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Note on the Bernard Van Leer Foundation

From its earliest beginnings as a philanthropic body concerned with supporting a
range of humanitarian activities, the Bermard van Leer Foundation has had at the
heart of all its actions the exploration of various ways whereby education can be
geen as 4 means of realising man's inborn potential and the special relevance of
this idea to the educational needs of the disadvanitaged, The expression of this
concept is necessarily dynamic and continuously changing.

In 1966 the Foundation became an operational institution and 1ts subsequent inter-
ventions were based on the consecious choice to discover how, in conditions of
adversity, educational innovation could contribute to individual and social devel-
opment, In being responsive and responding o activities that contribute to the
creation of the opportunities available to the deprived, the Foundation had to be
prepared to take risks, investing its rescurces in experimental actions often
beyond the capacities of the established authorities.

Over the years it has built up a core of professional experience and expertise and
since the early seventies this has been inereasingly mought to bear on its world-
wide project network and where possible, enriching it and diversifying it. There
is now a trend in the direct interventions by the Foundation towards invelvement
in projects with major national bodies whereby it is sxpected that a formative
influence can be exercised on a policy and planning level to bring the special
requirements of the disadvantaged within the purview of general educational
Frovision.

In its continuing eoncern with early childhood education, the Foundation acts in
accord with the directions indicated by much current research; but equally it
does not depend on the outcomes of such research to validate exploratory moves
into new spheres of activity. By 1978 there is clear evidence of an increasing
realisation that to consider the young child in isolation from his family and
commuinity does not make sense, if long-term educational gains are to be realised.
A significant mumber of the Foundation's current projects are now active in
helping the school to acknowledge the importance of parents as crucial partners in
the education of their children; in making school and community more accessible
and more responsible to each other; and in enabling commnities through a variety
of collaborations, to help others,.

It is an important Foundation objectlve that the work ol successful projects
shouid be disseminated and replicated both nationally and internationally. This
monograph exemplifies one aspect of the way in which the Foundatlon seeks to
explore the fundamental problem of liberating the disadvantaged child from the
restrictive pressures of a variety of comstraining environments.

xtif




A Note to the English Edition

The action researches reported in summary form in this book, were conducted a few
years ago {1969-1975) but the work has contimued to act as an influentlal leaven
in the Belgian schocl system, The studies are interesting not only because of
their findings but because they represent the first attempt in a bilingual
GTench/Dutch European country to examine problems which had been occupying
research workers in the United States and Britain since the late 1950s. Indeed
their origin - and that of the corresponding Anglo-Saxon studies - is very much
earlier than that, Beginning with the work of Maria Montessori (an Italian) and
of Decroly (a Belgian), ‘'compensatory education' in a variety of forms, has crossed
and recrossed the Atlantic several times in the past decades. They are too a
part of a consideratble series of studies of these problems supported by the
Bernard van Leer Foundation 1n manhy countries, which over a decade or more and
st1ll now concern themselves with childvren in the vulnerahle period of the pre-
and primary schocl years,

What is characteristic and instructive about this Belgian research is that,

instead of working in some sort of artificial experimental situation outside the
normal school system, its activity has been Tirmly based within the schools and in
the homes. All action research in education tends to raise issues which go beyond
any one of the sclences involved and to confront the research worker with ethiecal,
moral and political issues, and the closer it comes to the dally reality of the
classroom the more this is inescapably so. It is moreover, to a degree difficult
for the outsider to assess, dependent upon the assumptions which govern the day-to-
day working of the particular educational system. Normally the most influential
of these are inexplicit and enshrined in a tradition taken for granted. We become
aware of this as we read work llke the present, Sometimes the differences from
our own system are more apparent than real and lie rather in verbal formilations
than in any difference in fundamental conceptions. But often this is not so and
structural and terminological similarities conceal profound differences of cultural
style and expectations and consequential scheool climates. These are likely to

be reflected in all kinds of ways difficult to detect - in how teachers view them-
selves and thelr professiomal role, the relation of the teaching profession to the
curriculum, the importance accorded to inspection, the attitudes and part played
by parents, how educational administration relates to the schools and the place of
educational policy in politics.

Glimpses of this will be found even by the casual reader of the following pages.

A teacher from the United Kingdom, for example, would be somewhat startled to
learn that a pupil in the primary scheol might be kept down to repeat a year's
work, He or she would be even more surprised by references to the 'programme' by

Xv
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xvi A Note to the English Edition.

which is meant & detailed curriculum to be covered in a school year, prescribed
cemtrally by the Mimistry of Education, and expected to be followed identleally by
all schools. That such a prescriptive curriculum should extend even to pre-
achool education would seem even more strange.

Matters like these affect directly the autonomy of the teacher and of the head of
the school to determine policy and curriculun within more or less wide guide-
lines. This has its counterpart in the attitudes of parents to the school and
how they can hope to exert influence. An American reader used to the pover,
involvement and activity of Parent-Teacher assoclations might find it diffieult to
believe that most Belglan schools keep parents at arms length, many parents rarely
cross the threshold and then usually when their child is in some sort of trouble.
4 centralised and imposed curriculum also tends to define the role of the inspect-
orate. In countries like Belgium and France, inspectors are truly inspectorlal
in their function; 1n some less centralised systems, their tasks are those of
administrative lialson and technical advicej their influence pervasive and
persuasive rather than authoritarian; their activitles concerned with consultancy
and inservice training rather than with checking on how far teachers are teaching
and pupils learning a prescribed body of material.

Tt is differences like these that make the very means and possibly even the
content of innovation in education very di.fferent from che country or system to
another. Whereas the techniques of fundamental research in child development and
psychology can largely be replicated in laboratories all over the world, particu-
larly with very young children, transfer of the practical methodologies of action
research in education would be dangerously simplistic. Most of the work on
compensating for disadvantage had been carried out in systems which were reasonably
flexible and where the posaibilities for change were not inhibited by rigid
admintetrative regulation and structure. Even so, by no means all of 1t has
accepted the necessary constraint of working through the existing structures in
order to change them if necessary. It would Tte falr to say that - 1like other
educational systems of Napoleonic origins - the Belgian school system is heavily
centralised and highly structured. T4 is resistant to change from below, as it
were, Within it even good and innovative teachers find no great room for
manoeuvre. DBeyond the small changes. that any teacher can make in his personal
style and in the presentation of standard material, innovation and the conditlons
fostering innovativeness have to be created or at least sanctioned by authority
and supported from outside. This apparent inflexibility 1s probably matched by
the fears and expectations of at least some of the paremts who know that in a
system, progress through which is marked out in clearly defined paths, departures
from the conventional may lead to apparently irretrievable disaster. More open
and less structured systems 1like those in some parts of the US4, Canada or
England, may seem to provide more evldent opportunities for teacher initiative,
may Seem to allow pupils to retrieve later on in their education any failures or
wrong turnings they may have made {though this is far from certain in any system)
ani appear to be generally less selective, less ruthlessly €litist and more
democratic.

This is probably an illusion. Fallure is failure to a child whether expressed
overtly and administratively Ty grade repetition or by markedly inferior attainment
in basic subjects in the primary school, which prepares for a more general and
definitive failure at the secondary stage. What is probably not an illusion -
and experience in countries as diverse in their systems as Sweden, the United
States and England seems to prove it - is that fundamental reform in education does
not come about by legislative and administrative flat, however centralised or
decentralised the system. It can only come atout by changes from within, changes
in attitudes and educational styles, in systems of relationships which govern the
transactions between pupils ard teachers, teachers and parents, and between these
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and the educational administrators. How this is to be achieved in detail, the
mits and bolts of innovative change as it were, willl be largely influenced by the
constraints and general climate of the educatiomal system itself and the surround-
ing culture, particularly that of the family., These will determine the overt
face of teacher and parent anxieties which are among the main obstacles to change,
The structures of the schools and the training of the teachers will determine how
innovation is to be created within and fed out to the educatiomsl system as a
whole.

It 1s in the glimpses of this process at work in a centralised and - as those
belonging to 1t belleve - rigid and inflexible system that the richness of these
four cooperative projects resides, The theoretical and practical findings are of
great interest and significance for the general theory of education and doubtless
of very positive value to the Belglan educatiomal system, But the student from
outside will be as interested as much if not more in the ways in which action
research, initlated in umiversities, accepted the constraints of an existing
system, worked successfully within them, and by shifting its centre of gravity
from the special experlmental set up or laboratory to the field, opened up a real
dialogue among all the partners, :

This work is a translation of "De 1la Stlmulation Compensatoire 3 une Pédagogie
Rénovée - Van Stimdering tot Paedagoglsche Verrieuwing™. In this English version
certaln sections, notably the thorough survey of the literature prepared by the
University of Ghent, have been omltted since they do not bear upon the situation
outside Belgium or can be found in other forms elsewhere. On the other hand, an
additional chapter has been included in Part 2 and in Part 4, showing recent
developments in the field,

In order to make clear to the English or North American reader some of the
sltuations or basic concepts, it has been necessary here and there to depart from
a literally faithful translation and reformilate the issues ralsed., It wlll be
noticed toc that certain terms for pre-scheool institutions in the origimal French
or Dutch have not always bheen given their precise verbal equivalent: pre-schocl
has been used as the general term and 'hursery school', 'muxsery' and sonetinmes
'pre-nursery school' have been used as the general context of the original text
suggested ‘correspondence with the system generally in use in the United States and
Britain., If as is possible these are still superficially misleading, the
surrounding context usually makes it quite clear what kind and stage of education
or child care is being referred to,.




General Introduction

The four brief accounts included in the present volume present an overview of a
Belgian inter-university project funded by the Bernmard van Leer Foundation.

The teams associated with the project are: the Serviee de Psychologie génétlgue de
1'Université Libre de Bruxelles {Depariment of Genetie Psychology of the Free
University of Brussels, Professor P, Osterrieth); the laboratorium voor
Ontwikkellngspsychologie van de Ri jksuniversiteit Gent (Department of Development-
al Psychology of the State Umiversity of Ghent, Professor W. de Coster)}; the
Laboratoire de Pédagogie experimentale de 1'Université de 1'Etat 3 Lisge (Depart-
ment of Eduecational Research of the State University of Liége, Professor G. de
Landsheere); the Département des Etudes et des Recherches Psycho-péaagogiques de
1'Université de 1'Btat A Mons (Department of Educational Studies and Research of
the State University of Mons, Professor J. Burion).

An interim report was published in 1973 on the occasion of a colloguium held at
Esncux (Belgium) and which had as theme: the diagnosis and the compensation of
socio~cultural handicaps. At that time the research work was well under way. It
is still not finished; the four teams are actlvely working further on this most
cruelal problem of education - but the inter-university project itself has ended.

The title of the present document published on the occasion of the Steenokkerzeel
collogquium (Mareh 1977) indicates a profound change, Its wording: “From compern—
sation to innovatlon" shows how the research workers' approach has changed., Fron
the initially relatively narrew notions both as to the children themselves and the
contexts of their lives, their view has widened to embrace an examination of the
whole of education. The chronological order in the presentation of each of the
four reports documents this process of growth,

411 men are not born with the same physical and mental potential, One will be
tall and strong, while another, in spite of closely similar treatment, will remsin
small and weak. And for any particular task, one will be handicapped compared to
the other - the handicap never being total nor invariably peculiar to this or that.
A recognition of this simple fact bids us, without belng naively egalitarian, to
see to it that everyone has the chance to develop and to learn to his full capac-
ity. This epportunity for full growth is not always there even in the similar
environments, the family, the larger social groups, the school or the 'media',

From this point of view, even when it is thought necessary to pay particular
attention to one or another sub-population of children, one notlces that the
concept of compensating for sccio-cultural handicap has to give way to a theory of
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2 General Introduction

individualised and constructive education. ¥or can action be limited to cognitive
aspects; it must give equal place to socio-emotional development; and approach
the problem not eonly through the individual but through the whole relational,
organisational and institutional context of his 1life,

Abandoning symptomatic treatments and adopting a constructive approach based on
individuals and their broad social contexts, the Belgian researchers have gone
beyond the earlier concepts of compensatory education as a way of meeting deficits.
Deliberately too they conducted their research in real contexts and worked in
cooperation with all the partners of education, particularly parents and teachers.
Hence the work of the Belglan project developed the conditions which specialists
in innovation regard as the only efficient ones for a real change - research
acting as a catalyst erabling the system and its participants themselves to
generate the ideas and their embodiment in practice.

It is worth remarking too that the University teams themselves have changed.
Although they started from very different positions, they have ended, as if by an
inevitable process of development, with agreement on the general theory and
philosophy of action and research, At a time when universities are criticised
for unwillingness to Jjoin together, it is worth underliming that, given the
possibilities of cooperation and a common ideal, real inter-university cooperative
stiructures can develop. Now there is in Belgium a group of researchers used to
working together, linked by mutual respect and well qualified by experience. This
is no mean source of satisfaction. Although this was not its major objective,
the intervention of the Bernard van Leer Foundation was decisive in this develop-
ment. .

In fact what the Bernard van Leer Foundation wished to do was to give primaey to
pre-school education as a major area of educatiomal research in Belgium, to
develop a wider awareness of the roots of soclal ineguality in education and to
provoke a critieal reappraisal of educational institutions. This is what
happened.

Eight years of reflection and intensive intervention in the field have thus borne
fruit and raised hopes. A conviction, well founded in the facts, that a step
forward has been made towards the solution of a problem of major impertance is
the best reward for the research worker and the best encouragement to contirme to
work for the commnity. But, at present it is not easy to be optimistic.

Goncern must be felt that current economic and political crises dramatically
affect action research programmes aimed to reduce soelal inequality - as if
cultural democracy were a luxury reserved for periods of abundance, There is a
real risk that, without a constructive and far-sighted policy, the present crisis
wWill doubly affect the victims of the economie and social situation, by preventing

the wide application of research such as this and by not emabling such emguiries
to continue.
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Introduction

The term 'socio-cultural handicap' usually refers to a pattern of psychological
characteristics supposedly common to a great number of children from sceially and
culturally deprived environments, which would make these otherwise physiologically
'normal’' children more or less able to take advantage of the primary educaticn
available in all industrialised societies, This, in turn, would prejudice their
full participation later on in the intellectual and cultural 1ife of our times,

In this way a state of inferior intellectual development and a process of soclo-
cultural marginalisation is built in,

I%t would seelr to be a matter of fact that unadjustment to the conditions and
requirements of school fregquently becomes apparent at a very early stage, as soon
as the c¢hild begins to go to school, Aceording %o many observers, this 'socio-
cultural handicap' is noticeable even in the pre-schocl, where the demands placed
on the child differ from those of the primary schocl, The fact that school or
pre-school seem to lay bere or even accentuate interpersonal differences az zoon
as attendance begins, indicates that such differences are related to the original
environment, and exist prior to the start of formal education, We are thus
maturally led to think that if a 'socio-cultural handicap' does. indeed exist, the
factors responsible for it operate before the appearance of any sign of inferior
intellectual development and of Jearning disability, Because of the complex
nature of psychological development and behavioural organisation, it is to be
expected that many of these factors will have little, if any, obvious or immediate
connection with what is generally meant by intelligence and school aptitude.

This fundamental hypothesis leads us to look carefully at the pre-schocl stages of
a child's development, The pericd between 6 and 24 months is of particular
interest: during this period the development of behavioural orgamnisation is
particularly rapid and the child is generally thought to be undergoing tasic
structuring experiences. This hypothesis prompts us to focus on the experiences
offered to the young child and on the influences of the family and of the eréche,
a substitute and nowadays increasingly complementary environment to that of many
homes ,

This type of approach seems likely to bring to light any psychclogically meaning-
ful variable, intermediate between the socio-economic or socio~cultural status of
the family and the child's individual aptitude or capacity to profii subsequently
from its schooling. It could help to throw light on the genesls and determimants
of the phenomenon of failure - an obvious prerequisite to any preventive or
compensatory action,

With this in mind we attempted, with a sample of children from a district of the
Brussels area, to explore the possible relationship between:
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- +the socio-eccnomic and cultural status of the families;
- the level of behavioural development of the children;
- the attitudes and behaviour of the parents towards the children.

At the same time, a psychologist familiar with the problems of early childhocd was
sent to a large créche in the area, His task was to identify the circumstances
and factors which, in the créche, were likely to cause underdevelopment in children;
to suggest, in agreement with management and staff, appropriate measures to
mnimze or eradicate such factors; and to encourage any measure which might make
the environment of the créche more favourable to the development of the children,
An account of this experiment can be found in Chapter 3 of the present report.
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1 Population and Procedure

1. Sampling and Data Collection

Three hundred and fifty families, all with few exceptions living in the distriet
of Anderlecht, were identified from an examination of the population register.

In February 1973, these families were informed by letter that a research project
was to be undertaken concerning the education of very young children; and were
invited to collaborate, They were also told that they would soon be visited, to
ask for their consent and to make an appolintment for a further interview.

At the first meeting, the parents were informed in detail of the object of the
research and of what was expected of them, This first interview also gave the
opportunity to collect the following information, as a means of screening families
for inclusicn in the sample:

- full details of the mother's and father's occupation to give a more accurate
evaluation of socio=-economic status;

- a brief and rapid evaluation of the family's housing conditions;

- detalls of the child's birth history {term) and medical history (serious
illnesses);

- the language of the home,

Another appointment was made if the parents had given thelr general agreement to
being involved.

The second meeting was devoted to a largely unstructured interview with the mother
at home and with the child present. This enabled us to observe the interactions
between mother and child, The mother's responses were not specified by a direct
questionmaire, She was simply asked to talk freely about her child and its
education, and she was left completely free to broach any topic she liked, 1In
the course of the interview (tut without interrupting) some speecific survey
questions were slipped in, The interview lasted normally one hour, and was tape-
recorded in full, which gave no problem. Finally, mother was handed a questionn-
aire, She was told of its purpose and shown how to fill it in.  Bhe was asked
to complete it during the week between the second and third interview,

During the third interview and in the mother's presence the child was given a
battery of developmental tests by a team of two psychologists. One, specially

™
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trained to administer the test, presented the material to the child, The second,

who had interviewed the mother on the previous oeccasion, observed and recorded
the child's behaviour,

At the same third interview, more precise information was gathered about the
socio-economiec and socio-cultural levels of the family and the child's develop-
mental history. The questionmaire given at the preceding meeting was collected
when it had been filled in. CGenerally, these visits took place in a friendly
atmosphere, Many mothers seemed pleased at the opportunity teo talk about thelr
child; some even asked for further visits.,

The procedure was followed for all the 90 families retained in the sample, which
were then divided into 3 equal subsamples according to the three independent
variables: sex (46 girls and 44 boys), ege of the children (30 children aged 10
months, 30 zged 15 and 70 aged 21 months) and the socio-economic status of the
family (30 families of lower status, 30 families of average status, 30 families
of higher status). Other background information was taken into account, such as
birth data, serious illnesses, sibling order, separations from mother longer than
a fortnight, and so on, But it was not possible to form strictly eguivalent
groups on the basis of these additioral background variables.

2. Assessment of Socio-cconomic and Socio=-cultural lLevels

I+ was of importance to define and assess socio-economic and cultural level if
we were to Meet the preoccupations and objectives of the Bernard van Leer
Foundation, Initially to carry cut the interviewing and to set up our sample
of 90 families, we used the single index method, currently applied in this field.
The selection of the sample was thus based on a 'cumilative index' which took
into account occupation, educational level and physical aspects of the home. It
very soch bhecame clear that this cumulative criterion was too coarse and not

likely to take adequate account of many facets of so complex a concept as socio-
economic and cultural status.

Accordingly a second stage, during data processing, we decided to make a factiox
analysis of the detailed information we had. This allowed us to assess the
relative importance of a series of indices derived from our raw observations,

Mine indices, each carefully defined and assessed on a normalised 5-point scale
emerged as follows:

1) Highest occupatiomal level (father or mother)
Father's education

Mether's education

Jeint income

Appearance of the neighbourhood

Household eguipment and help

7}  MNumber of bedrooms per person

8; Number of living rooms per person

9) B&tandard of housing

COvn A D

This method made it possitle to classify the sample in a more sensitive but still

objective way, on the basis of the scores for each of the three factors thrown
up by the factor amalysis.,

- The main factor which appeared can undoubtedly be interpreted as a socio-
economic factor. All nine indices used are saturated with it and are thus
all related, fo some extent, to soclo-economic level.

- The second factor is related to living space in the home - the two indices
- most saturated in this factor being 'the number of bedrooms per person' and
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tthe number of living rooms per person’,

_ The third factor largely accounts for the variables 'appearance of the nelgh-
bourhood' and 'standard of housing'. It corresponds to the 'outward signs of
social success'.

These last two factors are of slight importance in comparison with the main one,
and account only for a small propertion of the varlance. Nevertheless, we
continued to use them as they provide information complementary to the soclo-
economic factor.

A similar procedure was adopted for the following 24 indices on cultural matters:

2) Political, historical, psychological, touristic, biographical bocks and
periodicals; literary and art reviews: art books

3) Detective novels, romances and science fiction

L) Newspapers and weekly publications (Nouvel Observateur, Pourquel pas,
Express, etc.)

5} Fashion and home magazines (Femmes 4'aujourd'hui, Libelle, Rosita,
Bormes soirdes, etc.)

1; Qlassics and modern novels

£) Glossy magazines (Jour de France, Match, Marie-Claire, Elle, etc.)
7) (lassical music
8) Pop music and jazz
9 Theatres and concerts
10) Dances and balls
11) FEngagement in a sport
12% Evenings with friends
13) Lectures - museums, exhibitions

14% Films chosen on the basis of thelr title or kind

15} Films chosen on the basis of reviews; Tavourite television programme
16) Documentaries and news
17) Films
18) Light entertainment
19) Favourite radio programme: music, concerts and light
entertainment
20; Intellectual games
21) Games of chance

22) Hobby connected with the home: knitting, crochet,
sewing, etc.

23) Cultural, artistic or aesthetic hobbies (vlaying an
instrument, heuse deecoraticn, reading)

2h} Holidays abroad

A factor analysis of these indices also threw up three factors;

The main one corresponds to a rather traditional concept of the 'cultured man'.
We find grouped together the lectures, the visits to museums and exhlbitions,
theatre going and attendance at conceris, the reading of classic and contemporary
novels, This factor was named 'classical culture’.

The second factor appearing from the factor amalysis was called 'popular culture'.
It is represented by the following cultural indices: games of chance, watching
films on television, dancing, reading detective novels, predilection for detectlve
films, science fiction and westerns.

The third factor noted was called 'ceohsumer culture’. It is characterised by
holidays alroad, a predilectlon for pop music and jazz, reading glossy magazines
and a preference for light entertainment programmes on televisiom.
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.L 3, Assessnent of the Ohild's Level of Development

i For many reasons, the Brunet-Lézine (1) development test, similar to that of
' Gesell, appeared to be the most suitable tool for this investigation. The
\‘ Brunet-Lézine test explores four areas:

i - postural-motor behaviour
P - motor coordimation, manipulation of objects
; - verbal behaviour

- social behaviour

: Results are expressed as a quotlent of global development, based on total items

I succeeded, Four partial guotients of specific developmental aspects correspond-

} ing to the four behavioural areas mentioned above, can also be obtained. The

! gquotient of glotal development allows an estimate of advance or retardation in

| ecomparison with 'normal’ development. The partial quotienis are nseful to
determine whether, for example, retardation shown by the overall gquotient is

| general to all four areas or is due to low performance in one or more specific
area,

Analysis of the test, however, showed it to be not fully adequate o cur research
| needs and some improvements proved to be necessary. A refinement of the methods
of administration and scoring made the test rather more reliable and improved its
sensitivity; a standardised observation schedule was also added which enriched

[ the test score by qualitative data of the utmost importance; classifying the

? behavioural responses into 32 categories instead of the origiml four made it

i possitle o achieve a finer amalysis of the child's level of development. This

: Brussels adaptation of the Brunet-Lezine test is a more efficlent instrument,

‘ which should prove useful in the examination of young children,

i The variables which elerged from the information provided by the new version of
the test are the following:

. -~ +the 5 developmental guotients originally put forward by Brunet=Lézine (general,
| postural, coordination, vertal, social}. On these the subjectd were grouped

) ‘ in three classes according to thelr score:r below average, average and above
: average (respectively, 1/5, 3/5, 1/5 of the sample).

- 9 indices of development which allow subject to be ranked according to the
level of their performance {the total of succeeded items in each of the H
following areas)t

- form éiscrimination (*)

- comprohension of oral commands (*)

- oral expressicon

- object associatlon

- problen solving

- coordination of the upper limbs

- locomotlon, sitting posture, gross motor coordination
- reactivity .

- spatial organisation (*)

The three areas marked with an asterisk (*) were applied in the 10 months old
group} agaln on each of those developmental indices; subjects were divided
into three groups (1/5; 3/5; 1/5).

- An index of harmony/disharmony in development. This was based on the degree
of homogeneity among the four partial quotients; in this case subjects were
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divided into two groups 'harmonmious' - ‘disharmenious’ dichotomy.

- 5 indices of coherence, reflecting for each of the developmental quotients the
Aifference between the age at which all items are passed {the 'basal’ age) and
the age placing of the highest item passed, Each of these indices (in the
spread) gives an idea of the cohesiveness of performance. For this, subjects
were again dichotomized into 'coherent development' - 'incoherent develcpment'.

L, Assessment of Parenial Attitudes

Because of the great difficulty of making systematic observations of family life
ard studying the behaviour of both parents' behaviour towards the child over an
adequate period of iime, it seemed best to use a more practicable means of
investigation: the non-directive interview. When parents relate incidents,
events and anecdotes drawn from everyday life, they consciously and voluntarily
provide a great deal of information cn situations in which they are involved with
their child, In addition, certain elements in theixr conversation give clues to
fundamental attitudes, ways of behaving and deep feelings. These elements of 2
situation which parents remember and describe, the objective and subjective
slements they include, the importance given to other’s and to their own feelings,
the very toplcs chesen, those which are discussed in detail and repeatedly
alluded to, those only vaguely mentioned or passed over in silence, the choice
of words, tones of voice and so on - all these are rich in content. In short,
such & talk reflects both the way individuals view the clreumstances consciously,
their overt ideas and attitudes (the kind of material one hopes to tap by a
guestionmaire) and also the decp-seated structures of persomality which are more
subco?scious and mere deeply emotional (to tape which usually we use projective
tests}).

The non-directive or unstructured interview thus seems to be doubly ugeful: it
only minimally constrains the subject's full expression, and it allows a form of
expression which reveals both the deeper levels of feeling and social behavicurs,
attitudes and their underlying dyramies, It seemed that unconstrained and
personal talk would be the best source of information on, or the best indicator
of, the mature and climate of the adult-child relationship.

The real difficulty is that of extracting useful information from these records
and organmising it so that it can be extracted. For this purpose a content
analysis, designed to elucidate psychological meanings and to isclate and define
variables, was carried out by a team of five Jjudges to ensure maximm reliability
and validity., For the purposes of our research we focused only on those aspects
bearing upon commnicatlon hetween parents and children and on relationships ~

25 categories emerged which were grouped as follows:

"training' variables

'psychological proximity-perception' variables

‘contact' variables

anxiety indices

manifestations of feellng

areas of -ehlld behaviour most chosen for comment

o0 o B

There is an obvious difficulty in scoring these categories in a satlsfactory way.
Trdividual imterviews of a non-structured kind cannot be directly compared one

to another, Mothers did not utter the same number of sentences; some used less
of the allocated time than others; sometimes other persons present at the inter-
view (e.g. father, another child) intervened. Thiz difficulty it appeared might
{0 some extent be overcoms if the frequency of appearance of esach variable or
group of variables were expressed as a rgtio of the total of all variatles
appearing in the same conversation.
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The 90 frequencies so obtained for each attitude -variable or group of variables
were first ranked, and then grouped into three classes - below average (1/5),
average (3/5), and atove averzge (1/5).

5. The @Questionmaire

The zources of information so far described have certain gapst the tool used to
assess development gives 1little information about the child's emotioral reactions
or sociability. Similarly some partlcularly important attitudes of mother may
not appear in the course of an interview and therefore be omitted from the
analysis, For example, the commonly held view that ehildren from privileged
enviromments are more stimulated in the field of spoken language than children
from deprived ones made it seem interesting to gather information from all
parents about whether they sometimes looked at picture books with their child.
Tis kind of activity might be passed over in an interview. To cover gaps like
this, we constructed a questionnaire,

The variables which we finmally attempted to tap with this questionnaire differ
hoth in content (child's behaviour ox parent's attitude) and in the way they are
derived: some were covered by a simple part of a question, others by adding
together different parts from & number of questions.

