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A COMPARISON OF TWO APPROACHES TO TRAINING FOR MOTHERS OF KINDERGARTEN
CHILDREMN EVALUATED AS DEFICIENT IN READINESS SKILLS

Abstract of the Dissertaticn

PURPNSE: It was the purpose of this study to compare the academic gains of kindergarten children
showing six to eighteen months' deficiency in readiness skills as measured by the ABQ_}nventogé,

in September, 1973, This comparison was based on parent education experiences and a structure
mother-child cames technique during the early months of the subjects' kindergarten-school year.

PROCEDURES: In order to collect evidence of academic readiness gains, the investigator used
scores from three standardizea test instruments. The ABC Inventory was administered to all kin-
dergarten children in the Kings Canmyon Unified School District, Fresno County, California by the
staff members of the Prescriptive Learning Center in September, 1973. Selection of children
with readiness ages six to eignteen months below their chronological ages was made from the ABC
Inventory scores. Following the randomized selection of subjects for this study, the Brennar
Gestalt Test of School Readiness and the Peabody Picture Vocabulary Test were administered to
one-half of the children as pretests. The two lalter measures were administered to all subjects
as posttests after four months in kinderagarten.

Seventy-two students were randomly selected and assigned to one of three groups in a modified

Solomon Design. Experimental One (E,) group met for ten consecutive weeks, one evening per week
for a three-hour parent group designéted Study-Discussion-Games. The mothers of the Experimental
Group Twe (E9) also met for ten consecutive weeks, one evening per week, for a three-hour period,
designated Study-Discussion. The Control (C) group mothers did not meet for any parent training.

Each parent training sessicn began with the co-leaders (the investigator and a Mexican-American
community aide) asking for questions or comments regarding the previous week's assigned reading.
Specific behavior oreblems of children were discussed, and problem-soiving techniques based on
Gordon's Parent Effectiveness Training were taught. Mothers were invited to share experiences,
feeling s were prebed, and conseauences were explored. In addition, E1 mothers received a new
toy or geme each of the first nine weeks. Specific instructions were given on how the games or
toys were to be used at home FTov play with their kindergarten children,

FINDINGS: The findings of this study did not support the hypotheses that children whose mothers
participated in parent-training groups using either study-discussion or study-discussion-games
methods would have a higher mean score on the Peabody Picture Vocabulary Test after four months

.in kindergarten. The hypotheses relating to higher mean scores on the Brenner Gestalt Test of

School Readiness were supported by the findings. The scores for both Mexican-American and Anglo
children in experimental groups were significantly higher than the scores for children whose
mothers received no parent education. The findings further supported the two research nypotneses
stating there would be no interaction effect for treatment between the two groups based on their
ethnic backgrounds.

CONCLUSINNS: Several conclusions were reached as a vesult of this study: (1) parent-training
groups may be structured for specific outcomes for the children involved; (2) a training period

~as short as ten weeks, three hours per week, may be effective in achieving the desired results;

(3) a positive increase in intellectual measurement may be shown when a parent .is trained to
instruct the child at home in specific¢ remediation techniques; (4) parent-training groups may be
organized around behavicr problem-solving techniques without the addition of spvecific toys and
games and still be effective in the development of readiness skiils in young chiidren; and (5)
parent-training grouns which include toys or games for home play between mother and child in
addition to behavicral probiem-solving techniques may be significantly effective in the develop-
ment of readiness skilils.

RECOMMENDATIONS: Some recommendations for further study were made as follows: (1) parent
educators should perform replications of the parent-training methods to substantiate the study's
findings and to generalize them to wider school populations; (2) parent-training groups of var-
jous socio-economic and racial backgrounds should be formed and reszarch conducted to determine
whether there is any significant difference in method; that is, whether the addition of toys or
games does, indeed, consistently produce a divergence of scores as shown in this study; (3)
replication, using a different battery of instruments as measures of the dependent variable,
should be made: (4) parent-training classes should be formed by school districts for parents of
children not yet in school; and (5) a study should be undertaken to find the age of child and
the period of time required for parent training to provide the greatest longterm gains for the
subjects.
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CHAPTER I
1. INTRODUCTION

Educators, parents, and law makers are concerned with numerous
aspects of low scholastic performance at all levels of endeavor. The
results of failure in early childhood as reported by the Education Com-
mission of the States are demonstrated by the social ills of our society:
mental iliness, delinquency, crime, and unemp]oyment.] The Commission's
24 -menber task force on early childhood education felt that efforts to
cdeal with cause rather than effect should begin before a child is six
years old., Consensus was that to the extent to which an educational
program for children contributed to their success as students and citi-
zens, that program would significantly reduce subsequent remedial, coun-

2 -

seling, and even penal and welfare costs.” This belief was qualified by

the following statements:

. + . There are no definitive statistics on how much a state
might save in the long term by investing in early childhood educa-
tion. And there is not yet enough experience to analyze precisely
the relationship of early training to prevention of later problems.
But it is clear that a relationship exists. Failure in the initial
years.. . . can be closely tied to the nigh percentage of drovouts
in the public schools.

. Early childhood education is not & panaces for the social ills
of our societ{; buf, it certainly is a prerequisite to solving many
of these prob ems . 9

otanmra

1 : gos o Y i ;
Education Commission of the States, Early Childhood Develepment;
Alternatives for Program Implementation in the States (Denver: Education
Cemmission of the States, 1971), Foreward.

21bid., p. 7.
31bid., p. 13.



2
The major thrust of any new program for early childhood education,
according to the Education Commission of the States, should be:

(a) strengthening the role of the family as the first and most funda-
mental influence on child development; (b) the early detection of
serjous health and educational handicaps; and (c) the provision of

remedial health and equcatlon programs for all preschool children
who need special services.

5 7

Barabasz, et. al.,” Gordon anhd Hyman,6 Hayes and Dembo,’ and

R'ice,8

all noted in the field of early childhood education, have dis-
cussed the importance of early diagnosis of a child's basic educational
needs. Ideally, a comprehensive diagnestic system would identify those
children needing only minimal assistance as well as those needing sub-

stantial help.
IT. THE PROBLEM

Rotionale

“The critical role of early experiences in the total cognitive,
socia1—emotiona}, and physical development of the young child no longer
needs to be decumented. The answer to the question, "Does early educa-

ticn produce positive effects?" has been given to us by such well-known

41bid., p. 15

sﬁrteed Barabasz, et. al., "Focal-point Dependency in Inversion
Perception Amonq Nearo, Urban Caucasian and Rural Caucasian Children,"

Perceptual and Motor SP:l]s, XXXI (1970), 136-138.

6L°orqe Gordon and Irwin Hyman, "The Measurement of Perceptual-
Motor Abiiities cof Head Start Chiidren," Psychology in the Schoo]s VIII
(1971), 41-47.

7Mabe] Hayes and Myron Dembo, "A Diagnostic- Prescr1p ive Approach
to Preschool Education," Psycholoay in the Schools, VIII (1971), 3/-40.

Ba. Rice, "Head Start Screening: Effectiveness of a Teacher-

égrgig;gtered Battery," Perceptua] and Motor Skills, XXXII (1971),
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investigators as Hunt,9 Bloom, Skee]s,1 Kirk,]z Bereiter and Engelmann,]3
and others. They have found that measurable gains can indeed accrue to
the young child and thereby to the entire educational community by the
early and judicious use of appropriate intervention strategies. Today's
composite question must be "Which intervention techniques are best
employed with which children? at what point of time? and under what kinds
of situations?"

Edwards and Stern,14 l.ombard and Stern,15 and Stearns,]6 have
undertaken a number of studies in an effort to show that learning defi-
ciencies can be detected and remediation begun in preschool children.

Dusewicz' study, of thirty-two days' duration, found that a mean growth

) gdane Hunt, "The Psychological Basis for Preschocl Envichment,”
Merrill Palmer OQuarterly, X (1964), 209-243,

]OBenjamin Bloom, Stability and Change in Human Characteristics
(New York: John Wiley & Sons, 1964).

1My, M. Skeels and H. B. Dye, "A Study of the Effects of Differ-
ential Stimulation on Mentally Retarded Children," Convention Proceedings,
Amevrican Association on Mental Deficiency, XAXIV (1939), 114-136.

125amuel A, Kirk, Early Education of the Mentally Retarded
(Urbana, I1linois: University of [1fincis Press, 19527,

13C. Bereiter and S. Engelmann, Teaching Disadvantaged Children
in the Preschool (Englewood Cliffs, New Jersey: Prentice-Hall, 1966).
) ]4Joseph Edwards and Carolyn Stern, "A Comparison of Three Inter-
tion Programs with Disadvantaged Preschool Children," Journal of

A e 6 e et

en
ne

V 4
Special Education, IV (1970), 205-214.

5 4 { ~ e s
]Jszma tombard and Carclyn Stern, "Effect of Verbalization on
g )

Young Children's Learaing of a Manipulative Skill," Young Children, XXV
(1970), 282-288.

: 7§Marian Stearns, "Early Education: Still in its Infancy,"
American Education, August/September, 1970, pn. 3-5,




of 6.95 months in mental age was attained through exposure of preschool
children to an enrichment program‘17

Although this trend has been in progress for several years, the
recent interest in early education has contributed greatly to the upsurge
in parent and family involvement in the educational process. Family
members are no longer considered incidental to the formal program neces-
sary to‘remediate and/or develop learning and other behavioral skills.
Active participation in every aspect of the process is now essential if
total success is to be achfeved.18

Baunrind!? and Emmerich and Smol1er? have studied parents as
role models and/or re{nforcers of their children's behaviors. Various
other authors, including Allen, et, a].,Z] have concluded that desired
behavior changes could be produced when certain techniques were employed
at the preschool level. The influence of parents, of mothers in particu-
lar, on the growth, development, behavior, and intelligence of the young

child was not debated by these investigators.

Russel Dusewicz, "Early Childhood Education for Disadvantaged
Two-year-olds," Psychological Reports, XXVI (1970), 954,

.]%J. Ermmerich, "The Parental RoTe, A Functiona1~Cognit1ve Approach,"
Monograph, Society for Research in Child Development, XXXIV (1969), 1-71.

]9Diana Baumrind, "Socialization and Instrumental Competence in
Young Children," Young Children, XXVI (1970), 104-119.

2%4. Emmerich and F. Smolier, "The Role Patterning of Parental
Norms," Sociometry, 1964, pp. 383-390.

21E{1een Allen, Keith Turner, and Paulette Everett, "A Behavior
Modification Classroom for Head Start Children with Problem Behaviors,"
Exceptional Children, XXXVII (1970), 119-127.




Readiness Program in the Kings Canyon Unified School District

The subject schoel district in the current study, the Kings

Canyon Unified School District (Fresno County, California) has used the

traditional readiness program for kindergarten and first grade children.

Materials for readiness supplied to the school district by the State

Department of Education include the Harper Row basic readiness book,

On Our Way to Read, for each child in the first grade, and Try Tasks,

a set of workbooks and manipulative materials distributed on a one-per-
five ratio for slow, culturally advantaged children in kindergarten, and
culturally disadvantaged children in the first grade. Directions from
the State Department of Education simply state that students are to be
classified as fast, average; or slow "on the basis of tests and other

. ! a7 e 22
evidence of achievement and ability such as teachers' opinions."

Thus ,
these materials are distributed in limited supplies for a common sense
evaluation of what the students seem to need. These state-supplied
materials emphasize reading readiness using guch activities as matching
letters and symbols.

Readiness actiVities that receive priority on the quarterly
kindergarten progress report include growth in sociai development such
as celf control, consideration for others, courtesy, and ability to play
well with other children. Work and sﬁudy habits are a]soievaluatéd,
including listening and following instructions accurately, working well
independently, and giving sustained attention to tasks for reasonab]e

periods of time. Other readiness skills considered of importance

s

22cav1ifornia State Department of Education, Part Three Annual
Report and Requisition for State Textbooks, State Department of Educa-
tion (Sacramento: State Printing Office, 1969).
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include the ability to: (1) recognize and print own name, (2) recognize
and name colors, (3) skip, and (4) tie shoes. Arithmetic skills listed
in the quarterly progress report include counting from one to ten, under-
standing number concepts from one to five, and recognizing geometric
shapes. '

Readiness activities as described above are instituted at the
kindergarten level in the subject schecol district of this study. As a
rule, however, minimal diagnoses or ﬁ]ans for remediation are made. For

example, from the tatal of 140 children referred to the Prescriptive

Learning Center of the Kings Canyon Unified School District during the

school year 1970-71, only eleven were from kindergarten and fourteen
from first grade.23 This averaged about one child at each of the two
grade Tevels from the fifteen elementary schools within the district.
Referral reasons for these twenty-five children included the following
concerns: "general immaturity," "poor eye-hand control," "exceptionally
aggressive behavior," or "poor body balance. "2t

It is to be noted that the number of referrals at the second and
third grade increased over kindergarten and first grade at a ratio of

almost six to one. Eymann and Huebert's survey of referral reasons for

the children of secord and third grade levels seen at the Prescriptive

Learning Center included "inability to read," "cannot remember number

facts," "illegible printing," "previous retentions have not helped," and

23Edythe Eymann and Stan Huebert, "A Year-end Survey of the Services
Performed by the Prescriptive Learning Center," (Reedley, California:
Kings Canyon Unified School District, 1971). ~(Mimeographed.)

241bid.



"withdrawal and daydreaming."2® The Center staff noted that as the
children advanced in school grades, the referral reasons became more

specific in pinpointing actual academic or physical deficiencies.

Racial Composition of the Kings Canyon Unified School District

0f the 5,352 students enrolled in the subject school district
during October, 1973, 46.3% were children with Spanish surnames , 46.2%
were white, and the remaining 7.5% were of Indian, Negro, and Oriental
heritage. (See Appendix A for statistical data.)

Four of the six schools in this study had a greater percentage
of Spanish-surname children than of white. (See Appendix B for data on
the six subject schools.)

Manue1,26 Christensen,27 Farias,28 and others nave discussed the
special problems which Spanish-surname childran often exparience in the
educational environment. These problems may include larnguage differsances,
lack of knowledge regarding the Spanish or Mexican~American culture on
the part of the ciassroom teacher, conflict with parental training, Tow
ego-concepts, and academic deficits caused in part by a migratory or

disadvantaged background.

251h1id,

281epschel Manuel, Spanish-Speaking Children of the Southwest
(Austin: University of Texas Press, 1961).

27Jack Christensen, "The Effects of Teacher and Curricular
Variables on the Self-concept and School Related Behavior of Mexican-
American Children" (unpublished Doctor's dissertation, Stanford
University, 1972).

28y, Farias, Jf., "Mexican-American Values and Attitudes Toward
Education," Phi Delta Kappan, June, 1571, pn. 602-603.




Statement of the Problem

If "strengthening the role of the family as the first and most
fundamental influence on child deve1opment“29 has Verécity as an educa-
tional goal, then the following questions, asked by Thomas Gordon, must
be considered: "Who is helping parents?” "How much effort is being made
to assist parents to become more effective in raising children?" "Where
can parents learn what they are doing wrong and what they might do dif-
ferent]y?"30 The Education Commission of the States reported that "in
many instances, the home situation with minimal professional guidance
could prepare a child to enter a formal learning situation with adequate

expectation of success. "3

25 it _

Stearns ,°“ Lombard and Stern,33 and Emmerich and Smo]]er,34
substantiated research to indicate that parents could be effective in
reducing early educational deficiencies. Therefore, it seems prcbable

that a parent program could be designed to assist the educational system

in early intervention for learning and developmental progress.

Significance of the Study
35

Buck, et. al.,”” and Hayes and Dembo,36 substantiated the current

29¢ducation Commission of the States, Gp, @ity Ba b,

30Thomas Gordon, Parent Effectiveness Traininag (New York: Peter
H. Wyden, Inc., 1970), p. 1.

S]Education Cormission of the States, op. cit., p. 52,
BZStedrns, loc. cit. 33Lcmbard and Stern, loc. cit.
34kmmerich and Smo1]ek, Toc. ¢it.

35Carol Buck . et. al.; "Effect of Kindergarten Experience Unon

IQ Test Performance," Psychoicgy in the Schools, VIII (January, 1971),
62-64 .

36Hayes & Dembo, loc. cit.
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interest in early childhood education by research attesting to its poten-
tial effectiveness on the later success of students. In addition,
several local considerationé guided the researcher in the design of the
study. These included: (1) the subject school district had no preschool
program; (2) parent education classes have never been conducted within
the district on an experimental basis; (3) parent education classes con-
ducted in Spanish are vital if the large percentage of Mexican-American
mothers are to be included, and (4) no empirical study has ever been
designed in the subject district to determine the effect of parent educa-
tion on the academic achievement of the children involved.

The current project was developed to study the effectiveness of
two methods of parent education at the kindergarten level for children
evaluated as being deficient in readiness skills. The writer felt that
teaching mothers to remediate readiness deficiencies during thé early
months of kindergarten might offer an effective approach to prevention
of later academic problems.

The current research was felt to be important for the following
reasons:

1. The concept of failure, especially of early childhood educa-
tional fajlure, has very iimited application to present-day educational
theory.

2 Gordon,37 has suggested a need for a program for parents
which might assure successful experiences for their children upon school

entrance.

ann

i 3 r
“/Gordon, loc. cit,
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3., Experience of the investigator has shown that mothers of
kindergérten children are motivated to continue attendance at group
meetings through discussions concerning their children's problems
and/or achievements. 38

4, The effectiveness of using toys and games for the remedia-
tion of readiness-skills deficiencies has not been widely documented,
This project, therefore, provided toys and games to the mothers of one
experimental group of kindergarten children who had deficiencies in
certain areas of readiness skills,

5. Utilization of school gquidance personnel such as counselors,
home-school coordinators, or psychologists to conduct the training ses~
sions for community aides and parents appears to bte a desirable means

for developing paraprofessional strength within a scheol district,

Procedures

The A3C Inventory was used to screen the 360 kindérgarten chil-
dren in the subject school district during September, 1973. Children
with readiness ages six to eighteen montns below their chronological age,
as measured on the Inventory, comprised the experimentally accessible
population from which seventy-two were randomly chosen as subjects for
the study. Six schools were involved and randomly assigned to one of
the two experimental methods or the control group.

Two types of parent education classes were formed: in E] "Studjm

Discussion~Games" the mothers were encouraged to present child-rearing

38Edythe Eymann, "Logs and Attendance Reports of Parent Groups
Conducted at the Prescrintive Learning Center" (Reedley, California:
Kings Canyon Unified School District, June, 1970; Jdune, 1971; June,
19723 June, 1973). {Thermofaxed.)
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problems for which the group sought’ solutions. In addition to assigned
reading, each mother was instructed to use a specific toy or game for
remediation the ensuing week. The toys were provided by the investigator
at weekly intervals throughout the experimental period of ten weeks.

The majority of the tcys were of fhe home-made variety, and instructions
for their use in the home were a part of each week's lesson.

