would show 50% in the Satisfactory group, 25%
in the Doubtful group, 20% in the Investigate
and 5% in the Refer group. This would be true
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of children in any one pre-school centre as

well as the subjects in a number of centres.
Procedure

The_Headteaohers of the seven Nursery
schools were shown the record outline and
asked if they found the descriptive items
sultable. All declared thet it was the most
comprehensive and most 'sensible' description
of the likely behaviours of pre-school children
thej had ever seen. They were enthusiastic
about the use of the technique. Tt was
arranged thaf they would observe the 16 children
in the Nursery over a periqd of four-six weeks
and complete the record on behalf-bf each child
during a final two week period. It was
consldered that these lengths of time were
adequate and all the Headteachers returned the

completed records as arranged.

Results

Table 1

Comparigon of Headteachers' Rating
and Stamp Hypotheais

‘| Batisfactory .Doubtful Inveaﬂga.te Refer
'| No. of children 51 20 - B | 3

| Beadteachers' Rgt:l,'pg% 45.54% . 17;8& : 33.95% - 2.68%

' Stamp !_iypothesis 508 .. 25‘_ : 2‘# - k.




: Aj:'i::l.tggg to Se]i“ E:.:-preasg.fdh of Tse of ’in.i‘:e}fati...on of ’
: and Others = |Negative Feelil Powvers Home &nd School |
_‘io- of " . .
children " L P % 12
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The category of Doubtful is lower than
the hypothesised 25%, suégesting that & smaller
number of children are failing in only.ggg
Area but the higher pércentage for Investigate
means that more children are failing in two or
three Areas. A smaller percentage - failing in
all four Areas - suggests the normelity of the
sample. The Headteachers appeared more
perceptive about the actual behaviour of the
children and tended to assess the fourth
category - Integration of Home and School -~ as

Batisfactory for the majority of the children.

A closer analysis of the incidence of
failure within categories supports this

suggestion.

Table 2

Percentage Failure of Children
within the Categories

1 % '36.61 - 34,82 23.21 ©10.M




- 494 -

It could be argued that the period of
observation would be likely to heighten the
Headteacﬁers' awareness of the children's
behaviours as they were taking place within
school. The building up of home and school
integ:ation, of necessity, must take place
over a sustained period ideally beginning
before the entry of children into school and
upheld during the school 1life of the child by
a number of strategies. Nursery schools are
being criticised for falling to adjust their
traditional meﬁhods of obtaining co-operation.
(mother, or mother substitute, bringing child
into school and collecting him, Headteacher
being avallable, a reliance on deeply shared
concern) and the low percentage of failure in
this category coﬁld aiggest some complacency
in this Area. The twelve. children who failed
in this category were distributed over six
Nurseries. B8ix children, including twins,
clinging eand demanding at home, presented
different behaviour in the Nurseries. Two
were easier to manage in school than at home,
four were demanding at home and school and two
were 6ocasionally upset at home and school.
Undoubtedly as the academic year progressed,

behaviour changes would take place and it would
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be hoped that greater consultation between
home and school would help stabilise eaqh
child's behaviour. However, none of the
Nurseries operated any degree of parental
involvement within their programme. It might
have been helpful and possiblj educative if
the mothers had had thq opportunity to
obgerve thelr children, to note discrepancies
in the behaviour and to realise how differently
each child behaves. Such adult education
might well be seen to be part of the role of

the Nursery school.

"Parents can begin to see the
differential rates of growth of
other children in the group, not
in terms of a competitive movement
but as a perfectly normal process.
The teacher is able to ease the
pressure exerted by anxious or
ambitious parents on their children
and is able to encourage less
self-assured parents in their role
as educators of their children."

(Poulton and James, 1975).

The distribution of socio-economic class

in the sample was reasonably normasl (Table 3).
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Table 3
Distribution of Children by Socio-Economic Class
,. I I ._ I - v

Each of the Areas -~ Batisfactory and Doubtful -
contained children of all classes, Investigate

clagses I-IV and Refer I and IIIf

Table 4

Digtribution of Socio-Economic Clags among Areas

)] Satiafactory-| Donbtful

Investigate .