REFERENCE

(1) Brunet, 0. and Lézine, I. Le développement psycholegigue de la petite
N
enfance, P.U,F., Paris., 1965,




2 Results

In this rgsearch the significance of relations in the data was tested where poss-
ible by X°, and only differences significant at P = .1 or better are mentioned.
This obviously is only a first approach to the data,

T+t should be recalled toc, when reading what follews, that any relations observed
merely reflect the probability of two characteristics coexisting or not in
different groups. It does not indicate necessarily a causal relationship, still
less the direction of any causal connection there may be, We have thus to
consider any relations or significant differences that appear in a multidimensicnal
context, taking the findings about each in the light of the whole, by different-
iating the effect of glven variables.

1. Socio-economic and Socio-cultural Level of the Families and Level of
Development of the Child

Is there a link, for all the age groups considered, between the soclio-economic
and soclo-cultural status of the families and the level of general or specific
development of the children? By relating the socio-economic and soclo-cultural
factors and the developmental variables it becomes possible to arrive at an
answer to this question,

In view of the objective pursued, one essentlal feature emerges from this first
comparisorn. Out of the 60 possible combinations between the 3 economic factors
and the 20 developmental variables, only 3 links are found to be statistically
signiflcant:

- c¢children from families with a low soclo-ecconomic status tend to be more
advanced in the development of locomcticn, sitting posture and general
co=ordination.

- children from families with average 1living space show, more freguently than
others, a superior quotient of general development.

- children from families with inferior living space tend to obtain betfer scores
for the co-ordination quotient.

As there iz a significant 1link between the living space and soclo-~econcmic status,
the last two connecticns in no way support the hypothesis according to which
mterial well-being fosters the child's development. In fact, they might

13
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suggest the opposite, since above average living space is associated with low
gquotients of general and of co-ordination development. 4s to the soclo~cultural
variables, there is no apparent link between them and the indices of development.

It seemed worthwhile to look at the question differently, by extending it beyend
one-to-one commnections between isclated variables, If one considers the child-
ren with at least 3 out of 5 developmental quotients in the above average group
{15 of the 90 children) as 'more developed', and children with at least 3 devel-
opmental quotients in the below average group as "less developed' (17 of the 90
children), we can then examine the distribution of these extreme cases in
relation to the socio-economic variables (Tabtle 1). -

TABLE 1 Distribution of the Most and Least Developed Children
in relation tc Scclo-economic Variables

Development | Sccic-economlc Living Space Outward Signs of
Level Soclal Success
Superior|Average |Inferior |Superior |Average Trnferior

15 Most superlor M4 - b - 1 1
Developed average N=l4 1 2 1 1 1
Children inferior W=7 1 5 1 3 2 2
N 15 2 11 2 5 6 i
17 Least superior ¥=6 2 - 1 3 2
Developed average N=7 2 1 4 4 2 1
Children inferior N=i 1 1 2 2 2 -
N 17 7 L 6 7 7 3

Two important conclusicns can be drawn from the table,

(1) VNearly twice as many children shown by the combined results of the tests to
be advanced in thelr development come from deprived as compared to privileged
environments., Over three times as many children whoe fall into the least
developed group come from average or privileged environments.

(ii) Five times as many children exhibiting superior development come from
families with average living space as from families either with above ox
with below average living spacs. Children exhibiting low development come
three times less often from families with average living space than from
families with above average or below average living space.

The combimation of soclo-economic level and living space seems thus related to
the child's general develophent, at least in the extreme cases. The role of
the factor 'outward signs of social success' seems to be ambiguous; the most we
can say is that it seems very slightly but not significantly mere important in
the case of the families of the less developed children,

A similar analysis of the soclo—cultural variables confirms that these have
practically no bearing on the level of development.

j
!
!
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To coneclude, it would seem that for children 21 months or less of age, the
eccnomic status of the family has only an indirect link, if any, with the various
aspects of development considered in isclation and that cultural status has ne
apparent link whatever with development, at least not until the child is 21 months
cld, This does not, of course, rule ocut the possibility that socio-economic or
cultural Tactors are already at work, but simply that their effects do not yet
appear.

There is no indication in these data that children from deprived environments are
necessarily handicapped in their initial psychological development, nor that
children from more privileged environments exhibit superier imitial development.
This finding, 1f it is sustained, is of major importance for the study of ‘'soclo-
cultural handicap'. It prompts us to believe that, if such a handicap indeed
exists, it does not show in the first two years, and that, if there is an
explanation for it, it is net at this moment to be found in the socio-economic
and cultural conditions of the family in their strictest sense. These conclus-
ions lead us to think that the variables describing mother's attitudes are the
ones which should be studied.

2. BSoclo-economic and Socio-cultural Level of the Familiesz and Mothers:® attltudes

Attitudes of the mothers as revealed in the interviews may well be linked with
the socio-economic or socio-cultural context, The degree of material well-
being, the richness of information and culture, the existence of family traditions
favouring severity or gentleness, warmth or distance in affective relationships
might well be among the factors contributing to shape these attitudes,

In fact, many relations emerged between the socio-economic and socio~cultural
variables on the one hand and the attitude-variahles on the other. Twenty out
of the 25 variables of attitude studied are significantly assoclated with
economic or cultural variables, frequently indicating a marked difference beiween
privileged and deprived environments. Without going into details, the observed
links and differences noted can be summed up as follows:

(i)  With regard to the socio-economic factor: more mothers from privileged
environments are characterized by:

- emphasising training less,

~ having greater psychological closeness to and better understending of their
child,

~ a more marked propensity to express thelr feelings,

(i1) With regard to living space: mothers of families with abeve average living
space are characterized to a larger extent by
- less psychological closeness and less understanding of their child,

(iii) With regard to 'cutward signs of social success’: more mothers of the
families where these signs are most evident are characterized by:

- greater emphasis on ftraining,
-~ greater concern for the child's soclalized and conventional behavicur,
- 1little concern for the child's spontaneous behaviour,

(iv) NMore mothers taking a great interest in classical eculture are character—
ized by

- 1little emphasis on training,
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(+) More mothers taking a great interest in popular culture are characterized by:

- more attention pald to the child,
- a fairly obJective view of the child,

- average importance given to tralning

{(vi) More mothers taking a great interest in consumer culture are characterized
by .

~ limited but accurate observation of the child's behaviour,

- reduced psychological proximity to the c¢hild, but sound understanding of its
behaviour

- special attention given to caring for the child

In short, a comparison between socilo-economic and socio-cultural factors on the
one hand and attitude variables on the other shows that low and high levels of

the former each correspond to a specific pattern of the latter. Thus there is a
connection between soclc—economic level and mothers'. attitudes, and, to a lesser
extent, between socio-cultural level and mothers' attitudes, But in faet, the

three socio-economic factors and the three socio-cultural factors in each case
colbine in a characlteristic way. It can thus be expected that the pattern of
attitude variables linked with these factors will in their turn combine and
thereby reinforce or neutralize each other or interact in different ways,

3. Mothers' Attitudes and Children's Development

A11 specialists in the field of development accept what commonsense has never
denied: a child's experiences in the course of its development contribute to
shape and to determine this development, Foremost amorngst the factors and
components of experlence, the behaviour and attitudes of the parents probably
play a dominant part, often seen in retrospective clinical studies.

In the 90 families considered in this research, the existence of connections
between the mothers' attitudes and the children's level of development is shown
by the presence of statlstically significant links between the two sets of var-
iables, Because of the large number of possible ceombinations, it seemed
Justified as a first approach to focus con important links between extreme o
manifestations of mother-attitude variables and extreme scores cbtained in the ;
development tests. Indeed it is not so much the existence of any particular
attitude that matters - they are probably all present to some degree - but
rather it is the frequency or rarity of these attitudes which is likely to under-
line comnnections with the development indices,

From this viewpoint we will consider here only positive or negative linear
relations in which the level of developmental variables and the rates of incidence
of attitude variables regularly correlate positively or negatively with each
other, There are other, less obvious, links, but they will not be considered
here.

3.1 Mothers' attitudes and developmental quotients

Sixteen clear links are recorced between the 5 developmental guotients and the 11
variables related to the mothers' attitudes, as shown in the following table,
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TABLE 2 Freguency Levels of the Mothers' Attitude Variables
and Developmental Scores

Level of the mothers' Level of the developmental
attitude variables quotients
General | Postural | Goord~ | Language | Social
ination
Propensity to attribute S i - - i i
hehavioural characteristics | A - - - - -
to the child (psychological | I s - - s
traits)
Expression of restrictive S s s - - -
trainming (demands-prohib- A - - - - -
itions-threats etc.) I i i - - -
Manifestations of psycho- 5 i - - i -
logical proximity, percepticn A - - - - -
of child's behaviour I s - - s -
Manifestation of attention g - - - i i
to the child's spontaneous A - - - - -
and autonomous behaviour I - - - s s
Total of simple,general S - - - - -
observations on the child's | A - - s - -
. |bebaviour I - - i - -
Ratic of simple or 3 - - - a -
complex observations A - - - - -
I - - - i -
Total of incorrect 3 - s - - -
interpretations of child's A - - - - -
behaviour I - i - - -
Inadequacy of the charact- S - - - -
eristics attributed to the A - - - - -
child, and of the inter- I - i - - -
pretations of 1ts behaviour
Verbal and physical contacts | S - - - - -
with the child with no other | A S - - - -
purpose (contact for its I i - - - -
own sake)
Manifestations of feelings S - - - - -
towards . the child A - - s - -
.. T - - 4 - -
Explicit or implicit 3 i - - - -
signs of anxdety A - - - -
I s - - - -

Inferior

n

5 = Superiocx A = Average I
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Broadly speaking, and noting that the different developmental quotients are not
necessarily comnected with the mothers' attitudes, the table shows that, all
things being equal, supcrior develcpment of the child is often associated with
maternal attitudes characterized by:

- =a high level of - restrictive training;
—~ simple rather than complex chservations;
- incorrect interpretations of child behaviour;
- attribution of inadequate psychological characteristics
1o the child, and of inadequate interpretalions,

- a low level of ~ attribution of behavioural characteristics te the child;
- psychological closeness to the child and perception of
its hehaviour;
- atbtention given to the child's spontanecous and autonomous
behaviour;
-~ glgns of amxiety.

- an average level of - general simple observations;
- contacts for their own sake;
- manifestations of feelings.

Inferior development of the child of course corresponds to an inversion of the
frequency levels of these mothers' attitudes, those in the last group above
appearing at an infericr level. Less frequent or more ambiguous connecticns do
not seem to contradict these conclusions.

4n important result emerges from these findinga, about the relation between the
child's development and the mothers' attitudes: superior development in young
children is frequently assoclated with a pattern of mothers' attitudes including ;
such features a=s: a rather poor psychological closeness to the child, litile
understanding of it, rather superficlal and hardly very shrewd observations of

its behavicur, mainly spontaneous. Although these mothers are not loath to have
gratuitous contact with the child or to manifest feelings, they seem however to

view education as an extremely restrictive and demanding matter. They are not

very anxious. This general pattern is exactly reversed in the case of inferior
development,

As we are here again dealing with a one-to-one relation between variables, it
seemed interssting to look at the distribution of the variables of maternal
attitudes in the case of the 15 children exhibiting superior development and the
17 children exhibiting inferior development, just as we did for sccio-economic
and socio-cultural levels.

}

Looking at the five variabdles of mothers' attitudes* most closely related to the
various development quotients, we note the following features: among the 15
children exhibiting superior development, the attitude variables considered appear
31 times at the adequate level, i,e. at the level which corresponds tc a superior
developmental quotient in the preceding table, and 7 times at the inadequate level, |
i.e, at the level which corresponds to an inferior developmental quetient, This i
phencmenon is less evident in the case of the 17 e¢hlldren exhibiting inferior
develophent; the attitude variables considered occur 20 times at an adequate
level and 12 times at an inadequate level.

#The five variables considered here are the first four and the last variable
in Table 2,
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The one to one relations observed for the entire sample are thus confirmed,
particularly in the case of subjects with superior development. The same 1s true
if we examine the number of attitude varlables present for the subjects exhibliing
superior and inferior development.

TABLE 3 Mumber of Attitnde Varlalles sccording to_the
Children's Developmental Status

Number of attitude Among the children
variables present Exhibiting superior | Exhibiting inferior
development development
(15 ¢hildren) {17 children)
Iinked with superior
development
0 2 11
1 or 2 6 L
3to5 7 2
Linked with inferior
development
0 9 6.
1 or2 6 9
3to 5 0 2

Thus, the link between the mothers' attitudes and development status of their
children appears very clearly in the extreme cases; however, it seems more marked
in the case of more advanced subjects and in the case of attitudes linked with
superior developnent,

3,2 Mothers' attitudes and indices of genetic development

It will be remembered that the method made 1t possible to rank the subjects
according to advance or retardation, with respect to 9 particular aspects of
development., [Fifteen significant links were Tound between G of the attitude
varlables and 6 of the developmental variables; advance or retardation in the
latter respectively corresponding to the presence of these attitudes on either a
superior or an inferior level, The 1links noted can be summed up as follows in
Takle 4,

It is surprising to note that it is the ability tc discriminate shapes which -
seems to be mest frequently related to attitudes of the mothers, Next come
verbal expression and motor coordination of the upper limbs.

Again broadly SPeaking. this table shows that, all things being equal, advanee in
the child's genetlc development often corresponds to a pattern of mothers' attit-
udes characterized byt

- a high level of simple rather than complex observationg

- a low level of - psychological closeness and perception of the child's
behaviour;
~ interpretations of the child's behaviour;
- attribution of bhehavioural characteristies to the child;
- correct interpretation of the child's behaviour;
- specific complex observations;
= gigns of amxiety:
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f - simple, general observations
- 'false' commumcation.

TAELE 4 Frequency.Levels_of,ihe.ﬂnthersf”Aiiituﬂe Variables
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Retardation in the child's genetic development is of course assceiated with
inverse frequency levels of these attitudes; those of the last group above
appearing at a superior level. Beyond these cne-~to-one relations, we may again
wonder how things stand for the individuals by comparing the distribution of the
first three attitude variables in the above table (which are most frequently
lipked with extreme levels of development) for most advanced and most retarded
children (i.e., respectively the 12/90 children exhibiting at least ¥ indices of
advance and the 15/90 children exhibiting at least 4 indices of retardation):
among the 12 advanced children the relevant attitude variables appear 17 times at
an adequate level, which corresponds to genetic advance in the previous table,
and only cnce on an inadeguate level, which corresponds to genetic retardation.
We observe similar patterns in the case of the retarded chlldreny the attitude
variables appear 14 times on an adequate level, consistent with genetiec retard-
ation, and twice at an imadeguate level, i,e, the level corresponding to genetic
advance.

As for the number of attitude variables per case, it stands as follows:

TAELE 5 Number of Attitude Variables, accordingz to the
Children's Advance or Retardation

Number of attitude Among the children
variables present :
: Most advanced Most retarded
{12 children) (15 children)
Lirkedé with advance
0 2 13
1+t 3 10 2
linked with retardation
0 11 7
1to3 1 8

Thus the connection between the mothers' attitudes and genetic development in
particular areas 1s confirmed by the extreme groups. However, just as in the
case of developmental quotients, the relation seems to be more marked for the
advanced subjects and for the nothers' attitudes linked with developmental advance.

3.3 Mothers' attitudes and indices of harmony and coherence

As we sald before, the index of harmony of development reflects the degree of
homogeneity existing between the 4 specific developmental guotients; the coher-
ence indices reflect for each of the developmental quotients the difference
between the age at which all items are passed, and the age corresponding to the
highest l1tem passed by the subject.

Although related to the child's development, these new variables reveal a devel-
opmental feature quite different from the performance levels measured by the
developmental quotients or the indices of genetic developments previously
mentioned. These variabtles indeed refer to the homogeneity of the results
achieved by the same child in the baby-tests. 4 glven level of harmony or
coherence can be found with superior, average or inferior development. A hlgh
level of harmony or coherence indicates minimal dispersion of resulis for a
particular area of development. A low level indicates a high degree of disper-
sion and reflects the fact that the level achieved is the result of a scattering
of performances over the scale. It can thus be expected that developmental
levels and degrees of homogeneity are relatively independent of each other; and
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this is confirmed by looking at the distribution of the indices of harmony and
coherence for the 15 subjects exhibiting superior development and for the 17
subjects exhibiting inferior development, as previously defined.

What about the links between homogeneity of development and mothers' attitudes?
We note 19 eignificant relations between the 5 indices of homogeneity and 12
attitude variables as shown in table 6.

It is interesting to see that the coherence index for the quotient of social
development does not seem to be related to the mothers' attitude variables,
Ignoring this, and from a global point of view which neglects the details of the
relations between indices, 1t appears from ths table that the homogeneity of the
child's development often corresponds fo a pattern of mothers' attitudes
characterized by

~ an average or high level of
correct interpretation of child behaviourj
particular complex observations;
interpretations of child behaviour;
contact with the child for 1ts own sake;
stimlating training in the total of training manifestationsj
implicit or explicit signs of amxiety

- a low level of
simple observations in comparison with complex observationsj
manifestations of stimlating training;
manmifestations of restrictive training;
general complex observations;
concern for the child conforming and having a conventional behaviouri
inadequacy of the characteristics attributed to the child and of the
interpretations of lts behaviour

Heterogeneity of the developmental indices is asscciated with an inversion of
the frequency levels of these attitudes, the first appearing at an inferior level
and the second at a superlor level.

Thus a high degree of developmental homogenelty is assoclated with such features
as the accurate and precise observation of the ehild's behaviour, correct inter-
pretation of it, which implies good psychological proximity and great attention
towards the child, as is proved by the presence of contacts for their own sake.
On the other hand, insistence on the fraining aspects ls minimal essentially,

not restrictive but clearly stimilating, as the concern for the ehild's conformity
ig limited. Lastly, a high rate of anxiety is apparent. The opposite pattern
1s associated wlth a high degree of heterogenelty in the child's development.
These relations lead to an important and perhaps rather unexpected conclusloni
the patterns of mothers' attitudes that go with homogenreity and heterogeneity of
the developmental indices are almost the exact opposite of the patterns that go
respectively with superior or inferior development, Indeed, elther the attitude
variables linked with the indices of development levels are not the same as those
linked with the homogeneity indices, and vice versa {and they have the opposite
psychological value) or when they are the same, the relationships to the devel-
opment levels and the harmony or coherence indices have the opposite sign,

except in the case of 'contact for its own sake' where the direction is the same
for the developmental levels and for homogeneity.
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TABLE 6 Freguency Level of the Mothers' Attitnde Variables

and Homogeneity of the Child's Performances
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1,4 Conelusions

(1) The main conrclusion to be drawn from this section is undoubtedly that
mothers' attitudes have more bearing on the child's developmental status, and on
the harmony and coherence of this development than do the soeclo-economic or socio-
cultural factors pecullar to the family environment. This hypothesis is indeed
consistent with common sense and clinical experience as well as with genetic
psychology.

(ii) The variables of mothers' attitudes which bappen to be related to the
developmental level or to homogeneity are mainlys the degree of psychological
closeness between mother and child, the mother's attention and sensibility to the
child's behaviour, the quantity, mature and orientation of supposed 'educational®
marmifestations, the rate of contact for its own sake, the slgns of anxiety and
the manifestation of feelings.

(iii) At first sight, the connections do not reveal any contradictions as far as
the relationships among these groups of indices are concerned, which contributes
to glve real consistency to the observed links,

(iv) An amalysis of tbe lirks prompts us to assume that for the age groups
considered, there are two basic patterns of maternal attitudes:

— the first would be characterized by a lower degree of attentlon to and under-
standing of the child, a smaller degree of psychological closeness to the child;
nothers would concentrate on education, conformity and performance; this
pattern often goes with a superior developnental level; the reverse pattern
being asscciated with an inferior developmental level.

- the second pattern would characterize more attentive, understanding, and
receptive mothers, who are psychologically ¢loser to their children, who are
also more anxious, and show greater concern and respect for their mature,
their possibilities and their limitations, This pattern is associated with
more harmony and coherence in the development; the reverse pattern going
with heterogeneous development,

The fact that these twe patterns contradict and exclude one another seems to
indicate that the pattern of attitudes assoclated with superior development does
not Fit in with a homogeneous development of the child and that the pattern
associated with inferior development does not fit in with a heterogeneous

development.,

L, The Questionnaire

The above relationships represent a global approach to the facts., In view of
the nature and the interest of the results obtained for the whole sample, it seens

“useful to distinguish the different genetle stages (10 months, 15 months, and 21

months) inclided in the sample. The global connections are Jikely to conceal
other connections which are specific to a given age. Some attitude variables are,
as a matter of fact, significantly a function of age. It is possible that some
parental attitudes, which vary according to socio-economic and cultural factors,
emerge earlier in some groups than in others, at a more or a less favourable stage
in the child's development, It is also possible that, in function of these same
variatioml factors, some of the parental attitudes themselves brought aboutl some
ways of behaving, whereas in other cases, thege same attitudes would appear later
as a response to the chlld's development.

To illustrate this approach, which takes the genetic stages into account, results
will be given pertaining to some variables from the guestionnaire, Ons general
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observation, however, is in order - compared with the connections considered
previcusly, the variables of mothers' attitude derived from the questionmaire,
when confronted with the test results, reveal a surprisingly small mmber of
significant relationships; 1in addition it seems here that the socio-cultural
factors play a more important part than do the soclo-ecomnomic factors. On the
other hand, the rmmber of developmental variables which have sigmificant links
with the soclo~economic and socilo-cultural factors seems larger in the case of
variatles from the gquestionnaire than in the case of variatles from the %est
results.

This can perhaps be partly explalned by the fact that the veriables considered
now are indicea related to socio-affective development and are in no way connected
with general development. These remarks alsc prompt us to believe that the
absence of differences recorded in most investigations into the influence of the
socio~economic environment on the child's development before the age of two years
is perhaps due to the nature of the instruments used and the kind of information
collected,

4,1 Relationships between parental attitudes and soclo-economic or cultural
factors

The following variables are taken into considerationt
- the frequency of parent's assistance to the child;

- the fact that the parent helps the child when asked;
- the fact that the parent lets the ehild manage by itself,

For the 90 families, frequency of parents' assistance to the child is not
significantly linked with the child's age, tut it related to the factors 'outward
signs of soclal success'(p=,01) and 'popular culture' {p=.02), The families
exhibiting little 'outward signs of social success' are characterized by a high
percentage of answers ranked in the extreme classes, which is perhaps a sign of
the heterogeneity of their educatlonal behaviour.

In the same way, regardless of the child's age, parents in the medium or top
group for 'popular culture’ often let the child manage by itself {p=.10).

Things are somewhat different when we consider the parents' reactions to an appeal
for help on the part of the child, It is obvious that the number of positive
responses from the parents grows with the child's age (p=.001). Moreover, the
crossing of this variable with the different socio-economic and socio-cultural
factors gives no significant information for the whele sample, Do the results
obtained for all the children aged 10, 15 and 21 months remain valid for each of
the age-groups?

Table 7 shows that the parents with high socic-economic status respond more
frequently and at an earlier stage in a positive way to the demands of the child,
It also reveals a progressive improvement of the assistance behaviour in low
soclo-economic groups, and a similar pattern of development of this behaviour in
average and low groups.

The influence of the socio-economic factor ls of particular importance when the
child is 15 months 0ld, The difference between the two extreme groups (low and
high level) is significant at a protatbility level of .02 (Finey-Latscha).

We can now ask ourselves the meaning of such a finding., If parents with high
socio-economic status always respond positively to the demands of a 15-month-old
child, is this a result of the way this child formulates its demand (we might
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imagine, for example, verbal advance on the part of these children) or rather of
the way the parent interprets this demand (greater empathy on the part of the
parent toward the child}?

TABLE 7 Assistance to.the Child, according to its Age and
Socio—economic Level

Asslstance Age
upon request lomths | 15mths | 2imths | Total
Yes
Socio-economic leveli
low 3) 5 10) 18
average 3% 11 8) 23 9) 29 20} 63
nigh 5 10 10 25
No
Socioc-economic level .
low 7 5 0 12
average 7) 19 2) 7 1)1 10) 27
high 5 0 0 5

In the same way, for parents with low soclo-ecornomic status, are the variations
the result of the child's less frequent appeals, or of the attltude of the
parents who are not prone to pay attention to the child? Last but not least,
do these changes in attitude according to age and soclo-econemic status affect
the child's development?

This shows how important it is, in seeking to answer these questions, that we
work with groups of children which are as homogeneous as possible with respect to
age or sex as well as with respect to developmental levels, We tried out this
mitidimensioral approach to the question of parents looking at plcture-books
with their children, a behaviour obviously depending on age, but nevertheless
appearing eariier in the high soclo-economic group. 4 detailed investigation
has shown that families of higher socio-economic status apparently introduce
picture-bocks at a relatively early stage (10 or 15 months), but they do not
take the child's developmental level into consideration. The families of a
lower socio-economic status only intreduce picture-books later on (15 or 21
months) and this particularly when the child shows a satisfactory level of devel-
opnent.,

Thus, we could say that circumsiances vary according to the socio-economic level,
Parents of a low socio-sconomic status do mot begln to look at picture-books with
the child before it has achieved a certain level of verbal development: so, in

a way, it is the child who, because of his development, induces the educational
practice. PFarents of a high socio-economic status, on the contrary, intreduce
this practice at an earlier stage, regardless of the child's verbal level; in a
way, the socio-economic level is the trigger for the appearance of the educationral
behaviour.

These results prompt us to belleve that the processes involved in elther case are
qualitatively different. An examination of the mother's activity as she shows
the plcture-book to the c¢hlld, confirms this hypothesisy parents of a high socio=
economic status much more frequently ask the child to look at the bock or to
listen to the story, whereas parents of a low socio—economic status rather ask
the child 4o repeat the name of the picture or to give a name to the picture.,
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4,2 Relationships between variables pertaining to the child’s behaviour and
soclo-econoiic or cultural factors

Besides the study of the variables pertaining to the paremts' attitudes, the
questionmaire alsc takes into consideration some of the child's ways of behaving,
which camnot be evaluated within the comtext of the testing., Only those var-
iaTles Telated Lo emotiomal behaviour such as Laughing or COrying are mentloned in
this report. These variables, codified according to the different genetic
stages, are defined, on the one hand, by the variety of the situations which,
according te the parents, prompt the child to laugh or cry, and, on the other
hand, by the parents' explicit answer to a question on what they feel to be the
frequency of tears and laughter,

Broadly speaking, if we consider the sample as a whole, families of low soclo-
economie status are characterized by a greater variety of situations prompting
the child to cry than families of high scclo-economic status. Mothers from
deprived envircnments feel that their children cry frequently., Emotional
hehaviour like laughing did not appear to depend on socio-economic factors,
whereas the lirks with cultural factors are often significant., In this respect,
laushter constitutes a behavioural response often occurring in the families
showing a high level of 'classical culture', or 2 low level of 'popular culture',

A comparison of the different data concerning the child's laughter or crying
suggests that a low level of emotiomal reaction prevalls in children fron
families characterized by a low level of popular culture, However, in view of
the method used to collect this information, these features could be explained
bty the parents' lack of sensitivity to the child's emotional life, In other
words, the ambiguity of the results could elther indicate the poorhess or
ingtability of the emptiomal behaviour of children from families characterized
by a low level of popular culture, or equally, it could indicate the parents'
limited involvement in the child's l1life.

To conelude, all these observations prompt us to believe that educational
practices appear at different ages and in different ways, according to the soclo-
economic status of the family., The examples we have just glven stress the need
to go beyond the glotal relationships which appear in a first analysis. Work-
thus remains to be done, which will undoubtedly bring to light some up to now '
hidden influences.




3 The Investigation - Action in the Créche

1, Purpose and Motivatior of the Experiment

In connection with the research we have just described, a psychologist experienced
in the field of early childhood has been able to participate during two and a half
years, in the 1life of the creche of Anderlecht, the same commune from which the
salple of 90 families was taken, The head of this estahlishment, interested in
research and innovation, had agsked for this cellaboration. This is not so much
a research project in the academic sense of the word, as an attempt to involve a
research oriented psychologist in an innovating scheme undertaken in the framework
of a given institution.

The basic idea hehind this action corresponds to the general objective of the
research: if the origins of socio-cultural handicap are to be found in early
childhood, they should perhaps be sought not only in the family but in the créche,
which is mainly attended by children from less privileged environments.
Psychological observation of this particular environment might lay bare possible
influences handicapping the child's further development; psychological action in
this environment might change it so that it favours the child's development.