The second parent education classes, EZ’ were "Study-Discussion"
and differed in format from Ey only in that no toys or games were
included. The control group parents received no parent education during
the ten-week period of the experiment.

Children from three of the six schools in the study were pre-

tested on the Brenner Gestalt Test cf School Readiness and the Peabody

Picture Vocabulary Test, patterned after the Soiomgon Research Design.40

(Refer to Figure 1, Chapter III for results of randem assignment to

treatment methods.)

I11, HYPOTHESES

The fcllowing is a Tist of the hypotheses that were tested:

1. Kkindergarten students whose mothers participate in
parent-training sessions which utilize study-
discussion techniques have a higher mean score on
the Peabodv Picture Vocabulary Test after four
months in kindergarten than those children whose
mothers do not participate in any parent-training
sassions,

0y, Campbell and J. C. Stanley, Eﬁggﬁjmemtal and Quasi-

Experimental Designs for Research (Chicago: Rand FcNailey & Co., 1963),
pp. 24-25.
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Kindergarten students whose mothers participate in
parent-training sessions which utilize the study-
discussion-games techniques have a higher mean
score on the Peabody Picture Vocabulary Test after
four months in kindergarten than those chilaren
whose mothers participate in the study-discussion
training sessions.

Kindergarten students whose mothers participate in
parent-training sessions which utilize the study-
discussion-games techniques have a higher mean
score on the Peabody Picture Vocabulary Test after
four months in kindergarten than those children
whose mothers do not participate in any parent-
training sessions.

The combined mean score on the Peabody Picture
Vocabulary Test after four months in kindergarten
is higher for the kindergarten students whose
mothers participate in parent-training sessions
than for those children whose mothers do not
participate.

The effectiveness of the treatments is the same
for the Mexican-American children as for the Anglo
children on the readiness gains as measured by

the Peabody Picture Vocabuiary Test.

Kindergarten students whose mothers participate

in parent-training sessions which utilize study-
discussion techniques have a higher mean score on
the Brenner Gestalt Test of School Readiness after
four months in kindergarten than those children
whose mothers do not participate in any parent-
training sessions.

Kindergarten students whose mothers participate
in parent-training sessions which utilize study-
discussion-games techniques have a higher mean
score on the Brenner Gestalt Test of School
Readiness after four months in kindergarten than
those children whose mothers participate in the
study-discussion training sessions.

Kindergarten students whose mothers participate
in parent-training sessions which utilize study-
discussion-games techniques have a higher mean
score on the Brenner Gestalt Test of School
Readiness after four months in kindergarten than
those children whose mothers do not participate
in any parent-training sessions.
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9. The combined mean score on the Brenner Gestalt
Test of School Readiness after four months in
kindergarten is higher for the kindergarten
students whose mothers participate in parent-
training sessions than for those children whose
mothers do not participate.

10. The effectiveness of the treatments is the same
for the Mexican-American children as for the
Anglo children on the readiness gains as mea-
sured by the Brenner Gestalt Test of School
Readiness.

IV. PURPOSE OF THE STUDY

It was the purpose of this study to compare the academic gains
of kindergarten children showing six to eighteen months' deficiency in
This comparison was based on parent education experiences and a struc-
tured mother-child games technique during the early months of the sub-
.jects' kindergarten school year.

In order to collect evidence of academic readiness gains, the
investigator used scores from three standardized test instruments. The

ABC Inventory was administered to all kindergarten children in the sub-

ject school district by the staff members of the Prescriptive Learning

Center in September, 1973. Selection of children with readiness ages
six to eighteen months below their chronological ages was made from the

ABC Inventory scores. Following the randomized selection of subjects

for this study, the Brenner Gestalt Test of School Readiness and the

Peabody Picture Vocabulary Test were administered to thirty-six children*

*Because of the use of the Solomon pre-post test design, only
one-half of the seventy-iwo subjects in the study were pretested.
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as pretests. The two measures were administered to all seventy-two chil-

dren as posttests after four months in kindergarten.
V. ASSUMPTIONS AND LIMITATIONS

The assumptions upon which this research was based are as fol-

Tows:

1. Mothers could be taught to use specific techniques for
remediation of their children's readiness-skills deficiencies through
the utilization of toys and games selected by the investigator.

2. The period of time during which the study was conducted
included sufficient time for a comparison of the achievemental results
from the methods of parent training. This Study extended from September,
1973 through January, 1974.

3. The characteristics of the participants of this investiga-
tion--school district, pupils, teachers, mothers, community aides, and
training-session leader were sufficiently representative of the target

population to afford adequate external validity.
This research was also based upon certain Timitations.

Limitations

1. The pupil target populaticn was restricted to those k%nder—

garten childran who scored six to eighteen months below their chronologi-

cal age level, as measured on the ABC Inventory.
2. The study was limited to those students and parents residing

in the Kings Canyon Unified Schosl District of Fresno County, California.
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3. The study was limited to the parent-education classes taught
by the investigator, a school psychologist, assisted by a Mexican-American
community aide as co-teacher.

4. The resulis of the study were limited to the reading assign-
ments, methods cf problem-solving, and toys and games selected by the
investigatoer. |

- 5. The investigation of the results of thé experimental treat-

ments was Timited to those of academic achievement as measured by the

Readiness.

YI. DEFINITION OF TERMS USED

The foilowing definitions of terms have been used throughcut
this study:

1. Academic Readiness: "Academic readiness" includes those

varicus tasks in the school setting, and to help him to
continue te grow to meet new academic demands. For
example, it may be intended to ready the student to Tearn
new wordas, to absorb new ideas or attitudes, to enjoy
materials, and to comprehﬁqd thoroughly, to meniion but

a few types of readiness.

2. Games Approach: For the purpose of this study, "games
approach" referred to the parent-training sessions in
winicn toys or games were lent to the parents with
instructions for their use at home in remediating readi-
ness skills deficiencies of the kindergarten child.

3. Kindergarten Student: Within this study, "kindergarten
student™ or "Kindergarten child" were used interchange-
ably as terms to describe those children entering
kirdergarten for the first time in September, 1973, and
who were between the ages of 4.9 and 5.9 at that time.

4]George Spache, Reading in the Elementary School (Boston:
Allyn & Bacon, inc., 1964).
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4., Mexican-American: For the purpose of this study, "Mexican-
American"” refers to those children with a Spanish surname.

5. Parent-training Session: "Parent-training session" in this
study referred to the sessions taught by the investigator
and a community aide, and which were held for three-hour
periods once a week for ten weekc beginning the first week
of Cctober, 1973.

6. Readiness-skills Deficiencies: For the purposes of this
study, "readiness-skills deficiencies" referred to readi-
ness age scores on the ABC Inventory which fell six to
eighteen months below the chronological age of the child.

7. Study-discussion Approach: "Study-discussion" designated
the method of parent education used in one of the two
experimental groups. This approach utilized an informally
structured format, which included a question-answer period,
sharing of experiences and problems, and certain reading
assignments.

8. Study-discussion-games Approach: This term described the
parent-training method paralleling the "Study-Discussion"
experimental group, with the addition of toys cr games
for the proposed improvement in readiness skilis. The toys
are described in Chapter III, along with the objectives for
their use. Instructions for using the toys or games are
included in Appendix D.

VII. SUMMARY

The first chapter of this study has presented an introduction,
pointing out that there is a growing need for preschool programs to
remediate readiness-skills deficiencies. It was suggested that parents
may be taught effectively with minimal professional guidance to prepare
their children to enter formal learning situations with adequate expec-
tations of success.

The first chapter also included a statemerit of the problem, the

hypotheses to be tested, the purpose of the study, the assumptions and

42Norman Adair and George Blesch, Manual for the ABC Inventory
(Muskegon, Michigan: Educationai Studies & Development, 1965), p. 3.
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limitations upon which the study was based, and the definitions of sig-
nificant terms used throughout the study.

THere are four additional chapters in this study. They are: (1)
Chapter II: Review of Selected Related Lfterature, (2) Chapter IiI:
Description of the Procedure and Research Design for the Study, (3)
Chapter IV: Presentation of the Collected Research Data as Revealed by
the Investigation, and (4) Chapter V: Summary, Conclusions and Recom-

mendations.



CHAPTER 11
REVIEW OF SELECTED RELATED LITERATURE

The Titerature relating to the subject of learning deficiencies
of the preschool child and the use of parents as remediators could be
divided Togically into five major categories. This review will adhere
to the following outline on aspects of the preschool child: (1) Intel-
lectual Development, (2) Cultural Differences of Preschool Children, (3)
Evaluation and Diagnosis, (4) Parental Involvement in the Development of

Preschool Children, and (5) The Use of Toys and Games.
I. INTELLECTUAL DEVELOPMENT

Factors Affecting Int L*c1ua1 Development

The Titerature reviewed would indicate that factors such as (1)
kindergarten experience, (2) genetic and envirenmental influences, (3)

development of verbalization and language skills, and (4) social skills

‘development may affect the intellectual development of preschool children.

The preschool years would appear to be the most important for
attaining maximum learning potential, according to various researchers in

education and psychology. Bloom!

asserted that fifty percent of measured
adult inteliigence is established by the age of four, and an additional
thirty percent by age eight. - He further asssrted that seventeen percent
of educaticnal achievement takes place between the ages of four and six.

While these periods as postulated by Bloom would appear to be inflexible,

]BerJamln Bloom, Stability and Chnngg in Human Characteristics
(New York: John Wiley & Sons, 1964).
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one must take into account the knowledge that developmental rates are not

uniform for all individuals.

Kindergarten Experience. In a study to determine the impact of

kindercarten experience on the 1IQ test performance of young children,

Buck, et. a].,2 administered the Stanford-Binet (Form LM) to 387 children

at about age three, with a follow-up test three years later. Results at
age six indicated a positive gain in 1Q scores for those children who
had attended kindergarten as compared with those children who had not
attended. Results of this study warrant continuation of early interven-
tion methods for children from impoverished environments.
Dodson stresses that nursery, preschocl, day-care centers or Head
Start programs should be of the "cognitive" curricuium:
I am firmly on the side of the 'cognitive' . . . group. 1 see
no reason for the nursery school and kindergarten curricuium to
stay the same as it was in the 1930s and '40s. . . . We have ac-
cumulated a considerable mass of research evidence showirg that it
is important to give cognitive stimulation to prescheool chiidren

if we are gging to help them develop their maximum intelligence in
later life.

Genetic and Environmental Influences. The debate concerning the

relative influence -of heredity and environment in the determination of -
individual differences has long existed. B1oct-m,4 and Hunt,” noted

psychologists, are among those who indicate that learning pctential is

2Carol Buck, et. al., "Effect of Kindergarten Experience Upon IQ
Test Performance," Psychology in the Schools, VIII (January, 1971), 62-64.

3Fitzhugh Dodson, How tc Parent (Los Angeles: Nash Publishing,
1970}« p. 180,

4Benjamin Bloom, loc. cit.

SJane Hunt, "The Psychological Basis for Preschool Enrichment,"
Merrill Palmer Quarterly, X (1964), 209-243.
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determined by an interaction between heredity and environment. Ausubel,
famed in the field of child development, discusses the regulatory function
of heredity and environment in development: |

Genic factors set absolute 1imits of growth for both individuals
and species which cannot be exceeded in any environment, as well as
determining capacity for profiting from environmental stimulation.
Environmental facters similarly Timit the extent to which existing
genic potentiality can be realized in individuals or species. In a
generally optimal environment, phenotypic actualization of the geno-
type is enhanced for everyone, and the prevailing range of variability
is widened.

Both factors in varying degrees contribute to the patterning of
traits, lig.s determining the direction, differentiation, content, and
sequence of development.

Ames and Il1g felt that for children with a developmental lag,
existing educational programs might be inappropriate:

These are the children who so frequently need remedial help; we need
to know more than we do about the method and rate. of growth of such
children. . . . HWe need to find out how to tap the inner scurces

. how to discover their individual_interests, which can be very
strong if only they can be identified.’

Development of Verbalization and Language Skills. Evidence

accumulated by various researchers indicated that children from disadvan-
taged homes had difficulties méstering skills and concepts. Edwards and

Stern8

conducted a study observing 163 children from three research
projects whose main problem was that of language deficiency. All the
children were below five years of age, with IQ's slightly below 100 on

the average. Results of pretesting, instruction, and posttesting

6pavid P. Ausubel and Edmund V. Sullivan, Theory and Problems of
Child Develcpment (New York: Grune & Stratton, Inc., 1970), pp. 54-55.

7Louise B. Ames and Frances L. I1g, School Readiness (New York
City: Harper and Row, Publishers, 1965), p. 12.

8Joseph Edwards and Carolyn Stern, "A Comparison of Three Inter-
vention Programs with Disadvantaged Preschool Children,” Journal of
Special Education, IV (Spring/Summer, 1970), 205-214.
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indicated that children at some school sites performed better than others;
i.e. children in ghetto areas appeared to be less motivated. The authors
concluded that positive results were produced when a minimal daily inter-
vention with a language-based program was introduced.

In a project of only 32 days' duration, Dusewiczd provided ten
young children with an academically-enriched program stressing language
development. The children were under three years of age, and posttesting
indicated a mean gain of 6.95 months in the 32 days. This phencmenal
mental growth may have been due in part to the young age of the partici-
pants. The author concluded that a preschool program might benéfit from
an emphasis on fundamental language abilities with children under three.
This study may be criticized because of its short duration and small
nurber of participants. A longitudinal replication with a Targer n weuld
appear advisable.

A home intervention program, reported by Karnes,]o appéared to
warrant much respect from educators in the preschool field. In this pro-
gram, mothers of children not attending a preschool program were provided
eleven weekly two-hour sessions at a neighboring school. These sessions
taught mothers nrocedures for increasing the language abilities of their
children with opportunities to prepare inexpensive instructioﬁa] materials
for home use. The three-month program resulted in a seven-point Binet IQ

increase for the experimental children and rio IQ gain for the controls.

%Russell Dusewicz, "Early Childhood Education for Disadvantaged
Two-year-olds," Psychological Reports, XXVI (June, 1970), 954.
0erte B, Karnes, et. al., An_Approach for Working with Mothers

_of Disadvantaged Children, (Urbana, Illinois: Institute for Research in
Exceptional Children), (¥.d.).
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Greenberg]] desighed a study to test Bernstein's contention that
different types of speech patterns can be identified for lower- and
middle~class children, and that lower-class chi]dren may, because of
their speech behavior, have difficulty in performing cognitive tasks
necessary for success in school. The authors found that the language
used by the two groups of mother-child pairs (fifty middle-class and
fifty lower-class) fell into divisions similar to the modes described by
Bernstein, with a Tower overall verbal productiveness being typical of
the Tower-class group. The authors felt that if the observations were
valid, the middle~class children had an important advantage in school,
and compensatory programs for lower-class children were warranted.

The hypothesis that the general and verbal intelligence of chil-
dren from low-income families, exposed to stimulation of vervbal inter-
action in mother-child dyads; would rise significantly, was tested by
Levenstein!? as reported following a three-year study. 1In each of the
three years, there was confirmation of the hypothesis. The close tie
between language and cognition was demonstrated. Program children made
and retained significantly higher gains than did children in control
groups. The method used to stimu1ate mother-child verbal interaction
operated around gifts of eleven toys and twe]Qe bobké, and semi-weekly

half-hour home visits by "Toy Demonstrators." Follow-up testing after

s, Greenberg and Ruth Formanek, "Social Class Differences in
Spontaneous Verbal Interactions," (paper read at the American Educational
Research Association annual meeting, February, 1971, New York City.)

12phy114s Levenstein, Verbal Interaction Project: Aiding Cognitive
Growth in Disadvantaged Preschools Through the Mother-Child Home Program
(MineoTa, N.Y.: Family Service Association of Nassau County, Inc.,
February, 1971).
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twenty months with forty-one subjects showed an IQ gain retention of
15.9 points,

The use of puzzles for young children demonstrated dramatic gains
in children's ability to verbalize appropriate concepts in a study under-
taken by Lombard and stern. 13 These authors attempted to determine the
effect of verbalization on the acquisition of manipulative skills through
the use of jigsaw puzzles. They grouped the children into four areas for
study: Contrel, Practice with_Verba1ization, Practice, and Verbalization.
Results indicated that pictures or demonstrations are less meaningful to
the child than his own manipu]atiohs and experience, These findings are
consistent with those of Devor and Stern'd who found that more learning
took place as the child verbalized the task.

Almy adds, with refetence 10 training in verbalization:

Findings . . . suggest that middle ciass children early acquire

sufficient vocabulary to describe their own observaticns and
Wdﬂ1pb1du10n5 reasonably well. . . . Training designad to
increase the appropriate vocabulary might considerably facili-
tate the later development_ of logical th.n&.nq of these
(disadvantaged) children,

- Social Skills Development. It has been discovered by a number of

investigators that a simple one-to-one relationship of love, consideration,
attention, and instruction could be successful in the development of soc-

jal skills with some young children who showed deficiencies in this area.

13avima Lombard and Carolyn Stern, "Effects of Verbalization on

Young Children's Learning of a Manipulative Skill," Young Children, XXV
(May, 1970), 282-288.

146era1dine Devor and Carolyn Stern, Objects Versus Pictures in
the Instruction of Youna Children, Technical Repori for Reseéarcn Frojécts

in Early Childhood l.earning (Un1v¢r9|ty of California, Los Angeles, 1968).

15Mi114e Almy, Edward Chittenden, and Paula Miller, Young
Children's Thinking (New York: Teachers College Press, 1966)775."20.
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One gfoup of children, enrolled in a Head Start program, was the
subject of a study by Allen, et. a1.]6 The authors' project utilized
behavior modification procedures to produce desired changes. The pro-
cedures were employed by the preschool teachers, but could have been
readily adapted to parent instruction for home intervention. This study
was well-designed with careful adherence to all techniques of reinforce-
ment and extinction. The teachers' responsiveness was the variable in
determining what and how the children Tearned, but the results pointed out
that parents must be directly involved in any attempt to change a social
behavior at school.
A stark example of anti-social behavior in kindergarten children
was that in a modest study by Sibley, et. al. with two Negrv children
who were considered "total isolates.” Social reinforcement treatments
were begun and contirned for bn]y thirteen days; reinforcement‘was then
decreased to bring on extinction, and this was followed by a return to
treatment. The techniques employed successfully in this study were
relevant to behavioral management systems with disadvantaged children.
The beneficial aspects of having more than one adult in any classroom
with young children was confirmed because of the one-to-one treatment
necessitated here. The importance of employing a one-to-one relationship
within a structured behavioral-changing proaram for severe behaviors is
further emphasized by the researcher who stated:
Although this general approach probably has been used without design

in many classrooms, the systematic application of positive social
reinforcement provides a teacher with powerful guiding techniques

]6E11een Allen, Keith Turner, and Paulette Everett, "A Behavior
Modification Classroom for Head Start Children with Problem Behaviors,"
Exceptional Children, XXXVII (October, 1970), 119-127.




to be used withjn he( ci§s§room, (for):teacher attentign was evi-
dently crucial in maintaining interactive play. . . .