Refer

| Claiss T - 8 2 2 J
i 9 3 1" 0
nIIt | 21 1 20 2 '
vw [ 10 3. 5° o . g
..'.'V -3 (o} 0 i

Such distribution suggests that socio-economic
class played little part in the judgment_either

of behaviours or home and school integration.
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CORRELATING THE THREE OBSERVATIONAL TECHNIQUES

The Foology Study
A.P.P.R.O.A.C.He

Stamp Behaviour Study Technigﬁe

Consideration of the three techniques
sharing the common basis of 'the way of studying
behaviour while leaving it alone' (Wright, 1960),
reveals the problem of degree of aubjectivit&.
While the Ecology Study and the A.P.P.R.0.A.C.H.
can be described as largely objective, ﬁhe'
Stamp Behaviour Study Technique is highly
subjective, thé teacher choosing from a multiple
choice description the phrase that most nearly
describes-how she personally is Jjudging the
behaviour of the ochild. Such subjective
statements;'however, form an important part of
observational study. Education is fundamentally
a matter of personal interaction, of opinions,

beliefs, and observations.

"There are degrees of knowing what

is essed, what is supposed, what

is inferred, and what is known for
certain. But nothing is more
convincing than what we have actually
observed or believe we have directly
observed with our own eyes and ears.”

(Perkins, G. A discussion on School
Phobia. Eisenberg, L. Amer. Jnl.
Pgychiatry 114, No. 8, p. 712).
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It was decided to select items having common
areas from the three techniques and to correlate
these in order to ascertain where correlations
between objective and subjective judgments

might be found.

Itggg'frog the Stamp Behaviour Study
Technique

a Relationships with others
This is the first Area of-Stamp and

includes the headings of Self Concept,
Demands of others, Expression of Demands

on others.

b Use of Powers
This is the third Area including
Communication and Abilities and Skills.

c Expresgion of Negative Feeling
This is the second Area including Coping

with Frustration, Coping with Stress and
Coping with Realistic Fears.

d The Over-all Stemp Assessment
The four designations, Satisfactory,

Doubtful, Investigate and Refer were
each given an index figure.

e Co-operation and Demands on Peers

This was a sub-section of a.
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Co-operation and Demands on Adults

This, also, was a sub-section of a.

The English Picture-Voegbulgrz Teat
The test had been administered to all

the children during the investigation.
(see Appendix, p. 487)

Items from the Ecolosz Study
1 Minute 8tabilities

Each child's score for 1 minute stabilities.

4 Minute Stabilities

Each child's score for 4 minute stabilities.

Number of Areas uged

Each child's score for overall use of

the 10 Areas of the Nursery school.

Itemg from A.P.P.R.0.A.C.H.

Speech Utterances
The number of each child's speech
utterances in the Unstructured and

Structured situations.

Speech Utterances in Category of
Reinforcement Technique

A sub~section of k.

Speech Utterances in talkigg to Peers
A sub-section of k.
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n Speech Utterances in talking to Adults
A sub-gection of k.

o Bpeech Utterances in Category of
Information Procegging

A sub-section of k.

The fifteen variables were caloulated
using the Pearson Product Moment Method of

Correlation (see Matrix Table).
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Results

1. The matrix shows the high correlation

(p <.01) smong the items of each observational
technique, indicating the stability within
each and justifying the use of parts. Two
exceptions ocour. The first is between 4
Minute Stabilities (i) and Number of Areas
used (J) in the Ecology Study. The lack of
correlation would probably be caused by those
children having a high numberof 4 Minute
Stebilities (i.e. they were within one Area
during the whole of en observational period)
being those who confined their time within a
smaller range of the whole Nursery. For
example, the twin boys from Nursery G, were
very stable scoring a high proportion of 4
Minute Stabilities, but they tended t0 use
only part of the Nursery. The second may be
seen within the A.P.P.R.0.A.C.H. ltems,
talking %o peers (m) and talking to adults (n).
It might have been expected that these items
would, within the same observational technique,
have correlated highly. However, the low
correlation megy be due to summing the utterance
gocores from both the Unstructured and Structured

situations. In the latter the teacher drew
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verbalisation towards herself but there were
many cases where children who had been talking
freely with their peers in the Unstruotured
situation were much more restrained in the
presence of the teacher. On the other hand,
younger children who scored much less than

the older children in the Unstruotured
situation, were drawn by the teacher into a

high score of utterances.

24 Correlating across the techniques, we

£ind high correlation (p <.01) between STAMP
Use of Powers (b) and the English Picture
Vocsbulary Test (g). The latber test, well
gtandardised, measures the construct 'listening
vocabuiary'. The teacher's subjective judgment
re. language power and a child's skill Judged

in relation to that of his peers, is supported
by the standardised objective test of 'listening

vocabulary'.