Not orly is the number of créches in this country much too small, but, in general,
they show little concern for the mental health and developmental harmony of young
children. The children live there, in a closed community, a microcosm secluded
from the outside world., The créche is rarely in contact with families and never
with those institutions which will take care of the children in the future: the
pre-kindergartens and the mursery schools, There is discontinuity among the
child's initial educational environments,

The training of the staff is inmdequate and the child nursing studies are neither
highly thought of nor fully professiomal, Moreover, students choose to train at
about the age of fifteen, and the diplome 1s awarded three years later. We may
ask whether such students are mature enough and whether their motivatlons are
elear enough at this stage of their adolescence. This perhaps explains why the
nursery nurses see themselves more as mursery alds than as educators of early
childhood, responsible for the integration of their educatioral attitudes with the
perspective of each c¢hild's family. Hardly awarxre of thelr responsibility towards
the child, they are very often ignorant of the ecritical and sometimes irreversible
influence they may have on a child's future development. They take little part
in the child's emotional life, and impose ways of behaving in their own interest,
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rather than adapting their own behaviour to the indiwvidnality of each child, In
a word, their conception of early childhood 1z very traditional, and their concern
for education usually barely apparent and often completely absent.

2. The Psychologist's Action

The gensral orientation the psychologist wanted to give to his action in the
criéche can be summarised as followst

(1) to organise a systematic detection, compensation and prevention of possilble

retardation or deviations in psychological and psychomotor development of
the children;

{ii) +o induce the créche to adapt iteelf to the individual mature of each
childs individuality of psychological development, and indivlduality of
the family environment;

{iii) to make each child benefit from the enriching experience, which community
life can bring, and to foster his socialization;

{iv) to erhance the staff's perception of the value of thelr role, by making them
autonomous and responszible, this essentially being to make up for their

lack of motivation and thelr poor knowledge of children, which lmpedes
real individualized relationshipss

(v) to ensure that famlly and créche work together by starting a dialogue,
promoting mutual knowledge, an exchange on all levels, and by involving
the famllies in the life of the créche through direct participation, and
of the creche in family life through mutual respect)

{vi) +to devise new ways of educating young children in groups.

In short, the general aim of the psychologist's action can be summed up in the
phrase 'Individualization - Familiarization - Socialization’, His participation
in the 1ife of the créche almed to bring about, in the long run, changes, and
induce the créche liself to modify its structure and the way it works.

In more concrete terms, the psychologist's enterprise can be summed up under

five headings, for each of which some illustrative examples are given in what
follows.

2.1 Influencing the mursery nnrses*

Origlnally, nursery nurses had a set routine of daily tasks to perform, and
limited themselves to these. They took little interest in the child as an
individual, did not know the children in their room very well (which was due
to frequent changes) and had poor contacts with the families, even when such
contacts were possible - they were afraid of meeting some of the mothers, and
tock an authoritarian attitude towards others, They rarely tocok initiatives.

*
In the following text, we used the term 'nursery murse' for the staff
taking care of the children's welfare,
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There was little communication among the mirsery nmurses, and none at all between
them and the management. The mrses frequently complained about their working

conditions, but never tried to change them, They reproached the maragement for
not visiting the rooms, for not informing them about plans, not consulting them,
frequently changing their assignments and not taking any interest in them, But

these reproaches were never clearly formilated to the maragement,

The psychologist tried to encourage the nurses to express themselves by being
daily and individually in contact wlth them in the rooms, by taking part in their
duties, and by eating with them in the dining room.

Moreover, he introduced termly 'case conferences" with the nurses about each
child's development, to make them aware of the methods of observation and of the
concept of development, These meetings gradually helped the nurses systematic-
ally to adapt the activities they undertock to the children's real needs. The
idea was not to establish a 'curriculum', but rather, as spontaneously as possible
to provide each child with appropriate stimilation at the right time, Thus the
aim was not to practise a form of early chiléhood pedagogy, but to foster attit-
udes centred on individual development and which would complement and extend the
education given by the family without taldng its place.

2.2 Influencing the staff

The psychologist tried to foster a dialogue between management and staff by
facilitating the organisaticn of weekly meetings and of full {(but voluntary)
monthly staff meetlngs, dealing with practical and professional questions as well
as with psychological and educational problems concerxrning the children,

The psychologlst also took part in staff meetings of a more techniecal nature,
where he tried to answer the explicit questions in a less neutral and more
critical way than in the case of the nursery nurses, without however confining
himself to a well defined technical role,

2.3 Influencing the families

Without seeking regular contact with the families, on account of the short-term
nature of the experiment, the psychologist nevertheless systematically discussed
with the staff the problem of the family, within the framework that pre-schecol
education was a complement to and not a substitute for the famlly. He tried to
make each person aware of his own responsibility in this matter and of the
necessity of collabtoration, A proposal by the management, with the approval of
the staff, concentrated the créche action in 1973 on the theme 'the family in the
créche’', Parents were allowed to come into the rooms on certain occasions,
among others on Mother's Day and at Christmas, when the nmursery nurses organised
small receptlons 1n each room,

With the same 1dea in mind, the anmual toy exhibitions which had been organised
for many years for the parents were now opened to the public generally, so as to
inform them, The press and televislon paid consideratle attention to this.

2,4 Influencing the children

The psychologist took an active part in the prevention, detection and compensation
of behavicural retardations or deviations (from the viewpoint of normal healthy
development rather than from the frequent 'pathological' approach).

- prevention
by making the nurses aware of the concept of development, of methods of
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observation and certain techniques of activity. This last point in particular
was the result of friendly rivalry which developed between the rooms, once a
certain team spirit had appeared, Gradually, the mirses responsible for a
room took turns to present to their colleagues new activities which they had
conceived and worked out with their group. An 'activities' bank' was thus
created.,

-~ detection
thanks to increasingly keen observation by the nurses, who became more and
more aware of certain aspects of behaviour and of their meaning, through
direct observation of their children; +thatks to staff meetings, and,
gradually, thanks to the better contacts between the murses and the parents.
The collaboration of the physictherapist proved particularly valuable in this
regard.

- compensation
by making the staff aware of the individual features of each child's develop-

ment, which call for an individualized attitude on their parts

by playing down certain situations (mutism, anorexia, aggressiveness,
difficulties in sphincter control...) which very frequently left the mmrses
completely at a loss. By his reassurance and explanations of certain situat-
lons, the psychologist helped the staff to deal with these protlems in More
ratiomal ways, and to find more practical sclutions, as much for the sake of
the children's adjustment as for their own;

by taking part in certain individuel treatments, in collaboration with the
doctor, and, frequenily, with the physiotherapist;

and eventually, by bringing the families to take part in individual treatment,
This also began by reassurance and playing down,

Progress was often noted in the children's behaviour after a few weeks of treat-
ment, This. progress was evaluated and made objective for the nurses with the
help of the Brunet-Lézine developmental scale,

The efforts of the psychologist alsc aimed at introducing some masculine presence
in the crédche, which is essential, and at making the nurses more attentive to
body language and expressive gestuve, which are generally disregarded btut which
are very important in the communication between infants and their educators.

2.5 Influencing the institution

The psychologist helped with the decentralization project set in motion by the
Head of the 'Centre Comnmunal de la Petite Enfance' in Anderlecht. This took the
form of 'mini-créches' geographically better spread, He contributed in partic-
ular to the architectural design of the btuildings and of their equipment, to
building up the team spirit of the staff, and to the creation of 'vertical®
groupings of mixed ages, which offer undeniable practical and educational
advantages.

3a Results of the Action

It is mot possible to provide numerical evidence on the effectiveness of the
psychologist's work in the crdche, but it is nonetheless interesting to 1list some
of the favourable changes which came about in the institution during the time he
was present, Although he does not claim at all to be the originator of these
changes, there are however reasons to believe that he largely contributed to
bring them about. We note among others the following changes:

- Monthly meetings of the whole staff; presence of the murses concerned at the
staff meetings; direct participation of all the staff in decision-making..
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Participation of the murse responsible for a room (a newly created function)
in the weekly meetings.

Acceptance by the management thet staff meetings should be held during working
hours (groups of a dozen nurses).

The murses in each room make their weekly timetable as a team. The timetable
is no longer imposed from above, In the past this has often aroused
dissatisfaction and even jealousy amongst the mirses.

The suppression of uniform working clothes for the personnel.

The nurses became aware of the shortcomings of thelr professional training.
(This resulted in trade union action on the part of the Anderlecht nurses to
obtain a better training; +the union, at first surprised and rather at a loss
at being confronted with a claim which had nothing to do with working hours
or salary, pushed this problem up to natiomal level.)

The participation of a group of nurses {atout 20) in a conference organized
by the World Organization for Preschool Education at Mons, on the theme

"The Training of the Nursery Nurse', On the initiative of the nurses, a
preparatory work group was formed in Anderlecht. Four nurses reported on its
work at the conference.

The mirses took part in the organisation of toy exhibitions. Several of them
made toys out of easily available materials to show parents some creative
possibilities, Others conducted a workshop for toy-making.

The mirses were authorised to decide themselves whether or not the child needs
a bath on its arrival, This bath on arrival is thus no longer compulsory for
all. This makes it possible to slow down the rhythm of bathing, and con-
sequently to improve the contact with children in this intimate relationship.
In addition, nurses are allowed to give the bath in the course of the day,
when a child needs one or when the murse has the tinme.

It is no longer compulsory to take children's temperature on arrival in the
morning. The thermometer is now only used when the nurse suspects the child
has a temperature,

Curtains on inside windows of the rooms have been taken down at the nurses®
request, and they now work in full view, The children too can take a some-
what greater part in the life of the building.

Organization of a weekly meeting to introduce new arrivals. Each week, new
children enter the créche, Social workers make a2 preliminrary investigation
and visit the child's home at least once, The information collected is the
basls of a child's file, which is only used when the child shows difficulties
during its time in the créche, Thus the information is not systematically
used, Since May 1973, at the request of the nurses, most of the information
is communicated to them orally by the social service, during a meeting.

Both the child and the family are described, Consequently nurses are able to
greet them in a more satisfactory way when they enter the creéche.

Organization of a "transfer card' system for the kindergarten or mrsery
school when the child leaves the créche, The card mentions the child's
medical history, the structure of its development as well as informaticn
about family backeround and general behaviour, These cards are discussed in
group but are drawn up by the doctor.

The parents are allowed into the rooms %o play wilth the children or talk to
the muirses before the medical examination,

The organization of meetings with the parents on Mother's Day and Christmas,
Files are set up for each child containing typical pieces of work {scribbles,
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scrap-book, stitchings, drawings,...} which will be glven to the parents when
the child leaves the créche, These files stimilate the creativity of the
murses, who actively look for new types of activities, ard they reinforce

relationships between family and eréche s well az illustrating the child's
development, :

On the whole, these various modifications suggest a number of conclusionst

(1) & new'structure of collective education, complementary to the family and
integrated with it', has appeared; the open mini-créche;

(2) more and more initiatives are taken by the staff;

(3) these initiatives are accepted and encouraged by the managements

(4) the staff works with genuine team splrit;

(5) a real effort has been made to individualize the contact with the child;
(6) the criche becomes more and more open to a dialogue with the parents;

(7) the staff is aware of how much more there is to be learmed, and wanis to
benefit from continuous training;

(8) +the spirit of the work and the philosophy of the criche are as much
: concerned with an educative role as they are with medico-social care.
The criche has begun to realise that it has more to offer to the child

than mere physical security. The murses want to become 'preschool
educators'.

4, Conclusions

The action which has been carried out shows, at least through the development of
the 'Centre Cormural de la Petite Enfance' that the 'crdche' institution in
Belgium can be largely improved!

~ with regard to its structure: decentralisation, reduction in size, vertical
grouping, open criche,..

-~ with regard to the staffi team spirit, reform of the training of nursery
mirses, in-service training, introduction of psychologistsSs.

- with regard to the spirit of the cracher cooperation with the families, a
centre of dissemination, of training, of information and of prevemtive works..

The project also shows the effectiveness 1n the creche of a psychologist spee-
jalized in early childhood, and integrated with the team of adults. This need
not necessarily be a full-time job, except perbaps in the beginning. Later on,
the psychologist could work a few hours per week in the crdche - direct contact
with the murses in their rooms, individual examinmations of the children,
participation in meetings, acceasibility to the staff, the families and the
management, etc. :




Conclusion

Within the limits imposed by the instruments used and by the way we used then,
it appears that at the age of 10, 15 and 21 months, the differences between
children from privileged and the children from deprived socic-economic envir-
onments, with regard toc psychological development are not obvious, and in
some respects, are unexpected. At these ages, 'the behaviour of children
from deprived soclo-economic enviromments does not reveal any sign of a
psychological hanideap or of the possibility of a later appearance of such a
handicap. On the contrary, these ehildren usually show a slight advance as
far as locomotion is concermned,

The importance of the factor 'living space' evidenced by the present research,
should be stressed. It appears indeed that an average living space often
goes with a good quotient of general development, and that inferior space is
often associated with good development of coordination.

The variables of methers' attitudes, as defined by a content analysis of the
mothers' interviews, are much more sensitive to the scclo-economic and socilo-
cultural factors considered than are the developmental variables, Here, the
soclo-economic factors appear to be much more important than sccio~cultural
factors.

Scclo-ecoriomle differences and, to a lesser extent, socio-cultural differences
undeniably affect the attitudes of the mothers, and consequently the type and
quality of the child's experiences, Economic and cultural factors of course
comblne in a different way in each family.

We have deseribed two major patterns of mothers' attitudes which are
connected both with economlc and cultural factors, and with developmental
variables; consequently it seems Jjustifiable to consider the mothers’'
attitudes as intermediate variables between economic and cultural factors on
the one hand, and developmental variables on the other,

The absence of important differences between children according to their
environments, which was mentioned under A, seems to indicate that the
variables of mothers' attitudes related 4o economic and cultural factors have
no perceptible impact at the ages considered, This, however, does not rule
out the possibility of later medium or leng terh consegquences,
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This was what Ceneviéve Roger(l) attenpted %o jnvestigate in a follow-up study
of 30 children taken from the original sample. It seems appropriate to
include some of her main findings in the present conclusions.

Ten children from each soclo-economic level (infexicr, average, superior)
were studied about one and a half years later when the average age of the
children was 2,9 years. There were two important findings:

(1) for the Terman-Merrill test, the average IQ of the 10 children from an
inferior soclo-economic enviromment was 117, that of the 10 children from a
superior soclo-economic envirorment was 136; this difference being
sigrificant (p=.05).

(2) The comparison of the rarking of the children according to Brunet-Lézine
score, and the ranking according to the Terman-Merrill test, six months
later, shows that amongst the ten children from an inferior soclo- economic
environment, this rank has improved in 3 cases and has worsened in 7 cases,
Whereas in the case of the children from a superior socio-economic environ—
ment the figures are respectively 9 and 1, the difference between these two

groups being significant {(p=.02).

Tt is thus obvious that children from an inferior soclo~economic environment
are differentiating unfavourably from those from a superior soclo-economic
enviromment - the 'socio-cultural handicap' is beginning to takes shape.

Tris conclusion is largely confirmed by using 'developmental indices' similar
to those used in the research, but which are now defined in the context of
the Terman test. Here, toc, important differences emerge, to the detriment
of children from inferior soclo-economic emironments, particularly with
respect to coordinmation of the upper 1imbs, recognition of graphic symbols,
and verbal expressiomn. In the originel research, there was no such
differentiation between the two groups on these variables.,

G. Roger's study shows that, if certain children just begin preschool at the
moment of the investigation, this factor, which is independent of the family's
socio-econolic Status, cannot possibly account for the gap which is widening.

When she takes into consideration the children from both inferior and
superior environments having an I3 above or below the average of their
respective groups, G. Roger finds appreciable differences with respect-to
the mothers' attitudes noted one and a half years hefore. Regardless of
the socio-economic level, mothers whose children have high IQ's are mainly
those who have warm, hardly punitive attitudes, ard a tendency to foster the
child's experiences, On the contrary, the mothers of the children who have
low IQ's can mainly be characterirzed by strict educational attitudes, 2 lack
of warmth, and a terndency to limit the child's experiences.

Although these findings concern only 16 children from the original sample,
(9 children from an inferior enviromment, 7 from & superlor environment),
they nevertheless are of the utmost importance. They reveal the existence
of a link bvetween the mothers' attifudes predominant between the ages of 10
and 21 months and the level of psychological development reached by the
childéren one and a half years later. In addition, these contrasting
mothers' attitudes are very much like the two attitude patterns we were able
%o identify in the original research. Curiously, however, their bearing on
development has been reversed. The attitude thought to go with favourable
development between the ages cf 10 and 21 months, turns out to go with
inferior development between the ages of 2 and 3 years, and vice versa.




(1)

Brussels, Conclusion 37

In short, it is not unlikely that we may have isclated at least one of the
factors probably explaining the way socilo-cultural handicap works - the
patterns of mothers' attitudes predominant in the initial development of the
child,

The actlon undertaken in the creche has proved fruitful. It is possibie to
improve the quality of this institution by taking Jjudicious measures, and to
increase its educational value, It is possitle, through a psycho-pedagogic
approach, to raise the level of the nurses' qualifications and invelvement,
to modify thelr attitudes and, in particular, to develop attitudes of the
"proximity-contact' type, and tc moderate behavicur of the 'training-
priority' type.

It must be pessible a fortiori, and even pricr to school education, to
modify mothers' attitudes by similar means, mainly aimed at reducing
attitudes 1ikely to favour socio~cultural handicaps. In this respect, we
should think of:

- Treparing young couples for pérenthood;
- making widely available information for young parents and future parents;

- organizing contact and discussion groups for parents, on a local basis or
on the basis of affinity;

- training teams of 'family visitors' qualified in the field of family
education (similar to health visitors in the field of health),

This kind of work could start from pre-peri- and post-natal clinies, from
creches, or from the early childhood centres or similar instituticns, on
conditicn that those involved should have specific training that would give
them real psychclogical, educational and family qualificaticns.
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Introduction

If we examine educational statistics, we will be struck by how few working-class
children gain entry to higher education and forms of education preparatery to this,
Moreover, the high failure rate amongst these children at primary school level,
where it begins, is striking.

These problems became a source of great interest in the &0's. Many compensatory
or remedial strategles were elaborated and applied with varying degrees of success,
This once more raized the century old nature/murture controversy; are the diff-
erences in school attainment between social classes due more to heredity than to
environment?

Let us first comsider what those defending the heredity argument have to say.
School results may well be strongly influenced by culture, but thls is less so for
some IQ tests. Heredity estimates for non-verbal I tests are extremely high;
and the average IQ ls an excellen} predictor of school success; consequently, 1t
should come as no surprise that there is a connection between social status and
scholastlic achievement, Moreover, due to the social mobility so marked in our
society, the differences tend to he siable,

The enviromnmentalists question the scientific value of heredlty estimates. They
maintain that there are toc many alternative explamations. In the first place,
the life styles of people from different social classes vary greatly. This 1is
matched by a different cultural pattern; +the school only embraces the cultural
pattern of the 'higher' social levels. It is bad poliey anyway - they claim -
automatically to regard differences as inferiorities or retardation,

We have purposely presented both standpoints in a very schematic way, A careful
study was made of authors supporting each of these viewpolnts, but this failed to
clarify the issue. Too many questions remained uranswered; the argument
frequently lacks subtelty.

Tt would seem to be of little use to pursue the controversy further. The truth
doubtless liss somewhere in between, We can influence the environment; and even
those who rate hereditary influences high admit that there is seme scope.
Estimates of genetic influence on IQ are in any case higher than these for school
results.

But there is more. Estimates of the influence of heredltary factors in any case
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invarlably refer to an existing sltuation. If the environment, the school
environment for example, is improved, we can expsct almost all echlldren to profit
by this, If, in addition, we differentlate more within the classroom, we will
undoubtedly be able to set minimal attainable objectlves for the whole school
population, instead of subjeeting slow learners to repeated fallure, as at
Present. Thus, we feel that our Interaction Research has far more to offer than

the study of the respectlve parts played by enviromment and heredity in the
development of various skills.

The Ghent project was carried out with children from the 2nd, and more particul-
arly from the 3rd year of the kindergarten (4 and 5-year olds}., TIs the chosen
age-group in fact the best? We consider that to provide increased stimulus for
very young children is an appropriate and fruitful exercise. Intervention in
both the home and the criche frequently proves to be profitable., Our own
lnvestigatlion in fact clearly indicates how great the influence of the erkche can
be. But notwlthstanding the importance of the first few years of the child's
1life, much can =till be done after the child has entered primary school. A4t
these levels, problems of evaluation are encountered. As will be seen in this
report, we attach great importance to evaluation research; very few effective
evaluation techniques relevant to young children are availatble,

The research project described in the following pages grew out of typical
compensatory education and aimed to transform this into educational inmovation,

In the first phase we took as a starting point the programmes which had been triled
slsewhere outslde Belgium, and which are concerned with intreducing skills which
pave, or appear to have, immedlate relevance to formal schooling, The results
proved unreliable. The first experimental group made clear gains, btut when the

Programme was repeated with a second group, the gains were less; nor did they
have any lastlng effect.

We came to the concluslon that ultimately we were evaluating more than the
programme itself, The enthusiasm of the teacher, the physical infrastructurs,

and the guidance given are a féw of the variables which ean explain the variabil-
ity of the success rate,

Accordingly, we made radlcal changes in our methods of operation., In the first
place, the teachers were involved more intensively in the project. We collabor-
ated to improve the Wroader educational context, A programme to give the
teacher the opportunity to make radical changes 1n classroom management was drawn
up.

It was only alter this change had been realised that we began to rethink our
compensatory strategies. We interpreted 'compensatlon' as 'specific help for
children who falled to achieve objectives lald down by the programme’.

The results are most encouraging. It should be emphasised that this is in no
small measure due to the fact that relationships between teachers and researchers
bave been greatly improved.




1 The Compensation Programme 1970-1973

Between 1970 and 1973 we worked on the development, execution and evaluation of a
compensatory programme. Tts aim was to minimise retardation in working-class
children by intervening at the pre-school level, The programme concentrated
principally on the development of perceptual and motor skills and language = the
latter mainly because of its presumed relevance to cognitive development, With
reference to these two areas, two parts can be distinguished in the programme: a
perceptual-motor programme, based on the work of M. Frostig (1) and 2 cognitive
programme based on a mumber of Dutch programmes (Kohnstamm, Utrecht Compensation
Programme, Gerstel, Haarlem activatlon-programme),

The objectives and content, application and evaluation are each discussed below.

1. Objectives and Content

The objectives of the two programmes cannot always be easily separated. The
language exercises are always based on observation, but &Peech and thought were
also stimilated in the perceptual-motor programme.

1.1 The perceptual-motor programme

The programme has five parts:

{a) Eye-motor co-ordination: development of the ability to co-ordimate vislon
wlth the movements of the body, or with a part or parts of the body {gross
and fine motor co-ordination, and so on),

{b) Figure-ground discrimination: development of the ability to concentrate on
one object within the entire field of observation and learning to see the
relation between that object and its background (differentiation of objects
in a room, in a picture; d&ilfferentiation of different objects, and so on).

{¢) Form constancy: development of the ability to observe that an cobject has a
minber of immtable characteristics, irrespective of the changlng impressions
recorded by the retima (classification of shapes according to size, arranging
them according to shape, transformation from two to three dimensional space,
and so on}.

(d}) Perception of position in spacer development of hody schema; relatlon of
the body to other objects, differentlation between left and right, and so on.
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{e) Perception of spatial relationsi copying patterns, ability to relate
objects to each other in a certain way, etec.

The skills enumerated above were developed by means of games centred on a topic
of interest (exercises in three-dimensional space). This is alternmated with
worksheets. Both the game-exercises and the worksheets became progressively
more difficult, The policy was not to deal compleiely with one target-area and
then move on to the next, in view of the interdependence of the different capac-
ities. “Exercises provided for the flve objectives were worked at in rotations
thus we flrst tried to achieve a certain level of perceptual consistency and then
concentrated on the observation of spatial relations, When a certain level had
been reached there we could then go on to exerclses to enhance the child's
mastery of perceptual consistency, etc,

1.2 The language-thought programme

The immediate objectives here were:

() Lansuage development and refinement of verbal (largely oral at this stage)
abilities
- learning new words and implicit concepts, development of active and
passive vocabulary.

- learning morphological rules: conjugation of verbs, including reflexive
verbs (including learning to use the persomal pronoun); plural of nouns,
ete.

- learning of syntactical rTulesi simple affirmative and negative sentences,

actlve and passive sentences, compound sentences (main and subordinate
clauses),

- making oneself famillar with the written language. The intention here
was by no means to teach the infants to read and write, but to prepare
them for this by making them famlliar with wrltten symbols.

- knowing that something spoken can also be written and viece versa, e.g.
when talking about the nice weather and the sun, the child could draw a
picture of the sun on the board and write the word next %o it,

- famlllarity with the direction of writing (from left to right).
- general recognition of their own written Christian mame,

- looking at picture-story books to arouse interest in books and to learn
how books can be used (from front to back, turning the pages...).

(b) Cognitive activities and exercises

- making collections (sets): learning to gather similar elements in coll-
ections according to a particular criterion.

- working with two or more collectlons (sets)s
Cross-classificatlon: certain objects belong to both collection A and
collection 3.
Grouping: certain elements belong to collection A or B, or both.
Exampler the infants are given a sheet of paper which is divlided into
three columns, At the top of each column is a piecture (the sky, a
street, water). The task is then to group a series of plctures of

vehicles under the appropriate column., (Grouping of the collections of
carriages, vessels and aircraft).

~ relations) relatloral concepts of place, tlme and proportion (bigger,
smaller, warmer, colder, harder, softer...), causality. ’
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- implications, transitivity {(if A is bigger than B and B is bigger than C,
then 4 is bigger than C).
Exampleir There are pictures of toadstools on the blackboard; they are
different colours and sizes; the red toadstools are big and the yellow
toadstools are small., The infants answer the questionsi which toadstools
are big, small, red, yellow? Then there are questions like: if the
toadstools are blg, what colour are they?

In prineiple, every 'lesson' contalned a series of activities centrlng on the
point of interest which had been introduced;

- observation {question and answer, learning by discussion)

- expression (free report of experiences related to the point of interest,
including expression of whatever had been experienced during observation;
repeating it in one's own words).

- specific cognitive exerclses or learning particular linguistic structures,
frequently in the form of games.
Example: Learning degrees of comparison by means of personification
games) some infants are trees in the woods (John is the tallest tree,
Mary is the smallest tree, Peter 1s bigger than Mary's tree and smaller
than John's tree). Other infants are birds (Nancy flies faster than
Mrk...). 4 third group collects chestmuts and leaves (a chestmut is
heavier than a leaf.,.) etc.

2. Application

The populatlon in questlon consisted of the children of unskilled (SES I) and
semi-gkilled (SES II} labourers.* A sociographic index card was compiled for
each child attending municipal mirsery schools.

On the basis of these data, two random samples were set up

Group A consisted of 48 children born in 1966 (SES I and IT),of whom 24 constit-
uted the control group and 24 the experimental group, who began the compensation
programme in the school year 1970-71 lastlng until May 1972,

Group B consisted of 48 children born in 1967 (SES I and II), of whom 24
constituted the control group and 24 (the experimental group) began a replication
of the programme from November 1971 until May 1973 (2).

The programme was put into practice by pre-school teachers (one for group A, one
for group B) affillated to the laboratory, and lasted over 14 to 20 weeks of
each school year:

Group A: from November 1970 until April 1971
from November 1971 until April 1972

Group B: from November 1971 until April 1972
from November 1972 until April 1973

" .
These correspond roughly to Soclal Groups IV and V of the Reglstrar
General's classification (U.K.)
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The children in the experimental groups followed the programme in 'clusters’ (in
principle, a small group of six infants all from the same school), For this
purpose, the children were taken from the class and put in a separate room, to
take part in the group activities set ocut in the programme. Individual treatment
was only given when a particular child was clearly hindering the progress of the
group, or when he had been absent for a relatively long period. The control
groups were taken from the same schools and classes and followed the customary
programme .,

The original plan was to devote half an hour each day to giving each 'cluster!
perceptual-motor exercises, and half an hour for speech-thought exerclses.
However, this proved te be impracticable, given the distance between the schools
te be visited by one pre-school teacher each day. In the end, the compensatory
programme was applied to each 'cluster' on two half-days {one in the mornming, one
in the afternoon} each week, The total tlme spent on both parts of the programme
remained as originelly planned, Information about the aims of the experiment was
given to the parents of the children involved (by means of home visits) as well as
to the teachers and governing bodies of the classes and schools involved.