Summary. The literature reviewed reiterated the importance of
early intervention for maximum development of intellectual potential.
Exposure to nursery school, day-care center, and kindergarten experiences
appeared to be beneficial in raising the IQ scores of children, particu-
larly those from disadvantaged environments. In some cases, it was found
that existing educational programs are inappropriate for children with
deve1opmenta1 lags, and that special planning should be undertaken for
this group of students. Language skills were shown to be enhanced throﬁgh
mother-child interaction and through small-group intensive language
training within schools. It also was shown that the younger the chiid
at inception of training, the greater the gains in IQ and language skills,
For children with severe deficiencies in social skiils, behavior modifi-
cation methods proved effective and the methods could be adjusted for
parental use as well as for classroom control.

The studies reviewed for this section relate to the current
investigation for, through parent education meetings, attempts were made
to assist mothers in several areas of 1nstructﬁon. These areas included:
(1) play with toys and games to develop verbal interaction, fine-mqtor
skills, auditory perception; and (2) general énd specific behavioral

problems.

sally sibley, et. al., "Modifying Behavior of Kindergarten
Children," Young Children, XXV (September, 1970), 352.
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ITI. CULTURAL DIFFERENCES CF PRESCHOOL CHILDREN

Valid studies of cultural differences of preschool children do not
appear in great numbers in the Titerature. However, research has been
conducted to determine whether modification of the environment of cultur-
ally different children might be effective in producing intellectual gains.
As an example, Spicker described some of the critical variations among pre-
school programs and discussed the manner in which such variations seemed
to affect the intellectual development of disadvantaged or culturally dif-
ferent children. He studied and reported on several different models of
curriculum offerings:

- Cognitive Development Models. These models attempt to improve
aptitudes for and attitudes toward school by improving oral language
abilities, memory discrimination Tearning, problem solving ability,
concept formation, general information, and comprehension. The major
features that differentiate the various cognitive development pro-

grams are the specific strategies each uses to achieve the above
tjoals. :

Perceptual Motor Development Model. This model is exemplified

by the classic Montessori curriculum. Visual discrimination and
visual motor integration are the key elements. The Montessori pro-
‘gram in particular stresses sensory training and psychomotor learning
through independent manipulation of didactic materials. The apbroach
is thought to teach independence, self control, and concentration
which in turn provide the child with greater self confidence, matur-
“ity, and readiness for school Tearning.

Academic Skills Development Model. This model is the most direct
of the Thrée intervention approaches. It is best illustrated by the
Bereiter and Engelmann curriculum. The model assumes that disadvan-
taged children fail in school because they receive ineffective in-
struction. The approach, therefore, attempts to provide systematic
direct instruction in oral larnguage, reading, and arithmetic prior
to first grade school entrance.

18Howard Spicker, "Intellectual Development Through Early Child-
hood Education,” Exceptional Children, May, 1971, p.630.
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After a study of the results of the various modes of intervention
with preschool children, Spicker concluded:

1. Curriculum models which stress cognitive or academic skill
development produce the largest IQ score increases.

2. 'Traditioral' curriculum approaches produce significant intel-
lectual growth only when the programs contain specific short- and
longterm goals zncﬁudwng language development. . . .

3. Structured programs other than cognitively or academically
oriented ones Evoduce intellectual gains only when they incorpor-
ate strong oral language development components.

4, A preschool academic skill oriented program such as that
developed by Bereiter and Engglmann tends to produce rote reading
and arithmetic computation skills rather than improved reading
comprehension and avithmetic reasoning skills.

5. Unless the primary grade curriculum can be modified, preschool
programs must develop the fine motor, memory, and general Tanguage
abilities of disadvantaced children. These skills, rather than
abstract ressoning, critical thinking, and creative thinking, ap-
pear to be needed to succeed in the primary grades of many exist-
ing elementayx scheols locatad in inner city ghettos and rural
communities.'

Stearns?0 discussed various types of programs curvently in opera-
tion and others being organizaed. Some included modification of the home
environment, others emphasized prenatal and early infancy conditions.
Stearns felt that one of the most dramatic attempts to modify children's
environment without putting them into a classrcom was the "Sesame Street"
television program. The author cited several factors from related
research which seemed important in early chiidnood: orderiiness in the
home, doing things at regularly appointed times, child-rearing practices
based on positive reinforcement, and having parents who provided an ade-

quate language model. In the current study, all the former factors

]QSpicker, oh. €1te; Po 635,

ZOMarian S. Stearns, "Early Education: Still din its Infancy,"
‘American Education, August/September, 1970, pn. 3-5.
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except "orderliness in the home" were included in the structure of the

parent-training sessions.

Studies Involving Mexican-American Children

The investigator reviewed with particular interest those studies
which centered around children of the Mexican-American cultural background.
Because approximately one-half of the children in the present study are
Mexican-American, research about their cultural differences seemed especi-

ally appropriate for review.

Firma. This author believed that Mexican-American children are
handicapped by poor academic performance and low self-esteem. She hypo-
thesized that reinforcement and reward techniques used to promote self-
esteem should include activities relevant to both Mexican and American
cuitures. Fivly-six low-achieving Mexican-American children in grades one
to four wers reinforced for specific academic tasks. The rewards were in
several categories: those acceptable to the Mexican community, those con-
sidered non-Mexican rewards, and a combination of these. Her general
hypothesis of a bicultural approach to improve Mexican-American children's
self-esteem was supported by the findings, and she concluded:

« « . Mexican-American children with low self-esteem should receive
a socio-emotional treatment (typically Mexican) as a first step to

enhance self-esteem. After self-esteem has been raised to some ex-
tent, the achievement treatment (typically American) may become more
appropriate for promoting further self-esteem enhancement. In class-
rooms with children at different levels of initial seif-esteem,
teachers should use both reinforcement treatments, perhaps varying
Ehe mié]from child to child, to make use of the values of both cul-
ures.

21Thereza P. Firma, "Effects of Social Reinforcement on Self-
Esteem of Mexican American Children," (unpublished Doctor's dissertation,
Stanford University, 1967), p. 5 of abstract to Department of Health,
Education and Welfare, 1967.
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Stedman. In a search for the environmental antecedents of compe-
tence in young children, Stedman investigated several parameters of a
population of disadvantaged Mexican-American children. The sample con-
sisted of 134 five-year-old children in a Head Start program. After the
teachers had rated the subjects on behavioral adjustment and language
ability, twenty were selected for a high~adjustment, high-lanquage (H-H)
group, ard twenty others for a low-adjustment, low-language (L-L) group.
Familial data were collected for fifteen children in each group. There
was a moderate relationship between behavioral adjustment and language
ability. His data provided for several conclusions and implications:

First, they indicate that lower socioeconomic, Mexican-American

families differ on a number of important variables and that these

differences are associated with preschool child adjustment and

Tinguistic ability. Results follow a consistent pattern in which

H-H families show cigns of more adequate family adjustment and

more favorabie 'semantic structures' vegarding school-related

concepls. These data add to the scanty empivical research pro-

grams designed to intervene in the family forces affecting the

child's sarly school adjustment,“®

~ Plant. Seven groups of disadvantaged Mexican-American children,

aged 3 to 5, were the focus for a study reported by Plant. Group leaders
were high school students of the same racial background who worked under
the supervision of experienced primary teachers during two successive
ten-week summer sessions prior to kindergarten entry. This longitudinal.

study fellowed the subjects through second grade in school and found that

in general there were some short-term gains but that few differences

2‘James M. Stedman and Richard E. McKenzie, "Family Factors
Related to Competence in Young, Disadvantaged Mexican-American Children,"
Final Report on Head Start Evaluation and Research, 1968-69, to Office
* of Economic Opportunity (Austin, Texas: University of Texas, August,
1969}, p. 21. ‘
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existed between the training and comparison groups after second grade.
This regression was discussed by the author who cited several reasons why
it may have occurred:

First, there were really no differences between intellectual

functioning Tevel of training and comparison groups even at the
beginning of kindergarten. . . . A second possible explanation is
that during kindergarten, comparison St received more individual
attention and assistance than did training unit Ss. . . . In addi-
tion to the possibility of differential teacher attention, it is
possible that training unit Ss experienced a sort of 'cultural
shock' by moving from the situation of one adult to five children
1o a situation of one adult to 35 children. Adequate transfer

from tgg preschool to the school setting probably did not take

place.
Plant's discussion of the study concluded with a statement relevant to the
current investigation:
In order to enjoy school success, children must internalize and work
easily within the so-called 'middle-class ethos' of the school.
Young Mexican-American children may find it more difficult . . . to

accapt and use the needed middle-class values and attitudes. Thus. it
may be the case that more intensive preschool training, or longer

eviods of preschool training are required to bring the Tower SES
Mexicen-Amarican child to the point of being able to cope %ath the
quite diiferent demands of the middle-class school system.

‘Summary. Most of the studies on the culturally different preschool
child centered about environmental remediation, whether within the home or
in the classroom. Within the home, several factors were deemed important
in early childhood. These included orderliness, regular schedule, posi-
tive reinforcement, adequate language models, and educational television.
School studies have concentrated on small-group instruction for preschool
children with developmental lags based on cultural differences or depri-

vation.

23alter T. Plant and Mara Southern, "Effects of Preschool Stimula-
tion Upon Subsequent School Performance Among the Culturally Disadvantaged,"
(San Jose, California: San Jose State College, September, 1970), pp. 41-42.

241hid. , p. 43.
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Studies with Mexican-American children have used behavior modifi-
cation techniques to increase academic achievement and behavioral con-
trols; small-group techniques within schools have employed tutors of the
same cultural heritage; and studies of the home environment have been
undertaken to determine which familial factors apparently contribute to
positive'gains in language development or cognitive skills. Parent con-
tacts with the schools, and teacher understanding of the children were
stressed by several authors as vital to the progress of this group of
children.

This latter point was particularly important to Farias. He felt
the urgent need for teachers to understand the ethnic backgrounds of their
Mexican-American students, and stated that what the Mexican-American
student leazrns in school frequently comes into conflict with what he has
Jearned from his parents. Among the cultural differences he noted were:
loyalty to the family, Toyalty tb.the ethnic group, the authoritative role
of the father, the persistance of folk medicine, value conflicts, and lack
of goal orientation. He stated firmly: ’

Mexican-Americans and their schools must be drawn closer together.

Priorities must be established for programs that will bring more

teachers and parents together in a learning situation. . . . If

necessary, the federal government should pay Mexican—Americgg parents
to attend sessions where they become involved with schools.

ITI. EVALUATION AND DIAGNOSIS

" ‘Rationale for Early Diagnosis and Intervention

Emphasis on the increased importance of the earliest years of a

child's 1ife is a fairly recent development. Early childhood education

22%Hector Farias, Jr., "Mexican-American Values and Attitudes
Toward Education," Phi Delta Kappan, June, 1971, p. 604.
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has been established as a first order national priority.zs Educators and
other people concerned with the development and well being of young people
have been accumulating knowledge about the critical effect the earliest
years have on a child's later development.

The national investment in early childhood education has resulted
in a large number and variety of approaches to the educafion of young
children. These approaches generally encompass one or more of the three
areas of development: ccgnitive, social-emotional-physical, and sensory-
motor. Once a child enters a formal school setting, the teacher must cope
with all three areas. Learning deficiencies demonstrate the existence of
an imbalance in the development of these areas, according to Coon-Teters

who stated:

Most of the problems which occur in the school setting have their
roots in the early years of the child's 1ife. It is encouraging that
early identification is becoming more and more the focus of attention.
o peveloprmental lag frequently becomes a complex problem. . . .

b ¢child whe cannot make a circle or a square . . . tends to have
reading problems. Too often, in the early years, this child is moved
along through kindergarten, first and second grade, in the hope he
will establish form and size constancy along the way . . . diEscted
experiences are needed when the developmental lag is present.

The cause for early diagnosis and intervention was well put by

Buktenica when he stated:

Young children must be studied in order to determine the pre-
cursors to school Tearning problems. . . . We tend to examine
children after their optimal point for recovery, when the Tearning
problem has been compounded b% emotional reactions and effective
remediation is less possible. 8

26F10ra Coon-Teters, "A Developmental View of Children's Learning,"
Academic Therapy Quarterly, I (Summer, 1966), 220-224.

271bid., p. 224,

28Norman A. Buktenica, "Identification of Potential Learning Dis-
arders," Journal of Learning Disabilities, VII (August/September, 1971), 39.
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The concern for the child's emotional stability was also indicated
by Slingerland in her statement:

In making screening-test evaluations, it is better to err in judgment
on the side of more~than-enough rather than not-enough preventive
training. . . . Success rather than failure will then set the child
apart. . . . The child who does not experience failure, even though
progress may be slow, is far less apt to develop faulty learning
patterns, to resist, tggfee] inept, feel 'stupid,' and to become
warped in personality.

A common denominator in the literature on intervention for chil-
dren with Tearning problems appears to be that the sooner the intervention
takes place, the more lasting the results. Sheperd, for example, in dis-
cussing projects underway at the University of Oregon's Research and
Demonstration Center for Early Childhood Education felt very strongly
about the failure and eventual catedorizing or Tabeling of children:

If a ¢hild at this early primary level does not learn or does not
achieve, he starts falling behind, The further he fails behind,
the dreater the gap becomes and pretty soon someone labels him, . . .
The intent is 1o reach them at an earlier stage of their education

« « with the §6pectation that they will not eventually be Tabeled
or categorized,

A strong case for careful test evaluation was made by Coleman, et.
a1.31 who felt that severe learning problems should be referred to speci-
alists early in the child's educational experience. He also stated that

the assumption of deprivation might label a child who would then receive

298eth H. STingerland, "Early Identification of Preschool Children
Who Might Fail," Academic Therapy, IV (Summer, 1969), 246,

3OEve]yn Blum, "An R & D Center Focuses on Early Childhood Educa-
tion," (Interview with George Sheperd), Exceptional Children, May, 1971,
p. 676.

3]Ho'v.'ard Coleman and Sarah Dawson, "Educational Evaluation and
Visual-Perceptual Motor Dysfunction," Journal of Learning Disabilities, II
(May, 1969), 242-251.
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special attention based primarily on his environmental deprivations, bar-
ring him from the necessary evaluation of his particular Tearning prob-

lems, and precluding remediation for them.

Authoritative Opinions on Early Intervention

Several additional well-known authors contributed to the rationale
for early intervention and are worthy of review for the purposes of this
section. These authors stress several aspects which were also incorpor-
ated in the present research study described in Chapter Three. These
included: (1) involvement of parents, (2) use of paraprofessionals, (3)

utilization of team screening, and (4) remediation of deficiencies.

ﬁtgzbgr932 discussed some of the factors of deprivation which

might have a bearing cn a child's Tater performance in school. These
inciuded: malnutrition, understimuiation or overstimulation, Timited
langusge or social-emotional experiences, and others, She felt that the
more extended the time of deprivation, the greater the problem c¢f amelior-
ation. Children experiencing early deprivations do respend to early
intervention and improve their performance; this intervention may take
many forms and to some extent depends on tha observed deprivation or
assumed deficit. In her review of outstanding intervention programs she
found:

« « . (the programs) have in common clearly stated objectives, cur-

ricula consistent with objectives, high professional-paraprofessional

ratio, individual instruction and attention, and parent involvement.

« « . In order to gain permanent results, we should (1) find ways
to develop the children's intelligence instead of merely teaching

325d1th H. Grotberg, "Early Intervention for the Disadvantaged:
Does it Influence Reading Achievement?" (paper read at the Internetional
Readin% Association meeting, April 19-23, 1971, Atlantic City, New
dersey).
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the skills; (2) seek the help and cooperation of parents as well as
thg,invo]vemegt of the entire commgni?y; and (3) initiate 58110w-
through programs to provide a continuity of good programs.

DeHirsch34diSCUSS€dSOme major approaches used in intervention
projects with which she was familiar. Recurring strategies she noted in
her review were (1) use of health personnel; (2) emphasis on the impor-
tance of parent participation; (3) development of parental competence énd
se]f-image} She recommended children be prepared for effective school
participation by focusing during the preschool years on large motor,
visuo-motor, perceptual, and oral Tanguage training. In her opinion,
establishment of a series of operational intervention centers should be
explored, which centers would feed informaticn into a cantral agency
designed to evaluate strategies and formulate policies for a national

progran,

§§E§§§gg?5 offered, in addition to a method for identifying chil-
dren in need of remedial instruction, a description of how paraprofessional
school personnel should carry out the instruction. He stated that for
slight weaknesses in learning skills, or for those children whose diffi-
culties were related to cultural deprivation, remedial instruction was

appropriate. But he voiced the philosophy which underlay all the other

projects reviewed, that children displaying serious deficiencies in

331hid., p. 19,

3atrina DeHirsch, "Preschocl Iatervention," (paper read at the
Interdisciplinary Committee on Reading Problems, Aoril 6, 1972, Center
For Applied Linguistics.

"~ e

J5 S e . . 7 s
S robert A. Severson, Training Paraprofessicnals for Intensive
skill Building in_an Early Detection and Intervention Prograni

(Washington, D.C.: Department of Heaith, Educaticn & Welfare, April 29,
1971).
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learning skills should be referred to specialists for thorough physica1;

intellectual, and/or psychological diagnosis.

The Importance of Sequential Learning and Perception in Early Childhood

Children have many unique ways of developing their "sense-
36

ability," according to Weiser. Most children utilize natural modes of
learning through use of senses in normal ways. These may include digging
in sand, running with the wind, splashing in puddles, and rolling down a
grassy hill. Weiser felt that when a child finds meaning in an experience,
he will be interested and attentive. Readiness for reading follows
improved perceptual abilities of young children, and this behooves educa-

tors to avoia prematurely presenting the printed wbrd.37

Sequential Learning. The effectiveness of a new sequential

learning program was studied by psychologists in a 1967 project which
brought a groun of twenty-four culturally deprived five-year-old chil-

38 A

dren into a program of planned and guided learning experiences.
matéhed control group was exposed to a "traditional" program and a
second matched control group received no preschooi program, Nine months
after the experiment began, developmental measures were obtained from

each child. These included general intelligence, perceptua] motor

skills, vocabulary development, school readiness skills, ability to

36Margaret Weiser, "Awareness--One Key to Reading Readiness,"
Young Children, XXV (September, 1970), 340-344,

3 bid.