3. There is high correlation (p<.01) between
STAMP Use of Powers (b) and the Reinforcement
Techniques (1), a sub-category of the total
number of speech utterances from A.P.P.R.0.A.C.H.
This suggests that the teachers may be more
awvare of children who verbalise in this way,

that they are more conscious of behaviour that
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carries reinforcing language. Certainly such
behaviour forces attention from the teacher and
unconsciously she may be using this index

almost exclusively.

4, As if to further the argument there is
high correlation between STAMP Expression of
Negative Feeling (o) and Speech Utterances (k)
(p <.01), with its sub-category Reinforcement
Peohniques (1) (p<.01) from A.P.P.R.0.A.C.H.

" ‘The behaviours within STAMP mgy not neceséarily
be accompanied_by verbalisation but the high
correlation suggests that children use lanéuase
or a vocal equivalent to give expression to
feelings of frustration, anxiety and fear and
once again the teachers are very conscious of
this.

5. [The Stamp Overall Assessment (d) has a
high correlation (p<.01) also with Reinforcement -
Techniques (1). This suggests that the children
who are judged Batisfactory or Doubtful (i.e.
failing in only one Area) are those who use
reinforcement techniques in their verbalisation
and are those children for whom the teachers
feel least need of outslde help. In some, as
yet, unpublished work using observational

techniques in the Nursery school (Ashdan) and
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inquiring specifically into patterns'of teacher
interaction, there is some indication that
teachers interact most with those children who
reinforce their, the teachers', behaviour.

It may be that eventually there will be found

some confirmagtion between these studles.
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Dlscussion

The three observational techniques may
be seen to be, on the whole, complementary
rather than duplicatory. To ascertaln how
ecology affects behaviour would seem to be
basic t0 enquiry and to look more closely at
the individuals within the ecological Areas
is to complete knowledge of both background
and human behavioural idlosyncracy. It will
be remembered that this study lsolated verbal
technique from A.P.P.R.0.A.C.H. but the Code
is comprehensive of all aspects of behaviour.
It would have presented an alternative design
of research to have included the full range
of behavioural items from A.P.P.R.0.A.C.H.
but this, wisely or not, was rejected in
favour of inclusion of the Stamp Behaviour
Study Technique. The emphasis within the
methodology was on pasrticipation, teachers:
seconded to the University becoming research
workers within the schools. The decision to
include school based teachers giving subjective
Judgments was intended to enrich the participatory

nature of the research.

The need for objective appraisal of
children's behaviour is becoming more apparent

within the contemporary climate of economic
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Justification. Nursery schools must reveal
the nature of their work in relation to
psychologloal knowledge, must demonstrate
greater expertise in awaieness of individual
differences and in order to do this must build
a prbgramme of complementary ways of 'knowing'
that have an objective basis. For too long
Nursery education has relied on the effect of
a potentially enriching background without
enquiring into the enriching potential and to
subjective assessments of children that have
had little substantive basis. The time is
here for more rigorous investigatory procedure,
more detailed record of such behaviour and

the development of increased reliability of
teacher Judgments.

This research design has demonstrated how
such a programme could be compiled using
techniques well suited to the teacher who could,
in turn, use only seleocted items in order +o
provide reliable answers to different questions,
"o what extent does a partioular Area within
the Nursery promote concentration?", "Do some
teachers unconsciously interact only with
certain children?", "Who are the children who
need to be stimulated towards verbalisation?”
Such questions answered can give directive and
function to teacher behaviour for the benefit
of children.
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Appendix

The English Picture Vocabulary Test
was adminigstered to the children during the
period of the Ecology Study and the marking
of the Stamp Behaviour Study Technique. The
test was conducted in the manner suggested in
the Maﬁual. The results showed a mean of
M = 110.09 and a standard deviation of
s 10.86, indicafing a reasonably high level
of 'listening vocabulary' over all the Nurseries.
The test has been found to correlate highly
with group Intelligence scores.
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EDUCATIONAT, IMPTLICATIONS OF THE ENQUIRY

Since the study was undertaken in an
attempt to look close;y at what was happening
in Nursery Schools and through the implementation
of techniques to show how these could be
adopted, in part or in whole, by teachers whd
were concerned sbout the qualities of behaviour
and interaction, it is important to draw together
some of the implicatlions of the findings. Three
main headings suggest themselves: '

1) The need for predictive and reliable
assessment of environment and -
children's progress.

2) The need for new ways to promote
interaction_wifh the adult.

3) The need to adjust the traditional

programme.