3. Evaluation

411 that remains to be discussed is the evaluation., Was the programme effective
or notft

To begin with the criteria of evaluation. The scheme provided for pre- and post-
tests for each school year. Thus, for each child we have the test results taken
at four pericds {at the beginning and end of each of the two programme sesslons).
For the perceptual-motor programme we have the Frostig Developmental Test of Vlsual
Perceptlion at our disposal. This test was specially deslgned to test the effect
of the corresponding perceptual-motor compensation programme. It consists of five
sub-tests which correspond to different components of the programme. In additien,
we used a number of sub-tests from the AKIT (Amsterdamse Kinderintelllgentietest -
Ansterdam Child IQ test), notablyr verbal fluency, visual memory, learning names,
exclusion, quantity and word-meaning, Finrlly, as a general criterion of non-
verbal ability we used the Leiter Intermatiomal Performance Scale (3).

A descriptlon of the general results of the evaluation Tollows (4).

3.1 The Lelter (see Table 1)

A1l groups (experimental and eortrol) exhibit continucus improvement in their
performances on the Leiter Scale (raw scores)., There seems to be evidence of
falrly parallel progress between the experimental and ‘econtrol groups; it would
seem that the programme has had 11ttle effect on non-verbal abllity as measured by
the Leiter scale. What is noticeable is that, during the vacatlon period {which
comes between the second and third tests) the progress of the control group is
mich less steep than that of the experimental group. Although this 1s not a
statistically significant difference, but merely =& trend, it can nonetheless be
indicative of Jensen's interpretation of the relatlon between intelligence and that
which is learned systematlcally. 'Intelligence thus can be thought of psycho-
logically as that aspect of mental ability which consolidates learning and exper-
jence 1n an integrated, organiszed way, relating it to past learning and encoding it
in ways that permit its retrieval in relevant new situatlons. The products of
learning become an aspect of intelligence (or are correlates of intelligence) only
when they are organised and retrievable, generalisable and transferable to nsw
problem situations.' (3)
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It is possible that a similar form of integration of the educational material of
the compensatory programme cccurred in the experimental group, and that this
integration requires more time, which would explain why this effect was only
noticeable after the vacation. We should, however, add that even if the
advances in level of intelligence in the case of the experimental group in
October had been genuine, the difference faded with time.

3,2 AKIT (see Table 2)

In the AKIT tests too, continuous progress in performance is noticeable in the
four individual groups., In contrast to what we observed in the Leiter, the
differences between the experimental and the control group are most marked in the
post-tests {2 and 4) immediately following the conclusion of each part of the
Progranme. The differences obzerved at the end of the first year, in which the
experimental group A in particular seems to have the lead, have all but completely
disappeared after the summer vacation. At the end of the second year, the
experimental and control groups diverge increasingly, but to a lesser extent than
at the close of the first year of the compensatory programme, A possible
explanation may be found in the hypothesis that the compensatory programme only
succeeded in bringing the infants to a level of development which they would in
any case have attained a few months later, Given, however, the stagnation in
group A (experimental) during the vacation, this would not mean that the gain is
cumilative, at least not after its systematic influence has disappeared. The
fact that the compensatory programme was most effective when it was first applied
(first year of group A - from November 1970 until April 1971) could, among other
things, be imputed to the greater initial enthusiasm, not only of the tean
members, but also of the schools and the parents, who received more guidance in
that first year.

3.3 Frostig (see Table 3)

The most sitriking feature in the table of development based on Frostlg's criteria
is that the performances of all groups improved throughout the school year, but
stagnated or even dropped {in 3 of the 4 groups) during the vacation. This
phenomenon is also mentioned by Jensen in relation to most 'scholastic achievement
scores', and apparently occurs most frequently in the case of skills which must
be learned and remembered systematically and which are less dependent on general
intelligence = such as spelling, grammar, mechanical rules for counting, ete.

The extremely specific mature of this Frostig eriterion (which could te regarded
as a test of school achievement) might account for the lapse during the vacation,
Here too, as in the case of AKIT, we see that the programme is most effective
after the first year of application in group A.

4, {Conclusion

The compensatory programme was applied and evaluated twice in two years. On the
basis of the results we can conclude that the programme hrought about a number of
definite changes.,  However,

(i) the effects were specific, i,e, most moticeable in the criteria most closely
linked with the programme activities (Frostig):

(ii) there is no indication whatscever as to the permanence of the results
obtained, i.e. as to whether they would promote school achlevements later:
the gains in the experimental groups disappeared after the vacation period
and there were no significant effects carried over to the Leiter test - i.e.
there seems to have been no transfer effect. Sound general abillity tests
like the Leiter, which specifically try to be as 1little sensitive to
environment as possible, probably are an extremely difficult criterion in
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the evaluation of compensatory and enrichment programmes.

(1i1) the effects of the programme proved to be time-bounds more effective in

group & than group B, more effective after the first year than after the
second,
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The selection of representative samples for experimental versus control
groups is generally achieved by means of randof sampling, This was not
possible here, for practlcal reasons., Thus the number of schools from
which the children were drawn had to be kept to a minimum, because this
would otherwise have made working with groups impessible practically. The
yandom selection of clusters was used as a compromise. The clusters were
made up of groups of six children who all met the following criteria:

(1) all at the same school (schools which were too small or which had a
very low percentage of SES I or IT children wWere excluded);

(1i) all belonging to SES I or IT (a ratio of 3/3 within the cluster was
aimed at};

(111) all born elther in 1966 (group &) or 1967 (group B).

In this way, 15 clusters were formed for both group A and group B, by
meking a randem selection of children meeting the three criteria. Each
time, 8 clusters were chosen at random from each set of 15 clusters, after
which, again at random, 4 clusters were assigned to the experimental group
(to which the compensatory programme was applied) and 4 were assigned %o
the control group (which was thus following the routine pre-school
programme) .

4 number of other speciflec criteria was introduced, such as the Utrechtse
Taalniveau Test (Utrecht Speech-level test) as well as a number of
personality variatles as a scale for evaluating self-image and anxiety
levels. A discussion of these results is not relevant here.

We used a double multivariate analysis of variance, The two independent
variatles were, respectively, SES I vs. SES II, and experimental vs, control
Eroup. Tn the dlscussion here, the first-mentioned independent variable
has not been taken into conslderation; nelther the 'main effects' nor the
tinteraction effect' was significant.

Jensen, 4.R. (1973) Educability and Group Differences, Methuen & Co,.,
London, Pp.89.
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TABLE 1

Ghent, Prograrmmes 1970-1973

LEITER Table of Development

2nd year 7

group A group B

« Pretest t ar E 12.60 E 11.42
1 lst ye c 1200 | © 1117
2. Posttest afier E 16.00 E 15.30
1st year c 15,27 c 14.52

E 17.72 E 17.21

3, Pretest 2nd year c 16.04 c 15.10
4, Posttest after E 2125 | E  19.47
C 20.186 C 20.31

——— Experimental group
———— Control group
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j TAELE 2 AKTT Table of Development

| (Average of 6
i sub-test scores)

—.i group A Group B
|
1. Pretest lst yeaxr | E 738 | E 9.01
Al o] 729 | C B.40
D ) 2. Posttest after E 1563 | E 1361
: 1st year C 1183 | ¢ 12990
I
| 3. Pretest 2nd year | E 1892 | E 1552
i ¢ 1530 | ¢ 1532
|
_ 4 Posttest after E 2037 | E 1278
I 2nd year c 1833 | C  19.05
Al
21 Experimental group
2 ~—-=—— Qontrol group A
B
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TAELE FROSTIG Table of Development
{average of 5
sub-test scores)

Group A Group B

1. Pretest lst year | E 439 | E 4,05
C 476 | C 4.43

2 Posttest after E 9.95 E 7.31
Ist year c 753 | ¢ 6.74

3. Pretest 2nd yeaxr | £ 9.50 E 6.71
C B.18 c 6.48

4. Posttest after E 11.54 E 8.67
2nd year c g62 | C 7.87

3

2 3 4

Experimental group
e ime—. GControl group




2 The Environment. Environmental Investigation at
Pre-School Level

In the preceding chapter, the tean's priorities were expressed in very general
terms; action to minimise retardation in working-class children constituted the
principal objectlve, For this purpose we studied the literature relating to
programmes used akbroad, With sonme adjustment, these were applied to the gecond
and third pre-schocl classes., Qur treatment does not investigate the causes of
developmental problems in schools, but it does arrive at a series of probvable
symptoms, which could be expected to exert a direct influence on school perform-
ance and which, because of their cumilative effect, in turn cause further retard-
ation. The characteristics of socially deprived children, however, are not known,
As well as an evaluation of the programme, we fried o gain insight into the
envirommental variables which give rise to the poor educational achievement of
children From lower social levels.

1. Population and Variables

1,1 Population

In chapter 1 we described the poepulation from which our randem sample was chosen.
The compensatory programme was carried out with two groups over two-year periods.
Each year a pre- and posi-test was applied to each group with the result that we
now have at our disposal the results of four testings, By the same method as we
orizimally composed the sample for the experimental and control groups from social
classes I and II, we expanied the control group ieo include the higher social
levels. Four social levels were thus represented in the control group. The
fotal group was constituted as Follows:

Table 1 Takle 2

eXP. control control
level I 2L . 24 19
level IT 24 24 21
level IIT - 24 18
level IV - 2k 21
Total LB 96 79

1k
53
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However, although when the environmental investigation began, 11 families had
been included, we were able to make an environmental study of only 131 cases.

The aceount of the research deals with the results of this total group whenever
the discussion is limited to environmental variables; the moment the environmen-
tal variables are related to the test results, we restricted ourselves to the
control group.

Finally there is a discussion of the significance of environmental variables in a
second control group, for whom we have four sets of test results (pre- and post-
test in the 2nd and 3rd class of pre-school). The figures for this group are
given in Table 2.

1.2 Variables

Data on environmental variables were compiled on the basis of a semi-structured
questionmaire., The survey was carried out on the mother, We felt that the
mother would be able to provide the most useful information concerning these very
young children, and the mother is usually easier to contact than the father.

This does not mean that we did not consult him too.

We will restrict ourselves here to a general outline of the information sought.

4 number of sections can be distinguished in the surveyr

_ socio—economici the questions veferred to the occupation and education level
of the parents, and the composition of the family.

- living conditions; i.e. type of house, living space, the neighbourhood.

- toys availlable and the criteria determining thelr purchase; possibilities for
outdoor play; how often the children are played with; which games the
children enjoy most; the extent to which the children are taught certain
activities.

- parental reactions to specifie items of the child's behaviour.

- general aspects of education/upbringing in the family with particular
reference to attitudes towards courtesy, aggression, sexuallty and cleanliness.

- attitude to school.

The dependent variables in this research were determined by the evaluation
criteria set out in chapter 1.

1.3 Varlables according to_soclal class

The global analysis of the survey aimed at lpcating the differences tetween
social levels. This was done by means of tests, The analysis shows that
the most pronounced differences are related to living space, the kind of neigh-
tourhood and educational background., These differences are trivial,

Differences were also found in the variety of toys. Children from lower social
groups have less access 1o toys like puzzles and clothes for dressing up. In
addition, parents from higher soclal groups were found to play considerably more
often with their children., Differences in learning scholastic skills were
minimal,

Contrary to expectation, we found that -dogmatic statements clalming that parents
from lower soclal levels do not meet the appeals of their children for help are
unfounded: however, at higher social levels there iz a greater frequency of
verbal response between parents and thelr children.
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4 mumber of items concerned with attitudes to education were included, As in
the literature we consulted, these included courtesy, aggression, sexuality and
cleanliness, The analysis reveals no differences in attitudes to either courtesy
or aggression, There is slightly greater tolerance for deviant behaviour on

the part of parents from higher social groups. Differences with regard to
cleanliness are minimal., On the other hand, marked differences were found in
attitudes to sexualityr the middle and higher group were clearly more tolerant
of semual expression in their children.

4 certain amount of care must be taken in arriving at conclusions about parents®
vocaticnal aspirations for their children. The common desire of parents in all
classes is that the child should have a hetter chance to get on in life, but

this varies with social class. A1l conclusions are likely to be influenced by
certain factors: ambitions were measured by taking as a starting peoint the kind
of occupations considered desirable, Rising, falling or static aspirations were
always considered from the position of the asplrant, This, however, causes
protlems in levels I and IV. In the case of the former, the level cannot drop
further; in the latter, it cannot rise, Static aspirations in the case of
level I are interpreted as falling, whereas for level IV as rising, We consider
that this methed is in fact too crude to measure aspirations adegquately.

Generally speaking, we may say that the variabllity within each social class was
considerable, but between social classes it often proved to be less than we had
expected, These conclusions obviously refer only to the populaticn represented
in this sample. . :

2, Gorrelation Study

2,1 Nethodology

For our consideration we have the envircnmental data and the test criteria
referring to perceptual-motor co-ordimation, verbal development and cognitive
development of the extended group involved,

In an initial analysis, only those envirommental variabtles with a significant
correlation (0.5 level) with soclal class, on the one hand, and cognitive
variables on the other, were considered.

Table 3 shows that the following varlables comply with this condition.
Socio-economic level:  occupation of the head of family, educational level of

the head of family, educational level of the mother, available living space,
neighbourhood, number of children.

Educational climates available toys, contact with parents, level of parenis'
aspirations for the child, acceptance of infant sexuality.

There are twe items which de not correlate significantly with social class, but
which do so with cognitive variables: namely, the importance attributed to
cleanliness, and the image the parents have of the social maturity of their
child, .

Gertain items correlate with social class but do not correlate with cognitive
variables, namely housing, frequency with which the child is played with, the
extent to which remarks or prohibitions are explained, and statements concerning
the expense of education ("studying is too expensive'},
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TABLE_jf Tatle of Intercorrelations - Tests and Other Variables
TEST 1 TEST 2 © TEST 3 TEST 4
bps [FROST AKIT M |FROST AKIT LEIT M \FROST AKTT M |FROST AKTIT M
1)8ex 01| -06 -07 -06| 02 -05 -03 -03| o0& -03 o0i| 0t -03 -0l
2)Marital status
marrie O4| <09 00 -05| -01 02 02 01| 06 -03 02y 05 0 02
single '
) Number of
children 22| -26 -26 -26| -17 -25 28 -23) -1k -1B -16| -17 -18 -17
I)Father's
profession 32 37 35 13 b2 46 34| 13 16 15| 12 25 19
5)Father's
educational |88| 3% 39 36| 13 M uy 33| 14 16 150 15 25 20
level
6)Mother's
educational | 77 3 34|12 38 42 3 17 11 12| t7 25 2l
level
7)Mumber of
tday rooms' 09 12 09 02| -01 -09 =19 -i0; o7 ok Ot - - -
8)Number of '
bedrooms L3z | -16 -27 =22| 07 =26 =26 -20|-05 -12 -08 -06 -14 -10
9)Global
accommoda- 33| -18 =27 =23 -11 28 -26 =22| -10 15 -13| -09 -1z -10
tion quota
10) Accommod~ : }
ation 43| ©5 13 09| =02 11 08 06| =08 -02 =05 -06 05 -01
11) Nelghbour-
hood @gﬂggo*e:wz?ggogiamw_z_é_ia
1231ntegration 03| 01 -03 -01 06 o1 03 03] 13 o1 07| 08 =03 03
13)Children's
toys sl 3t 36 @) 38 2 o2 W % oA BB B K
14)Do you play
with your 261 -17 -17 =17 12 -15 -16 -14| -11 -08 -01 =20 -11 -13
child?
15)Learned
activities [-10| 14 06 10j 21 -03 18 12| 18 14 16| 24 11 18
16)Available
tine 15! 21 25 23| 16 =20 30 22] 1h 13 14 12 20 16
17% L lol} 16 o7 12| 20 05 o6 To| 16 08 12| 16 09 17
18)Bxplanation
upon making | 29| 03 18 11| oy 17 17 13 0 0z 01 12 i+ 13
observation [
19)Asking _
questions 03| o0 & o7| o7 13 08 1ol 19 09 1| 08 14 11
20) Inportance
ofstimuli&gﬁg&g@g&gﬁlﬁ_ia}_@O?ijio
21)Social
maturity oégzu_z_ggg_z__zg%wgg_ggoamij

*roome other than bedrooms
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TEST 1 TEST 2 TEST 3 TEST 4
SES FROST AKIT M |[FROST AKIT LEIT M |FROST AKIT M |FROST AKIT M
p2)Courtesy 08| o4 11 o7| 03 13 06 08, 10 09 1of 09 10 09
R3)hggression |19 06 -09 =01 |-00 -19 -06 -06! 15 O4 09| 02 01 02
bi)Sexuality E39 | -17 -25 -21|-16 -30 =31 -25|-12 -14 -13|-05 -18 -12
p5)Clearliness | 14| 19 18 19| 19 16 ho 23! 2 18 10 18 27 22
bG)Aspirations | 53| 22 27 25| 20 32 239 30 13 12 12, 11 22 17
27)Importance
of study for
profession 11|-09 -08 -09|-07 -12 0 -06| -04 =10 -01| -15 -06 -11
28) Aspirations
for further
study | 15 13 14§ 12 09 25 15| 08 =0k 02 o 907 03
29)Profession;
respect 09| 02 02 02|-02 -04 ~05 -~O4| =01 o4 02} -C7 02 -02
30)Studying too
expensive 22| 05 16 11| o0z 06 09 23] -02 01 0| -08 06 -01
31)study
’ interesting | 02| 19 05 12| -04 -02 01 -02| -01 =01 -0l 05 O3 O4
32) Information .
for 03| 12 09 09| 19 06 11 12| 16 13 15| 0% 11 10
strangers

+
A number which is underlined indicates a significant (p =

(A11 nunbers were miltiplied by 100)

.05) correlation

|
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2.2 Conclusions of correlation study

From the table of correlations, the following can be derived:

(i) On average the importance of various envircnmental variables diminishes
with age,

(i1) Amongst the envirommental variables which appear to correlate with the test
results, we have found some which correlate with the social class to which the
parents belong. We are corncerned here mainly with the educational level of the
parents, which is closely associated with their occupational status; with the
available living space which is obviously related to family incomss; and with the
kind of house and the neighbvourhood in which the family lives.

(111) Other envirommental varlables which correlate with the test results are less
easy to interpret as pure correlates of the family's social class. Here we are
thirking of the kind of toys available to the child, how often the parents play
with the child, how mich time is set aside for the chilg, how much store is set
by encouragement of positive attitudes. Such variables can be approached as
features of the strictly educational situation of the child almest independently
of social class.

(iv) Parental judgement of a child's social maturity seems %0 refer less to the
natire of the education given at home than fo a fairly satisfactory Judgement of
the child.

(v) Aspirations seem to correlate strongly with social class, and although there
is less correlation with the test results, they still remin a significant factor.
Tt iz curious too that the statement 'letting children study is too expensive',
which correlated with SES, does not correlate with the test results. FProbably
the correlation with SES is limited by the strictly technical point: the
answers are too obliquely dispersed and the distribtution is net normal,

(vi) It is equelly important to consider those items which are not correlated
with test results — one of these is ‘'integration into the neighbourhocd'. We
Know that some authors (Kleln, Bott) regard integration or non-integraticn into
the neighbourhood as a factor which helps to explain school success. If a given
social problem can be partly explained as the result of culture clash, then we
can expect an intensification of this divergence in working-class neighbourhoods
where there is strong integratlon. This point of view is not confirmed by our
findings, but

a) the coefficient of integration is derlved from the number of neighbours whose
oceupations could be stated by the testeesy

b} the way in which our sample was set up 1s such that it is not fully repre-
sentative of all the variables of the neighbourhocd in which the testees live.

Finally, whether or not parents actually teach their children(rhymes,counting,etc)
does not seem to correlate with either SES or with the test variables. This
variable is nevertheless important in the fourth testing in relation to a number
of extremely specific criteria (Frostig 2, 3 and 4).

The nature of this item itself makes it understandable that it should not discrim-
ipate in the First testing: +the children are four years old, primary school is
still a long way ahead, It is curious therefore that whether or not activities
are taught is related omly to the Frostig, which is a perceptual-moter test.

The attitudes which the parents assumed towards their children's gquestions was,
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contrary to our expectations, not related to elther SES or the test results, at
least with regard to the correlations with the test results., Items related to

the extent that parents explain requests and reprimands to thelr children, are
clearly related to social class, but not to the test resulis. In the case of the
AKTT criterion, the correlation would appear to reach the threshold of significance,
Although this result must be considered with extreme circumspection, it is in
keeping with our imtuition. If prohibitions and commands are explalned to the
e¢hild, then this occurs by means of speech structures. Various authors have
pointed out the importance of speech as a mediator in the impositions of rules as
opposed to strictly situational commands or prohititions,

Tt would thus seem conceivable that the learming effect assoclated with this has a
greater transfer value and is expressed mainly by means of a verbal factor, The
relation is, however, much weaker than expected. Nor dees the attitude towards
aggression seem to be related to the test results. There would appear to be a
connection with social class; and this is in line with other research findings.
The relation is, however, weaker than anticipated; but it does tally with the
observations of a number of authors who indicate that there is a trend in all
social classes towards a higher tolerance of aggressive behaviour (Bronfenbrenner).
Attitudes towards cleanliness have a very weak correlation with test results and
none whatsoever with SES. To our surprise, however, opinions expressed concerning
the importance of the school - the desire for further study, the importance of the
school for one's later career - turned out to bear no relation to the test results,
Only the item concerned with the finaneial burden of education was related to
social class, but, at the same time, it was unrelated to success at school,

(vii) The mumber of children in the famlily appears to be negatively correlated
with the test results. This negative correlation is most noticeable in the
verbal sub-tests. One could reasomably suppose that diminished direct inter-
action with the parents gives rise to slower verbal development. The correlation
with Utant rises to .52 in the first testing, but dlsappears in the fourth testing.

3. Environmental Variables in relation to Test Variables: Further Analysis

3¢l Introduction

In interpreting corrclational research, problems arlse; cause and effect are
difficult to differentiate; correlations may be caused by a variety of unconsider-
ed factors.

Despite information about the extent of inter-correlations, revealed by study of
the correlation matrix, what is represented in the tables cannot be fully under-
stood without some attempt to classify the variables and to do so by use of
factor analysis.

The strategy adopted for use in our research may be described as follows:

(a) extraction of a rumber of new environmental facters from the environmental
variables;
{t) factor amlysis of the test results;

(¢) relating the new environmental varlables to the test variables.

3,1.1 The environmental data

To improve the reliability of individual items by grouping them, and to reveal
urderlying variables, we conducted a factor analysis on the items from Table 3
and arrived at a re-classification of a number of variables. — The compound
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varlables were labelled on the basis of the content of the component items. The
variables considered (items refer to Table 1) ares

(1) Social class (SES) j ditems 4, 5, &, 11.

(2) Child directedness : items 13, 14, 15, 16, 17 and 19

(3) Living space ¢ items 8 and §

(4) Number of children : item 3

(5) Importance attached to providing stimuli for children : item 20
(6) Sexuslity 1 item 24

3.1.2 TFactor analysis of the test results

A Tactor amalysis of the test results carxried out for each item revealed that
the factor structure varied somewhat with the age of the children, particularly
in the exclusion subtest Akit 4,

The test results show greater diversity before a lengthy holiday period than
after one, This is consistent with the view that intelligence is a consolidation
of what has been learned (both incidentally and systematically).

Although we feel safe in assuming that the factorial structure of a number of
cognitive tests remains constant, we mist nonetheless approach this conclusion
carefully; +the number of subjects was relatively small,

The division between Frostig and Akit was retained for the further analysis on
the basis of the factor matrices obtalned before rotation.

Furthermore, we differentiated only one verbal scoret namely, the total of the
standard scores of Akit 0, 3 and 7. 1In the case of the pre- and post-test of
the second year it should be remembered that Akit 4 actually belongs to this
'cluster’', We did not take Akit 4 into consideration because we felt that
comparison of the four points-of-time tests would zuffer by it.

In shorts we took into consideration one Akit criterion, which included the
total of the standard scores of the 6 subtests; the Frostig criterion, with the
total of the standard scores of the Frostig subitests; and a verbal score, the
total of the standard scores of Akit ¢, 3 and 7.

3.2 Environmental variables in relation to test variables

3.2.1 Methodology

In our amlysis we used a method somewhere between a 'predictive' and an

'explanatory' use of the regression amalysis. We performed a further analysis
in w¥hich three of the variables considered (social class, stimulus and child
directedness) were thought to exert a direct influence on the test varialtles,

The correlaticn of ‘'Attitude to sexuality' and 'number of children' with the test
results was felt to be spurious.

3.2.2 Summary of the results

(1) Environmental variables and Frostig

If we take the multiple correlation coefficient of the five environmental i
variables with the Frostig as a measure of the influence of environment on these
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test resulis, we notice thai this influence declines throughout the different
testss It was Telt that this decline might be due to a lack of discrimination
in a number of items, resulting in an insufficient differentiation in the scores.
The standard deviation for the different subtests and for the tests as wholes,
however, proved to be falrly stable.

4 comparison of the models for the different tests reveals that in the case of
the younger age-group, the 'social class' vidriable still exercises the most
important direct effect. In the other applications (pre- and post-test of the
second year) the variable 'child directedness' would appear to be the variable
which by far exerts the greatest direct effect on the test variable. In the
first post-test, the variable 'stimlus' is also important, but it diminishes
greatly in the tests of the second year.

(ii) Envirommental variables according to Akit

During the first year, the direct effect of social class according to the Akif
test results, turned out to be by far the most important, It can thus be said
that we have not succeeded in explaining the association between social class and
the test results in terms of the intermediate variabless

Contrary to the first year, the relation between social class and the test result
can, in the case of the second pre- and post-test, be partly explained by other
environmental variables, and more specifically by the variable 'child directedness’.
The direct effect of both variables (=oclal class vs. child directedness) has )
equal magmitude, It muet be remembered however, that the 'social class’ variable,
in the first tests, accounts for a more imporiant part of the total variance than
was the case in the two later tests. The simple correlation coefficients of
'social class' with the consecutive Akit-scores are, respectivelyr .54, .57, .30,
+35. The correlations of child directedness with the test scores fluctuate, in
all four tests, arcand ,30. In view of the fact that we know that intelligence
scores are generally more valid for five-year olds than for fimyear olds, one

would perhaps not be unjustified in interpretine theé scores in the first tests as
being more culture-bound, although we must point out that none of the variables
recorded indicates this,

(1ii) Environmental variables according to the 'verbal factor'

An amalysis of the models related to the verbal scores reveals the most curious
phenomenon to be the importance of the relation between tolerance and sexuality.
This factor is mainly significant in the first two testings.

This finding, however, could be caused by some outslde influence; 1t was, after
all, noted that the content of what we termed 'verbal test scores' changes
throughout the various tests. Whereas initially the verbal factor principally
referred to verbal fluency,in the last tests, the content assumes greater complex-
ity. Our hypothesis is that the importance of what we termed the sexuallty
factor is chiefly related to vocabulary and verbal fluency. This is substantiat-
ad by the relation between envirommental variables and the Utant, which is a test
principally concerned with the examination of simple grammatical rules (plurals,
etc.). Although this test was only used in the fourth testing, the relation
between envirommental variables and this test reveals a great similarity to those
of the verbal factor in the first two testings, It can thus be supposed that the
relation is falrly reliable, but we have yet to understand it fully,

More could be discovered as to the nature of these variables if one were to
examine the intercorrelation with other envirommental factors., In this connect-

ion the variables SES and 'child directedness' appear to show the greatest
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degree of correlation - respectively .40 and ,32, Similarly, one could refer
back to the factor amalysis of environmental variables, which shows that the sex
of the ehild is a varlable which is not highly saturated in any single factor, but
which does have a .30 saturation in various factors.

We were thus not able to specify this variable throughout our analysis, It is
possible that the variable is indicative of the nature of the relationships, the
extent to which the children are spcken to informally, but this is mere conjecture,
M. Deutch and Whiteman had a variable which reflected the frequency of conver-
sations at meal times, and which in this respect correspended to the pattern of
the sex variable.

4, Conclusion

We are well aware that the relation between social class and cognitive development
is hard to define, The assumption on which our entire investigation is founded
1s that the way of life of people on lower social levels differs from that of
people on higher social levels, and this gives rise to a divergence of cultural
patterns, Empirical investigation remains a difficulty, mainly because of the
countless variables which can be found and which correlate with social class.,

The bulk of conclusions concerning the sigunificance of envirommental factors in
relation to the development and continuation of the soeial problem are the result
of research relying on questionnaires, The questionnaire compiled by this team
contalns a variety of ltems drawn from similar investigations by others and only
includes those which, at one stage or another, have proved to be important for a
sound understanding of the social problem. However, the answers from different
social groups provided us with an unexpectedly small number of items which
differentiated the social classes., Only those items which could be directly
related to significantly lower incomes of people at an inferior social level were
clearly discriminant, e.g. accommodation, neighbourhood, and so on. Items
referring to educatioml customs showed much less divergence; this trend has also
been noted in the USA and Great Britain over the past decades.