38Vernon Van de Riet, Hani Van de Riet and Herbert Sprigle, "The
Effectiveness of a New Sequential Learning Program with Culturally Dis-
advantaged Preschool Chiidren," Journal of School Psychology, VIT
(Spring, 1968-69), 5-15,
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express ideas, verbal reasoning abi]ity; language comprehension; spatia1
abilities, gross motor coordination, and concept formation. |

The above comprehensive evaluation of all three groups provided
information indicating that the performance of the experimental group on
all of the measures was significantly superior to that of both control
groups. The "traditional" group's performance was superior to that of
the no-treatment group on about one-half of the measures. A follow-up
evaluation at the end of the first grade indicated that a significant

developmental superiority remained for the experimental group,

Perception. Experimenters have emphasized the role of age in the
increased ability to process information. A study by Kraynak and Raskin3?
found that the older children made more correct responses in a three-
dimensional task than all the other children.  They were able to use the
dimension of depth while the younger children couid not. Other conclu-
sions of importance to the current study were: (1) performance of all
older children was better than all younger ones; (2) the lack of effect
owing to sex of the child agrees with prior evidence, and this factor |
was not important in form perception; (3) learning took place during the
course of the experimental sessions. Although this study tended to say
that the older the child was, the better he 1eakned, one could not negate
the earlier education of all the children, for it'was Verified thaf i b3
early education was neglected, the child would not learn as well as he

got older.

_ 39Audrey Kraynak and Larry Raskin, "The Influence of Age and
Stimulus Dimensionality on Form Perception by Preschool Children,”
Experimental Psychology, IV (May, 1971), 389-393.
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Haworth, et. a1.40 reported on new teaching procedures used by the
nursery éthoo] staff at the Meyer Therapy Center for Children at Omaha,
Nebraska. The revision of normal-child teaching methods was mandated when
the staff found that handicapped children were unable to pursue and utilize
many of the experiences to which they were exposed. The revisions were
incorporated into a perceptual training program, and an exnloratory research
project was conducted to test the program with a small group of children.

A graded sequence of activities was deveioped to help each child acquire an
awareness of and discrimination between simple geometric forms, and finally
to translate these concepts into drawings of specific figures.

The Meyer staff was aware that a structured teaching program was
diametrically opposed to the usual nursery school procedures. However,
these children were all past the age at which representational drawing
should be in evidence. Therefore, it was apparent that extra effort would
be needed to replace random scribbfing with patterhed structures. The chil-
dren were encouraged to use more than one sensory pathway (visual, auditory,
motor, kinesthetic) at one time and in various combinations. The investi-
gators' conclusions were that their successful experience, as well as that
of Santostefano and Stayton,4! whom they quoted, indicated parents could

be instructed to utilize the training program under professional supervision.

40Mary Haworth, Corinne Auvinen and Karlyn Scott, "Improving Percep-
tion: A Multisensory Approach," Teaching Exceptional Children, Winter, 1969,
pp. 33-41,

4sebastiano Santostefano and Samuel Stayton, "Training .the Prescheol
Retarded Child in Focusing Attention: A Program for Parents," American
Journal of Orthopsychiatry, XXXVII (1967), 732-743.




39
Many of the studies on perceptual motor training used adults or

older children as subjects. Painter's study42 differed in that she worked
with kindergarten children who were considered "low functioning." One-half
of her group of twenty was given a special program of perceptuo-motor
training. An equal number, matched for IQ, CA, MA and sex served as con-
trols. Training was continued over a seven-week period. Following train-
ing, the experimental group showed marked improvement in the Goodenough

Draw-a~Man-Test and in various elements of the I1linois Test of Psycho-

~ linguistic Abilities.

“‘Diagnostic Instruments for Measuring Preschool Children

When a study is conducted which requires much pretesting in order
to screen subjects for the project, ease of administration becomes an
“important aspect to consider. Scales or batteries utilized in the reviewed
projects ranged from teacher-devised to full-profile clinical measures.
Somie were combinations of sections from various well-known testing instru-

ments such as the Illinois Test of Psycholinguistic Abilities, the Frostig

‘Test of Visual Perception, and subtests of the Wechsler Intelligence Scale

“for Children and the Stanford-Binet (Form L-M) Intelligence Test.

I11inois Test of Psycholinguistic Abilities (ITPA). Any number of

investigators have used the I1linois Test of Psycholinguistic Abilities to

diagnose children's difficulties at the preschool age. Hayes and Dembo®3

42Genevieve Painter, "The Effect of a Rhythmic and Sensory Motor
Activity Program on Perceptual Motor Spatial Abilities of Kindergarten
Children," Exceptional Children, XXXIII (2), 113-116.

43Mabe] Hayes and Myron Dembo, "A Diagnostic-Prescriptive Approach
te Preschool Educaticon, Psychology in the Schools, VIII {January, 1971),
37-40.
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described the use of the ITPA to diagnose the Tanguage patterns of preschool
children and the prescriptive techniques to be used by teachers. The pre-
weak and strong areas in language development. Because there is a problem
with preschool children in obtaining and sustaining attention for even
short periods of time, the authors suggested that motivation was more
easily obtained when the tasks were selected which pertained to each child's
particular strengths. Successful activities were followed by the gradual
introduction of tasks in deficient areas. Thé use of successful activities
to solicit further endeavor from young chiidren is a technique familiar to

behavioral scientists.

Schenectady Kindergarten Rating Scales (SKRS). Tobiessen, et. a1.44

sought the relationship between the Schenectady Kinderggrten Rating Scaies

and first-grade achievement and adjustment. The SKRS, a battery of teacher-
administered behavior rating scales, have been developed as an economical
means of screening large numbers of children in kindergarten so that pre-
ventive or remedial programs can be provided. Deviant scores on scales
involving impulse control and Tanguage and perceptual-motor skills pre-
dicted similar problems in first grade with considerable accuracy. Profiles
reflecting withdrawn or hostile kindergarten'behavior were less accurate
predictors of similar behavior in first grade. Overall, the SKRS profiles
were only moderately successful as predictors of specific first-grade

diagnoses. However, scme profiles were identified that provided an

44John Tobiessen, Barbara Duckworth, and W. Glenn Conrad, "Relation-
ships Between the Schenectady Kindergarten Rating Scales and First Grade
Achievement and Adjustment," Psychology in the Schools, VIII (January,
1971), 28-36. '
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accurate means of screening children who definitely would be impulsive

nonlearners in the first grade.

Denver Developmental Screening Test (DDST). Another study, that of
a1.45

Frankenburg, et. was undertaken to evaluate the validity of the

Denver Developmental Screening Tést in view of its widespread use for

screening the development of preschool children. Two hundred thirty-six

subjects were evaluated with the DDST and the Stanford-Binet, Revised Yale

Develepmental Schedule, Cattell, and the Revised Bayley Infant Scale as .

criterion tests. The DDST agreed very highly with IQ's and DQ's obtained

on the criterion tests.

Pupil Behavior Rating Scale (PBRS). Bryan and McGrady46 conducted

a study of the Pupil Behavior Rating Scale to determine its usefulness for

screening children at the elementary level for potential Tearning disabili-
ties. The scale consists of five categories with from four to eight items
in each category. Teachers rate the child on each item on a five-point
scale. In their study, the researchers found that teachers consistently
rafed the learning disabled group below those children without apparent
problems. They concluded that the PBRS provides an efficient and economical
measure for screening purposes, but its usefuiness depends upon an intensive

follow-up evaluation to determine the exact nature of the disability.

45w11iiam Frankenburg, Bonnie Camp, and Pearl VanNatta, "Validity
of the Denver Developmental Screening Test," Child Development, XXXXII
(June, 1971), 475-485.

4673015 Bryan and Harold McGrady, "Use of a Teacher Rating Scale,"
Journal_of Learning Disabilities, V (April, 1972), 26-33.
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Combined Subtests of Well-Known InstrUmehts.~ Many studies in the

Titerature reported utilizing combinations of test instruments, selecting
specific subtests and combihing them to provide a profile of children's
strengths and weaknesses. A project by Gordon and Hyman47 combined sub-
tests of various diagnostic instruments, seekina to measure aspects of
visual-motor, auditory, fine-motor, and abstract-drawing abilities. In all,
fourteen encompassing measures were used to study disadvantaged children,
ages four to seven and one-half. These were Head Start youngsters with a
noticeable deficjency in one or more areas of learning skills. The concept
of develcpmental age levels for skills was supported by a high correlation
between the scores on copying tasks and age. The results with a‘sizeab1e

n of 168 children, and the high correlations obtained, furnished a strong
argument to the question of whether it was possible to develop a battery of
pekceptual—motcr tests appropriate for screening children from impoverished

backgrounds.

Summary. In conclusion, the researcher discovered that many screen-
ing devices have been subjected to rigid field study for determining weak-.
~nesses in the young child's learning skills. Some of the kindergarten’sca1es'
have proved to be predictive for behaviors and/or learning abilities in the
first grade. In screening young children, the problem of maintaining atten-
tion to tasks ié facilitated by starting with successful experiences, and
inserting more difficult tasks periodically. The majority of the screening

methods provide a valuable profile of strengths and weaknesses which enable

47George Gordon and Irwin Hyman, "The Measurement of Perceptual-
Motor Abilities of Head Start Children," Psycholoay in the Schools, VIII
(January, 1971), 41-64.




43
the instructors to provide specific help in areas of deficiencies, Studies
using combinations of well-known subtests were successful in screening

children with suspected problems in specific areas of learning skills.

Assessments of Recent Programs

Numerous projects were described in the literature, all with similar
goals but individualized approaches to achieving these goals. The multi-

tude of variations incorporated in attempts to prevent or remediate learning

problems warrant brief reviews of some which have proven beneficial.

The Fort Worth Project.48 Underprivileged children, ages two to

five, were provided opportunities and experiences to help develop academic
skills, positive self-image, confidence in capability, and to provide essen-
tial physical necessities. The program began instruction at a level con-
sistent with the chiid's eXperiences and paced each sequential step.
Although the cost of approximately $300C per year per student appeared
prohibitive, the author of the report felt that 1tvwas balanced by benefits
in affective, cognitive and psychomotor deVe]opment. He stated further:
“Intervention is necessary for disadvantaged children to have a reason-
able opportunity to be ready for school, and intervention employing

this dinstructional program 1z9more effective . . . than that of con-
ventional day care programs. )

The Fort Worth Independent School District Project.5O This project

selected the preschool children with IQ's under 80 from the above early

48John Barnett, Fort Worth Project: Central Cities Educational
‘Development Center, (Report #-TX-T [06719] 19727,

491p 4.

Childhood Project in Fort Worth Independent School District, Title VI, ESEA,
(Final Report, T97T7.




44
childhood education project. The component's purpose was to determine if
children deviating from their peers could be educated as an integral part
of the regular class. They were provided individual prescriptions and
received additioﬁa] instruction outside the regular classroom. Posttesting
indicated that they had scores only slightly below those of the other chil-
dren, and above those of day care and kindergarten comparison groups. Most
of the children entering with IQ's under 80 were able subsequently to enter

regular first grade classes.

51

The Union Township (New Jersex)‘Project. Two successive kinder-

garten classes (1967 and 1968) received three and two years of training,
respectively. This was a program for early identification and remediation
of perceptual deficiencies to prevent or minimize learning disabilities.
Posttest results indicated improvement for project children in areas of
visual-motor integration, certain aspects of gross motor development,
associative processes and sequencing. CarryoVer from training success to
academic achievement was also noted. Teachers, specialists, and admini-
strators provided written statehents Which demonstrated project effective-
ness. They felt that children in the tréining program were more attentive
and better organized. While perceptual motor match and/or associative
processes improvea the most in those children deficient in those areas,

auditory dynamics seemed the most difficult to remediate.

1jane p. Padalino, A Program for the Identification and Remediation
‘of Perceptual Deficiencies ifi Kindergarteén and Primary Grade STudents
{Final Interim Progress Report), (Union fownship, New dJersey: Union Town-
ship Board of Education, 1569).
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" The Staten Island Summer Head Start Program.52 Although this pro-

gram with disadvantaged children lasted only eight weeks, its effect on the
subjects' subsequent performance in kindergarten and first grade was care-
fully observed. Measures were taken periodically through the first year of
school and during the first six months of the second year of schooi}

Because no control group was used, the substantial gains of the children in
all performance areas on the posttests could not be credited solely to the
Head Start experience. The gains might have been due to simple maturation
and resulting general deve1opmént. A real distinction was .made, however,

in the fact that Head Start pupils had better school attendance in first and

second grade than. children who had not participated in the program.

The Montgomery County (Rockville, Maryland) Public Schools

(92 ]

3

Projéct. Serving kindergarten through grade 5, this project was designed

to improve the educational performance of children with learning problems
(without regard to categorical labels) as a supplement to the classroom in

the normal school setting. Team screening processes were developed to

identify preschcol or school-age children with learning problems; assess-

‘ment, intervention, and followup procedures were also developed, involving

teaching teams and resource staff. The project was coordinated and inte-

grated with the school system and the community, and staff development and

‘training procedures were a continuing aspect for project personnel.

8. T - At et TSN Vet

525herwood Chorost, An Evaluation of the Effects of a Summer Head
‘Start Program (Staten Island, N.Y.: Wakoff Research Center, June, 1967).

53Montgomery County Public Schools, Focus on Children with Under-
developed Skills: End of Budget Year Report (Rockviile, MaryTand:
Montgomery County Public Schools, 1968).
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§gmmggx.A In summarizing aspects and results of these programs, the
following factors appear to be vital to the success of special programs
undertaken for the young child: (1) early intervention with disadvantaged
children is vital, with success being noted for children who enter special
programs as early as two years of age; (2) individual prescriptions for
each child's particuiar needs should be considered; (3) remediation of
perceptual deficiencies aids in preveﬁtinq later Tearning disabilities;
(4) the amount of time a program lasts does not appear to be as important
as the quality and concentration of the special help: (5) followup proce-
dures and Tong-term evaluations are an important adjunct in any program
seeking permanent gains; and (6) staff development should be an integral

component of any project.

~ Summary on Evaluation and Diagnosis

Farly intervention, diagnostic instruiments and the profiles they

provide are only as useful as the prescription and instruction which is

54

derived from them. Valett,”  one of the acknowledged authorities in the

area of prescriptive programming for learning disabilities, expressed the
belief that careful initial diagnosis and teacher involvemeni in systematic .
appraisal of the pupil is required in the development of a program to meet
the individual's needs. ,

6

t,55 reported sig-

s - |y
Van de Riet and Van de Rie gnd Karnes, et. al.”

nificant gains for disadvantaged children with the use of highly structured

S4pobert Valett, "A Developmental Task Approach to Early Childhood
Education," Journal of School Psycholoav, V (1967), 136-147.

55

Van de Riet and Van de Riet, loc. cit.

. v
J6Meﬂe Karnes, et. al., An Approach for Working with Mothers of
‘Disadvantaged Preschool Children, “(Urbana, ITTinois: Institute for Research

in Exceptional Children), (n.d.).
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programs stressing multisensory approaches to concept development. Working
with a program which stressed personalized programming, Coffman and Dun1ap57

found significant gains in the areas of audition, vision, cognition, and
language.

There was consistent agreement among the reports of various inter-
vention programs that early diagnosis and remediation of weaknesses in
Tearning skills were vital to the later development and school achievement
of young children. Furthermore, some studies reported that when parents
and teachers were provided with the evaluation results and specific remedi-

.ation techniques were outlined and taught to them, significant improvement
in the children was noted, even after a lapse of one year or more without
fuyrther remediation.

The latter findings are pertinent to the present study, for it
centers about early diagnosis énd intervention, and one important aspect
is the invoivement of the mothers in providing remediation experiences for

their kindergarten children within the home,

IV. PARENTAL INVOLVEMENT IN THE DEVELOPMENT
OF PRESCHOOL CHILDREN |

The family, as the fundamental unit of a democratic society, main-
tains prime rights and obligations regarding the education of the child.
In a policy-statement draft by the Council of Exceptional Children (CEC)
Policies Commission, the statement was made that "the school should

establish whatever structures are needed to create a genuine partnership

57A1ice Coffman and James Dunlap, The Effects of Assessment and
Personalized Programming on Subsequent Intellectual Development of Pre-
kindergarten Children (Washington, D.C.: United States Department of
HeaTth, Edlcation, aid Welfare, 1967). ‘
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. . . . . . =
with parents . . . in designing and implementing educational progh’;\ms.”8
Parents, as the consumers of education services, are participating to a

. . . . [N
greater extent in policy-making in recent years.°9

Inherent Problems

Some specific problems are delineated in the Titerature referring
to parent involvement in program planning for preschool children. A
review of one project has identified four areas of concern which emerged
as the work with parents progressed.60 These problem areas were: (1)
many parents did not possess basic knowiedge about child development;
(2) many pavents did not have the skills to provide stimulating experiences
to enhance the cognitive development of théir children; (3) many parents
had faulty perceptions of the nursery school role; and (4) many parents
had personal needs which could rnot be neglected if they were to become
competent in the first three areas.

The Dubnoff Schooi for Educational Therapy in North Hollywood
emphasizes parent participation in meeting the goals for their students.

£,61 yecognizes the vital

The school's founder and director, Belle Dubnof
role parents exert in their children's education. She stresses, there-
fore, parent discussion groups, parent-teacher conferences, parent-

administraticn consultations, crisis interviews, and family counseling.

58Maynard Reynolds, Chairman, "Policy Statements: Call for
Response," CLEC Policies Commission, Exceptional Chiidren, February, 1971,
p. 421.

S}

591bid., p. 433.

6ODorothy C. Adkins, Home Activities for Preschool Children
(HonoTulu: University of Hawaii, September, 19717

€lpette Dubnoff, Parents Can Be Allies (North Hollywood, California:
Dubnoff School for Educationai Therapy, 1969). (Mimeographed.)
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Through utilization of all these methods, parents are oriented to ways in

which to help at home with educational and disciplinary goals.

Effect of Parents on Children's Learning and Behavior

Family members have been involved in programs for early childhood
education for handicapped children in a variety of ways. The nature of
their involvement, however, has often been random or accidental, usually
reflecting pressures of the immediate program rather than the resuit of
careful planning, Of the 179 project proposals that were disapproved
under the Federal Handicapped Children's Early Educational Assistance Act
(Public Law 90-538) in the first year of funding (1969), Ca1vert,62 in
his 1971 report, stated that more than thfee~fourths were disapproved for
reasons relatea to inadequate participation of parents in the proposed
programs. The generation of parents now experiencing active participa-
tion in the education program at the early educational level may not be
content in the future with passive and peripheral involvement.

Stearns®3 became specific in describing environmental aspecﬁs in
thé preschool child's T1ife which researchers have found important in early
childhood besides the obvious ones: orderliness in the home, doing things

~at regularly appointed times, child-rearing practices based on positive
reinforcement, and having parents who provide an adequate language model.
A11 of the foregoing except one (orderliness in the home) were included
in the parent training course which was the basis for this current study.