1. The Need for Predictive and Reliasble
Assessment of the Children's Progress

In this harsh world of educational priority
and economic stringency the Nursery schools find
themselves open to0 inquiry. Their assumptions
and values, hereto:ore protected by reason of
their exclusive but small contribution to State
education, are challenged when a new epoch

under-pinned by sociological issues, is demanding
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wider provision of care and education for young
children. The social issue is a dual onme,
being not merely to increaée the intellectual
skills of future generations but the enabling
of entire families t0 function in a more
effective and satisfying manner. In its efforts
to justify its existence and to stake a claim
for recognition within tightening economic
outlay, Nursery .schools must now be heard to

be more precise in thelr statement of goals and
more ocarefully calculating in their delineation
of techniques measuring progress towards those

goals.

Thus it would seem likely that assessments
would have greater reliability and accuracy and_
become more predictive. The cautious use of
standardised assessment material has been
demonstrated and the role of experimental
findings discussed. The methodology is
sufficiently fleiible to allow for rapld thrusts
and slower periods of development: it is ongoing
and unlikely to be subjeoted to ocriticism of
'labelling' a child. The exclusively subjective
nmethods of assessment fail t0 mateh up to
modern demands. New methods of investigation,
leaving aside assumptions and hypotheses, may

be seen to be more able t0 look closely at the
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situations and their inherent difficulties.

Data gathering procedures which -can be undertaken
without affecting the everyday programme would
seem t0 be essential if the true nature of the
difficulties are %o be exposed, and such
procedures, if shared by teachers and research
workers, are perhaps more likely to open up
areas of concern. The 'open' research bioneered
in this country by sociologist Brian Jackson,
and characterised by ecological record, seems

t0 be particularly sultable. The first study
has revealed many of the weaknesses of such
methodology but it has also shown how teachers
can 'measure' the effectivemness of their
provision, can learn what use the children make
of it and the qualities of behaviour which seem
characteristic. They can manipulate Areas and
minimise -sex differences as well as moderating
behaviour patterns. They can build an objective
profile of behaviour which will carry a predictive
element. The quality and standard of provision
can thus be constantly under surveillance. The
ecology technique has been demonstrated to be
well within the practice of teachers and the
reasoning over use of Areas well within their
intellectual capacity (What perhaps is more

difficult is to convinece teachers of the necessity



e Wi, ol Bt Zalis o » b tbbbinbtah

- 491 ~

of change of attitude towards the educational
function of Nursery education.) The quality -

of use a child is making of such provision can

" be monitored at the same time and individual

learning structured. The necessity for careful

" reoord keeping on each child's action is

clearly revealed. Thus at any time a child's
behaviour profile can be read and the goals,
80 essentlal to education, kept constantly in
mind. Tough has described these as:
"the processes by which skills and
knowledge are transmitted ... the
development of attitudes, values and
qualities of mind by which the
individual becomes a viable and
acceptable member of the community."
(!l!_ough s 1973)
Teachers' roles, t0o, will need to be altered.
There will need to be more emphasis on observation
and recording, more understanding of the variety,
breadth and limitetions of young children's
abilities, more insight into group dynamics and

ways of effecting these.

2e The Need for New Ways to Promote Intersction

The first and second studies have shown the
powerful effect of teacher presence, revealing
the need for positive interaction. .That children
seek such interaction has been demonstrated.

The point is further emphasised in the Oxford

Survey (Bruner) where children are seen t0 spend
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about 30% of their time 'éruising' in an efforf
to gain attention from the adult. First, all
adults need to become aware of their effect:

t0 use themselves more thoroughly and
efficiently in promoting learning situations

and to discover ever-developing ways of
promoting interaction. The term 'adults'

would include all those of mature years who
operate within_the focus of the child, since
they all have greater maturity, more practised
ways of expressing feeling and knowledge and a .
measure of resources. The school should actively
explore co-operative action by parents and
devise programmes of involvement and support
since the adult/child ratio needs to0 be improved.
This would in no way threaten the professional
"the teacher" - seen always as the expert
capable of disseminating her expertise and
manipulating group interaction for the benefit
of its members. 8Schools should become places
where adults concerned for the young congregate
and use their energies and resources on behalf
of the children. Teachers could experiment on
frequencies and lengths of interaction in
respect of differing groups or individual
children. -The second study has shown that adults

interact more with older children who seek them
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out. Teaching strategies should ensure that
all children receive the amount of interaction
which would be likely to be most educative and
most conducive to learning. Better ways of
involving other adults could constantly be
sought. Adult/child overall ratio should be
manipulated for different parts of the daily
programme. The goal of all interaction would
be seen to be an inorease in the child's level
of functioning so that the way to future
academic progress could be made more smooth.
Thus the goal would be developmental in nature
and the ridiculous charge that Nursery edueation
has 'failed' answered in developmental terms.
If wrong questions have been asked in the past,
new questions mnét be put in their place and
the means of answering these reliably and
succinctly sought. The teacher/adult must see
herself more accurately as a keen instrument
of positive 6hange, of increased function on the
part of the child.