We adopted an exploratory approach to the study of the significance of environ-
mental variatles for cognitive development, Firstly, various relevant items or
groups of itels were correlated both with social class and with the test results.
Items which revealed a significant correlation with both elements were retained
for a final investigation.

4 number of items which showed significant correlation tc only one of the two
basic variables were added. The major problem facing an investigation of this
kind is the relatively high degree of intercorrelation between different variables.
By using a factor analytic investigation we attempted to classify the variables in
larger groups, The variatles retained {obviously limited in mmber) were then
further correlated. This final analysis revealed that the global effect of
environmental variables on the test variables (it should not be forgotten that we
are dealing here with variables occurring outside the schocl context) diminishes
as the child grows older, The various test variables retained on each occasion
showed a somewhat different connection with the environmental variables considered.
In this context, the variable 'child directedness', even if the influence of social
class 1z removed, proves to have the greatest importance.

In the following chapter we will deseribe a similar investigation into the first
year of primary education.




Environmental Investigation at Primary
School Level

1. Population and Variables

1.1 Population and sampling

The population is that of all the children in the city of Chent liable o enter
compulsory education for the first time., Thirty first-year children were selected
ai random, Two tests were applied to the entire sample; information concerning
the environment was obtained by means of a gquestiomnaire which was given to the
parents of roughly half of the pupils participating in the investigation.

1.2 Dependent variables

At the beginning of the academic year, the PMA test (Primary Mental Abilitfies,
Louvain version by L, Knops, 1967) was given, and at the end of the academle year
we gave a Heading Comprehension test as a measure of school achievement. The

four subtests of the PMA revealed a linear relatlon wilth social class; the greatest
divergences were found in the verbal subtests ERZ = .22;. In the Reading Compre-
hension test the differences were also marked (RZ = 23

TAELE 4 Pre-Test: Scores for PMA

Scclal Verhal Perceptual Quantitative| Spatial Verbal and
Class Factor Factor Factor Factor Quantitative
Factor
I 17.97 15.38 11,62 10.01 28.99
IT 21.94 18,01 14,03 11,51 39.97
ITY 23.74 19.39 16.30 13.07 Lo, 04
IV 26,07 20.75 17,36 1h.64 43,42
TOTAL 22.52 18.59 15,03 12.53 37.67
R =47 R=.28 R =31 R=.31 R =.43
R%=.22 K%=.08 FP=.10 R%=,09 F=,18
63
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TABLE Post-Test: Scores for the Reading Comprehensicn Test
Social Class Reading Comprehension
IT 20,87
I1T 31.49
IV Lo.12
TOTAL 27.33
R'=,48 '
R=.23

1.3 The independent variables: envirommental investigation

Mothers were asked to complete a questionnmaire, There were two forms - A and B.

Form B was given to all parents involved in the research. In addition and at the
same time, many items of the Likert type, a number of sociological questions and
the researcher's assessment were included., In form A a rumber of additional
items was included, with a view to defining the nature of the relation between the
parents, the nelghbourhood, poasible difficulties in the children's upbringing,
attitude towards the school, educational background, the level of aspiration of
the parents with regard to ‘the children, and the literacy levels of the parents.

We shall first discuss the relation between these variables and social stratifi-
cation. In paragraph 2 the variables established by means of the Likert scale
are discussed.

Four social classes were again distinguished according to parental occupation
{see Chapter 1}). A considerable number of the variables proved to have a bearing
on these classes,

The results tell us much about the current social problem. For example, in the

first place, we have the aspect of sharing of responsibility between the parents,
at least in relation to the children's education. It seems that in the case of

the lower social classes the task of education is, in general, the responsibility
of the mother, She it is who attends to the child's educatior at home, and the

one who contacts the school.

In the case of the stratification variables, a number of items still show differ-
entiation: available living space, life style, whether or not accommodation is
privately owned are some of the items which can have possible repercussions on
education and school results. Unskilled and semi-skilled labourers are more
freguently obliged to change jobs, and this forces them into greater occupational
mobllity. We found no evidence for the view that the working-class neighbourhood
is highly integrated. A relatively large mumber of working-class families do notf
stay at ore address for more than three years, and will have moved house at least
once in the previous five years.

A considerably larger number of working-class children attended a créche or kinder-
garten, Although the situation has chinged somewhat in recent years, kindergar-
tens can have a negative effect on a child's development because of the poor
educational environment they provide. Pre-schools with créches report that
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children who had attended kindergartens were more often than not problem children.
The question remains whether this phenomenon is due to the creche, to the nature
of its population or to both.

There is no difference between social classes as far as the following factors are
concerned: the child's problems of adaptation, relustance to attend school, how
often the child talks about school, the degreec to which parents observed negative
(or other) changes.

There are, however, clear differences as far as relationships with school are
concerned, Working-class parents choose their child's school more on the basis
of its geographical situation than according to its supposed educational quality.
Such families are less well informed about the schocl their child attends, have
mich less o do with the school - whether or not this is in the context of parent-
teacher evenings - and do not participate in organisations connected with the
school (e,gs Parent-Teacher Associations),

A mumber of other differences were noted with regard to educational background.
In the first place, working-class parents attach less importance to education, or
rather, they feel that the child's persomality will develop regardless of its
education, The time devoted to the ehild varies slightly, mainly with reference
to evenings during the week. Working-class children are seldom read to.
Educational literature contains frequent references to differences in parental
attitudes towards aggression and sexuality. These differences are there in our
sample, btut are relatively slight, There are, however, important differences
related to the degree of imporiance attached $o the stimilus provided at home;
this could correspond to the relative unimportance attached to education (see
above)., Although the amount of money spent on playthings does not differ between
the social classes, the type of playthings is markedly different. In comparison
to nigher social classes there is less variety of playthings in the lower social
ETOUDS .

Great differences emerge with regard to parental aspirations for their children,
This is perhaps due to the fact that every parent desires increased social
mobility for his children, This mobility has already been assured for those
employed on work of an average level.,

Literacy in the home is a variable that frequently emerges as ilportant in
educational literature, It refers to a number of elements which correspond to
the extent to which the child is presented with those cultural means which the
school considers to be valuable: prineipally bhooks. It is fairly clear that
fewer books are available in working-class families and their children are less
frequently read to. However, the items we introduced did not reveal these
differences.

In paragraphs 2 and 3 we shall further discuss the nature of the relation between
environmental variables and the test results., Forms A and B of the questionmaire
are dealt with separately.

2. Environmental Investigation - Form B: Environmental Variables in relation
to Test Criteria :

2.1 Introduction

In this payagraph an attempt will be made %o relate the information emerging from
the investigation to the test variables; we will attempt, in particular, to
elucidate the SES-test variables relationship.
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We first classified items on the basis of a factor analysis. The most important
part of the Form B envirommental investigation was made up of gtratification
variables and variables related to broader cultural elements.

2.1.1 Soeial class and estimated variables

The following variakles energed from the more socilologlcal ltems:

(1) wvariables included in the estimate of social class:
. z) social class {father's occupation, neighbourhocd, accommodation, diploma
. and number of years father and mother attended day-school)
b) interest in the child (tased upon the observations and comments of the
researcher: interest in the investigation, interest in the school and
interest in the child).

{i1) additional non-component variables:
a) level of aspiration for the children
b) review of the mother's speech
¢} number of children
d} age at which child atterded pre-school full time,

2.1.2 Scales: attitude towards the child, the school and seciety

A second group of variables refers to breadser cultural elements. Three scales
of the Likert type were devised by way of a preliminary investigatiom. The
first scale referred to the degree of either authoritarian or democratic parental
attitude to children. The second scale tapped the aftitudes of the parents to
the school. 1= the school regarded as an opeh ilnstitution in which teachers,
with the support of the perents (cf. educational supportive conduct) do their
utmost for the ehildren, or is it regarded more as a closed institution to which
the parents can contribute little, an institution whieh in fact excludes them?
The variable emerging from these items was termed 'attitude to the school',

We felt that social inequality, oo, would affect the way in which the community
is regarded, Consequently, we adopted a number of variables with bearing on
*attitude to the commmumity'. Is the comminity seen in terms of conflict, in which
different groups with contrasting interests confront one another, or iz the
community seen as an integrated unmit?

2.2 Envirommental variables in relation to reading comprehension and PMA

The envirommental variables noted were related to PMA scores and reading comlpre-
hension test scores, through a regression analysis. By means of successive
apalyses, we attempted to determine to what degree the more imnmediate envirocn-
mental variables - attitude towards the child, attitude towards the community,
aspirations - could throw light upon the relation between social class and scores
in the reading comprehension test. An examination of the correlation matrix
revealed that the 'attitude towards the child', "attitude towards the school’

and 'aspiration' showed a high degree of correlation with reading comprehensicn.
When social class was partialled out, ‘aspiration' and 'attitude to school!
retained their importance. The pattern for the PMA was somewhat different from
that for reading comprehension, and a number of interpretational problems arose.
The variable attitude to school was not affected by this, although the variables
aspiration and attitude to the commnity and, to a lesser extent, attitude to
the child, were,

The high degree of correlation with aspiration {even when social class was
allowed for) was completely unexpected, I+ seems reasonably clear that parental
aspiration is at least partly determined bty the potential evident in the child.
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Prior to the apalysis, we tended to assume that any relation exhibited would
mainly be indireet - from aspiration to test results; this would involve the
assumption that the parents were ill informed as to their child's potential.
This may well be erroneous. Since the investigations were conducted over a
period of several months, we may well have underestimated the effect of the
information provided by the school in the meantime, If the above reasomning is
indeed valid, then aspiration assumes a different meaning.

We had two other variatles at our disposal, which were the result of a Jjudgement
on the part of the researcher: 'interest in the child' and 'the mother's speech'.
The two variables were not incorporated into the amalysis initially for fear of
their having heen oo subjectively assessed. Their correlaticn with reading
comprehension, however, turned out to be of a fairly high order, even with ref-
erence 4o the lower social group. The effectiveness of the second variable -
'mother's speech' - persisted when all other distal variables were allowed for,
But it is important to note that this was only true for the reading comprehension
test, not for the PMA,

Lastly, an attempt was made to combine the relation patterns which have bearing
on reading comprehension and PMA, If we consider reading comprehension as a
dependent variable, the PMA cmerges as the strongest predictor. Moreover,
'mother's speech' and 'attitude to schocl' continue to have a direct relation.
Aspiration for children, attitude to the community and attitude to the child have
a direct correlation only with regard tc the PMA.

The correlation with soclal class remainss the partial correlation still amounts
to 0270

In the following paragraph we shall examine to what extent additional information
can be obtained from supplementary variables from Form A,

3. Environmental Investigation = Form A: Environmental Variables in relation
to Test Criteria

It has already been stated that we had complementary information at ocur disposal
in respect of roughly half the sample dealt with in the questionnaires; the
questionnaire for this subgroup contained more items.

This questionnaire was called the A-form. In this paragraph an atiempt will be
made to examine the significance of these supplementary items in relation to the
comnection hetween social stratification and school success which has as yet to
be determined,

In paragraph 1 we discussed the relation between the answers given to these items
and the social class to which the family belongs. Not all items were retained
in the subsequent analysis, One prereguisite for the inclusion of an item ox
variable in the further amalysis was that, in prineiple, 1t should be possible to
compute the Pearson correlation with the sccial stratification, SES, and the test
results,

The degree of intercorrelation among the various items was too low and the size
of samples too small to permit classification of these variables on the basis of
the factor amalysis, Consequently we decided te make an a priori classification
of them, The additicnal variables were thms taken inte account per column and
compared in terms of regression with the test variatles.

The number of items which proved to be relevant for further analysis was, however,
mirimal. The following were retained:
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- intolerance of aggression

~ degree of importance attached to encouragement

~ how often the child is read aloud to

- how often educational hooks or magazines are consulted
- mnature of available toys

~ frequency of contact with the school

- degree of emphasis placed on school achievement

Subsequently, we examined whether these variables exhibited any relation to the
test variables (PMA and reading comprehension} when the variables noted in 2
were held constant.

Regression analysis was, in this case also, the tool used. When the variables
in the above list are combined with the variables noted in 2, cnly the variable
'degree of importance attached to encouragement' emerges at all clearly, When
the PMA and envirommental data are combined, the variable ‘'importance of schocl
achievement' achieves some degree of significance. These results are obviously
extremely dublous in view of the fact that they are the product of a double
selection procedure. This is the extent of our amalysis of the data obtained
from the form A envirommental investigation,

L4, Summary and Conclusion

In this chapter we have given an account of an investigation into the relation
between a number of environmental variables and school results with regard to
pupils in the first year of primary school, We had at our disposal the scores
of an IQ test (PMA) and a reading comprehension test. A marked difference was
noted between the scores achieved by children from different soclal classes.

Our intention was to determine the precise relation between social class and
school results by including variables movre central to our concern., Three Likert
scales ware set up - 'attitude to the child', 'attitude to the school' and
‘attitude to the community'. Lastly, the level of parents' aspirations for their
children as an environmental variable was taken into consideration. Apart from
'attitude to the community', which proved o be a less satisfactory scale as far
as internal oonsistency was concerned, there was an extremely high degree of
correlation between these variables and both the SES and the test criteria. 1In
view of the high degree of intercorrelation, however, we were somewhat uncertain
as to how these varicus correlations should be interpreted.

An attempt was made to get a clearer pleture by means of regression analyses.
The correlation of these variables with the SES presents the main problems of
interpretation. We came to the conclusion that when social class was kept
constant, a number of the variables mentioned remained important.

In relaticn to the reading comprehension critexlon, 'attitude to the scheol' and

‘aspiration with regard to the children' emerge as the most important variables.

A different pattern was noted in the case of the PMA1 'aspiration' in this case
was also important; +the scales only reflected 'attitude to the child'. On the
whole, it came as a surprise that 'attitude to the child' did not feature with
regard to reading comprehensiocn. It should be reiterated that the items referred
to here are related to the extent to which the parent-child relationship exhibits
elther avthoritarian or democratic tendencies,
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Correlation between 'attitude to the child' and weading comprehension; within the
confines of the lower social strata, still amounts to .32. The relation is thus
not accidental or an artefact of overriding class differences, The other var-
iables, however, and particularly 'attitude to the school', energe more noticeably
as far as the reading comprehension criterion is concerned,

Two variables resulting from the research workers' observations were added to the
variables mentioned above. These variables were only added after selection of
the variabtles mentioned above in view of thelr supposedly subjective cheracter,
However, the variatle established on the basls ¢f the research workers' Jjudgement
of the mother's verbal fluency proved, contrary to expectations, to rel. .z to
reading comprehension, even when the other variables were taken into consideraticn
and even within the lower social group. This indicates that, by means of this
variable, we detected an envirommental aspect not reflected in the other variables.
0ddily enough, this relation did not emerge in respect of the PMA,

Next, we attempted to combine the data by including the PMA also, as a predictof
in the comparison related to reading comprehension. Once again, attitude to the
school and verbal fluency were in strong evidence.

At the outset of the research discussed in this chapter, we had hoped to he able
to indicate a structure in which social class would refer to wider values and
norms, which would then be related fo more specific characteristiecs; we would
subsequently be able to indicate their relation to reading comprehension and/or
PMA. In contrast to paragraph 2, in which a number of variables were clearly
suitable for use in subsegquent analysis, the specific items {form A) proved to he
much less useful., There were frequent differences between the soclal classes,
but the degree of relaticn of the grouped items to school results and/or PMA was
not high. Nevertheless, the various items were still taken into consideration
from the point of view of their presumed relevance, In compiling the gquestionn-
aire, we had been guided by explamatory thebries explicit in educational liter-
ature and by existing questionnalres, such as that of the Plowden Report(1) Rupp's
questionmaire(2) and othexs.

From the point of view of action, this chapter corroborates a mumber of guide-
lines comnected with compensatory programmes, Active collaboration beitween
both school and parents would appear to be important, both at the pre- and
primary school levels. In every amalysis, the degree of relation between
attitude te the school and results achieved at school was fairly high. In
addition, we shall also establish strategies of change related to the social
problem,principally in the school but bearing in mind that the parents will have
to be actively involved.
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4 Transition Phase

The results of the evaluation of the compensatory programme conducted in Ghent
{described in Chapter 1) tally with findings of similar work elsewhere. Frogrammes
for this age-group, and particularly the most systematic programmes tend to yield
clear gains in the post-test immediately after the programme.  Such gains

however are not lasting, These temporary gains may only indicate that systematic
teaching will produce immediate learning, but what is unclear is the question of
which aspect of the programme brings about this effect. When programmes of
gimilar types are compared they usually show clear gains in the test scores of the
experimental group, tut very different {experimental) programmes do not generally
reveal any great motual difference in their general results, except in specific
criteria.

It would thus seem probabtle thaet what is learned is of less relevance than the
circumstances in which the learning takes place, and that the most important
elements concern the nature of the infant-teacher relationship and the extent to
which the teacher is aware of her objectives, These observations are hased on
the evaluation of compensatory programmess; and this is perhaps the most important
contribution of the compensatory education movement, for it is orly through
evaluation that we become aware of our own prejudices and are thus able to eliminate
wrong attitudes and come to provide the power for effective action, Evaliuation
is necessary therefore, in particular because of its function as a tool for the
development of the action.

However, this presemnts us with a number of problems:

1. Every educational event is extremely complex. 4 large number of character-
igtics of the educational situation ¢an influence the output. The classical
experimental paradigm of the social sciences attempts o control these complexities
by matching them for both the experimental and contrel group. This is necessary
in order to examine the independent effect of the variable in questlon, But this
does not afford us much lnsight into the relative importance cof these different
situations for the resulis of the programmes(1).

It iz worth noting that a significant proportion of the effective American prog-
rammes has been applied in a fairly specific context, e.g. in an experimental
school, Generalising from such results suffers because of this; <he broader
educational situation was not explicitly ineluded., The compensatory progranmme
applied in Ghent proved successful at the end of one year. The effects of its
replication fell below expectations. We have failed to explain this phenomenon,

71
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though we d¢ have some suggestions to make: the replication was not conducted by
the same pre-school teacher, and less guidance was given, This need not
necessarily have had repercussions on the attitude of the pre-school teacher
herself, It could be that the other people involved were less interested, the
classrooms avallable less suitable, and so on. The list can obviously be
extended, The point is probably that we were dealling with two programmes made
different by the environment, the teacher's attitude, and so cn, rather than with
a repetition of the bvasic programme.

2, In view of the complex nature of educational gituations, it would seem fair
te suggest that the social sciences, as they stand new, are not able %o tell
educators how to structure their work so as to eradicate the problems of retard-
ation of children from lower socio~economic environments - always assuming that
the school is in fact able to make a signifiecant contribution, Admittedly, a
number of promising suggesticns are fto be found throughout the psychological,
educatiomal and sociologlcal literature concerning the mechanisms of soeial
deprivation., Put our impressicn is that scientists have jumped to premature
conclusions, The promises are for the most part not fulfilled. We are simply
net yet in a position to derive from established theories a strategy which is
both detailed, comprehensive and effective,

3. What has been proved is that the most effective programmes are those typified
by clear planning, by detailed defimition of objectives related +to abilities in
the cogrnitive sector. It is also true that these were the programmes evaluated
most rigorously; and the fact that there were no results in more general pro-
grammes can perhaps be attributed to the fact that inadequate evaluation eriteria
were used, The point is, evaluation is essential if a decision is to be taken
on the desirability of applying a programme on & broader scale,

On first sight, this might appear to present a dilemma:

a) The current state of the scientific investigatien, both evaluative or non-
evaluative, makes the development of specific strategies desirable, For
this evaluation tc be generalisable, the school situations mist be comparable,

h) Education, however, is a phenomenon of great complexity. The fact that we
are unable at this time to define in adegquate hehavioural terms more exten-—
give and inclusive objectives, and that we cannot yet differentiate between
the operative factors in an educational situation, must not cause us to
overlook this fact.

BEducationalists have expectations of how a school should function, On what
grounds would we ask them all now to teach in the same way, so that we are alle
to evaluate new programmes?

However, the prospecis are not entirely as bleak as they might at first appear.

In an investigation carried out in every primary school in Ghent, our expectation
was that the teachers' educational ideologies, their conception of their
profession and of thelr pupils, and thelir preference for certain general educ-
ational strategles, would all be a function of the type of schocl in which they
were teaching. This did not appear to be so. There were important variations
within different aspects, but these did not differ between the group of teachers
working in working-class schools and the other groups. Nor was any different-
iation noticeable between experienced and inexperienced teachers. It could

be tentatively concluded therefore, that there is relative consensus as far as
the functioning of the school is concerned, {ollaboration with the teachers
involved in the pre-school project substantiated this opinion. When teachers
are brought together, the general outlines of appropriate educational situations
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are soon formulated (2).

This consensus in no way implies that these characteristics have been generally
realized within our educatiomal system; nor does it imply that endeavours to
attain this would not meet with opposition, for any change within an existing
system brings with it a degree of uncertainty which, in view of the teachers’
relatively dependent status, can have serious repercussions.

We shall now outline a number of basic features which we consider it advisable to
include, 1In view of the fact that we have been irying to realise these prin-
ciples in the class since 1974-75, we shall include some elements of this
application.

1. Importance of cooperative action with the parents. When the home and the
school are regarded as two separate worlds by the child, educational retardation
can be expected, Our own investigation revealed that the parents' attitude to
the school is one of the most important indices related to the child's school
achievement in his first years at school. This relation persisted when both
social class and the child's IQ were kept consiant (see chapter 3). How can
this cooperative action with the parents be realised? A schocl social worker
could be used, but this would call for extremely intensive work. In the context
of the programme, this course of actlon was only considered in the case of
'problem children' in the class,

In general, an attempt was made to involve the parents in the school programme,
From a mastical viewpoint, the parents are invited to:

- take an active part in the work of the classroom,e.g. the parents were invited
into the class to talk to the children about the work they doj

~ 1o accompany the class on outings;
- %Yo exchange ideas and information during parent-teacher evenings;

- 1o take an interest at home in what the child does at school {by means of so-
called 'home chores'), to collect material reguired by the programme from time
to time.

2 The learning programme at school should take the children’'s experience as
its point of departure. Exploxratory activities should be stimulated, This
implies that the teacher's attitude towards the children should be such that the
pupils will have the confidence to %ake the initiative. For this to happen,
teachers must feel secure and an atmosphere of trust must exist between teachers
and pupils. ~This makes new demands on the way in which teachers maintain
discipline and order in the class, A punitive attitude will be likely to impede
initiative on the part of the children. It seems more positive to 'explain'
rules and standards and to allow the children to discover for themselves the need
for such standards.

Cf course this is a function of the size of the class. One of the commonest
findings of compensatory programmes is that work with srell groups in which there
is 2 high ratio of adults to children is the most effective means. This is even
more true for very young children,

One obvious way to increase this ratio is to introduce adults other than teachers
into the class, e.g. parents or grandparents, and induce them to become actively
involved in class life.

1t is alsc important in such 2 work-situation to divide the children into small
groups (see point 4), and the possibility of doing this is & funetion of size and
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equipment of the classroom, Too many pre-scheol teachers are obliged to work
with too many children in rdoms which are toco small. Even if new classrooms
were to be consiructed, the cfficial norms have not been appropriately modified,

3. Importance of teachers' greater awareness of their objectives and under-
standing of what class activities are intended to achieve. If the tecacher has
no clear purpese in mind, she camnot intervene effectively and sensitively., Any
activity or lesscn can only be assessed 1f its objective has been stated before-
hand. Evaluaticn also implies that one has available the means of measuring the
extent to which objectives have been realised, Coupled with this is the idea
that evaluation forms an essential aspect of any educational activity. Chapter 1
related our attempt to assess the effectiveness of the programme by comparison of
the results of children in the experimental and control groups. This was

termed summative evaluation, Here we are more concerned with formative eval-
uation, i.e. evaluation within the programme, in which a continuing appralsal is
made of those children who succeed and those who fail,

The most important function of the formative evaluation is the way in which it
modifies the procedures, This can assume two forms:

- in the developmental phase of the programme the results of the formative
evaluation will aim mainly at programme feedback., If programme activities
appear to be ineffective, modifications will be made. Similarly, the need to
provide other activities to attain the desired objectives may become apparent.

- 1in the case of a programme which has already been devised, the steering of the
Programme on the basis of internal evaluation works in a somewhat different
wayt the assessment tests assume a diagnostic character in as much as they
indicate which children are not exhibiting a desired behavioural change,

These children in particular shouwld be provided with complementary activities;
the term 'compensation' will now be used only in this sense.

Obviously, formative evaluation is carried out continuously by the teacher, and
the educational activity is constantly realigned, Each week the team compiles
a mumber of criterionl referenced tests which should leave scope for comments as
to the degree objectives were realised over a period of several days, These
criterion referenced tests in their turn help to define the objectives more
precisely.

4, One central idea is that as many children as possitle should profit from
what the class has to offer(3). 1In view of the differences of experience and
potential of children in the same clasgs, it cannot be expected that every
activitiy and the time allotted to it will produce the same effect on each child.
Hence, an individual approach will have to be used, by introdueing altermative
activities for children who have not as yet achieved the objectives., This
implies that children will be allowed %o work together in small groups.

5. An individual approach, imtroduction of compernsatory activities and team
work all demand gredter flexibility and creativity on the part of the pre-school
teachers involved. Hence they feel the need to share their classroom experiences

once a wWeek, by meeting to @iscuss these with an educational adviser., In
practice, this presupposes that school inspectors assume an advisory role as
opposed to a supervisory one, and that 2 supermumerary teacher be assigned to
each group of pre-school teachers to make their weekly discussion sessions
possible, Origirally, we had intended this additional teacher to fill a rele
aimed more at compensatory work with children,

We have already mentioned tﬁo aspects of educational organisation which can, to a
considerable degree, determine the educatiomal climate of the classroom, and over
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which we as a team have no power - namely, the number of children per classroom
and the space available(4),

A third aspect deals with the possibilities of forming work areas in the classroom,
which are obviously essential for grour work.

A fourth aspect deals with classroom furniture, and some change was hrought about
in the classes which were least well equipped.

In chapter 5 we will discuss the nature of the programme developed during the
academic years 1974%/75 and 1975/76. We chose to deal with the elements outlined
above in a separate section because that is the way they occur in two programme
development strategies which were tested on a small scale.

The first application was a complete failure because the application of the
programme was tested by an experienced pre-school teacher without much discussion
with the classroom teacher, Understandably this resulted in strong opposition
to the test procedures.,

A second trial was carried out by a group of 5 pre-school iteachers., Here, it
proved necessary to write cut the particulars of the programme in full. The
principles mentioned earlier are of a too general mature to be of much practical
use ‘to the pre-school teachers. They provide no more than a Fframework upon which
classroom practice can be based.

The further develepment of the programme can be discussed in terms of:
- the general educational ‘context;

- a precise written descriptlion of day-to-day activities and thelr corresponding
objectives;

- the development of specific aids for children who have not achieved the set
objectives.,

Chapter 4 gives an account of the activities carried out over the years 19?4/?5
and 1975/76. Particular emphasis is placed on the first two points,

Conclusion: +the focal point of the compensatory action was that a number of
children are umable to participate fully in formal learning. The importance
attached to evaluaiion plays an essential part not only in determining the
effectiveness of a programme, bui also in determining;the workable components of
the programme, I%t is on the level of evaluation thdt, for the time being at
least, sclentific investigation has most to offer. But, regardless of how
significant test results may be, the laboratory sityation differs too greatly
from the school situation for generalisation to be At all feasible. Notwith-
standing the relevance of the literature on the prgblems of social deprivatiocn,
the fact remains that programme development relies/to a great extent on intuition,
As a consequence, we invclved the teachers themselfes more intensively in the
development of strateglies. Hence the task assigred to scientific investigation
is to follow the experiments and to evaluate them




76

(1)

(2)
(3)

(%)

From Compensation to Innovation

NOTES AND REFERENCES

Tn other words - if different educatiomal situations could be included in
the research design as independent variables, an 'efucatlonal situation x
programme' effect on children's achievements might result.

It should be noted that one of the most frequently voiced complaints was
that the {pre-)school teachers work in extreme isolation.

Block, J.H., (Ed) Mastery Learning, Theory and Practice. Holt, Rinehart &
Winston, New York, 1G971.

In one investigation, six children were taken from each of a mumber of
classes, most of which wers not part of the pre-schocl scheme,  This
reduced the mumber of children per class to roughly twenty. The pre-schocl
teachers themselves were astonished at the difference this made to
conditions in the classrcom: everything went so much more smoothly.




5 The Pre-school Project: Period 1974-1976

In chapter 4 an attempt was made to indicate that our main aim in the current
programmne was 'educational innovation'.