For this reason, the findings of Stearns were extremely important, for -

62Donald R. Calvert, "Dimensions of Family Involvement in Early
Childhcod Education," Exceptional Child, May, 1971, pp. 655-659,

') 0
6‘-’Stearns, loc, cit.
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they indicated that when mothers are interested in their child's develop-
ment and take an active part in group instruction, they will be motivated
to alter certain environmental conditions which may have been inhibiting

facters to the full development of their ch1'1d.64

Recent Studies of Parents as Modelers of Behavior

Several studies on adult modeling of behavior patterns for their
young children were well-designed and the results proved of interest for

the purpose of this study.

‘Mischel and Liebert,65 Conclusions by Mischel and Liebert based

on a "reward" research indicated that adult models who behaved self-
indulgently produced similar behavior in their children. These effects
were more extensive than direct rewards for self-indulgent behavior. When
the model preached unfriendly or uncooperative'behavior but behaQed in an
opposite manner, the child was more likely to do what the adult preached.
It was discovered by these investigators that the higher social status the
model held for the child, the more effective that model was in inducing

responsible behavior,

66

Emmerich and Smoller. In a study to determine role-patterning

of parental norms, Emmerich and Smoller found certain behaviors to be

valued by middie-class parents: friendly behavior to peers, cooperation

6%1pid.

65Na1ter Mischel and Robert Liebert, "Effects of Discrepancies
Between Observed and Imposed Reward Criteria on Their Acquisition and
Transmission," Journal of Personality and Social Psychology, III (1966),
45"53.

66w, Emmerich and F. Smoller, "The Role Patterning of Parental

e e e e
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with adults, achievement orientatiorn, dominance, and purposiveness. When
the parents ranked the least valued behaviors, aggression, avoidance, and
dependency were at the top of the list. This study found, as hypothesized
by the authors, that children will pattern after their parents. They con-
cluded that the positively-valued attributes found in this study probably
have survival value for the individual in the society of the United States

today.

Baumrind (1966),67 and Baumrind (1967)968 In two related inves-

tigations, Baumrind found support for her position that authoritative
control can achieve responsible conformity with group standards without
loss of individual autonomy or self-assertiveness of the child. Ninety-
five nursery school cnhildren and their parents were involved in the, first
study. Authoritative parents were described as warm, rational,. and
receptive to the child's communications, while yet maintaining control
of the child., The author cautions that the use of "authoritative" in
describing a parent should not be confused with the term "authoritarian"
in which parents are controlling but detached. Baumrind‘s second study,
which enhanced the findings of the first, tended to condemn "permissive-
ness" as far as the development of the child's personality and social
skills was concerned. She summarized her findings as follows:

1. Parents of the most self-reliant, self-controlled, explorative
and content children were themselves controlling and demanding;

2. parents of children who were relatively discontented, withdrawn,
and_distrustfui, were themselves detached and controlling, and

67Diana Baumrind, "Effects of Authoritative Parental Control on
Child Behavior," Child Development, XXXVII (1966), 887-907.

68Djana Baumrind, "Child Care Practices Anteceding Three Patterns
of School Behavior," Genetic Psychology Monographs, 1967, pp. 43-88,




somewhat less warm than other parents;
3. parents of the least self-reliant, explorative and self-controlled

children were themselves non-controlling, non-demanding, and
relatively warm,

Saxe and Sto11ak.70 These authors found very few investigations

on the relaticnship between children's curiosity and the parental use of
reinforcement, positive feeling, attention, and punitive discfp]ineo They
therefore utilized the social-learning theory of Bandura’! in working with
four groups of first-grade boys and their mothers and were able to find
high correlations between the mothers' curiosity and their children's

curiosity toward novel stimuli.

Summary. Parental cooperation and sustained motivation are vital
for any program designed specifically to remediate learning deficiencies
of the preschool child, if for no other reason than the facf that the
majority of @ preschool child's hours are generally spent within a home
situation. The nonworking mother, by virtue of the number of hours spent
with her child, is conceded by many sources including Perkins and Nicas,72

Heffernan,73 Jacobs,74 and others to have the most influence on the child

691bid., p. 88.

7ORobert Saxe and Gary Stollak, "Curiosity and Parent-Child
Relationship," Child Development, XXXXII (1971), 373-384,

71A1bert Bandura and Richard Walters, Social Learning and Per-
sonality Development (New York: Holt, Rinehart & Winston, 1963),

7230hn Perkins and Edward Wicas, "Group Counseling Bright Under-
achievers and Their Mothers," Journal of Counseling PayCho1ouy, XVITI
(]97]), 273-278,

Bletren Heffernan, "There was a Child Went Forth--A Philosophy
of Early Education," Child Welfare, XXXXIX (December, 1970), 545-552,

74John Jacobs, "Evaluation of Mother Teaching Style in High
Ability Families," The Gifted Child Quarterly, XV (Spring, 1971), 32-35,
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during his first five years of 1ife.v After that, the child is greatly

influenced by teachers and peers.

Group Instruction for Parents

The problems previously cited by Adkins,75

including the fact
that many parents did not have basic knowledge about child development
nor the skills required for remediating their child's developmental
deficits, have been of concern to many staff members in various projects.
Some of the programs which sought to orient and train parents in early

childhood development were reviewed in the literature. Several authori-

ties are cited helow.

Galloway and Ga]]owayo76 Parent training classes which taught

the technigques of behavior modification were conducted by Galloway and
Balloway., They sought to assist parents in achieving behavioral goals
for their children, These classes differed from the "traditional"
training group in that the goal of the latter structure is to deal with
the parents' psychological states as they directly or indirectly are
associated with a problem child. The Gai]oWays' goal, however, was to
help the parents deal directly with the behaviors in such a way that the
children's education could be extended into the home. They concluded
that the tools of beh&avior management worked well for the described
groups because the parents were cooperative and interested in obtaining

results.

75Adkins, loe. cit.

76Char1es Galloway and Kay Galloway, "Parent Classes in Precise
Behavior Management," Teaching Exceptional Children, II1 (Spring, 1971),
120-128. '
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J132§321077 Mothers began to join groups in a pilot project which
had beeh designad to train preschool staff members to deal with family-1ife
and sex-~education questions which children ask. The director's objectives
were to develop the children's ego strength in a healthy climate within
which attitudes toward self and sexuality could grow naturally. Although
the mothers drifted into the groups in order to learn how to answer their
children's questions with more equanimity, perhaps the greatest service
this study provided was the confidence géined by the mothers through group

activities.

of a study in which the author found that by symbolically reinstating a
deviant act, explaining the reason for punishment, and telling the child
exactly what he should do, the need for intense or instantaneous punishment
was obviated. His conclusion was that when a child is conditioned through
fear to avoid deviant behavior, he is not helped to control himself con-
sciously and willfully. Achieving behavioral conformity by aversive con-
ditioning fails to provide the child with cause~and-effect information and
transfer to other situations does not take place. This study was of value
to the present investigation because the parent groups would emphasize
positive reinforcement for good behavior with de-emphasis on aversive

condi tioning.

77Peggy Thomson, "Preschoolers Pose Some Tough Questions,"
American Education, VI (October, 1970), 16-19,

78Ross Parke, "Some Effects of Punishment on Children's Behavior,"
Young Children, XXIV (1969), 225-240,
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Oxman and Justman.79 Meetings and workshops for parents were held

by project personnel in poverty area schools of New York City. Goals with
which parents assisted were: (1) to overcome deficits in verbal, concep-
tual, and cognitive development; (2) to develop personal relationships
with peers and adults; (3) to develop critical thinking and problem solv-
ing; (4) to develop a feeling of self-worth; and (5) to improve vocabulary

and reading skills,

ggffg.80 In many instances, mothers do not want their children
in readiness programs because they believe immaturity in their child
reflects on their own inadequacies. Recognizing this as a problem, and in
an attempt to publicize the value of a readiness program, Jaffe compiled
a description of various programs in New Hampshire. She discussed readi-
ness ftests in use, the training of parents, teachers and principals, and
the ways in which mothers could volunteer their help to the classes. The
author concluded that if the mothers could be encouraged to work within
the classroom as volunteers, their resistance to programs would be dis-

solved.

Summary. The value of parent orientation and instruction in
child-rearing techniques was stressed in the works reviewed for this
section of thQ chapter. The development of parental competency ranged
from skills in controlling behavior, overcoming ccgnitive deficits,

assisting in personality development, through the skills required to

79wendy Oxman and Joseph Justman, An Evaluation of the ESEA Title
I Program 'Strengthening Early Childhood Education in Poverty Area Schools'
(Brooklyn, N.Y.: New York City Board of Education, August, 1971).

80porothea Jaffe, "Ready, Set, Go!" American Education, VI
(Augus t-September, 1970), 9-12.
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assist with preschool and readiness programs by direct involvement in the

classroom,

Parents as Instructors of Their Children

The work of Hess and Shipman81 has documented the importance of
the mother in establishing the essential basis for cognitive and language
development of the child. The extent of the child's growth seems to be
determined by the mother's ability to provide learning tasks, feedback as
the task is learned, and positive reinforcement as the child works toward
the goal., They believe that the lack of cognitive meaning in the mother-
child relationship is a factor which contributes to the problem of the
child with learning deficiencies. Their concern is expressed in this
exerpt:

It appears, ihen, that in spite of a mother's good intentions, if she
fails to inject sufficient cognitive meaning into her interactions
vith the chiiiad, she may end up structuring the situation so that he
not only fails %o Tearn, but develops a negative response to the
experience. . . . MWe believe that this kind of communication failure
is a primary factor in the mother-child interaction patterns of the
culturally disadvantaged and that it has far-reaching agg cumulative
effects which retard the child's cognitive development, ™
It would seem that preschool programs directed at the child with
learning deficits without involving the mothers are accepting a challenge
beyond the capacity of any educational curriculum. The problem appears
to be that one must restructure the mother-child interaction pattern. The
use of parents as instructors of their young children was a major aspect

in many of the projects reviewed for the current investigation. Some of

the varied programs are cited below.

8]R. D. Hess and V. C. Shipman, "Cognitive Elements in Maternal
Behavior," A Chaptar in First Minnesota Symnesium on Child Psycholegy
(Minneapolis: University of Minnesota Press, 19067,

821hid.
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'5§13§§,83 A twelve-week study by this investigator centered
around a project which involved the use of toys for home instruction.
Because the current researcher designed a similar project for one of the
experimental groups, it was interesting to note that Karnes' results indi-
cated a seven-point increase in Binet IQ's for the participating children,
The study, hewever, was not directed toward children with learning defi-
cits but paralleled the current investigation in the factor of parental

involvement as remediators within the home.

‘gggg§§,84 A Timited study of twenty gifted children and their
mothers' teaching methods was performed to ascertain whether the mothers
utilized uniformly expansive teaching sty1es'as had been suggested in
previous studies. Jacobs found that eight of the twenty mothers tended
toward restrictive teaching which was defined as relying on "specific
information, negative motivation, physical feedback requests, and limited
use of general verbal feedback."®® Nine of the mothers relied on expané
sive teaching which Jacobs defined as "positiye motivation, specific
verbal feedback fequests, general verbal feedback requests, and limited
use of specific information."8® Three of the mothers were so varied in
theif,teaching style that he found them difficult to classify. The value
of this finding to the current investigation lies in a conclusion of the
author that:

« « o (it) should be noted that the cognitive environment provided
these gifted children . . . does not differ from the cognitive

environments provided to average and below average children, . , .
There exists among all children, regardiess of ability, a commun-

a]ityggf difficulty in cognitive environment with which each need(s)
cope.

83Kames, loe, ¢1t. 84Jacobs, loc. cit.

851bid., p. 34. 861hid, 871hid,
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88, 89 One carefully designed study involving mothers

as teachers of their preschool children was that conducted by Far West
Laboratories of Berkeley, California. Nimnicht reported on this project
with considerable enthusiasm. The toy-lending aspect of the parent-child
interaction component was not spe&ifica]1y aimed at learning deficits,
and it was also limited to three- and four-year-old children. In these
two ways it differed from the current research study; however, the objec-
tives on which the project was based are listed here for they comprise
the rationale on which this investigator's work was undevtaken: (1) to
aid parents to help their children develop a healthy selif-concept; (2)

to help parents promote their children's intellectual development through
toys, and (3) to help parents stimulate their children's intellectual
abilities by imgroving interaction between parent and child. 90 In the

estimation of the project evaluators, the objectives were reached for the

Toy-Lending project.

91

Rayder, Cognitive growth factors, as measured on the thirteen

subtests of the Responsive Test, were reported by Rayder concerning the

Toy Lending Program conducted by the Far West Laboratories. Parents

886 1en Nimnicht, An Evaluation of Nine Toys and Accompanying
Learning Episodes in th@ Feip0151ve ModeT Parent/Child Component (Berkeley,
California: Far weat Laboratories for tducational Research and Development,
“June, 1970},

82¢1en Nimnicht, A Progress Report on the Parent/Child Course and
Toy Library (Berkeley, CaTi7ornia: Far West Laboratories for Lducational
Research and Development, August, 1970).

9OIbid.

Who Have rartlc'oated in thF qu Lend‘nc Lowponant of the °*r°q1 Ch;ld

.

Program (bmlhekc , California: Far West Laboratories for Educaticnal
Research and Develcpment, June 18, 1970),
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participated in courses within a classroom setting for two hours a week,
ten weeks, and were taught how to teach their three- and four-year-old
children through the use of educational toys. It was concluded through
use of pre- and posttesting, that the children had learned considerable
skills and concepts over ten weeks of involvement in the parent-child
course, and that a large part of the learning could be attributed to the
course itself, Control groups had allowed for the effects of maturation

and practice.

ngggg;gjg,gz An experiment to raise the initial low verbal and
general IQ's of low-income preschool children through double intervention
proved successful for a small group of children in Nassau County, New York.
The intervention was in two forms--one group of children received home
visits by social workers [single intervention), and a second group
TCCLled home visits by ‘workers who had been trained as “toy demonstra-
tors," (double intervention), A third group had no home visits. Two
types of women were g1ven tra1n1ng as "toy demonstrators"~-family agency
volunteers and women who had former]y been mother-participants themselves.
Both types of "toy demonstrators" proved equally effective in obtaining
results for the double intervention experimental children. In this
particular project, controls were not established as to the effectiveness

of non-professionals compared to professional social workers.

93

Murray. In a parent-training project using second-grade

youngsters as subjects, remedial reading instruction by their parents

92Levenstein loe. eit,

93geutah Mu: ray, Individualized Amelioration of Learning Disability
Through Parent-Helper-Pupil Involvement (Clarksvilie, lennessee: Austin Peay
University, April, 1972).
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was found to be statistically significant at the .001 level for improve-
ment in learning rate. Parent involvement in remediation was preceded by
group instruction in personality and learning theory, reading methodology,

and demonstration lessons.

Summary of Parental Involvement in the Development of Preschool Children

Parents are usually considered to be the first teachers of their
children. Because one problem area in parent-child interaction was iden-
tified as & lack of skills to enhance the cognitive development of young
children, it seemed apparent that instructing parents in specific tech-
niques for behavioral control, academic and cognitive growth, and personal-
ity enhancement was of utmost importance. A number of studies on parental
involvement were cited which indicated that growth could be measured fol-
lowing interventions as brief as ten weeks. However, it was stressed that
instruction for parents must be specific and goal-oriented, for if un-

directed, reverse effacts could be anticipated.g4

V.. THE USE OF TOYS AND GAMES

The Value of Toys and Games for Cognitive Development

Although most children follow the sequential developmental pat-
terns of all human beings, each does so at his own pace. Piaget's
description of the stages of intellectual development discusses the 1ogi-
cal sequence of their appearance:

« « o they are a logical self-supporting series of changes which
can be set out with approximate chronology, allowing a leeway of a

year or two here and there. . . . we cannot, under any circumstances,
change the order of progression, for this would make a logical non-

Mess and Shipman, loc, cit.
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sense of the whole sequence. . . . Although chronological age is
used to give the span of the periods, this criteria is approximate
and can be treated as a general guide only. The order of stages
must be reggrded as fixed, but there are ways in which variations
can occur,

It has been accepted by authorities in early childhood development
such as Ames and 119,96 Montessori,97 and others, that growth proceeds
through categories which can be labeled (1) self-awareness, (2) sensory-
motor perceptual development, (3) language, communication, and cognition,
and (4) social development. Each of these stages is sequential and each
overlaps the other; therefore curricula for each child should be developed
around input, integration, output, and feedback in the ncrmal developmental
categories, For the purposes of the curvent study, the investigator
emphasized the intensification of experiences in siages (2) and (3) above,
with the implication that stage (4) will subsequently be enhanced through
success with the preceding tWo.

Toys and games occupy an integral place in the young child's
development of sensory-motor, language, communicaticn and cognitive skills,
for they are, as Nimnicht defines toys: "a learning material . ., . those
things which stimulate children to discover re]at'ionshipst"g8 As an
authority on the use of toys for cognitive development, he went on to say:

It is through toys that a child understands certain aspects of the
physical world. A good toy is attractive and inviting, well con-

structed . "9 and fun, It also stimulates a child's curiosity and
imagination.”

95P. G. Richmond, An Introduction to Piaget (New York: Basic Books,
Inc,, Publishers, 1971), pp. 63-64,

9%pmes and I1g, loc. cit.

9711 zabeth Hainstock, Teaching Montessori in the Home (New York:
Random House, 1968), p. 8.

98G]en Nimnicht, 0. McAfee, and J; Meier, The New Nursény.Scthlﬂ
(New York: General Learning Corporation, 1969), p. 88.

991bid.
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Zimmerman and Ca]oviniloo fe]t that toys should be selected on the
basis of the child's developmental level and that toys for any developmental
age should be challenging, for this challenge moves the child to the next
higher functional level. They stated that children with special problems
might need specific foys to provide practice at that particular develop-
mental stage. Provision of practice with special toys and games for reme-
diation of learning-skills deficits is one of the aspects of the current

study.

Reports of Several Studies Using Toys and Games

Crawford and Crawford.10] In an article which was especially

pertinent to the investigator's study, the authors stated:

o o o Next step in the use of toys and games in the education of chil-
dren--especially valuable for the disadvantaged--is that of involving
parents. Parent participation and involvement effect a growing sense
of the relationship between family and school, helping to re]ieys the
estrangement between these two major areas of children’s lives, 'Y

165 in describing the Toy-Demonstrator intervention

program, detailed how the toys were presented to the children twice weekly
over a seven-month period. The Toy Demonstrator attempted to stimulate
verbal interaction by modeling for the mother., As a result of the mother-

child verbal interaction which developed, the subjects made significant

growth in cognitive and verbal skills.

100Lynda11 Zimmerman and Gloria Calovini, "Toys as Learning Mater-
ials for Preschool Children, Exceptional Children, May, 1971, pp. 642-654,

101Randal1 Crawford and Ahleen Crawford, "Learning with Toys and
Other Tangibles," Instructor, December, 1970, p. 28.