"The essential experience is of the

adult who is leader and provocateur,

an actlive participant in building up

new attitudes in the child, who

encourages new interests in what is

happening around him, who will set up

in the nursery an environment which

first engages the interest of all and

then invites each child to explore,

to question, to solve problems, to
use language as a means of learning,
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who recognises and uses every
opportunity to help the child

extend his thinking."

(Tough, Education in the Early Years.

Ed. Chagzan, M. University of Swansea, 1973).

3. ZThe Need to Adjust the Traditionasl Frogramme
Previously, the hall-mark of Nufsery school
procedure has been the intuitive approach. In
providing a background of rich provision of
learning opportunity, teachers claimed an
intuitive knowledge of when to intervene,
preferring usually to allow the child to take
the initiative. The case for positive interaction
has been made together with that for meeting
the individual needs of the child. Marion Blank
has brought the two together in her suggestion
of 'one-to~one' periods in the timetable.
The teacher will no longer be available to all
children all of her time but will withdraw on
behalf of underfunctioning children. The
implication of this change in the programme is
to highlight observational procedure, diagnosis
and remedial action within the programme omn
behalf of an individual child. It admits also
a rightful place for 'teaching' but the teaching
would be within the skills deemed appropriate
for the child's stage of development. The

teaching medium, whether words or elemental
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material, would become the means of realising
basic change in the way the child responded

and his responses would be recorded. What
would be likely to be truly educational would
be the teacher's judgment of how, when, and
what, on behalf of the child, and her carrying
out the experience. slongside the child. BSuch
effect wéuld be likely to be more than temborary
and would contain within it the seeds for

future learning.

The teacher might also adjust her programme
on behalf of the group, in the éstablishment
of short-term objeotives providing a new range
of experiences in a safe bﬁt exciting environment.
Such obJjectives lend themselves to short
description with a clearly defined end in view.
The path to that end can be compiled as it
develops, as in "flow charts" forming a record -
of the content of the experience. Thus long-
term goals are made explicit through practical
short-term objectives which may be contemporary
or geasonal. Direction by the adult would be
inevitable thus increasing the variety of

qualities of interaction.
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Further Research

It has been suggested that language
development may be a crucial issue in a child's
ability to come to terms with his world. The
work of Moore (1967) has documented the close
relationship between language skill and
intelligence. Further research moving sway
from vocabulary count and messure of sentence
length in different situations and entering
more into the field of verbal interaction
analyses is needed. The use of radio microphones
should enable the whole of a central figure's

voocabulary to be recorded in order to analjse

‘ocommunicative exchange but difficulties would

remain if the natural situation of free movement
were t0 be preserved. The one-to-one (Blank)
situation is muioch more of a laboratory setting
as is the exchange between teacher and child in
the current research work of Ashdan. Knowledge,

however, of how well different children from

- differing backgrounds sustain communication,

even 1f it is required in a less natural
gituation, will be welcomed. This would need

to be accompanied by careful analyses of a range
of strategles deliberately employed by the
teachers. .Following studies should be encouraged

in an attempt to measure their predictive value.
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Further research to substantiate the
range Of techniques to promote language usage,
presently being explored by the Schools' 4
Council Project, will be needed. An ecology
type survey might esfablish which techniqueé
are best suited to which situations with the
accompanying activity and material, for
1anéuage mﬁst not be segregated from.the total
child response in the early years of childhood.

New methods of inquiry based on observational

techniques are needpd t0 overcome gome of the
weaknesses Of open research. It seems probable
that no single method will be suitable to meet
the challenge of 'naturalistic' inguiry but
rather that a 'gestalt' of methods be planned
t0 meet the particular demand and the particular
situations. If teachers are involved.in
outlining the area of concern, then thej will
be likely to appreoiafe what part they can play
in 'opening up' the problems and what must be
left to the research workef. Together they can
form a team, or body'of research workers, and
enlightenment on the usefulness of research
findings to the practical situation could ensue.
Thus, the traéitional cleavage between research

worker and practitioner might close.
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