Subseguently, the more practical aspects of the project were described, Several
points should he emphasized however, Because teachers are themselves mainly
responsible for carrying out the work of the project, it is obvious that radical
change is not the point at issue. On the contrary the principles quoted in
chapter 4 have been common knowledge for some time. This however only refers to
educaticnal ideals, Classroom situations deviate greatly from this ‘'optimum’,
for a number of reasons: +the physical infrastructure of the class and the number
of c¢hildren present fregquently exercise an unfavourable influence; the teacher is
extremely isolated, and so on,

The first phase is concerned with improving the broader educational context. The
second phase incorporates the intreoduction of 'compensatory activities', and
constitutes a major part of our activities in the academlc year 1976-77 (see
chapter 6).

There folleows a discussion of the objectives and content of the broader programme,
its applicaticn and its evaluation,

1., Objectives and Content of the Programme

In chapter 4 the main prerequisite was the teacher's understanding of and
adherence to the aims of the programme, We also stated that we are not yet ina
position to integrate the objettives into a specific framework of objectives,

The formulation of more extensive objectives remains a somewhat arbitrary process.

By way of illusitration let us consider the following objectives, set out by
Brophy, Good and Nedler, 1975, page 94 (1): -

- Assisting the child in mastering expressive and receptive language skills that
are necessary for the development of problem-solving and thinking abilities,

- Assisting the child in the development of sensory-perceptual skills.

- Assisting the child in acquiring interpersonal skills necessary for interacting
effectively with peers and adults,
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- Assisting the child in acquiring interpersonal skills necessary for achleving
personal autonomy,.

We quote the above objectives in view of the fact that they are typical of an
approach resulting from compensatory action, The First three objectives are
well sulted for immediate inclusion at primary school level; the last two refer
to objectives related to the socialising processes which mmst be established if
what is generally thought of as education is to have any chance at all of success.

Although there would not seem to be much argument over whether these objectives
should he adopted in the pre-school, there might well be argument as to whether
alternative objectives should not be adopted. A great many people in the pre-
school will consider this set of obJectives to be too limited.

Discussion on these points continues within our team, because of the difficulty
in distinguishing the objectives from the content of activities, and also because
in the pre-school, objectives more often than not dc not refer to immediately
obvious behaviour (e.g. pre-school children should be allowed to use materials
for creative purposes),

As a consequence of this difficulty, the teachers are in general more inclined to
consider content rather than objectives; accordingly, the central concept of our
project is not realised as a matter of course, and the development of broader
structures of objective, even from a scientific viewpoint, is still embryonic,

In practical terms, this implies that a programme should be written down in full
detail, in terms of btoth content and objectives, and by way of example we com—
piled a year's 'frame' - a structure incorporating a mumber of themes,sach
consisting of a series of central items, Each central item relates to one
particular theme, These central items (providing work for a fortnight) are
divided intc a mumber of activities, each with a specific objective.

1,1 Year's frame

The year's frame indicates the mature of the correlation between the various
central items, and from this, a programme in which emphasis is placed on the
child's investigation of his environment, is compiled. The first central items
stress investigation of the relation between the child and his immediate environ-
ment, with particular reference to the school and the family, Subsequently, the
horizon is broadened.

The following diagram illustrates the succession of various central ltems,

Me, my school and —>| I live in a house — | Who else Jives with
my famlly me in my house?

Back to scthl,bﬁt In my street there ar4
this time to & new many other houses

class,teacher & friends|

T J

You can also leave the What do people do in . A town is made up of
town and go out into town? many streets,
the countryside
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Bach central item stems from the preceding one,

The first centres on the individual child (Who are you, toy, girl? What do you
look 1like? Who is your best friend? What does he/she lock 1like? Let's look
at our reflection in the mirrecr together. Do we look like one another? No,
you have)blond hair, T have brown hair, Let's make a doll that looks a bit like
us, etc.

The following central item again centres on the indtvidual child but brings out
what the child can do. Thus 'fun and games' in the central item 'T play' leads
to gquestions like - How do we play? Alone? Together? With what? Iid
mumny and daddy play when they were young? Did the headmaster play too?  How
did he play? Let's go and ask him, This is one way in which those responsitle
for the school and the parents may be closely involved in this work,

This brings us to the third central item: After school I go home; I 1live in a
house; Johnny lives in a house too, but it looks quite different from ours.

We saw this when we made that outing, ete. We'll build our own house in the
classroom, with real things - wood and nails etc,

Working with the progression from one theme to another within the yearly frame
has many advantages., It makes it easier for the teacher to relate activities to
the general objectives. The preceding central items can, moreover, be used
repeatedly (2). .

The aim now is to proceed to several alternative activities, in cooperation with
the class teachers, It would seem that a more extensive common frame would
facllitate exchanges among the various schools,

Firmally, we feel we have integrated classical 'centres of interest' into a more
extensive time-span.

1.2 Glotal development of a central item

Each central item lasts approximately a fortnight, It trings together about %0
activities and incorporates the reason for the choice of this particular theme,

a mumber of bread objectives (including a specimen language chart which lists the
recently introduced'concepts). and a nmunber of additional activities for any group
which may have falled to attain some of the objectives,

The structure of each central item comprises:

(a) an introductory phase
Eb a developmental phase
c

an evaluative phase
{a) The introductory phase

The theme is introduced, for example, by a puppet show, a slide show, a 'talk’
with the class mascot, group discussions with the infants, looking at picture-
story books together, discussing photographs or piletures which the children have
brought to school,. and so on.

Next follow activities related to observation and experience in both the immediate
and broader contexts, designed to give the infants scope to experience the topic
in a group context. During this phase, the children leave the school; partic—
ular stress i1s placed on direct experience, This can take the form of bus or
tram outings; going to look at both the inside and outside of a house together;
going shopping by oneself; going to the station together; going to the playing
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fields, the park, the farm together, ete, We are convinced that experiences of
+his kind have a far more intense effect than classroom discussion, and the effect
is inereased by participation within the group. This ensures that subsequent
activities will in fact relate to the experience of all the children.

(b) The developmental phase includes activities aimed at affording the children
the greatest scope for integrating these experiences by means of a rumber of
expressive activities at individual and group level. Songs, rhymes, stories,
gymnastic games, expressive movement are all adapied to sult the given topic.

{c) The evaluation phase

Tach day commences with a discussion of the activities for that particular day,
as well as a recapitulation of the evenis of the preceding day; and at the end
of the day, the day's events are discussed, The infants' work is discussed in
group context: 'what do we think of the work, can 1t be done differentlyse.?’

Some criterion referenced tests are used, the results discussed and errors made
corrected in group discussion. Fimally, each central item is coneluded by a
collective evaluation and by relating the item to the broader yearly frame.

1.3 Activities

Each central item is sub-divided into six activities, each dealing with a
particular aspect of the central item. We mentioned earlier that each activity
is presented together with its corresponding objective.

Here we distinguish a mumber of target areas which correspond to one acceptable
classification of human behaviour: perception, language and thought, actlon and
movement, social relationships and personality.

(a) Perception
Some examples: acoustic discrimination of phonemes, differentiation between

figure and hackground, perception of rhythm, classificatlon of objects according
to their particular features.

(b) Language and thought

It is difficult for us to differentiate between language and thought. We 4iff-
erentiate between the formal and expressive aspects of language - between on the
one hand the enmlargement of vocabulary, competence in grammatical structure,
stimlation of good articulation, and, on the other, commmication, symbolization,
expression,

Children of the age group considered should already be alle to formulate and
carry out complex verbal instructions, they must be able to speak in a group, be
able to grasp and convey information coherently, ILanguage for us is central.

Obviously, language cannot be dissoclated from the development of thinking, and a
first series of objectives in the development of thinking is concerned with the
stimilation of concept formation. Moreover, great emphasis is placed on
relationzl concepts (quantitative, qualitative, temporal and spatial).

Problem solving is equally obviously an important aspect of the thought process,.
4 distinction can be drawn between problems which have a partleular solution

{corvergent thinking) and those which involve divergent thinking, 1In the first
case, for example, we set the children problem questions: 1f five policemen are
standing on the street corner and two of them leave, how many are left? In the
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second case, We might ask the children to think of a way of purifying water.

{c) Action and movement

A besis of knowledge is essential if a child's actlons and movements are to be
fully under control: experience and knowledge of the body and parts of the body,
spatial orientation (knowledge of spatial concepts,both static -'in','on’,'under’'-
. and dynahic -'up','down','forward') left and right spatial organisation,

Motor skills and body control: weight, respiration contrel, muscle relaxation,
coordination of movements, motor and sensory coordination (eve-hand coordination in
particular), dissociation (for example, supple arm-hand motor skills, essential in
drawing and writing, depend on the rest of the body remaining relatively still).

Control and knowledge of the body, and that of the spatial environment are closely
connected and mutually influential,

Learning a number of basic technigues: manipulation of pencil and paper, paint-
brush, paint, scissors, books, boxes, rope, clay, building blocks, etec.

Non-verbal expressions manual, motor, musiecal, rhythmic expression. Learning tech-
nical skills and developing a sense of rhythm is a prerequisite for expressive work,
just as the speech is a prerequisite of verbal communication and expression, How-
ever, in the case of the infant class, emphasis is placed on practical experience,

(d) Persomality and social relationships

Stimulation of the desire to achleves our main course of action here is to offer
children activities which arcuse their interest, and to present them with provlems
which demand effort on their part tut which are nonetheless within their grasp,

so that they are praised if they find the solution.

Stimdation of a positive self-image. Self-image is very closely connected with
how the child sees himself in . relation to others, particularly his teacher and
friends. Consequently, apart from showing each child equal appreciation and
giving everyone a chance, etc., the teacher will have to teach the children that
everyone has something interesting to tell, that every child has positive and
negative attritutes, that 'who's best?' is not always the same person (e.g. by
conducting games of chance in which everyone can alternmately win or lose).

Stimulation of independence. Children must learn how %o dress, wash themsslves..
learn to run an errand on their own, to carry out an assignment independently,
i.e. that they do not ask for help when it is not needed but, on the other hand,
they ask for help if they find they cannot solve it on their own.

Learning to work in a group., Working in a group implies that the children can
learn to allocate tasks amongst themselves, and stick to what they have agreed to
do. This presupposes a consideratlon of the feelings and wishes of others, and
that they can regard their peers as sources of knowledge or assistance in solving
Problems or carrying out assignments,

Clearly so brief an outline does not do full Jjustice to what is being attempted,
It lacks precisicn partly because our programme and objectives are still tentative
and in course of development,

2. Appliecaticn

The programme was carried out with the active cooperation of the schools of the
city of Ghent, in ten classrooms (3). The basic principles described in
chapter 4 of the present report were adhered to, with one exception,
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2,1 Educational guidance

In the course of the transitional phase, two pre-school teachers at a time were
allowed a half-day off per week, during which time +their place was taken by two
pre-school teachers from the Pedagogical Centre, This seemed the most satis-
factory form of guidance as far as the teachers' contribution to the proposed
activities was concerned, but less so for the management of classroom change,

From 197575 we had two pre-school teachers at our disposal, Bach teacher
visited 5 schools weekly, spending one entire morning or afterncon in the class,
In addition, twice termly, the pre-school teachers met with the members of the
team to find solutions to a number of problems which had arisen in their work.

The 'educational advisors' became the link between the team and the schools.
Guidance, explanation of intentions, help and classrcoom demonstrations constituted
one aspect of their role. Acting as a channel to pass on to the team criticlsms
or objections related to the programme was another.

It rust be emphasised that guidance is essential to educational innovation. ZEven
in the case of the original compensatory programmes this was undoubtedly one of
the components which gave rise to gains inm the post-test.

2.2 Cooperation with the parents

Chapters 2 and 3 reflect the great importance of the parents' attitudes to the
school. It was thought that this cooperation would take a smoother course wlth
the help of two activities:

(a) At home

There were frequent requests for children to bring to school scrap material from
home, These 'home assignments' were not particularly time-consuming btut did
call for interaction with the parents, The plan met with opposition from some
parents, and we finally abandoned it precisely because the very parents we most
wanted to involve in scheol life were those who most objected to it.

(b) In schoel

In the first place, a parent-teacher evening was arranged at the beginning of the
academic year. A certain amount of direct information was given during the
evening, but the principal aim was to demonstxate a simple activity to the parents,
to the governing body and to the team, We feel that this method makes it
possible to indicate, in a practical way, what goes on in class and how a child
learns through play.

Parént—school cooperation was also trought into the classrocom ifself. In the

programme, and more particularly at the start of each centrsl item, the class
made regular excursions and parents were free {o come aleng., Parents were

invited to come into the c¢lass itself, mainly in connection with particular
activities (e.g. traffic is being discussed - a Ffather who is a policeran comes,
in untform, to the schocl and gives an account of his worky; the town gets dirty,
that is why the Sanitary Department ls necessary, etc.). :

In the Tuture it is hoped that it will be possilble to invite parents to help with
other activities, e.g« mother can help a group playing with clay, father can help
make the soup, etec, This will of course only be possible if definite appoint-
ments are made and if parents can accept that they come to help with a class
group and not with their own child. There is still a long way to go before this
can be achleved,
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2.3 The school social worker

We found that it was difficult to contact some parents, but because it was not
possible to contact all of these individually, the social worker got in touch
only with parents whose children were considered to be 'problem cases' at school,

3. Evaluation

In chapter I we summarized the difference between summative and formative
evaluation.

With respect to formative evaluation, the team established a number of criterion
referenced tests. These tests followed the programme step by step, were always,
to a lesser or greater extent, specific, and contributed to the modlflcatlon of
the programme and to providing specifie help for certain children,

We shall 1imit ourselves here to a brief discussion of summative evaluation which
should allow us to pass judgement on the relative efficiency of the programme,

Summative evaluation is only ?ossible by means of a comparison of an experimental
and a control group. Consequently, the evaluation instruments should be less
programme~bound,

3.1 Pre-test with a random group

At the beginnming of the academic year, the N.S.T. {IMijmegen School Ahility Test
{4)) was used as a pre-test on a number of children chosen randomly from both the
experimental group and the contrel group (5). Six children were selected
randomly from each class involved in the investigation. The differences in test
scores between the experimental group and the control group were nct significant
in any of the 10 subtests, These subtests were subjected to a factor analysis,
whereby the 10 subtest scores could be combined with two global scores; the
first factor indicates the perceptual-motor skills, the second factor refers more
to "memory’.

In table 3.1.1 the average scores for both the experimental group and the control
group are as follows: (6)

TAELE 3.1.1
Experimental Corntrol Total
Perceptual-motor 50.25 49,83 50.00
Memory 49.83 50,34 50.00

Since there are no significant differences between the experimental and control
groups, any dlfferences noted in the post-test can be attributed to a programme
effect (7). _

3.2 Post=test
A post-test was carried out at the end of the academic year on both the exper-

imental and control groups. The tests were carried cut in the usual way and
spanned three 45-minute sessions.
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The number of sub-tests included was fairly high (8)., The results of these sub-
tests were also factor anzlysed, Four factors resulted. The first refers to
geheral non-verbal skills, the second is a speech factor, the third refers to
fine motor skills, and the fourth to perception. The average scores of the
experimental group and control group (9) are given in table 3.2.1.

TABLE 3.2,1
Experimental Gentrol
General skills 50,40 49,20
Speech 51.80* 640"
Motor skills 50.80 48,40
Perception 49,88 50.24

*statistieally significant (F-test p < .05)

The table indicates that the only significant difference between the experimental
group and the control group is in the area of speech, It would appear that the
programme has a beneficial effect on the speech skills of the children.

The speech factor grouped the subtests 'comprehension of grammatical structures',
'vocabulary' and 'factual knowledge', i.e. subtests of the third test.

Three classes were removed from the experimental group because, for various
reasons, it had not proved possible to run the programme adequately in them.
Table 3,3.1 shows the average scores of the modified experimemtal group and the
control group, likewise after transformation {10).

TABLE 2-2.1
Experimental Control
General skills 51,04 LB.LE
Speech 52,54 * 46.18*
Motor skills 50.85 LB,65.
Perception 50.76 Lg.86

Differences related to the speech factor would appear to emerge even more clearly
here; +the other scores are higher too for the experimental group than for the
control group, but the differences are not statistically significant.

It can thus be concluded that the experimental programme -~ in the broad sense of
the word - was primarily a ‘'speech-enrichment programme'. This is further
substantlated by the scores on the individual subtests (these are not given here).

Lastly, we examined whether there was a relation between the ocecupatioml level
of the parents and the effeet of the programme. Without going into all the
details, it can be said that no interaction effects were noted; +the benefit
galned from the programme did not differ according to whether children came from
lower or higher social levels. There was, however, a clear relation between the
achieved scores and the occcupational level of parents, The averages referring
to general skills, speech, motor skills and perception are significantly higher




€Y

(2)

(3)
ey

(5)

(€)

(7

(8)

(9)

Ghent, Pre-school Project 85

for the children from higher social levels than for children from lower social
levels,

NOTES AND REFERENCES

Brophy, Goed & Nedler. Teaching in the Pre-school. Harper & Row, New York,
1975, page 94,

The fact that the central items with their practical activities are

offered in written form is not meant to impede the spontaneity or creativity
of the pre-school teacher; they are intended to be a source of support and
reference, Obvicusly the programme must not stand in the way of other
classroom activities,

For the academic year 19?5/?6, all pre-school teachers taking part in the
project were from the municipal educational sexvice, Three teachers were
assigned to the team to guide their colleagues in class and to write
programmes of activity.

M¥nks, F. et al.,Nijgeegse Schoolbekwaamheids Test, Berkhout, Nijmegen, 1969,

The aim of this evaluation was to examine whether classes involved in the
experimental programme exhibited gains in comparison to classes not involved,

A linear transformation was applied to the factor scores, with the result
that the average score of the entire group is 50 and the standard deviation
is 15,

Throughout this global evaluation, the guestion remains as to what the term
'programme’ actually implies, In this instance does it imply the Programme
sensu stricto?, the guidance? the cooperation with the parents? or a
colbination of all these components? We cannot answer this gquestion; nor
do we feel it is important to do so in the context of this scheme. We
attenpted to optimize the broader educatiomal situation, a procedure which
cannot be completed in one year; for it is in fact never finished, The
evaluation of more specific 'compensatory strategies' on the other hand can
be incorporated into an experimental context to a far greater extent;
consequently a more satisfactory explamation of its 'operative components'
can be provided.

The following is a 1list of the subtests included within the various tests:

Test 1: quantitative concepts, problem guestions, memory, concrete likenesses,
ticking off matching letters, ticking off matching words, function
of symbols.

Test 21 spatial orientation, shape-background discrimination, taking
geometrical shapes out of a context, mazes, copying a shape joined
by dots, copying a drawing, pointing out an absurdity in a drawing,
completing a drawing of an objeet, copying abstract shapes.

Test 3¢ negative sentences, active sentences, passive sentences, time,
vocabulary, factusl knowledge, stories.

A linear transformation was alsoc applied in this case to the factor scores;
with an average of 50 and a standard deviation of 15,
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(10) It might come as something of a surprise that the average scores for the
control group are different in each table, although the same group is in
question. This is, however, a result of the fact that the random sample
average was set at 50 in both cases, In view of the fact that the
experimental group's average score increases after the three classes
mentioned before were extracted, there is a relative decrease in the case
of the control group., It should also be noted that the omission of three
unsatisfactory experimental classes does not affect the pre-test scores so

far as initial differences are concerned. Experimental and control groups
do not sigmficantly differ,




Integration of Pre-school Project and
Compensation Project

During the péfibd of the project's funding by the Bernhard Van Leer Foundation,
the University team and the city of Ghent cooperated increasingly in the work with
pre-school children. When this phase came to an end, the city of Ghent made it
possible for the projeet to continue, and this chapter describes its activities
from 1976 until 1978.

1. The Basle Curriculum

A prerequisite of the broad based programme was that it should develop from being
a "list of prescribed daily exercises' to a 'valuable source of information' for
the teacher, Conseguently, the programme was applied in a less rigid manner;

both the educational advisors and the teachers were free to put forward altermative
activities, and provide us with details of both the activity and its objective.

The only restriction was that the nature of the activity should remain the same,

In this way an 'activities bank'® was gradually developed.

Particular attentlon was given to two basic principles of the programme which had
not prev1ously been given sufficient atiention, namely cooperation with the parents
and group work in-the c¢lassroom, The latter was indispensable in situations
involving heterogeneous groups and allowing the provision of extra help for the
weaker group. In this way, it is possitle to differentlate between pupils and
introduce individualised activities. We considered cooperation with the parents
of prime importance, though this still presents some difficulties.

Development of the programme starting from 1970 could be conciszely sketched as
follows.  Subsequent to an initial period in which our primary concern was the
development, extension and evaluation of compensatory activities outside the
specific classroom situation, we progressed to a new teaching system which took
shape gradually. We attempted to invest the word 'compensation' with a much
wider meaning: 'help given to children who have failed to achieve set cbjectives'.
The lack of extensive means of assistance was sorely felt. Consequently we
decided to experiment with specific activities of short duration.

2. Specific Programmes

2.1 Introduction

Clearly, although the fimal evaluation revealed that the experimental group was

87
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well ahead of the contreol group in terms of achievement, a number of children still
had not mastered the basic skills sufficiently to begin their primary education on
a sound footing. This finding is a springboard for much initiative. To begin
with, one must take into consideration the children's level of waturity: it does
not seel unreasonable to expect the primary school t¢ bear this in mind and adapt
accordingly, The questicn is, of course, how. The demand is for specific
programmes and bagic skills. But here another question arises: should we seek
general basic skills or are specific basic skills sufficient? The latter will

to an extent be determined by the type of learning programme implemented.

Despite the faect that there is always a degree of ambiguity in the issue, we feel
wWe can safely deduce from the overall resulis of evaluation of the compensatory
programmes both at home and abroad, that to achieve generalised basie skills is
extremely difficulty +this is one of the reasons why we in fact decided not to

‘ use the IQ test as our sole criterion of evaluation.

By making an amalysis of the requirements to emable children to enter primary
school with a hope of success, we selected a number of specifie learning programn-
mes, which were arranged in a set order, so that the child can conly embark upcn a
given activity if he has sufficiently mastered the preceding activity. This
method is strictly adhered to, for fear of lapsing into a type of coaching which
will be of no use whatsoever for the development of subsequent skills,

2.2 Procedure adopted 1976-1977

In the first year, specific exercises were tested on small groups of 4 to 8
chiléren, A teacher from the project team took charge of the children for an
average of 3 hours weekly over a period of 6 months, During this time the
number of learning stages in the programme was examined to ehsure that this was
sufficient to meet pupils' needs; a pupil was only permitted to proceed to the
next stage if the preceding one had been mastered. '

2.2.1 Content

The learning programme consists of three main parts:
Ea Preparatory handwriting

b} Preparatory mathematics

(¢) Preparatory reading

(2} Preparatory handwriting

| In addition te a mumber of very specific activities designed as a preparation for (
handwriting, there were nmumerous activities which served as a preparation for

this and for reading., The specific activities entailed traiming both gross ;

motor skills (e.g. blackboard exercises) and fine motor skills {e.g. copying ani ‘

tracing given letters such as o, e, u, m; drawing circles, squares, rectangles

and triangles).

i {b) Preparatory mathematics

In this field activities were limited to

- learming and using certain quantitative concepts such as more, less, much,

v little, as much as, long, short, small, large, egual;

- recognising the symbols used for the mumbers nought to five; learning to
count up to five, solving additions and subtractions (with rumbers not
exceeding five).

(¢) Preparatory reading

For this purpose we used the following exercises:




1 - making analyses and syntheses of given diagrams consisting of four familiar

! gecmetric shapes: cirecles, triangles, squares, rectangles,

- plcking out different and identical diagrams according to a given example
(using drawings of both concrete objects and abstract forms, and both letters
and words).

- arranging sentences.

- finding the appropriate word for a given drawing.

- learning to recognise that different letters represent different sounds.
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2.2.2 Evaluation

{a) The groups

Five classes Were used in the experiment, These were chosen because a pre-test
showed them to contain a relatively high percentage of slow learners. Eight of
the slower learners were selected from each of these classes; four were assigned
at random to the experimental group and four to the control group, bringing the
mnber of slow learners in the experimental and in the control groups to totals
of twenty. For teaching as well as for research purposes twenty children were
added to these groups (2 x 4 from each class) whose pre-—test results indicated
that they should have no difficulty in coping with primary school.

Experimental Group Control Group Total
! Group at risk 20 : 20 4o
SuccessTul learners 20 20 Lo
TOTAL Lo Lly] &0

{b) Resulis

The speeial learning programme was divided into three pericds. At the end of
each period both the experimental group and the control group were given a
series of tests.

Test 1

The first test entailed joining up pletures with lines (lines), recognising hasic
shapes amidst distractors (shapesb, being able to identify both similar and
different concrete and abstract shapes (difference/similarity), gquantitative and
spatial concepts. The following table reflects the extent to which the
experimental group differs from the contrel group and the strong group from the
weak group.

The experimental group clearly made proportionately more progress than the contreol
group. There is, however, no interaction effect; both the strong group and the
weak group reflect considerable progress. Broadly speaking, it can be said that
the weak pupils in the experimental group reach the same level of progress as the
strong pupils in the contrel group (53.1C in relation to 48.32).




- oconcepts - here the children's knowledge of concepts such as first, last,
left, right is tested.

- distinguishing numbers amidst a series of letters,

- adding upt here the children are presented with two circles, one of which

the missing dots.
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H
b TAELE 1
i Test 1 Effect of Programme Strong-Weak Interaction
H 1. Lines - - -
2. Shapes p < .001 P < .05 -
3. Difference/Similarity p < .001 P < .001 -
4, Quantitative & Spatial
Concepts P < .01 P < .001 -
5. TOTAL p.p.l P < .001 T < 001 . -
Strong Weak
Experimental 70,50 53,10
Control 43,32 32,55
Test 2
The second test consists of three parts:

contains more dots than the other; the children have to fill in '

TABLE 2
Test 2 Effect of Programme | Strong-Weak Interaction
1, Concepts p < 01 p <.05 -
2. Kumbers p < .01 P < .05 -
3. Adding up p < 001 p < .,001 p .05
L,’. TOTAL PIP|2 pP < 001 P < .001 o=
Strong Weak
Experimental 23,73 12,56
Control 15.73 8.31

Strong pupils profit more from the éompensatory Programme,

Test 3

In test three we distinguish between:

- recognising given numbers in a series of numbers and letters.

- recognising given letters in a series of other letters.

- recognising given consorants and vowels amidst other letters, We tried to
teach the children to recognise these consomants and vowels by assocliating

them both with words, with which they would be familiar (key words) and with




Ghent, Integration a7

a matching picture, e.g. the 'f' of fire, and a picture of a fire.
- looking for matching words (word similarities).
- appropriate matching of word and picture (picture-word).

TAELE
Test 3 Effect of Programme Strong-Weak Interaction*
1. Recognising numbers p <.001 P < .001 p < .01
2. HRecognising letters p < .001 p < .001 P < 01
3. Vowels p < .01 T < «50 n .5
4. Consonants P < 001 P < .01 p < .05
5. Word similarities P < .05 D < 05 n .50
6. Picture-word p < .05 P < 001 n .5
TOTAL SCORE p < .001 p < 001 D < .05

#A1]1 significant interaction effects indicate that the improvement méde by
the strong group is greater than that of the weak group.

Strong Weask
Experimental 51.63 23.00
Control 29.00 7.57

Comments

It would thus seem clearly possible to introduce specific learning programmes.
In general terms, it could be said that the weak puplls from the experimemntal
group achieve scores which are comparableto those of the strong pupils from'the
control group. Moreover, the pupils from the strong group gave evidence of
even greater progress than the pupils from the weak group,

One might question how much effect progress in these specific learning programmes
has on the child's more general abilities. For this reason, a standard
scholastic maturity test was carried out at the end of the school year. The
results are very mich what one might expect: the strong pupils achieve higher
scores than weak pupils, the experimental group achieves better results than the
control group; but only the first effect would appear to be of any significance,
in that the progress made by the experimental group was limited to more specific
items (i.e. items which bore the closest resemblance to what was specifically
taught 1n the programme).

Thus we see how imperative it is to amalyse accurately which partial skills are
essential for the acquisition of more complex ones. We can teach children to
distinguish between different letters (obviously a prerequisite for learning to
read), but one cannot expect this to result in an improvement of the general
skill of 'visual discrimination'.