1021p44,

703Levenstein, loe. eit,
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Far West Laboratories.]04 A current project being conducted to

study several aspects of parent-child interaction somewhat paralleled the
present research with the exception that the program of Far West Labora-
tories was not specifically oriented toward remediation of preschool
learning-skills deficits, and it was limited to children aged two to four
years of age. The premise, however, was that interaction of parents and
children through the use of toys and related learning episodes could both
teach the child certain behaviors and help the parent provide an environ-
ment conducive to learning. The Far West Laboratories project does not
attempt to measure the extent to which each different toy in the study
substantiates the initial premise. Two reasons were extended to preclude
empirical testing of the toys: (1) the impracticality of testing both
the child and the parent before and after playing with each toy, and (2)
the impossibility of saparating the effects of simultaneous Tlearning of
concepts through other experiences.

Nimnichtlpb reported that the parents in the Toy-Lending project

of Far West Laboratories evaluated the course in 1971 on an open-ended

questionnaire. Results indicated that the parents felt more competent to
help their children and had a better understanding of whqt to expect from
their child after they Héd comb]eted the parent-child interaction training

program, The children's achievement was evaluated through comparisons of

pre~ and posttest scores of the Responsive Test. Results indicated that

the children's gains in cognitive skills had probably been due to their

involvement in the program.106

104G 1en Nimnicht, A Report on the Evaluation of the Parent/Child
Toy~Lending Library Program (BerkeTey, California: Far West Laboratories
for Educational Research and Development, August, 13871).

1051h14, 1067h44.



§j§gm,]07 Toys served as the medium to encourage adult-child

conversations in a project initiated by Strom. Before the encounter be-
tween players (adult and child), the adults were reminded that the child's
imagination should be complimented by their own vocabulary and that the
worst thing they might do would be to resort to baby talk. In the toy
talk setting, the adults were expected to remain adults, for through the
merging of their strengths with the child's strength (imagination) both
parties could l1earn, The major finding of this experiment was that the
toy talk could be a natural training tool for development of vocabulary

and concepts.,

'ﬁg;égg_g}&NQlO]O8 Another aspect of adult intervention in chil-
dren's play waes studied by these authors. When teachers'encouraged various
uses of the teys, changes in the children's behavior emerged. Teacher
"encouragement” included (1) exhortation toward use of egquipment, (2)
physical assistance in the use, (3) descriptive instruction, (4) instruc-
tion about methods of use, and (5) questions leading to use of equipment.
Findings showed that enrichment significantly altered the classroom |
environment in ihe experimental classes, with experimental boys showing
more cooperative attitudes than control boys. The results of this study |
indicate, with reference to the present investigation, that adult
encouragement and demonstration of how to play with toys is important

for behavioral reasons as well as for cognitive growth,

107 : E X
Robert Strom, "Toy Taik: A Medium for Respect," Theory Into
Practice, VIII (June, 1969), 186-191. LS

]OgThomas Busse, Malcolm Ree, and Marilyn Gutride, "Environmen-~ -
tally Enriched Classrooms and the Play Behavior of Negro Preschool
Children," Urban Education, V (July, 1970), 128-140.
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VI. SUMMARY

The literature reviewed for the current investigation provided
documentation to substantiate the importance of a number of factors in the
intellectual development of young children. Among these were early exper-
ience, genetic and environmental influence, development of verbalization
and language skills as well as secial-skills development. There was
corifirmation of various hypotheses that general intelligence of children
from low-income families would rise significantly when the children were
exposed to mother-child interaction. It was further shown that the younger
the child at inceptionvof training, the greater the gains in IQ and lang~
uage skills.

Culiural differences of preschool children were discussed, with
special attention given to studies on Mexican-American children, This
emphasis in the review of the Titerature on cultural differences was based
on the fact that about one~half of the children in the current research
project were of Mexican-American background. The need for greater under-
standing on the part of school personnel of the ethnic backgroUnds of
their students was cited. In addition, several factors were isolated
which appeared to be important in early childhood. These factors included
orderiiness, regular schedule, positive reinforcement, adequate language
models, and educaticnal television. .

Important aspects in the young child's developmental progress in-
cluded sequential learning and perception. These areas were discussed and
reviewed in the literature, and a portion of the reviews centered about
diagnostic instruments for measuring these factors in preschool children,

Some scales used as early as kirdergarten yearc preved successful for
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predicting future learning and behavior characteristics. When the screens
provided profiles of strengths and weaknesses, they increased their use-
fulness to the classroom teacher for providing specific assistance in
areas of deficiencies.,

Reviews of outstanding recent programs and projects for early
childhood education provided some aspacts in common which appeared to be
vital to the success of the undertakings. These six peints appeared in
the majority of the evaluations: (1) early intervention, (2) individual
prescriptions, (3) remediation of perceptual deficiencies, (4) quality and
concentration of special help, (5) followup procedures and long-term evalu-
ations, and (€) staff development.

Cne major problem uncovered by most personnel seeking to assist
young children in developmental learning programs was that parents were not
always adzcustely prepared to enhance the school learning at home, In some
cases, their well-meaning attempts led to rejection of the task by the
children., Vital to the involvement of parents was specific instruction
for them in a variety of areas. Some researchers emphasized behavioral
control methods, others encouraged mother-child interaction for cognitive
development, Many stressed the verbal interaction through utilization of
toys ana games at home.

Zecause of the importance ¢f tovs and ganes to one portion of the
current jnvestigation, Section V of this chapter reviewad some of the more
pertinent coniributiors in the recent research on toys and games, It
seemed that parents must be instructed in how to teach childran with toys,
and that the toys should be at the child's developmental level in order to
maintain challenge to move to a higher 1e9e1u Practice with toys for

vemediation of learning-skills deficits was encouraged, and verbal
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interaction between mother and child, or adult and chiid, aided in cogni-
tive growth of the children. Adult encouragement of play behaviors in
children was found to be important in developing cooperative attitudes
during play.

The implications for the present study are that parents are valu-
able allies in the school's programs for early childhood education, that
when properly instructed, these parents can then instruct their children
towards maximum development. In addition, the use of toys or games to
encourage parental interaction with their children can be beneficial for

growth in verbal, behavicral, cognitive, and motor skills.



CHAPTER TII

DESCRIPTION OF THE PROCEDURE AND
RESEARCH DESIGN FOR THE STUDY

The procedures used in collecting the data and the research design
for this study are presented in this chapter in such a manner that they
could be replicated by another investigator who might wish to do so. Each

of the hypotheses related to this study is also presented in its null form.
I. IDENTIFICATION OF THE POPULATION

Selection of the Sample

Kings Canyon Unified School District. Reedley is the administrative

center of this district which covers 545 square miles as a resuit of uni-
fication in 1965, It is locatead in the eastern portion of Fresno County,
California, and its fifteen elementary and one high school serve approxi-
mately 5600 students from the valley floor to the Indian settlement of
Squaw Valley, about one hour awav by school bus. The elementary school
children encompass ail sccio-economic classes with the majority falling
into the lower-middle class. About one-sixth of all the families are in
some way suppcrted by agricultural industries. These industries include
the Towest-to-highest incomes in the area, ranging from hourly-wage field
workers to weaithy ranchers and packers. Reedley has a population of
approximately 2,000 persons whese dominant ethnic origin is Northern Euro-
pean. There is an estimated Mexican-American population of 43 percent

1

with a smaller percentage of Japanese and Korean.' (See Appendix A for

]Qeed1ey District Chamber of Commerce, October, 1972.
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racial and ethnic statistics of the Kinas Canyon Unified School District.)

Target Population. Kindergarten children between the chronological

ages of 4.9 and 5.9 with readiness ages six to eighteen months below their

chronological ages as measured by the ABC Inventory comprised the target

population for this study.

Experimentally Accessible Population. Kindergarten children of

the subject school district who scored six to eighteen months below their

chronological age on the ABC Inventory became the experimentally accessible

population for this study.

Sample. Seventy-two of the experimentally accessible population

were randomly chosen as subjects for the current study.

Sampling Method

The following method was used to assign schools to one of the three
treatment levels, and to select subjects for the study:

1. Three boxes had been randomly assigned the colors red,
white, or blue, and randomly labeled "E4", "E»", and
“C" by drawing a colored poker chip from a boX containing
only one red, one white, and one blue chip, at the same
time a label was drawn from another box.

2. The names of the six schools in the district which had
kindergarten classes were placed in a box; two each poker
chips of red, white, and blue were placed in another con-
tainer. MWhen a name of a school was drawn, a poker chip
was simultaneously taken from the box, thus randomly
assigning a school to one of the three treatment levels,

3. Within each of the six schools, only those kindergarten
children with readiness ages between six and eighteen
months below their chronological age as measured on the
ABC Inventory were eligibie for the pool from which the
subjects were randomly selected. The investigator wanted
to work with those children diagnosed as having deficient
readiness skills, and it was felt that children showing
readiness-skills deficits of less than six months based
on their chronological age might not have identifiable
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problems. Also, because the study was not designed for
the extremely deficient child, any child exhibiting
readiness-skills deficits greater than eighteen months
on the ABC Inventory was excluded from the study.

4. From the pool of children obtained as indicated in number
3 above, twelve names were randomly chosen for each school
and thus became the subjects for the group to which their
school had been assigned. In this manner, with two

schoois in each of the three treatment levels, a total
of 24 children was included in E], 24 in Es, and 24 in C.

5. Because the nature of the investigation required the volun-
tary attendance at parent-training sessions of the mothers
of some of the subjects, four alternate names were drawn
at each school to be used as substitute subjects in case
some mothers did not join the original groups. The same
criteria applied to the four alternate subjects at each
school as were used to select the sample.

IT. EXPERIMENTAL DESIGN

Design of the Experiment

The six schools in which the 72 kindergarten children were
enrolled were randomly assigned to one of three treatment groups. The
experimental design was similar in form to the modified Solomon pre-post

control group design.2

In this design, only one-half of the pupils within
each treatment group are pretested. This procedure allows & control for
the effects and advisability of pretesting procedures. According to
Campbell, the design controls and measures both the main and interaction
effects of testing, as well as controlling forlhistory, maturation,

regression, selection, etc.3 A graphic portrayal of the design can be

found in Figure 1. This design was chosen to control for possible pretest

2p, 1. Campbell and J. C. Stanley, Experimental and Quasi-Experi-
mental Designs for Research (Chicago: Rand McNaTTey & Co., T963), pp. 24-25.

3p, 7. Campbell, "Factors Relevant to the Validity of Experimentals
in Sociai Settings," Psychological Bulletin, LIV (Juiy, 1957), 303-304.
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effects since the Brenner and Peabody pretests were also used as posttest

measures. The analyses of the posttest scores were used to test the hypo-
theses which dealt with comparative academic achievement. The design
employed in this study differed from the Solomon Pre-Post Control Group
design in that the schools, rather than the pupils, were randomly assigned
to the treatment groups. This practical restriction, however, does not
weaken the design except in the area of not providing a control for a pos-
sible selection bias. This potential threat to internal validity was
partially controlled statistically by the use of the analysis of covariance
procedures to equate the groups. In addition, the pretest means for the
~groups were examined along with the characteristics of the schools and
communities involved.

The design was chosen to maximize both internal and external
validity. The randomization (botin in schools and in children participating)
provided the necessary internal controls for history, maturation, testing,
regression and experimental morta]ity.4 Because two separate experimental
treatments were involved in the study, the design vas altered from the
Solomon Four-Group by the addition of two groups.

The kindergarten children were grouped as follows as a result of
the random selection:

Group A. This group consisted of twelve students and was one
of the control groups. Group A was given pretests in order
to determine each child's scores at the beginning of this
study. No treatment was given to the mothers of the chil-
drer in this group. After four months in kindergarten,
these children were posttested.

Group B, This group consisted of twelve students and was one

of the control groups. Group B was not pretested and no

4Campbe]] and Stanley, loc. cit.



treatment was given to the students' mothers. After four
months in kindergarten, this group was given the posttests.

Group C. This group consisted of twelve students and was one
of the treatment groups. Group C was given pretests at
the start of this study. The mothers of Group C children
participated in ten weekly sessions of Experimental Group
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1 -- Study-Discussion-Games., After four months in kinder- =

garten, this group was posttested on the two measures.

Group D. This group consisted of twelve students and was one
of the treatment groups. Group D was not pretested, but
the mothers of these children participated in ten weekly

sessions of Experimental Group 1 -- Study-Discussion-Games.
After four months in kindergarten, these children were
posttested.

Group E. This group consisted of twelve students and was one
of the treatment groups. Group E was pretested at the
beginning of this study. The mothers of these children
participated in ten weekly sessions of Experimental Group 2
-- Study-Discussion. The children were posttested on both
measures at the conclusion of four months in kindergarten.

Group F. This group consisted of twelve students and was one
of the treatment groups. Group F was not pretested. The
mothers of these children attended ten weekly sessions of
Experimental Group 2 -- Study-Discussion. After four months
in kindergarten, the children were posttested on both mea-

sures.
Group Pretest Treatment Posttest
A R 04 0,
B R 0o
C R 04 Ey 0o
D R B 0,
E R 0 Es 0,
F R E, 0,

Figure 1. Solomon Pre-Post Control Group Design

R = Random Assignment of School to Treatment

0y= Pretest Scores

0,= Posttest Scores )

E1= Experimental Variable (Study-Discussion-Games)
Ez= Experimental Variable (Study-Discussion)
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The Comparison Study

The study was a comparison of two'approaches to training for mothers
of kindergarten children diagnosed as deficient in readiness skills, and
both of these approaches were compared to a group whose mothers had received
no training. Both the Study-Discussion-Games method (E;) and the Study- |
Discussion method (E2) were structured to help parents deal with various
aspects of child rearing. In addition, Ey mothers were taught techniques

using a new game or toy each of the ten weeks in the study.

Instructors Involved in the Study

In any study in which behavioral and/or intellectual changes are
measured, the question immediately arisés as to the possible effects of
.differences in instructor behavior upon the. research findings. This poten~

ial variable was accounted for in the following manner: all parent-
training sessions were co-taught by the writer and a community aide. The
comnunity aide had been employed by the subject school district for her
competencies in conducting parent meetings, her ability to comﬁunicate
with the Mexican-American population, and her high recommendations for
professional and ethical conduct in previous employment with other school
Adistricts. The writer instructed the aide weekly prior to each parent-
training session, and during the meetings both instructors had equal

responsibility for the Tesson and group discussion.

Pretesting
Immediately following the selection by random sampling, the thirty-
six children in schools A, C, and E were pretested on two instruments:

the Peabody Picture Vocabulary Test and the Anton Brenner Developmental

Gestalt Test of School Readiness. Both the Peabody and the Brenner were
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administered by the investigator and the staff of the Prescriptive Learning

Center, with the assistance of bilingual aides, to the children in the
three groups. A1l pretesting was completed prior to the fourth week of
September, 1973. Uniformity of testing conditions and examiners was pro-
vided for by conducting the pretests during one week at the children's
schocl sites, with a staff accustomed te working with young children in

diagnostic situations.

The Peabody Picture Vocabulary Test. This test is designed speci-

fically to measure the student's hearing vocabulary. Words which are

biased culturally, regionally, and racially are not included. Lyman, in

the Sixth Mental Measurements Yearbéok,5 describes the test as an untimed
individual test administered in fifteen minutes or less, consisting of a
booklet with test plates. The examiner presents the stimulus word orally
for each item and the subject responds by indicating the picture best
illustrating the word. This test is simple to administer and score, and
provides a Verbal IQ score. Alternate-form reliability  coefficient, as
calculated by age levels, ranges from .67 to .84, The instrument correlates

for validity with the Stanford-Binet at .71.0

The Anton Brenner Developmental Gestalt Test of School Readiness.

This test assesses school readiness of children and consists of five per-
ceptual or conceptual differentiation tasks: number producing, number

recognition, ten-dot gestalt, sentence gestalt, and draw-a-man tasks. The

5H0ward Lyman, The Sixth Mental Measurements Yearbook, Oscar Buros,
ed. (Highiand Park: The Gryphon Press, 1965).

6Amem’can Guidance Service, Inc,, Aptitude and Achievement (Circle
Pines, Minnesota: American Guidance Service, Inc.), {(n.d.).
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Brenner is almost culture free and may be used with non-English speaking
children. It is individually administered, paced, and takes 3 to 10 minutes.
No special training is required to administer the test. On a test-retest
for reliability, correlations ranged from .68 to .76 with significance at

the .01 level of confidence.7

Posttesting
Posttesting was conducted after four months in kindergarten (during
January, 1974) with the same measures as were administered in pretesting:

the Peabody Picture Vocabulary Test and the Anton Brenner Developmental

Gestalt Test of School Readiness. Children from all six groups were post-
tested at their school sites by the same staff members who had conducted

the pretesting.
111, EXPERIMENTAL PROCEDURE

Parent Training Procedures

Following the screening and sampling to determine the groupings of
the schools and subjects for this study, a bilingual community aide was
trained by the investigator in the methods under experiment. The aides
for the control-group schools were not trained in any method, but were
encouraged to make whatever home contacts would have been conventional for
their site assignment.