Here too we see the importance of suecessful learning: the different sub-stages
have 1o be passed so as not to run the risk of training isolated skills which
will be of no subseguent use,
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2.3 Procedure adopted 1977-1978

Evaluation has shown that it is possible to teach most children a number of basic
skills in a minimum of time., lMoreover, the children seemed positively motivated
which was probably attributable to successful learning: the set assignments,
although not easy, always remained within the range of the children's ability.
The next point was to examine whether the procedure could be carried out in an
ordinary class, Accordingly, the programme was given to the pre-school teachers,
who were asked to go through the activities with children with learning difficul-
ties for a maximum of twenty minutes daily.

During this change-over period we encountered a number of problems, To begin
with, the majority of the teachers went through the activities just as they would
normal lessons, teaching the entire class at once. Oonsequently, during the
period of taking stock of progress, special emphasis was put on working in small
groups and on the differentiation of what was done according to the needs of
individual children.,

As yetl we have no evaluation datas however, it does appear that the children
achieved adequate profieiency in all the activities presented.

2.3.1 Contents of the programme - 'auditory skills'

In addition, a number of activities pertaining to auditory skllls were iested,
again on an experimental basis. These activities consist of:

- a series of exercises using worksheets
- a series of verbtal activities which form the greater part of the activities,

The worksheet exercises‘consist of:

- looking for matching letters and short words

- recognising letters and short words which had been seen previously

- diseriminating between long and short words and sentences

~ indicating the mumber of words in a given sentence; +the child must place
as many crosses alongside a given sentence as there are words in it.

The verbal activities can be divided into two parts:

Ea; activities which only involve listening;
b) auditory analysis and synthesis,

(a} The activities involving listening can be divided imto three parts:

~ the ability to listen attentively to seguences of words and sentences and
repeat them accurately '

- the ability to say the first and last words after listening to sequences of
words or a semtence .

- the ability to pick out the same word in two different sequences of words or a
sentence - e,g. The hunter shoots a hare and a rabbit. The hare can run very
fast.

{(b) Auditory analysis and synthesis entails

- isolating and detecting auditory substructures: e.g., hook: boom - school - shook:
in which word can we hear 'cok'?

- l1dentifying a recurrent phoneme in palrs of words: e.g. at - tear which letier
(sound) can you hear twlce?

- auditory synthesis of a word, separating and bringing together the imitial and
final sounds. e.g2. b - all? hoo - 17
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- beling able to rhyme using both nonsense words and actual words
- recognising a phoneme and stating its initial or final position,

2.3.2 BEvaluation

At the end of the school year 19??/?8, an evaluation was carried out with the two
types of experimental groups. As was the casze in the development of the first
programne, the activities were undertaken with small groups of pupils. In each
case, twenty children from iwo classes were picked out and randomly assigned to
an experimental group and a control group, thus bringing the total number of
chiléren in the experimental group and the control group to twenty each.

In addition to this, the pre-school teacher applied the programme to her class,
For this purpose a control group was formed of children from different classes,
on the basis of a pre-test.

Lastly, close attention was paid to all children in the experimental group during
their first year of primary school, so as to check to what extent the preparatory
activities had helped them to learn to read,

2.3.3 Plans for 1978-1979

Up te this point, the special learning programme has been essentially experimental.
The activities were first applied to a small group and then to the whole class.
This resulted in an overall reconsideration of the nature of the activities, the
nunber of intermediate steps, etc. Currently, an attempt is being made to
integrate the activities intc a more extensive programme, As a first step, the
more extensive programme is being re-examined and improved where necessary,

On the whole, the pre-school activities are of a fairly generzl nature and the aim
is to pursue several objectives., In the instance of children experiencing
difficulties with any partial skills, .there mst be scope for intervention and
further assistance. It is in this situation that the concept of integrating
specific actlvities becomes meaningful. After a period of three months an
overall test is carried outs children who exhibit learning difficulties (retard-
ation) in any particular sector are accordingly coached, by using the specific
activity programme. Retardation, in this case, has a fairly specific meaning,
Activities geared towards meeting the requirements of reading, writing and arith-
metic are spaced out over an entire year in view of the experinmental development
of the programme. These activities were integrated into the more extensive
programme. '

Specific coaching is only given to childven who have not achieved set objectives.
It 1s possible that the retardation of some might still remain, This will be
immediately apparent in that these children will be umable to master partial skills,
in which case it would be necessary to back-irack ¢ activities geared towards a
lower level of development. An attempt has already been made with a group of

nine of these children, to find out Jjust how far back one has to go: +the gap
appears to have been Tridged by six children to date., 4 more systematic

involvement of the younger age groups {three to four year olds) in this project
will enable us to deal with these problems more thoroughly.




Conclusions of the Ghent Enrichment and
Stimulation Project

1. Starting Points

1.1 General

The fallure rate right at the start of primary schooling is striking, particularly
in the case of those children from economically, socially and culturally weak
environments. It seems that the environment at least partially accounts for this

failure rate. The effecis of environmental handicaps are not totally irreversitle.

The problem is not always purely an intellectual problem either, General person-
ality traits, the nature of social relationships, thé level and nature of motiv-
ation, self-image and the extent to which one feels accepted and secure, can
equally influence school failure,

Nor is it only a question of retardation, but also of a type of experience, of a
sub-culture, which differ from that of the middle class. The experience and
culture of children from the lower social levels are not sufficiently valued in
contemporary society and in the school, in which they may function poorly. From
an educational point of view, this means that education and the stimulation
necessary for develepment are in part functlons of the experiences provided by the
enviromment, by the child's sub-culture. This sub-culture must be made as funct-
ional as possible in terms of schooling, without obliging a child to remain on a
lower level or obstructing change, The difficulty lles in achieving a balance
between recognising and valuing the sub-culture on the one hand, and the stim-
ulation of improvement and change on the other. Where is the boundary between
respect for the culture and giving it its proper value, on the one hand, and
stimulating and thus modifying it on the other? How ‘can the two be comblned?

The task is all the more difficult in view of the fact that, differentiation apart,
movement towards a general cultural pattern is probably essential.

Mental retardatlon, too - in the strictest sense of the word - is a possible
consequence of an insufficiently stimilating environment, Although one must
guard against the premature interpretation of being 'different” as necessarily
being 'inferior', it is not encugh to interpret 'inferior’ development simply as
being 'different’, A stimilating education, including relationships within a
generally sound culture, is useful, along with respect for the values of the
original sub-culture of the child.
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Little is known about the psychological characteristics of children from socially,
economically and culturally "weak' enviromments, and because of this they are all
the more difficult to ascertain objectively. The complex attributes involved
may vary according to individual reactions, The consequences of any deficlency
may differ greatly according to the total context 1n which it occurs.

1,2 Phases in the screenine of environmental influences

Socio-cultural handicap is significant long before starting school, Direct
experience in a sitimulating enviromment is of the utmost importance from the first

year of life, Therefore educatiopal action exerted upon the families is
desirable. The influence of the crbche too, is very clear, This varies
enormously, according to its quality. Systematic stimulation in an effectively

Protective climate is essential in this case too. Day nurseries ahd pre~kinder—
gartens may also provide a stimulating or a strongly 'handicapping' influence,

The following sections focus chiefly on children of 5 to 7 years of age.

1.3 Transition from pre-school to primery school

Without disregarding the importance of inherited, constitutional differences, it
can be sald that the realisation of the child's potential is to a large extent
dependent upon the experience and the stimulation provided by the environment,
Hence the great importance of the child's early years, the influence of which is
difficult to define. On the pre-school level, however, supplementary deficien-
¢les and handieaps can be avoided; and we must not overlook the fact that there .
is still scope for stimilation, protection and adaptation - provided suitatble
means are employed.

Although few children achieve the fullest possible development in their environ-

ment, it would appear that in our population the group which is clearly socially

handicapped constitutes a minority. The non-optimal development of the majority
- or of everyone - is less cbvious, but just as real,

The interest in the child and in his education would appear to be of considerable
importance to his development, zlong with other positive stimuli. This is true in
the case of the family, but also of the instltutional educational environment.
Broadly speaking, next to the education provided by the home, the parents' atti-
tude towards the school seems to be an important variable, This implies the need
to involve the parents in the school, An obvious step in the first stage is an
intensive form of home-school social work,

2, Strategies

2.1 General

Treating the causes of the deficienhcies and the difficulties is by far preferable
to a treatment of the symptoms only. On the other hand, some symptoms, i.e,

the consequences of inhibiting environmental situations, may have an obstructing
effect on subsequent developmental processes and thus give rise to increased
retardation, Consequently, the treatment of symptoms cannot be totzlly excluded.

Compensation, as it was developed abroad in compensatory programmes, can be
useful - by removing direct deficiencies related 4o experience and linguistic
ability, for instance. This is important mainly because it would appear that
these skills have a multiplier effect,These programmes, however, centred strongly
on motor skills and intellectual ability; +thelr purpose was to prepare the child,
in a superficial and prescripiive manner, for academic learming.
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For socially handicapped children, this may lessen initial educational difficult-
ies, In our situation, the children concerned almost invariably require contin-
uous help. However, stimilation from an early stage in the child's life is
essential, and contimes to be extremely useful afterwards, particularly when it
is applied twoadly.

More general stimulation is necessary if it is to have any real effect. A
variety of possible applications - not necessarily mutually exclusive - can be
distinguished,

4 Tirst possibllity is in an action for general sccial and educational reform.
This implies fundamental choices in relation to objectives which have still to be
attained and to strateglies which have still to be applied. However, this
undoubtedly important issue lies outside our remit, We could only consider
exerting direct inflyence on the development of the children via either the
family or the school.

2.1.,1 Social aciion with particular reference to influence on the family

Soclal acticon must pay particular attention to the forms of control used by
parents, and to the nmature of thelr educational attitude, The early educational
environment (and ensuring its conmtimiity) is important here. Except in
particular circumstances, influencing the family environment would nevertheless
appear to be a difficult, delicate procedure, involving an enormous amount of
intensive work.

2.1.2 School strategies (including psychological techniques for intervention)

Notwithstanding the considerable importance of the earliest period of childhood
and the family environment in general, both the criche and the school environment
would appear equally to be obvious areas for modification and stimulation strat-
egies. Although the influence of the school is less fundamental than that of
the family, the school is nonetheless the ideal environment for intervention.

Tt is, in any event, possible to ensure that learning in school (in a troad as
well as a nmarrow semse) is more successful than has been the case up till now,
This is true for the pre—klndergarten, the pre—school primary school, secondary
education and beyond.

! The following form the btasis of the school strategies:

(1) Valuing of the home environment of the child, its experience and its
accomplishments -~ without allowing this to result in a lack of stimulation, or in
difficulties of integrating well with the group belonging to the dominant culture.
This is the basis of all the following proposals. .

! (ii) Protection, a positive affective climate, positive social relations with

| adults and peers, a feeling of acceptance, a positive self-image, creative

‘ stimulation, exploration - all of these, without becoming over-protective, without
neglecting to help the children to cope with frustration and to assimilate rules

| which protect them from aggression.

(iii) Opportunlties for exploration and self-realisation (with respect and
understanding for others), for stimilating experience {including social experience)
discoveries and thought-provoking activity.

2,2 BSome aspects of a stimilation strategy

(1) General, broad stimuation of experience, of forms of arrangement and
assimilation, btoth on a broad persomality plane as in the field of thought and
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the executlon of tasks, with particular attention to securlty, self-image,
independence, creativity, motivation and social relations,

A11 this demands the establishment of a systematie, structured, all-encompassing
strategy with specific inbuilt strategies. The development of the strategy must,
however, bte characterised by spontaneity and freedom, and because this extends
the work beyond the particularly intellectual aspects, more specific techniques
are nNecessary.

(ii) Ensuring the successful learning of each stage in the programme too, helps
to raise the average level without depriving more scholastically able children
of stimuli necessary for thelr development,

(iii) The intervention offered by specific programmes and group activities Tor
scholastically less able children is only meaningful when it is the tackcloth to
the broader educationmal context which caters for it. Here the following points
are important:

a) Awareness of objectives, i.e. awarencss of the more general long-term
opjectives in addition to those which mist be achieved immediately.

b) SBensitivity to problems and opportunities for stimlation, which presupposes
knowledge of the full range of possibilities as well as an awareness of
those already in use,.

e} @roup work

d} Close cooperation and interaction between the school authorities, the
educational advisers and the teachers. Without those, there is no hope of
realising the general aims of the head, the practical goals sti11l to be
achieved, or even the proposed overall strategy. -

(iv) Differentiation - by using an approach such as learning in stages, supple-
mented by group work, less able children can be greatly helped, For the time
being, the differences between individuals and between groups. cannot be expected
to diminish. Improved teaching methods will perceptibly raise the average, but
will not remove the differences. There is, after all, a strong possibility that
those children who are more gifted and least handicapped socially will respond
most quickly to general educational stimulation, and this stusceptibility must
certainly not be thwarted, Compensation must ensure that additional help is
glven to the handicapped children without this happening.

It mst be stressed once again that the obligatorily structured nature of the
stimation strategy must under no circumstances result only in cognitive learning,
nor mist it restrict either spontaneity or creativity, both of which should be a
first requirement of the programme,

J« Conclusions Corncerning Educational Innovation

3.1 Approaches

(1) Providing the appropriate educational climate.

{i1i) Defining working objectives.

(i11) Dstablishing strategles which support an active learning approach.
(iv) Constant evaluation on all levels and in varicus contextst

a) Despite the diffieulty of evaluating the effectiveness of the above
strategies, it must still be attempted, Evaluation of special strategies
must occur within the context of general stimlation (this applies to the
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control group as much a5 to the experimental group) in order to gauge the
specific effect of the specific strategies. From a techmical standpeint,
this type of evaluation is relatively simple,

b) For a summative evaluation, more attention has to be given to the develop-
ment of appropriate instruments which are valid and reliable., In the past,
IQ tests were too frequently used in the summative evaluation of stimulation
schemes, and these can give an imaccurate pleture particularly in the case
of ineffectual programmes, 4 good IQ test in particular may be completely
inappropriate for the evaluation of the results of stimilation.

¢) Lahoratory tests to evaluate learning situations are often in their style
and content too dissimilar to the tasks and contexts of the classroom,
Investigation precisely adapted to the real situations in class is greatly
needed, Formative evaluation can provide a starting point for this.

The motivation and the child-centredness in the teacher are essential, Concerted
action concerning points (i), (ii), (iii) and (iv) above, coupled with-a knowledge
of the child, can sensitise teachers to problems and possible interventions,

All of these are necessary to provide the foundations upon which the whole
activities programme is built,

32 Institutions

(1) Clearly defined but flexible aims of the authorities responsible for the
school, and a gemiine interest in the above points,

(i1) Interaction between the authorities, including the head, and teachers,

(iii) In additicn, educational innovation demands intensive but flexible guidance
which will quickly stimulate personal initiative. Educational innovation is
impossible without the provision of adeguate guidance, Its absence not only
increases the insecurity of the teachers, but lowers results as an immediate
consequence,s It is necessary to provide written examples of activities and to
back up with workshop traiming sessions, in addition to general information,
demonstration and sustained evaluation., The teachers mist come to accept the
evaluation and not to feel threatened in any way by it, Indeed, it is essential
that the teacher be involved contimuously and actively in the innovation and in
its ongolng evaluation.

Ormly in this manner can essential educational reform result.
3.3 Structure

(i) In general the transition from pre-school to primary school would appear
to present difficultles for approximately a quarter of all children, There is
a need to work ftowards integration of the pre-school and primary school, The
transition should be smooth, and take into account the indiviaunal potential of
every child,

(i1) Systematic, creative and flexible stimulation, and possibly compensatory
action, is essentlal from the earliest stage in the child's education as well as
in the transition to primary school. These must contime to be promoted in
primary school in an atmosphere which, particularly in the first year of
learning, must correspond to the spontaneous and protective atmosphere of the
Pre~-school on the one hand, and to the inecreasing all round maturity of the

child on the other, The satisfactory prolongation of active learning situations
from the pre~school into the primary school would, on the tasis of our experience,
seem desirable, '
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Tactics for teaching the 3 R's should be prepared and applied at the appropriate
time, without being allowed to polarise the entire programme, and above all,
prescriptive formalism must be avoided.

There is every reason to glve increased attentlon to stimlation strategies, not
only in the pre-schools, tut also in the criches, the pre-kindergartens and the
nurserles, in.a general educatiomal climate of protection, stimilation and
spontaneity.

3.4 Training the teachers

Teacher training should match the proposed educational innovation and should
emphasise child-centredness. Next to educatiomal guidance this is essential
for success. :

Basic training must have a point of reference which is derived from firsthand
practical experience., In addition, attention should be given to making the
teachers aware of all sorts of problems and experiences, including those related
to the situation of the socially handicapped child, Tralning in personal
contact should precede didactic training, because it is this that determines all
educational possibilities. The %teacher must be well adjusted emotionally and
highly motivated.

Much still remains to be achieved in the training of teachers for créches, day
nurseries and pre-kindergartens.

3.5 BScientific research

In general, we feel that educational innovation pays too 1litile attenticn to
scientific research.

(1) Evaluative research is esserntial in educational innovaiien, . Experience
shows that individual bias is extremely difficult to avold: extensive evaluative
research in this whole area would be worthwhile and instructive in itself. This
raises a number of problems, bhoth with regard toc the research design and the
instruments used {(evaluation criteria).

(ii) Scientific research into the determinants of the classroom situation is
urgently needed, We should like to advocate direct observation of the class~
room situation itself, Laboratory-type artificial situstions (mainly teaching
tests) give rise to serious problems of generalisation; on the ¢ther hand,
research in real classroom situations may be so complex as to force us to neglect
imporiant aspects of day~to-day situations,
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Introduction: Basic Options

Most compensatory education programmes are based upon a negative view of particular
social environmrents, An increasing nmumber of investigations demonstrate the role
not only of individual and family characteristies, but also that of the school
itself as causes of academic¢ fallure,

"Selection based on level of basic achievement is both unfair to children
and costly to governments, because it leads to segregation within the
school and to the growth of remedial education outside the school. The
less effectively the school plays its part, the greater the need for
remedial education.” (1)

Without taking a one-sided view of such findings, research on the effects of socio-
cultural differences calls for an examination of the conditions necessary to the
true democratisation of education. That is why our team held to certain major
choices, throughout the changes in concepis, methods of intervention and increasing
insights that arose in the course of our work.

Actlon in the school

Our efforts have throughout been focused on the school, not only because that was
where cur professional strengths lay, but because of the Belgian situation.
Eighty-five per cent of children over three years old attend pre-school. Chiléren
from the most deprived socio-economic conditions are the first to begin pre-school,
and stay there the longest. Despite this extension of pre-primary school,
however, the failure rate at the start of compulsory education remains high, and is
linked to soc¢ial background.

Abardonment of the symptomatic approach

The findings of the first two years of the project led us to go beyond a diagnostic
approach and to adopt a more dyramie attitude to development and the differences
observed. Functiomal analysis in particular has been preferred for the study of
a child's interactions with its school environment and to integrate formative
evaluation in the intervention programmes, The objectives that all children
should achleve have been centred on developmental criteria in the pre-school and on
fundamental acqulsitions in the primary school.

Research and action
Research cannot be distinct from the daily work of the school if it is to stand the
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test of reality. Hence, all partners in the sducational enterprise (mainly the
teachers so far as we are concerned) must be involved,

The concept of 'compensatory education' was slowly replaced by that of 'mastery
learming', the aim of which is to enhance development and learning in the school
environment., The aim is to guarantee to all children the right and the means of
acquiring the basic skills and thus move from an élitist, selectlve pedagogy to

a moxe all-embracing one.

A greater variety of methods of intervention has been devised to match this
greater unity in the formulation of the problem, In addition to classical
experimental tests and design, we have added descriptive and interpretative
methods to take account of the complexity and novelty of action research and of
its relation to the general socilo-political background,

REFERENCE

(1) Report of a work group, in Gompensatory Education. Council of Borope,
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1 Development of the Research

1, First Phase (1969-1971)

The first phase of the research was characterised by differential studies which
aimed to specify the psychological characteristics of working-class children,

Studies related tos

(1) Sociological description of all children attending pre-school in the town
of Li¥ge (1).

(i1) The development of praxes and gnoses of the language (2).
(i11) Cognitive processes (3).
(iv) The prediction of school attainment (¥).

These studies have shown not only the connection between the different aspects of
development and soclo-economic background, but also the effect of different
educatiornal enviromnents on standards of work, For imnstance, characteristics
gsuch as content, ways of test administration and the number of pictures in the
verbal tests produced differences in syntactical constructions which were indep-
endent of the children's soclal origin,

Generally speaking, these studies gave rise to a re-examination of the concepts and
methods of comparative studies (5) to which we shall return when we deal with
cognitive development (see section headed 'infamt school').

From the beginning of the research, an extensive project was conducted imn a school
chosen in accordance with social criteria. A study of the records of the Fund
for Financial Assistance to Families wlth Children attending Scheol, and of the
geographical distritution of help to the most needy families in Lidge, identifled
a school situated in an area where concentrated financial ald was belng given to a
predominantly Belgian population, Our work was thus carried out in a school ina
working-class district in cooperation with the teachers, without undertaking any
gpecial educational activity outside the class, and without setting up amy new
teacher category which would have needed extra staff.

To get away from the concept of school fallure and i1ts consequential emphasis on

remedial education to compensate deficits, we started from the theory of Piaget
and from one of its specific applications, namely, C. Kamii's (6) programme which
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seems to escape the criticiems levelled at most compensatory programmes, Apart
from the soundness of its conceptual framework, this programme hed the advantage
of fitting well with Belgilan pre-school traditions and of providing solutions for
the definition of objectives, the choice of educatlonal situations and the
establishment of formative rather than normative evaluation,

1.1 Procedure

Organising the intexplay between theory and practice

Seminars bringing togéther teachers and researchers were organised to ensure the
interplay between the conceptualization of objectives and theoretical knowledge
on the one hand, and day-to-day experience on the other. What did we wish to
do? when? how? and, more particularly, why?

Encouragement of cooperative actlvity in the classroon

The aim of having the researchers present regularly in the classes was to make
concrete and adjust to each age group, the objectives defired by the seminars.
It became gradually clear that the structure of the class itself would have to
change to ensure individualisation of learning and to try out methods adapted to
each child's level of development.

Participating in socio-cultural activities

Work in the classroom showed once again that the pursuit of objectives such as
autonomy and freedom of expression, demands a fundamental change in relationships
and in the educational environment. Moreover, the discontinuity between differ-
ent aspects of school life became strikingly apparent: créche, class periods,
meals and socio-cultural activities seemed to constitute independent entities.

We decided to deal with the children directly in all these activities, ard io
become, in their eyes, "different" adults,

1.2 Results and comments

During this first phase the main measurable change was in the resulis of tests of
operations and in verbal tests, The experimental group scored higher than the
controls. The progress made by the children from a deprived enviromment was
higher than or egqual to that of children in general; the reverse was the case
for the controls. These pesitive effects are not to be despised, even if they
do merely reflect progress in terms of the educatlional programme,

What was the effect of the semimars? It seems llkely that they led to a richer
and more adequate utilisation of the educational material by the teachers. The
change is noticeable not only in what they do, but in their attitudes - certaln
children formerly ignored actually began to exist as individuals in the eyes of
their teachers.

However, the seminars, rather than, as we had hoped, resulting in a genuine

mutual interpretation of theory and practice, in fact confronted the teachers

with an educational model chosen by scientists, which was at once close to thelr
own (whence a subtle form of resistance to changer 'We always did things that way')
and seen as too demanding (giving rise to complaints and justifications: 'We
would never be atle to do things that way' }. We probably created a 'shopwindow
effect‘(?) vwhich often accompamles the usual ways of passing on knowledge.

The main problem facing the researcher was 'finding his place', Confronted with
the deficiencies observed we were tempted to supply all the skills that were
lacking: psychologists, mirses, social workers, leaders. By taking part in
soclo-cultural activities, we fully explored every possibllity inherent in the
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compensatory role., We met, but did not solve,the problem peculiar to
'alternative' schools, that of an effective relationship between child and adult,
a rapport which calls for a constant re-examination of educational practices, and
in the last resort implles a critical amalysis of the school, This experiment
also convinced us that the researcher alone cannot be the direct agent of change.

2. BSecond Phase (1972-1975)

In the course of the third year, efforts were centred on three problems consider-
ed crucial in the light of our sociological investigation and the results of the
first periecd,

The soclological investigation showed that the pre-kindergartens, which are
small classes annexed to pre-schools to cater for the one-and-a-half to
three-year olds, are mainmly attended by working-class children. Direct
ethologically inspired observation enabled us to describe the interactions of
young children with the educational environment, The research and the
project in the pre-kindergarten led the researchers to ask about the social
factors, to examine institutions for young children, particularly the créches,
and to raise questions about the employment of women in Belgium,

The methodology of cooperation in curriculum development for the pre-school
was examined in depth.

Contimwous observation of the population finishing the first primary school
year showed that results from the tests used (tests of operations, werbal
tests, tests of reading and mathematical attainment) were lower in the
experimental group, It seemed thus, that although the pre-school may be a
propitious time for intervention, such intervention must be econtinued
throughout the compulscry schooling pericd. With this in mind, the
instruments and methods of mastery learning were developed for the basic
skills and applied to the first year primary school classes.

The table shows the development of the research and the projects which were
carried out simdtaneously in the pre-kindergartens, in the pre-school and at
the start of compulsory schooling, It also shows the continuity and spread
which were possible - the development of strategies of formative evaluation
related to the initial and continuing training of pre-school and primary
teachers, an examinatlon of the institutions themselves, and activity in the
education of children from ¢ - 3 in collaboration with women's voluntary
organisations,
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The Two-year-old Child in Groups: Direct
2 Observation, Action and the Study
of Institutions

In 1972 we drew attention to the necessity of a study of the pre-klndergarten
classes (1) at the local level = the child's first contact with the school at a
critical point in development, the fact that the majority of such children came
from a socio-economically deprived environment (2).

The work conducted from September 1971 until September 1974 comprised;
- Observation of the behavicur of children in the pre-kindergarten

- Educatlional action in collaboration with the teachers, and institutiomal
analysis

- A study of the infant reception centres in Belgium,

These three categorles can be distinguished by the methods used and by specific
content: they complement one another in the study. Qbservations of children
carried out in different pre-kindergartens in the City of Likge spotlighted the
real situations facing teachers and caused us to move from the strietly education-
al 'how' to the institutional 'how' and to the 'why' (organisation of care for
children aged 0 to 3 years in Belgium, the working status of women).

1. Observation

1.1 Objectives

To describe the behaviour of children, child-child and adult-child relationships,
and relations with objects, as they are seen in the pre-kindergarten classes in
the Gity of Ligge, This account of the children's behaviour has to be related
to variables describing the child (age, length of time at school, sex, socio-
cultural origins) and with factors in the institution itself (influence of the
care givers and of opportunities offered to the child).

The work had two phases: +the development of observational techmiques in one
class {3) and then generalisation in all the classes of the town of Lizge.

1.2 Methods
Direct observation of a sample of children and of those who come into contact with

them.  All behaviour was recorded on the tape and then categorised into imitation,
gesture, movements, with a specification of the subject and object of the behaviour.
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Various analyses were madep

- C(lassification of behaviour according to the movement and part of the body
involved,

- Classification of object manlpulation according to a developmental hierarchy.

- Judgements of certain relationships between children: attack, attention-
secking, placatory, non-violent responses to aggression.

- Classification of adult behaviour according to its function (care, control,
educational action, positive contact, neutral action, group regulation) (&).

1.3 BSample and experinental design (Observational study)

Sample: 195 children, fifteen children from each of the thirteen pre-kindergarten
classe§ in the city of Likge (i.e. almost all the children attending this type of
school),

The research design had the following practical constraints:
~ Three observers.

- Bach observer spent a day in each of the thirteen classes, the observations
were thus spread over three weeks (13 achool days).

- In each class, observation was made of five activities: free play, board
games, group activities, washing one's hands, criche, A different child
was observed for each individual activity. Hach observation unit (i.e. a
child involved in one activity) lasted five mimites.

The sample was not stratified on the basis of the independent variables. The
population observed corresponds exactly to the total pre-kindergarten population;
as many girls as boys, few children from privileged soclo-economic environments,

1,4 Results

The direct observation made in the pre-kindergarten permits a description of the
behavicur of children aged 2 to 3 in group contexts without interpreting the
explicit content of this behaviour or its underlying intention or emotions, This
motor behaviour was related to that of the adult whose task it is to look after
the children,

From the amalysis of these observations the following piciture cmergess:

The pre-kindergarten child spends as much time watching other children and adults
as it does in manipulating objects, The child's watching behaviour iz thus of
consideratle importance.

From a more general viewpoint, social relationships make up one third of the
observed behaviour. Relations with others consist primarily {quantitatively)
of exchanges with peers. Gestural provocations and verbalized inviting or
placatory behaviour between children are about equally frequent.