By the last week of September, 1973, the community aide, with the

assistance of the home-school coordinator for the district, had completed

7Anton Brenner, Manual for Anton Brenner Developmental Gestalt Test
of School Readiness (Los Angeles: Western Psychological Services, 1964),
D 20, ‘
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all home visits to enroll mothers for the classes which begén October 2nd.
Personal contacts were made with the mothers of kindergarten children who
would be the subjects of the four experimental groups in the study. In
addition, letters of invitation (see Appendix Q) were sent home with all
kindergarten children in these four schod]s. The decision to invite all
these mothers to parent training sessions was based on the fact that for
purposes of public relations within the school district, opportunity should
be given for enrollment if they desired. The fact that some mothers whose
children were not in the sample might attend meetings would not bias the
study because only sampled children were pre- and/or posttested. In addi-
~ tion, kindergarten teachers and principals from the two control schools
were advised that parent-training sessions would begin for their populations
with the second semester of school, February, 1974,

The groups met as follows:

Groups C and D. Study-Discussion-Games. Meetings were
- held at the Prescriptive Learning Center
from 7:00 to 10:00 p.m. for ten weeks as
follows:

October 4, 11, 18, 25
November 1, 8, 15, 29
December 6, 13

Groups E and F. Study-Discussion. Meetings were held at
the Prescriptive Learning Center from
7:00 to 10:00 p.m. for ten weeks as
follows:

October 2, 9, 16, 23, 30
November 6, 13, 27
December 4, 11
The investigator held weekly instructional meetings with the com-
munity aide and co-taught the parent meetings with her. At the weekly

instructional meeting the materials for study and discussion were examined,

and the toys or games for the Study-Discussion-Games group were presented,
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Procedures for Experimental Group 1--Study-Discussion-Games. An

integral part of the meeting procedure was the introduction of a new toy
or game each week which the mothers were instructed to use in a structured
manner with their kindergarten children. Demonstrations were made for
using the toys or games to help the child Tearn skills and concepts. In
several instances, the mothers constructed the toys at the meeting from
components prepared ahead of time. For example, the alphabet letters were
cut from sandpaper and glued to tagboard squares during the course of one
meeting. The mothers were asked to provide discarded materials from their
homes: e.g. the egg cartons used for the button-counting game and the
margarine tubs used to store the buttons. Printed instructions accompanied
~each toy or game. The use of the toys or games was cumulative, with those
toys introduced in the first weeks continuing to be used throughout the
experimental period, The child-rearing lessons were distributed and
assigned for recading and discussion for the following week. (See Appendix

D for an outline of the course content,)

Procedures for Experimental Group 2--Study-Discussion. Group E2

differed from E! in that the lessons and assigned reading became the major

focus for the group discussion rather than toys or games. The time sched-
ule for both groups allowed for approximately a thirty-minute discussion
and thirty-minute problem-solving session. This was followed by an hour's
presentation of the lesson on child-rearing and the reading assignment
from Dreikurs.® Role-playing and social hour occupied the last sixty

minutes of the evening. Mothers were encouraged to present child-rearing

8Rudo]f Dreikurs, Children the Challenge (New York: Duell, Sloan
and Pearce, 1967).
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difficulties or concerns for group discussion. This first hour of each

meeting was structured by the group leaders as an adaptation of Gordon's

9

Parent Effectivensss Training” according to these six steps: (1) defining

the problem, (2) generating possible solutions, (3) evaluating the various
solutions, (4) deciding on a wutually acceptable solution, (5) implementing

the solution, and (6) evaluating the solution,

Toys and Games in Experimental Group 1. In order tc test the

effectiveness of toys or games for remediation of readiness skills defi-
ciencies, the foliowing items were chosen with certain generally-accepted

learning objectives in mind:

1. Mystery Mitt: A cloth mitt into which various objects of

different shapes and textures are placed and which the
child withdraws from the bag after identifying and des-
c¢ribing by touch alone,

Objectives:

to develop the ability to identify and match objects
through tactile integration

to develop the ability to recall prior visual experi-
ences

to develop the ability to recognize by touch class
identities and use them in establishing logical
relationships

to develop recognition of basic geometric shapes by
touch

to develop tactile and kinesthetic discrimination

to encourage language facility in the use of adjectives

IThomas Gerdon, Parent Effectiveness Training (New York: Peter H.
Wyden, Inc., 1970)..




Sound Cylinders: Metal film canisters into which an assort-

ment of objects 1is: placed, and which the child must identify
by matching the sound of orie shaken by his mother.
Objectives:

to develop auditory perception and discrimination

to promote auditory memory

to develop ability to complete task assignment successfully

One Inch Co16}ed Cubes: Six wocden blocks of each of nine

colors: white, biack, brown, red, orange, yellow, green, blue,
and purple. Useful alone as well as with Mystery Mitt, Color
Lotto, Colored Design Cards.
Objectives:

to teach color names

to aid in eye-hand coordination in games

to develop fine motor control

to promote color discrimination

Color Lotto: A masonite board with colored squares in red,
orange, yellow, green, blue, purple, white, black, and brown.
Foundation for a number of games which the child plays with
colored cubes, number cards, or buttons.

Objectives:

to promote learning color names and visual discrimination
of colors

to develop the ability to identify and match colors threugh
visual modes

to stimulate interest in number games

to encourage visual memory development
f
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5. Colored Design Cards: A set of design cards using colored

‘blocks to reproduce the designs. Progressive difficulty.
Objectives:

to develop eye-hand coordinaticn

to develop visual discrimination

to encourage visual memory development

to enhance spatial relationships

to develop ability to complete task assignment successfully

to develop color perception sense

to provide training in left-right sequencing

6. Button Games: A variety of games for mother-child interaction.

Utitizes egg carton for counting, sorting.
Objectives:

to stimulate interest in numbers

to enhance rapid, automatic counting

to develop eye-hand coordination

to develop motoric manipulative ability

to promote left-right progression

7. Alphabet Cards: Cut from sandpaper and glued to four-inch

poster board squares, these are used individually and in
connection with several games.
Objectives:

to teach alphabet identification through tactile and
visual modes

to develop visual and auditory memory

to promote phonic skills for beginning reading
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Alphabet Card Game: A set of alphabet cards, illustrated,

in both upper and lower case. Two cards of each are included
allowing for games to be played with a partner.
Objectives:

to teach alphabet identification through recreational
activities

to teach distinction between upper and lower case alphabet

to provide beginning phonic understanding

IV. STATISTICAL PROCEDURES

Each of the hypotheses stated in Chapter I was restated in the null

form and tested by analyses of variance or covariance. Two-tailed tests

were applied in all cases, and the level of significance for rejecting the

null hypotheses was set at .05.

The follewing hypotheses were tested by means of a three-way

analysis of covariance:

H]:

Kindergarten students whose mothers participate in parent-
training sessions which utilize study-discussion techniques do

not show a higher mean score on the Peabody Picture Vocabulary

Test after four months in kindergarten than those children
whose mothers do not participate in any parent-training
sessions.,

Kindergarten students whose mothers participate in parent-
training sessions which utilize study-discussion-games tech-

niques do not have a higher mean score on the Peabody Picture

Vocabulary Test after four months in kindergarten than those

children whose mothers participate in the study-discussion

training sessions.
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H.2
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Kindergarten students whose mothers participate in parent-
training sessions which utilize study-discussion-games tech-

niques do not have a higher mean score on the Peabody Picture

Vocabulary Test after four months in kindergarten than those

children whose mothers do not participate in any parent-
training sessions.

The combined mean score on the Peabody Picture Vocabulary

Test after four months in kindergarten is not higher for the
kindergarten students whose mothers participate in parent-
training sessions than for those children whose mothers do

not participate.

There is no interaction between the treatment variable and the
ethnicity of the pupil on readiness gains as measured by the

Peabody Picture Vocabulary Test,

Kindergarten students whose methers participate in parent-
training sessions which utilize study-discussion techniques

do not have a higher mean score on the Brenner Gestalt Test

of School Readiness after four months in kindergarten than

those children whose mothers do not participate in any parent-
training sessions.

Kindergarten students whose mothers participate in parent-
training sessions which utilize study-discussion-games tech-

niques do not have a higher mean score on the Brenner Gestalt

Test of School Readiness after four months in kindergarten

than those children whose mothers participate in the study-

discussion training sessions.
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ng Kindergarten students whose mothers participate in parent-
training sessions which utilize study-discussion-games tech-

niques do not have a higher mean score on the Brenner Gestalt

Test of School Readiness after four months in kindergarten

than those children whose mothers do not participate in any
parent-training sessions.

H9: The combined mean score on the Brenner Gestalt Test of School

Readiness after four months.in kindergarten is no higher for
the kindergarten students whose mothers participate in parent-
training sessions than for those children whose mothers do not
participate.

H]O: There is no interaction between the treatment variable and the
ethnicity of the pupil on readiness gains as measured by the

Brenner Gestalt Test of School Readiness.

The data on this research investigation was analyzed by using the

Burroughs' B6700 Computer facilities of the University of the Pacific.

V. SUMMARY

In this chapter, the description of the study and procedures used
have been described in these areas: (1) the identification of the popu-
lation, (2) experimental design, (3) experimental procedures, and.(4)
statistical procedure.

The study was conducted in six schools of the Kings Canyon Unified
School District, located in Fresno County, California. The selection of
the six schools was based on the fact that these were the only schools in
a district of fifteen elementary and one high school which had kindergarten

classes, From the population of 360 kindergarten children, all those
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scoring on the ABC Inventory between six and eighteen months below their
chronological age level in readiness skills were pooled. From this pool
of 112 chiidren,.seventy—two children were randomly selected for the
investigation, twelve from each of the six schools.

‘ The subjects in this study included 47 boys and 25 girls, randomly
assigned by school to a modified Solomon pre-post control-group design.
The design was modified by the investigator to include two experimental
treatments: Study-Discussion-Games (E]) and Study-Discussion (Ez).

Testing instruments used in this study included: ABC Inventory,

the Peabody Picture Vocabulary Test, and the Anton Brenner Developmental

Gestalt Test of School Readiness.

Ten hypotheses stated in the null form were presented for accep-
tance or rejection at the .05 Tevel of significance. Analyses of vafiance'
and analyses of covariance were used to test the null hypotheses. Subjects'
posttest scores on the two testing instruments were used as measures of
the dependent variables.

Chapter four of this report will present an analysis of the statis-
t1¢a1 data from the experimental study. Brief interpretations follow each

of the sets of data presented.



CHAPTER IV

PRESENTATION OF THE COLLECTED RESEARCH DATA
AS REVEALED BY THE INVESTIGATION

I. INTRODUCTION

The purpose of this study was to compare the academic readiness
gains of kindergarten students whose mothers had participated in parent-
training groups during ten weeks of the school year following kindergarten
entrance with those kindergarten students whose mothers had not received

parent training.

Procedure of the Study

Seventy-two students ware randomly selected and assigned to a
modified Solowmon (Six-group) Design. One of the twovExperimenta1 One
groups, one of the two Control groups, and one of the two Experimental
Two groups received pretesting; the remaihing threé groups did not
receive pretesting. The mothers of the Experimental One group (E]) met
for ten consecutive weeks, oné evening per week, for a three-hour parent
group designated Study-Discussicn-Games. The mothers of the Experimental
Group Two (E2) alsc met for teh consecutive weeks, one evening per week,
for a three-hour parent group designated Study-Discussion. The Control
Group (C) mothers did not meet for any parent-training sessions. All
seventy-two children in the study were posttested following four months
in kindergarten. The numbers involved in the testing and treatment

groups are presented in Table 1.
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Table 1

Numbers Involved in the Testing
and Treatment Groups

Treatments
Groups Pretest Experimental Posttest
Variable
Control (A) 12 12 12
Control (B) 12 12
E] (C) A i v 12 12
E] (D) 12 12
E2 (E) 12 12 12
Es (F) 12 12
Tetals _ 36 72 e
i AT

In order that the effects of the experimental training program

be adequately evaluated, two test instruments (the Peabody Picture

Yocabulary Test and thé Brenner Gestalt Test of School Readiness) were

used in this research as measures of the dependent variables. An addi-

tional instrument, the ABC Inventory, was used to determine the popula-

tion to be sampled. Each of these instruments was described in Chapter
ITI, and the posttest scores on two, the Peabody and the Brenner, con-
stituted.an operational definition of a dependent variable. Descriptive
statistics for each of these instruments, as well as the inferential
tests of the null hypotheses, were computed. A1l data were analyzed
through the Burroughs' B6700 Computer facilities of the University of

the Pacific.
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The investigator had intended to equate the groups statistically
through the analysis of covariance procedures; however, the data for the

Brenner Gestalt Test of School Readiness failed to meet the required

assumption of homogeneity of regression coefficients. A two-way analysis
of variance, therefore, was utilized on the posttest Brenner scores rather
than the analysis of covariance. In addition, all children in the study
were randomly selected within their schools which had been randomly
assigned to one of the six groups. The experimentally accessible popula-
tion within each school was those kindergarten children who scored six

to eighteen months below their chronological age on the ABC Inventory.

The descriptive statistics of the ABC data for the three treatment groups

are shown in Table 2.

Table 2

Mean Scores on the ABC Inventory
When Classified by Group

Group Mean Score S.d. n
G 50.8 9.91 24
Ey 56.9 11.58 24
E, 53.3 13.63 24

An analysis of variance of these ABC data indicated that at the
.05 level there was no significant difference between the three treatment
group means at the cutset of the study. A summary table of these results

is presented in Table 3.
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Table 3

Analysis of Variance of the ABC Inventory
for the Three Treatment Groups

~ Source SS df MS F Significance*

Between 451.44 2 24b.72 1.62 NS
Within 9617.69 69 139.39

*An F value of 3.15 is required for significance
at the .05 Tevel.

ITI. PRESENTATION OF THE FINDINGS

This chapter presents the set of null hypotheses for one depen-
dent measure followed by a summary table of the analysis of variance or
analysis of covarience indicating the degree of statistical significance
that was revealed. A discussion of the acceptance or rejection of the
null hypotheses concludes the discussion of fhe findings for each measure.

Peabody Picture Yocabulary Test. The findings for which the

Peabody Picture Vocabulary Test posttest scores were utilized as measures

of the dependent variable are presented in Table 4. Five null hypotheses
were tested simultaneously in this design:
Hypothesis 1: Kindergarten students whose mothers participate
in parent-training sessions which utilize study-discussion
techniques do not show a higher mean score on the Peabody

Picture Vocabulary Test after four months in kindergarten

than those children whose mothers do not participate in any
parent-training sessions.
Hypothesis 2: Kindergarten students whose mothers’participate

in parent-training sessions which utilize study-discussion-
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Table 4

Analysis of Covariance of Posttest Scores from
the Peabody Picture Vocabulary Test

Source 55 df MS F Significance*
Treatment 2l A 35.55 - ,6] NS
Ethnic 1020.3 1 1020.3 17.36 *
Treatment

X Ethnic 266.1 2. 133.05 2.26 NS
Error 3819.,2 65 58.76
Total 5176.7 70

*F of 3.15 required for significance at the .05 Tevel.

games technigues do not have a higher mean score on the

{
Peabody Picture Vocabulary Test after four months in kinder-

garten than those children whose mothers participate in the
study-discussion trafning sessions.

Hypothesis 3: Kindergarten students whose mothers participate
in parent-training sessions which utilize study-discussion-
games techniques do not have a higher mean score on the

Peabody Picture Vocabulary Test after four months in kinder-

garten than those children whose mothers do not participate
in any parent-training sessions.

Hypothesis 4: The combined mean score on the Peabody Picture

Vocabulary Test after four months in kindergarten is not

higher for the kindergarten students whose mothers participate

in parent-training sessions than for those whose mothers do not.
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Hypothesis 5: There is no interaction between treatment variable
and the ethnicity of the pdpi] on readiness gains as measured

by the Peabody Picture Vocabulary Test.

Table 4 data indicated that the means for the E], E2, and C groups
did not differ significantly. From an analysis of this data, the researcher
concluded that the experimental methods produced no significant effect for

the dependent variable, posttest scores on the Peabody Picture Vocabulary

Test. Analysis of the data further indicates that there was no significant
interaction effect on the dependent variab]e between the group treatments
and the ethnic background of the children. Therefore, null hypotheses one
through five relating to this measure of the dependent variable were

accepted.

Brenner Gestalt Test of School Readiness. The findings in which

the Brenner Gestalt Test of School Readiness nfean posttest scores were

the dependent variable are presented in Table 5. Five null hypotheses
were tested simultaneously in this design:

Hypothesis 6: Kindergarten students whose mothers participate

in parent-training sessions which utilize study-discussion

techniques do not have a higher mean score on the Brenner

Gestalt Test of School Readiness after four months in kinder-

garten than those children whose mothers do not participate
in any parent-training sessions.

Hypothesis 7: Kindergarten students whose mothers participate
in parent-training sessions which utilize study-discussion-
games techniques do not have a higher mean score on the

Brenner Gestalt Test of School Readiness after four months




Table 5

Analysis of Variance of Posttest Scores from the
Brenner Gestalt Test of Schooi Readiness

Source SS af MS F Significance*
Treatment 2303.8 2 1151.9 9.12 "

Ethnic 81.5 1 81.5 .65 NS
Treatment

X Ethnic  360.1 2 180.05 1.43 NS

Error 8212.9 66 126.35

Total 10958.4 70

*F of 3.15 required for significance at the .05 Tevel.
)
in kindergarten than those children whose mothers participate
in the study-discussion training sessions.
Hypothesis 8: 'Kindergarten students whose mothers participate in
parent-training sessions which utilize study-discussion-games
techniques do not have a higher mean score on the Brenner

Gestalt Test of School Readiness after four months in kinder-

garten than those children whose mothers do not participate
in any parent-training sessions.

'Hypothesis 9: The combined mean score on the Brenner Gestalt

Test of School Readiness after four menths in kindergarten is

no higher for the kindergarten students whose mothers par-
ticipate in parent-training sessions than for those children

whose mothers do not participate.
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Hypothesis 10: There is no interaction between treatment variable
and the ethnicity of the pupil on readiness gains as measured

by the Brenner Gestalt Test of School Readiness.

From an analysis of the data presented in Table 5, the researcher
found that the posttest means for the'E], E2, and C groups differed signi-

ficantly on the Brenner Gestalt Test of School Readiness. The Newman-Keuls

multiple comparison procedures1 were employed to ascertain which treatment
mean differences were significant. The obtained g values, the studentized
range statistics derived from the Newman-Keuls procedures, along with

critical values for statistical significance are depicted in Table 6.

Table 6

Q Statistics on Ordered Pairs of Means
for the Brenner Gestalt Test
of School Readiness

\
Control Discussion Games

Contro] 0 2.882 6.61b

Discussion 2,882 ! B 3.733

42.83 required for significance at .05

b3.40 required for significance at .05

1s. 4. Winer, Statistical Principles in Experimental Design.
(New York: McGraw-Hi11 Book Company, 1962), pp. /7/-85.
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The summary table for the analysis of variance statistical pro-
cedures presented in Table 5 indicates there was no significant interaction
effect on the dependent variable between the group treatments and the
ethnic background of the children. Null Hypothesis 10 with regard to

the Brenner Gestalt Test of School Readiness is therefore retainad: the

interaction effect for treatment and ethnic background was not significant
at the .05 Tevel. There is no basis to conclude that the differences
between the effects of Ey> E2, and C for Anglo students is different from
their effects upon the Mexican-American students. That is, for both
ethnic groups, E; results in the highest achievement, E) the next Highest,
and C the lowest.

The information derived from the data in Figure 2, which depicts
the mean posttest scores by way of a histogram, reveals a substantial
difference of 16.7 was chtained in means between E1 and the Control groups,
with the Experimental group mean significantly higher. The probability of
such a difference under the null is less than .01. The E; and E, differ-
ence was also significant: Eq mean was 9.5 points greater than E2 which
was significant at the .05 level. The difference between E2 and. the
Control gfcups was 7.2 points, with the E2 making the greater mean scores.
The probability of a difference this great was less than .05 under the
null. Thus it would appear that parent education which employed study-
discussion techniques was more effective on the Brenner means than
no parent training at all, but somewhat less effective than parent train-
ing which included study-discussicn-games techniques.

The four hypotheses relating to the Brenner Gestalt Test of School

Readiness posttest mean scores could be rejected, because Ey exceeded Eg,

E] exceeded C, and E] and E2 combined means exceeded C.
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Figure 2. Mean Posttest Scores on the Brenner Gestalt Test
of School Readiress for the Three Groups.

Findings with Reference to the Research Design

The modified Solomon design (see pages 70-72 in Chapter III of
this study) was employed to control and measure both the main and inter-
action effects of pretesting, as well as controlling for history, matu-
ration, regression, etc.2 One each of the Control, Experimental One and
Experimental Two groups were pretested on the two dependent variables, and
the remaining three groups were not pretested. The random assignment of

subjects made it possible to assume that the pretest scores for groups

2p. 7. Campbell, "Factors Relevant to the Validity of Experimen-
tals in Social Settings," Psychological Bulletin, LIV (July, 1957),
pp. 303-304.
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B, D, and F (see pages 71 and 72 of this study) would have been similar

to the pretest scores attained by groups A, C, and E.

Peabody Picture Vocabulary Test. An analysis of covariance com-

paring pretested with non-pretested groups on the posttest scores of the

Peabody provides the following data:

Table 7

Analysis of Covariance of the Posttest Scores
on Peabody Picture Vocabulary Test with Regard
to Pretested and NonPretested Subjects

Source SS df MS F Significance*
Between 165.58 1. "155.58 2.13 NS

Error 5021.13 69 - 72.77

Total 8176.72 70

*F of 3.15 required for significance at the .05 level.

Brenner Gestalt Test of School Readiness. An analysis of covari-

ance was also made of the posttest scores on the Brenner comparing the

pretested with the non-pretested groups. Table 8 includes a summary

. of the data.

A study of Tables 7 and 8 shows that the means for the two groups
(pretested and non-pretested) do not differ significant]y for either

dependent variable. No testing effect was demonstrated by these data.
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Table 8
Ana1ysis of Covariance of the Posttest Scores on the Brenner

Gestalt Test of School Readiness With Regard to
Pretested and NonPretested Subjects

Source o T  § i MS F Significance*
Between 31.04 1 31.04 0€.19 NS
Error 10927.32 69 158.36

Total 10958.36 70

*F of 3.15 required for significance at the .05 level.
IIT. SUMMARY

This chapter has presented the ten null hypotheses in the study
which dealt with effecis of treatment on the measures of the dependent
variable. Results of statistical 5nvestigation are presented in this
chapter: (1) Summary tables for analysis of variance and analysis of
covariance procedures testing the ten null hypotheses, and (2) tables of
mean scores when significant differences were found, and (3) summary
tables of the analysis of covariance comparing the pretested and non-
pretested groups.

The .05 level of significance was required for tne rejection of
the nuil hypotheses. The first five null hypotheses dealing with post- -

test scores on the Peabody Picture Vocabulary Test were accepted, for no

significant difference for treatment methods was found.
Null hypotheses 6 through 9, dealing with posttest scores on the

Brenner Gestalt Test of School Readiness, were rejected based on the

significant differences produced by treatments.
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Null Hypothesis 10, related to effectiveness on the Brenner mean
scores of treatment methods for either of the two ethnic groups studied,
was discussed and tables were presented which indicated no significant
interaction effect. This hypothesis was therefore retained.

The effects of pretesting as opposed to no pretesting were dis-
cussed and illustrated. No significant differences were found on either
measure of the dependent variable for these two categories of subjecﬁs.

Chapter five will summarize the findings, relate these findings
to the 1iterature of previoqs studies as detailed in Chapter two, and
discuss the recommendations and conclusions based on the findings»cf the

research.



CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
I. INTRODUCTION

This experimental study was conducted to compare the effects of
no parent training, study-discussion parent training, and study-discussion-
games parent training for mothers of kindergarten children who had been
diagnosed as deficient in readiness skills. The comparison was based on
the children's scores on two measures of the dependent variable (Peabody

Picture Vocabulary Test and Brenner Gestalt Test of School Readinesg)

after four months in kindergarten. As described in Chapter III, analysis
of covarience and analysis of variance procedures were used to analyze
the aata for significant differences on the measures of the dependent
variable. The resuits of this statistical analysis were reported in
Chapter 1IV.

In this chapter, the investigator has presented: (1) a summary
of the study, (2) generalizations of the study, (3) conclusions relating
to the hypotheses, (4) implications of the study, and (5) recommendations

for further research.
I1. SUMMARY OF THE STUDY

A brief summary of the study includes the following: (1) the
setting and selection of participants, (2) the procedures, and (3)

analysis of the data.
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The Setting and Selection of Participants

The setting for the study in parent education was in the Kings
Canyon Unified School District, Fresno Ccunty, California. Six of the
fifteen elementary schoois in the district had a total of twelve kinder-
garten classes with an enrollment of 360 éhi]dren between the ages of
4.9 and 5.9 which became the population for the study. Subjects in the
kindergarten classes were further delimited to those children with readi-
ness ages six to eighteen months below their chrorological ages as mea-

sured by the ABC Inventory administered at school entrance. From this

population, seventy-two subjects were randomly selected for the experi-

ment, twelve from each of the six schools.

The six schocls were randomly assigned for the experiment: two
for the Control (C), two for the Experimental Group One (Ey), and two for
the Experimental Group Two (EZ)' A modified form of the Solomon Four-Group
Design was used, becoming a .Six~Group Design with one school in each
designation receiving pretesting and the other schooT in each designation
receiving no pretesting. (The modified Solomon is fully described on
pages 70 and 71 of this study.)

For ten weeks, E] group mothers met for a three-hour period one
evening a week (Thursday) beginning October 4, 1973, and E2 group mothers
met for a three-hour period one evening a week (Tuesday) beginning
October 2, 1973. Recessing for Thanksgiving week allowed both groups
to conclude their ten sessions the 11th and 13th of December, 1973.

Each parent training session began with the co-leaders asking for

questions or comments regarding the previous week's assigned reading.
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Specific behavior problems of children were discussed, and problem-solving
techniques were taught. Mothers were invited to share experiences, feelings
were probed, and consequences were explored. Appendix D details the group
training procedures more fully.

For Ey and Es the parent-training procedures were identical in
format and content. In addition, Ey mothers received a new toy or game
each of the first nine weeks of attendance. Specific instructions were
then given on how the games or toys were to be used at home for play with
their kindergarten children. (See Appendix D which includes a description

of the toys and games and the instructions to the mothers for their use.)

Analysis of the Data

The investigator used three instruments in the study: (1) the

ABC Inventory. (2) the Peabody Picture Vocabulary Test, and (3) the Brenner

Gestalt Test of School Readiness.

Following the posttesting, after the children had been in kinder-
garten for four monfhs, the investigator performed several two-way analy-
ses of variance and covariance of the measures of the dependent variab]e,
the subjects' posttest scores on the latter two testing instruments. A
.05 level of significance determined the acceptance or rejection of the

null hypotheses.
IIT. GENERALIZATIONS

The findings of this study, to be reviewed in the next section,
"Conclusions Relating to the Hypotheses," should be viewed with the fol-
lowing parameters in mind: |

1. Readers should generalize conclusions and implications drawn

from this study oniy to those kindergarten children found to be between
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six and eighteen months deficient in readiness skills upon kindergarten

entrance as measured by the ABC Inventory.

2. Readers should generalize conclusions and implications drawn
from this study to students and parents residing in rural agricultural
communities having characteristics similar to those described in the Kings
Canyon Unified School District of Fresno County, California.

3. Readers should be cognizant in their appiication of the con-
clusions and implications drawn from this study that one school psycholo-
gist with the assistance of a Mexican-American community aide as co-teacher
was responsible for the investigation. In order that the study could be
- replicated in other settings, a detailed presentation of the procedures
which were followed in parent training is included in Appendix D.

4. Readers should apply conclusions and implications drawn from
thfs study only to parent-training groups using the specific reading
assignments, toys and games se]egted by the investigator.

5. Readers should generaiize conclusions and implications drawn
from this study only to the academic achievement as measured by the

Peabody Picture Vocabulary Test and the Brenner Gestalt Test of ScHoo]

IV. CONCLUSIONS RELATING TO THE HYPOTHESES

The primary objectives of this study were to investigate the
effectiveness of two methods of parent training on the posttest scores
of kindergarten children who had been diagnosed as being six to eighteen

months deficient in readiness skills.
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Hypotheses Relating to the
Peabody Picture Vocabulary Test

The findings of this study did not support the hypotheses that
children wnose mothers participated in parent-training groups using either
study-discussion or study-discussion-games method would have a higher mean

score on the Peabody Picture Vocabulary Test after four months in kinder-

garten.

Hypotheses Relating to the Brenner
Gestalt Test of School Readiness

The findings of this study supported the hypotheses that children
whose mothers participated in parent-training groups using either study-
discussion or study-discussion-games method would have a higher mean score

on the Brenner Gestalt Test of School Readiness.

Hycotheses Relating to Interaction Between
M=thod of Treatment and Ethnic Background

The findings of this study supported the hypothesis that the
differences beﬁween the effects of treatment wouid be similar for both

the Mexican-American and the Anglo chnildren in the study.
V. IMPLICATIONS OF THE STUDY

The investigator viewed with encouragement the results of the
experiment. The significant differences in mean Brenner posttest scores
for the kindergarten children whose mothers‘had participated in parent-
training agroups over those whose methers had not participated indicate
that the treatment methods can help certain children who have deficiencies
in reaainess skills. Althougn many of the subjects experienced positive

gains, others did not gain to any degree. (See Appendix E for raw data

from the study.)
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The recognition of the importance of parent training for the
improvement of readiness skills in the young child leads to the following
suggestions: |

1. Parent-training groups may be structured for specific out-
comes for the children involved. Even a training period as short as ten
weeks, three hours per week, may be effective in achieving the desired
results. This study appears to verify the findings of Haworth and

Auvinen]

who used structured and sequential parent training methods in
diametric opposition to the usual nursery procedures.

2. A positive increase in intellectual measurement may be shown
when a parent is trained to instruct the child within the home in specific
remediation techniques, as was also found by Santostefano and Stayton.2

3. Parent~training groups may be organized around behavioral
problem-solving techniques without the addition of specific toys and games
and still be effective in the development of readiness skills in young
children.

4. Parent-training groups which include toys or games for home
play between mcther and child in addition to behavioral problem-solving

techniques may be significantly effective in the development of readiness

skills.

]Mary Haworth and Corinne Auvinen, "Improving Perception: A -Multi-
sensory Approach," Teaching Exceptional Children, (Winter, 1969), pp. 33-41.

Zsebastiano Santosfefano and Samuel Stayton, "Training the Preschool
Child in Focusing Attention: A Program for Parents," American Journal of
Orthopsychiatry, XXXVII (1967), 732-743.
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5. Parent training for this study did not significantly affect the

children's scores on a test instrument measuring vocabulary development

(Peabody Picture Vocabulary Test), but did appear to make significant dif-

ferences in their performance on the Brenner Gestalt Test of School Readi-

ness, an instrument measuring perceptual and .conceptual differentiation .
tasks. This finding implies that the Peabody, if it is. to be used for a
program of this type, needs to be re-examined as to its degree of sensi-
tivity.

6. Although this current investigation was concerned cnly with
kindergarten children and not designed to follow them into their first
grade at school, the finding of Tobiessend that diagnostic instruments,
when utilized early in the year of original kindergarten attendance, might
prove successful as predictors of specific first-grade readiness is of
interest to this investigator. Wyatt,4 also, found that developmental
competence in motor, social and academic skills might be enhanced through
a systematic_program of early identification and intervention.

A replication of this study using some of the recommendations

which follow would be enccuraged by the investigator.

3Jon Tobiessen, Barbara Duckworth, and W. Glenn Conrad, "Relation-
ships Between the Schenectady Kindergarten Rating Scales and First Grade
Achievement and Adjustment," Psychology in the Schools, V (Jan. 1971), 29-36.

Aertrud L. Wyatt, Early Identification of Children with Potential
Learning Disabiiities, Report of Title VI Project, 1968-69 (Washington, D.C.:
U. S. Department of Health, Education and Welfare, 1970).




VI. RECOMMENDATIONS FOR FURTHER STUDY

The findings at the conclusion of the study give evidence that
one or both methods of parent training could be helpful in the development
of school-readiness skills in young children. One should not conclude
on the basis of this single study that parent training in specific methods
is the perfect sniution to the problem of deficient readiness skiils;
therefore, the investigator recommends that further study be made in the
following areas: |

1. Parent educators, counselors, social workers, and/or school
psychologists should perform replications of the parent-training methods
~1in an effort to substantiate the study's findings and to generalize them
to wider school popuiations.

2. Parent-training groups of varying socio-economic and racial
backgrounds should be formulated, and research conducted with their
children to determine whether there is any significant difference in
method; that is, whether the addition of toys or games does, indeed, con-
~sistently produce a divergence of scores as was shown in this study.

3. The same procedures should be replicated but using a different
battery of instruments as measures of the dependent variable. Because
the findings in this study revealed no significance for the Peabedy,
it would be well to substitute another instrument in an effort to deter-
mine whether vocabulary measures are unaffected by the group-training
procedures.

4, Parent-trainirg classes should be formed by school districts
for parents of children not yet in school, who might otherwise not receive

any parent t{raining until their children entered formal school.
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5. A study should be undertaken to find the age of child and
the period of time required for parent training to provide the greatast
longterm gains for the subjects. This would recuire several parailel
studies invoiving numbers of groups with children of varying ages, and

for varying lengths of time of parent training.
VII. SUMMARY

The investigator has summarized the experimental study in parent-

d lTimitations

i

group training and reviewed its findings. Althcugh state
had to be observed, the significant findings o7 the study indicated that

! )
parent-training methods demonstrated effectiveness as a model in improving

the mean posttest scores on the Brenner Gestalt Test of School

Readig§§§~

of kindergarten children whose mothers had participated in the groups. In
addition, those chiidren whose mothers had participated in the Study-
Discussion-Games groups showed significantly higher mean scores on the
Discussion groups.

The investigator urged that other peop]e concerned with parent
education, such as counselors and social workers, conduct replications of
the study. In this way, the findings could be further verified and

generalized to wider populations, including those at the preschool level.
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KINGS CANYON UNIFIED SCHOOL DISTRICT

RACIAL ETHNIC

AND
OCTOBER 1973

Reedley, Callfornla 93654
' STUDENT
SCHOOL INDIAN NEGRO ORJENTAL § SPANISH WHITE ENROLLMENT
ALTA/SMITH MOUNTA!N == 34 200 166 405
' 1.2% e 8.4% 49.4% 41% 100%
CITRUS -— 4 135 83 224
.9% ——= 1.8% ¢0.3% 37% 100%
DUNLAP 16 | -— ——- 67 84
19% 1.2% -- - 79.8% 100%
GENERAL GRANT 2 -— 37 187 175 40}
. 5% -- 9.2% 46.6% 43.7% 160%
GREAT WESTERN/ 7 2 3 235 186 433
NAVELENCIA 1.6% . 5% 7% 54.3% 42.9% 100%
JEFFERSON 4 — 18 237 112 374
- 1.1% --- 4.8% 63.9% 30.2% 100%
KINGS CANYON H. S. 2 -— — 20 38 60
: 3.3% -—- - 33,3% 63.4% 100%
LIMCOLN ——— -— 20 181 249 450
--- -— 4.5% 40.2% 55.3% 100%
. McCORD 3 -— 15 198 130 346
.9% -—- 4.3% 57.2% 37.6% 100%
| MIRAMONTE 5 o 2 6 84 97
; 5.1% - 2.1% 6.2% £6.%% 100%
REEDLEY HIGH 13 | 146 620 771 1,551
. 8% 1% 9.4% 40% 49.7% 100%
RIVERV | EW - -— 15 37 59 11
--- -— 13.5% 33.3% 53,2% 160%
SHERIDAN | -— 12 277 122 412
2% - 2.9% 67.3% 29.6% 100%
H WASH!NGTON/ 143 232 407
% WINDSOR 35.1% 57% 100%
SR Pt Vri e B e T
) 2,476 2,474 5,352
i PERCENTAGE 46.3% 46.7% 160%
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KINGS CANYON UNIFIED SCHOOL DISTRICT
RACIAL AND ETHNIC STATISTICS OF
THE SCHOOLS IN THIS STUDY
October 1973
SCHOOL  INDIAN NEGRO ORIENTAL  SPANISH  WHITE ENROLLMENT

A 7 2 3 235 186 433
B 1 -= 12 277 122 412
C -- -- 20 181 249 450
D 4 -- 18 237 112 371
E -- - 32 143 232 407

F 5 -- 34 200 166 405
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Meeting I

Registration
Orientation to parent education philosophy
Introduction to the materials & charting of behaviors
Reading assignment for Meeting II: {(Dreikurs)
"Encouragement"
"Natural Conseguences"
Presentation of Toy Kit and first toy or game (E] only)
Role-playing and discussion
Social hour

Meeting II

Discussion and problem-solving

Lesson "The Most Important Years"

Reading assignment for Meeting III (Dreikurs)
"Action Instead of Words"
"Take Time for Training"

Presentation of seconu toy or game (E] only)

Role-playing and discussion

Social hour

Meeting II1

Discussion and problem-solving :

Lesson "Preparing Your Child Emotionally"

Reading assignment for Meeting IV (Dreikurs)
“Firmness Without Dominaticn"
“Efficiency of Withdrawal"

Presentation of third toy or game (E; only)

Roie~playing and discussion

Social hour

Meeting IV

Discussion and problem-solving
Lesson "Broadening Your Child's Experience Background"
Reading assignment for Meeting V (Dreikurs)

“The Fallacy of First Impulses"

"Understanding the Child's Goal"
Presentation of fourth toy or game (E] only)
Role-playing and discussion
Social hour

Meeting V

Discussion and problem-solving

Lesson "Selecting Toys and Games"

Reading assignment for Meeting VI (Dreikurs)
"Withdrawing from Provocation, Not from the Child"
"Inducing Compliance and Respect"

Presentation of fifth toy or game (E] only)
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Meeting VI

Discussion and problem-solving

Lesson "What is Readiness?"

Reading assignment for Meeting VIl (Dreikurs)
“Stimulating Independence"
"Minimizing Mistakes"

Presentation of sixth toy or game (E] only)

Role-playing and discussion

Social hour

Meeting VII

Discussion and problem-solving
Lesson "The Beginning of Mathematical Skills"
Reading assignment for Meeting VIII (Dreikurs)

“The Danger of Pity"

“Non-Interference in Children's Fighting"
Presentation of seventh toy or game (E1 only)
Role-playing and discussion ,

Social hour

Meeting VIII

Discussion and problem-solving

Lesson "Learning to Listen"

Reading assignment for Mesting IX (Dreikurs)
“Disregarding the Influence of Other Adults"
“Setting the Stage" ‘

Presentation of eighth toy or game (E] only)

Role-playing and discussion

Social hour

Meeting IX

Discussion and problem-solving
Lesson "After Your Child Starts School"
Reading assignment for Meeting X (Dreikurs)
"Having Fun Together"
“Family Council"
Presentation of ninth toy or game (E] only)
Role-playing and discussion
Social hour

| Meeting X

Discussion and problem-solving :
Discussion of previous week's assigned reading
Informai evaluation and wind-up of sessions
Discussion of further reading <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>