As for the relationships with adults, these are similar whether in the c¢lass with
the preschocl teacher, or in the crtche with the nursery nurse; the children
watch the teacher or nursery murse a great deal {75 per cent of their behaviour
towards her) and speak less to her than to their peers.,

And how do the adults, observed incidentally during the study of the children,
behave?
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The preschool teacher divides her attention between the group as a whole and the
children taken individually. In front of the class, she is concerned primarily
with educational procedures (74 per cent on average of her behaviour). 0On the
other hand, when dealing individually with the children under observation, she
intervenss to control conduct (40 per cent of her behaviour} and to look after
physical needs,

In the criche where there are fewer echildren, the nursery nurse estabtlishes a
more individual contact with the children, btut this is just as much for purposes
of control as it is in the case of the preschool teacher.

Apart from social relationships, one third of the children's behaviour is direct-
ed towards objects (the remaining third includes the child's conduct towards
itself as well as towards non-identifiable objects). If we consider the group
of objects most frequently used (board games, small toys like dolls, large toys,
classroon materials), the board games take precedence., If the objects are
considered individually, it is the classrdom furniture which is most often used.
Next in order come cubes and lego blocks, dolls ani cars, objects which promote
large motor activity, particularly vehicles (bicycles, tractors).

It is surprising how little use is made of certain material {such as water, sand,
sarth), certain toys (talls, household utensils, misical instruments, toboggaus,
rocking horses, the shop, puppets), cexrtain accessories (mirrors, floor covering),
at a period of the child's life during which psychologists talk of intense and
widespread motor experimentation, of exploration of the world, of symbolic play
and of language development,

Obsexvation of how objects are handled reveals that the activities which pre-
dominate are those which the child estahlishes early on in development: grasping.
touching, pushing, throwing, rubbing (65 per cent of behaviour towards objects).
Far less frequent are activitles concerning spafial organisation, talancing and
exploxring activities. ‘Games of make believe', with or without an object which,
soMe psychologists claim, appear as characteristic behaviour between 21 and 24
months, constitute only a very smll part of the behaviour observed in 2 to 3
year old children in these particular situations.

Clearly, this descriptive account of the pre-kindergarien is not complete. The
results mist be looked at more closely in the light of certain other variables.

When one considers the variables related to the child (sex, age, socio-economic
level) it can be seen at once that even in the context of motor behaviour, which
has not been closely examined, there is no such thing as a typical 2 to 3-year
old child, but rather little boys and girls, children who are elther 'deprived’
or 'privileged'. The pre-kindergarten establishment, because of the educational
alms of those who run it, does not have the same meaning for all children.

Variables linked with the type of organisation of the pre-kindergarten must also
be taken into account. Is the mursery situation different from that of nursery
school eclassroom? If so, with what is this difference connected? staff
training (mrsery nurses and pre-school teachers), the mumber of children, of
which there are many more in the ¢lass than in the nursery?

Moreover, in order to interpret the significance of the pre-kindergarten data,
the same type of observatiorn should be undertaken of the 2 to 3-year old child
in its family environment and elsewhere.

In the course of the year 1974-1975, undergraduate students in Educational
Sciences from the University of Lidge conducted an observation, similar to the
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one we éid irn the pre-kindergarten classes, in the créches in the city of Lidge.
The observation was carried out on eighty children, i.e, sixteen children in each
of the five sections for older children in three crdches in the city of Lidge
(three of the four existing crdches),

-, The research design was devised to allow sixteen students to make observations.

g Each student spent one entire day in each of the five sections., There five
children were observed in five activities (free morning play, free afterncon
Play, large group activities, small group activities, tidying up). Four hundred
observation units were thus obtained,

‘ The data are currently being analysed. The results of this observation will

| make it possible to interpret those of the pre-kindergarten more satisfactorily.
i Moreover, we shall have a body of observations which, despite its limitations,

! will make discussion realistic and still be based on a group, on an institution,
! rather than simply on a normative individual description of a child,

2., Study of Ingtitutions

Observation conducted in the field allows the research workers to witness the
life of the class,

; A questionnaire sent to thirteen preschool teachers and thirteen nursery nurses

i in the pre-~kindergarten made it possitle to be more specific about toplcs which

=L ; had arisen in the course of conversations +the problems posed by a class of young
P children, the current and ideal organisation of the pre-kindergarten, the pre-

I kindergarten as a seccial institution,

i At meetings, the teachers raised the 'hows' comnected with the school: how does

g the pre-kindergarten fit into the general school system and inte society as a

) whole?; what is the nmature of the relationship between the teachers and the
authorities, and with those who make use of it, the parents? Unwilttingly, pre-
school teachers and mursery nurses raised the question 'why?': why do we have
Pre-kindergartens?, why do we have creches? These questions led the discussion
to the social level: what are problems raised by the employment of women, what
social functions do different institutions, and particularly the educational ones,
fulfiie

We have also been led toc consider early child care in Belgium.

1. 3+ Centres receiving youns children

The diversity of sources to which cne has to refer in order to compile a list of
arrangements for caring for young children reveals how complex the problem of
child care is in Belgium. It is shared between the Ministry of Public Health,
State Educaticn and the private sector, the latter beilng subject to a more or
less strict supervisicn depending on the situation and, in most cases, being fee
PAYLNZs ’

Moreover, the problem of child care is always linked with another problem: that

of the working woman. We note at once that the size of the female working

L ' population is not related to the number of publiec institutions nor to the number

: of children within thems TIn Belgium, the great disparity between the percent-

i ages of the relevant age group who attend créches (14 per cent of children under
three) and preschocl {95 per cent of the children over three) illustrates the
different status and function of these institutions, This state of affairs is
not without effect on the parents' attitude tdwards the institution, and on the
attitude of staff in charge of the children towards the parents.
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Sociologists have shown that differences in the social composition of the groups
of children attending nursery schools have repercussions on the objectives of the
institutions (5}. In bringing together children from all social enviromments,
the preschocl today is adjusting to changes in the soecial definition of e=arly
childhood, We are no longer content with physical and emotiomal care; what
might be called cultural care is also demanded. This cultural care takes iis
place in the school curriculum and hecomes the subject of specific educational
action (6). For this reason one might expect that more créches attended by
children from all soclal backgrounds would extend their educational role. But
we doubt whether mass school atiendance is by itself the unigue condition bring-
ing about change for the benefit of working class children. At least this is
what the conditions in prescheools itoday seem to suggest.

A gurvey of preschool populations in the city of Liege establishes the link
between inferior soclo-cultural environment, attendance at pre-kindergariens,
very early entry into preschool (all the social classes are represented around
the age of 3) and, above all, attendance at the school canteens and the créches
(7}. Children below two-and-a-half years old (30 months) who are umable to
atiend pre-kindergartens, which are toc few in mumber, find their way into the
mirsery schools, Hence, those who require the greatest attention are admitted
into the least favourable environment for them. It can thus be affirmed that:
'the segregation, agalnst which the school is fighting, has begun to take effect
before the school is legally able to admit children'. (8)

These Tindings clearly show that 'the combination of the reguirements for care
and education, which varies according teo soclal status, can lead to the pre-
school being used in different ways, despite the apparent gimilarity of preval-
ence of school attendance and of age of entry'. (7)

Indeed, we are all aware of the limitatlons of the school in our society even
though it is open %o all and is free. It reproduces the social class structure,
and the traditional mele-female roles; 1t excludes political and social realit-
ies; 1t favours individualism and competition. It remains a closed world, the
realm of the specialist, (9)

4., Further Developments

Communications between research workers and educators came about as a result of
the observations carried out in the field.

It was the questions posed by educators which obliged the research workers to
consider the institutions and to take account of the organisation of reception
centres for the under-threes, the working status of women and the politiecal
potential they represent,

This institutiomal reflection made possible the starting of an action research
in collaboration with two Belgian women's voluntary movements: 'Progressive
Women Socialists' and 'Women's Life' {a Christian movement). These two popular
education movements which are directed at those who make use of the reception
facilities for young children, could very well constitute lmperiant grass-roots
pressure groups (in the criches, schools). They simllarly represent a2 possib-
ility for action at the governmental and parliamentary level. In movements of
this kind, the foremost problems presented are of an institutional order (school
expenditure, ihe regulations and status of the institution, the training and
position of the educator), and it is against this background that questions
concerned with the running of the school, the activities to be undertaken with
children, and problems of the development of children emerge. In this context
research workers are not only obliged to 'socialize' thelr knowledge but to put
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a different order of psychological and educational questions.
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Cooperative Development of a Curriculum
for the Nursery School

Intervention at the mmwsery school level had the same theoretical basls as that of
the first phase of intervention, Differential studies were conducted parallel to
the actlon research, The aim of the Plagetian tasks of concrete operational
thinking is to describe the cognltive processes of the children in positive terns,
to understand the structurisation process and to determine which action is most
satisfactory for the development of those operational structures which are both
indispensable and common to all,

1. Differential Study of Cognitive Development: Results and Comments

1.1 Samples and tests

The Plagetian tasks were carried out on representative samples, and orthogonalized
in relation to three variables: age (5-6 years old), sex and socio-economic
background (three categorles tased on a combination of occupatlonal and educatiomal
levels of the parents).

The first sample of 120 children was tested on six tasks¢ seriation, construction
and language, opposites, ordimation, conservation of number and conservation of
substance.

In a second sample made up of 86 children, the cognitive development tests were
supplemented by a test of the relation between wholes and component parts and two
well known testsi the Progressive Matrices of Raven and the sub-tests of eye-
motor coordimation, of figure-ground discrimination, spatial relation= and position
in space from the Frostig Perceptual Development test,

1.2 The results

The correlations among the criterion variables are highly significant and make it
possible to suggest the presence of a veritatle complex based on the test of
topological order (and Frostig's test) in direct relation to number and seriation,
This structure, which is characterised by spatial relations linked wilth qualitative
logie, could be the sign of the much earlier development of schemas of an infra-
logical kind,

Tests selected because they were thought to be formally equivalent in what they
measured, reveal relative discrepancies and/or similarities because aspects of what
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they purported to measure were not developing similtanecusly.

Multiple regression analyses show that the environment is still the best predictor
of performance on the criterion tests. The influence of the environment is
particularly noticeable in those nop-verbal tests which demand the construction
of spatial relations, i,e., those which constitute a privileged sub-group within
the structure of criterion variables and which would have been attained at an
earlier stage, Age improves prediction except in the case of topological order
and relations between wholes and parts. The sex varlable has no influence
whatsoever.

The results of children from both deprived and average emvironments reveal an
identical pattern, the differences being essentially quantitative. The order of
difficulty of items, however, is different for children from privileged back-
grounds and suggests a qualitative difference between them and the other groups.
The move from direct order tc inverse order, from conservation of number to an
intermediary stage, is accompanied by an important progress in the construction
of seriation and greater flexibility in grouping objects. Whilst the majority
of children in the population studied were supposedly still dealing with
topological structures which, in our choice of tests, have a privileged status,
the children from privileged environments should, one supposes, have already
mastered them, which would make it muech easier for them to exhibit behaviour
closer to the concrete operational stage.

1.3 Explanatory hypotheses

A finding of this kind leads us to consider the explanatory hypothezes most often
proposed to account for differences linked with social status. There are three
types of hypothesist

Hypothesis 11 that the differences are merely an artefact of the testing
situation.

Eypothesiz 2: that the differences are linked to characteristics peculiar to
children from a socially and culturally deprived environment.

Hypothegis 33 that the differences essentially reflect differences in the
rhythms of development.

The first hypothesis ralses several considerations:

(1) The Piagetian tasks can be applied in such a way as to avoid the dangers
of traditional psychometric testing, and to describe children from socially and
culturally deprived environments in positive terms. This attitude, which we
shared at the outset of the research, renews the hope of developing democratic
tests. This notion, put forward by the Chicago school, is regarded by some
research workers as Utopian and reformist. In any case our results seem to show
that the tests based on Piaget are no more soclally egalitarian than are tests
which purport to measure I.Q. :

(ii) Developmental differences lirked with social status do not so much affect
the level of structurisation as the ways in which it comes about (1). This
position is coupled with criticism of tests: 'By thelr very construction, tests
are linked with school success. - This is directly so simply because of their
content, at least as far as tests of intelligence are concerned. In a more
subtle way this is true for the method of questioning used, which applies to all
tests, even those which claim to be "non-verbel" or "independent of school
learning”". In fact, the language used by tho examiner, and that expected in
reply, the authoritarian relationship between tester and tested, imply that the
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tests, like the school itself, are rooted in a certain form of culture and of
social relationskips.' {2)

(iii) Differences of achievement in tests, as in the school performance of
children from working-class environments, cannot be interpreted in purely psycho-
legical terms, The transformation of differences into deficits is a socio~
pelitical problem. "In fact, no normal child is ever handicapped, bul merely
different from a reference group which holds the power.' (3)

Hypotheses 2 (deflcits which can be attributed to the child and its family) and

3 (differences in rhythms of development) cannot be considered independently of
the discussions raised by the firet hypothesis. Theories concerning deficiis

and differences in the rhythms of development would only be temable 1f the
differences observed were reslstant to all forms of learning or soclal inter-
action which aims to reduce them, and if the methods of utilisation, expression
and appropriation of knowledge, the methods of 5001a1 change, were not exclusively
representative of a dominant culture,

The interpretation of our results is thus only valid in terms of the research
methodology of which they were a product: " a comparative and quantitative method
applied to operationzl tests within the framewecrk of a child-adult interection
suitable to a semi-structured clinical examination.

Nevertheless, differential study of this kind does not reveal characterlistics
peculiar to the group of working-class children, On the contrary, the resulis
suggest a difference in the rhythm of development in favour of children from
privileged environments, and more particularly, calls in question Piaget's
assumption that structurally equivalent notions are interdependent and simultan-
eous, This is why it seems necessary both to check the validity of the Piagetian
tests, the influence of the content, what can be observed and the systems of
social relations which are implicit in the propesed tasks, as well as fo lay bare
the developmenial sub-systems and the ways in which they correlate.

Without such knowledge, any interpretation of developmental differences linked
with socio-cultural environment is in danger of going beyond the Facts, Such
problens should he borne in mind in learning sifvations, i,e, situvations involving
behavioural change, Because we were not able to control these numerous variables,
we Must be satisfied not to dissociate the findings of differential studies from
the results of intervention in the nursery school.

It is not so much a guestion of denying the differences, but of how to account for
the variability of behaviour linked with developmental structures, with thelr
rhythm, their method of utilisation and expression, in relation both te¢ the
paycho-gsocial and to the instituticnal context, This, the problem Ffacing the
educational research worker, is the same as that facing the teacher: the pro-
vision of conditions which will facilitate the reorganisation of bebaviour in
terms of set objectives,

2. Action in the Mursery School

2.1 Analytical phase: providing an heuristic environment (1971-1972)

The urgency of certain problems (such as receiving two~year olds into day care, |
the high failure rate in the first year of primary school) led to a reorganisation 5
and division of the work of the research workers. Only one remained in the

muirsery school. The teacher in the third year of the preschool who no longer

wished to collabtorate personally in the work, agreed to let us take care of the

children in her class. A trainee nursery teacher was engaged. BSince the new
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classrooms were not yet availlable, a caravan was rented and installed opposite
the school. Thus we were obliged to resign ourselves to a solution which we
had rejected at the outset of the project: conducting work parallel to that of
the class,

2.1.,1 Objectives and procedure

Organisation of work in small groups: five groups each made up of five children
meeting twice weekly.

Each week, in collaboration with the preschool teacher, activities were trans-
lated into behavioural units defined along twe dimensions:

~ Content (social, physical, spatial-temporal and logico-mathematical knowledge,
representational support: imitation, language, symbols, signs)

- Intellectusl processes (reinforcement of the processes of anticipation and
control of the action by the child)

We attempted to specify a repertoire of strategies corresponding to the partie-
wlar needs of the children. This is a gquestion of orgenising optimal educat-
ional situations, i.e. of providing the most appropriate information for the
problem at issue and of structuring the child's activities. Particular atten
tion is given to how the child's success or failure is checked. The feedback
should be as concrete as possible, i.e, related to the objects (the effects of
action and not words); so far as sccial feedback is concerned, discusslon with
peers is preferred to the verbal praise of the adult., 4 non-random, structured
environment is organised not only by arranging the material, but by proposing
‘language and social relations sufficlently formalised so that the child's
actions are clearly consistent or inconsistent with the rules’, (4)

Frequently teachers, in response to the children's behavicur, are inclined to
'exercise discipline', To get rid of this tendency, which involves elther
drilling, or histrionies (capturing the attention of the children-spectators), we
'econditioned' the children to become autonomous. The 'relnforcements' developed
from immediate and primary reward to a system in which tokens were given for
success in freely chosen activities, either individually or in small groups
{cooking, washing the dishes, listening to a story, reading, recording someone
else'sn%or one's own) voice, Playing.ae) .

Some activities were centred on individual needs {checking impulsiveness, getting
in the first blow in children used to defending themselves againat being hit,
specific knowledges.s). The idea was that the child should fulfil the task set
him by the adult before he went to the activity chosen by himself,

2.1.,2 Results and comments

Formative evaluation

The teacher and the research worker discussed both individual and group behaviour
observed in each unit that had been set up when the session was prepered so that
conditions for subsequent learning could be properly constructed. At each
session, the teacher checked a specific aspect of the particular programme in
use, styles of thinking found in cognitive development, the specific knowledge
useful in carrying out other activities, or even the mature of the freely chesen
'reinforcements’, .

In the course of the last sessions, intrinsic réinforcements took the place of
tokens and extrinsic reinforcements, It is possible for several activitles to
be carried out simultaneously without too much disorder., The system used seems
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pertinent to the extent that 1t favoured an organised way of living together,
fostered autonomy, a respect for others' choices and it brought about a falrer
relationship between children and adults,

Similarly, progress in cognitive skills was accompanied by other changes: the
children dared to express their convictions, take the initiative, explore the
eguipment, rediscover symbolic play, broaden the field of expression...

Summative evaluation

Both at the begimming and at the end of the programme, tests of operations, verbal
tests and a questionmaire concerning classroom attitudes were used, The results
were compared with thoze achleved by children in the third kindergarten 'grade'
(5-6 year olds) in the course of the preceding years.

Important progress was observed on all the tests of operations and particularly
geriation construction: the range of scores on the different tests was very wide
at the beginning, but much smaller towards the end of the project; the learning
programme seems to have made the results more homogeneous. Each child showed
development in every test.

For comparable tests, the picture of relative gains suggests results equal to or
better than those attained in the course of the two preceding years. However,
the relative gains vary according to the child's background. They confirm that
the two groups of children develop in the same way, but they also indicate a
systematic move towards the top of the scale in the case of children from average
or privileged environments, who seem to have profited mogt from the intervention.

Trls 'bhehaviouriet' phase of the work raises the problem of integrating behaviour
modification techniques into a theory of development, and of how far this method-
clogy is compatitle with the more egalitarian and mutusl relationships which
ghould be cstablished between all participants. As regards this second period
of the research, one can really speak of cooperative activity, Admittedly, the
research worker still proposes the model, but formative evaluation demands that
the objectives and the control methods be contimually discussed, specified,
criticised and negotiated,

2,2 Phase of synthesist combination of developmental and cultural aspecis
(1972-1974)

Circumstances forced us to make a new cholce: either continue an action parallel
40 that of the teacher in school, or integrate our intervention into the class-
room. This second possibility was more in line with our basic position. The
first beneficial effect of introducing the teacher into a newly constituted class
will be that the number of children per class will be reduced,

2.,2,1 Objectives and procedure

The preschool teacher returned to a class and the usual ways of the mursery
school, notably thematic work., The research worker, whose Jjob was not to tell
her how to go about her daily work, became a consultant. A meeting was held
each fortnight.

Theoretical knowledge is a necessary but not sufficient prerequisite for apposite
practice. The final phase of our work comes close to C. Kamil's recent
conceptualisation of objectives which reflects a real integration of the socio=
emotional and intellecitual aspects of development (5).
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Developmental aspect

- Establish relationships of equality between children, and a different relation-
ship between children and adults (make the roles and rules explicit, vary the
roles, make up the rules for oneself, give the children the chance tc see
things from another's viewpoint, to settle conflicts, to choose and decide...)

- Provide situations and equipment which encourage .actions which produce inter-
esting effects and have certain aims in mind (6),

— Within the context of these experiences meaningful for the chilg, organise
feedback which is appropriate to what the class is learning, feedback about
people (social knowledge), feedback from objects {knowledge of the physical
world), the putting of guestions and developing of social interactions which
promote internal feedback (logico-mathematical knowledge).

- Toster successfil behaviour at the pre-opsrational level, as a necessary
prerequisite for fundamental operations (identity, functional relaticns,
topologlcal orders.s)

Cultural aspect

It learning orly results from mearingful situations, it is esgential to respect
the child's culturel identity and to acknowledge his own social and linguistic
experiences.

What are the values which underliethe activities, determine the rhythm and ritual
of 1ife in class and in sehool, the system of rewards -and punishments used, the
content of themes (the home, family, Jjob, festivals)? To what extent are these
values consistent or inconsistent with the family background?

Example: the fair: an occasion for gymbolic games in the sandpit, the handling
of money, tasting different things... an enjoyable or frightening
experience,., or an opportunity to think about how one enjoys oneself,
how the relation between work and play (leisure) is viewed in different
social environments,. To the teacher, children work as they play.

They play ‘seriously', but what does it mean to the parents, to the
children?

This analysis induces *teacher and research worker to get outside themselves, %o

uncover the contradictions, particularly those brought about by personal values

and/or by institutioral restrictions (7) and to open up a range of possibilities
which allow for personal choice.

The operaticnalisation of intermediate objectives demands an interplay between
theory and practice (why?) whilst the discussion of roles, rules, the content of
the themes, refers back to implicit cultural values and ideologies (why?).

2.2.2 Results and comments

Formative evaluation

From the beginning of the year, the children were. allowed to conduct several
activities of their own choice at the same time.

Disciplinary standards were adjusted rather than changed (greater flexibility in
the rules, a dialogue with the mmsery school teachers.. }« The teacher
noticed children's imitiatives, inventions, how mutually helpful or cooperative
the ehildren were amongst themselves, but was also delighted if the pupils were
orderly, clean and polite ('They are the crly ones who come %o shake hands.').
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Notes about the children's behavicur appeared regularly in the eclass log and
reflect a concern to adjust the level of difficulty, to encourage creative res-
ponses, to investigete whether or not pre-operational conduct has been achieved,

Differences between children were taken into account in a more positive way by |
adjusting activities to the children's true potential, by concentrating on what
they might like, and be familiar with in %terms of their family environment.

Collaboration began with the teacher from the parallel class (R) who drew her
inspiration from the activities, but put forward other onesg, Sometimes, shared
experiences were organised in which the chlldren moved from one class to the
other.,

Summative evaluation

An inclusion test and the Raven and Frostig tests were added to the Plagetian
tasks of the preceding years, The results of class P were compared to those of
the parallel class (R), the ome in which the teacher collaborated with P after
initially refusing to participate in the research.

It is interesting to note that the results of the two parallel clases showed a
tendency to converge in the course of the two years., In view of the exchanges
which took place between the teachers, this could be explained in terms of a
positive 'spread'. On the other hand, it could be related to the decrease in
the number of ehildren per class, However, this important factor does not
appear fully to accoumt for the results, particularly those of class F.

The final year of the research was marked by less frequent contact between the
research worker and the teacher, who became increasingly indepsendent in her work,
Nevertheless, the gain was maintained and in class P was inclined even to
increase, Formative evaluation revealed that the teacher maintained and adapted
for her class some of the strategies developed in the amalytical phase,

The change in results which came to light during the second period was once more
emphasised: an increase in the level of competence in the group and a reduction
on the range of individual results. A third feature became evident, particul-
arly in class P:  that part of the variance 1linked with social status was clearly
reduced, In this class, the relative gaing of children from deprived environ-
ments even showed a tendency to be superior,

Progress in the matrices tests and the class inclusion tasks was modes%, hut the
large majority of children mastered tests characterised by spatial concepts and
qualitative logic, which only children from non-deprived environments mastered
in the differential studies,

This homogenisation of developmental rhythms coincides, on the one hand, with the
establishment in the context of experience meaningful to the child, of what may
well be the prereguisites for concrete operational thinking (identity, funetional
relations, topological order...), and on the other, with the recognition of the
value of the social 1life of the class and a respect for the cultural identity of
the children.

It would probably not be going too far to see these az the beginnings of the
changes sultable to mastery learning, which will become mich more apparent in
the work carried out in the first primary school year.
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2:2.3 Conclusion

A developmental theory such as that of Plaget provides a valuable conceptual
Tramework for preschool intervention, provided that it is neither reduced to a
Juxtaposition of cognitive know-how nor adheres too exclusively to its instrument-
al aspect. Undoubtedly, like otherz before us, we have used tests developed to
solve certain theoretical questions, inappropriately either as diagnostic or
differential tests, or as criterion tests.

In view of its constructive mature, this theory makes 1t possitle to expose the
empirical assumptions implicit in the teaching methods generally evident in the
preschool (abstract notlons put in concrete form in 'educative games', confusion
between words and concepts, dissociation between content and process), practices
which engender the 'school inadaptation' of children from a working-class
environment,

Because the theory is interactionist it demands that there should be contimuity
between the child's pre- and out-of-school experiences and that we should recog-
fnise the child's cultural identlty az a condition for the successful establish-
ment of an heuristic environment.

The socio-emotionazl and cognitive aspects proved to be inseperatle. By stressing
autonomy and more egual relationships among children, and with the adult, the
teacher is led to be aware of the hidden curriculum and to bring about changes in
the life of her class. One criterion of success is that the teacher comes to

use the proposed conceptual framework not only for the tenefit of the children,

or to please the research worker or the inspector, but as a working teol which
will develop her own independence (to make assumptions, prove them to be right

on the basis of actual class situations, acknowledge her own mistakes and modify
her teaching and evaluation methods with full knowledge of the facts), This
kind of activity should be accompanied by a sharing of experiences,

Similaxly, how can more equal relationships between children be established
without sconer or later consideéring the relations between the adults and the
schocl, and, in particular, between the teachers and the research workers?
Action research changes social relations.

The major phases of the pre-school intervention programme are linked, on one
hand with the change in the relation between theory and practice, and on the
other, to the specific conditions encountered in the scheool in which the inter-
vention programme took place,

We tried not to separate the measurement of the effects of the analysis of the
educaticnal practices from the implicit cultural values, Our work alse revealed
the importance of the way in which intervemtion is set up and carried out. It
would have been better to have given a full account of these conditions (the
effect of the school on society, family, trade unions, morpholegical, ecologlcal
and financial infra—structure...), which are more often than not passed over in
silence or forgotten, but which are nonetheless necessary to an understanding of
the outcomes of an action research project. The psychological aspects of the
intervention must of neceszity be supplemented by sociclogical ones. But if we
wish to do this, we find that there is a paucity of intruments. The sole
evidence of change was the log book of the research., We know now that the
elaborated evaluation provides the research workers with less primitive tools!(B)

Having started out from the assumption that 'there is nothing as useful as a
good theory', the complexity of an actlon research programme has now convinced
us that it is truer to say that everyday practice needs a theory capable of

_ ‘“
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explaining and changing it.

3., Action Research in the Field of Initial and Further Training of
Nursery oSchool Teachers (as from 1975)

A way has been found to contime the project. The basle methodological cptions
remain the samet field research with those directly concerned, This project
concretely initiates a policy which aims to bring about, within a centralised
school system, 'research which does not simply retrain teachers fo put into
practice innovations devised by others, tut makes them independent professionals
with full responsibility'($), This work, which does not separate lnltlal and
further training of teachers, goes on simltansously in pre-schools and teacher
training colleges.,

3.1 In the nursery school

In conjuncticn with a group of nursery school teachers, lecturers in education
and mursery school inspectors, we are developing activities related to knowledge
of the emvironment, which bave proved to be particularly valuable in previous
trials; these activities cover different aspects of development - the socio-
emotional, spatial-temporzl, logico-mathematical spheres - and bring intc play
marual as well as intellectual skills, thus giving all children a chance,

This time, we did not start from a conceptual framework previously prepared by
the research workers, The procedure was as follows:

- Sharing experiences: the teachers presented and discussed activities based
upon their own experience.

- Sharing information and reconstruction of a concepiual framework: the research
workers provided the group with literature which made it possible to enlarge
upon and clarify problems hrought up when discussing concrete examples,

— Return ic the practical: the teachers organised workshops. The research
workers video-recorded these attempts which were then discussed in the group.

- An attempt at synthesis.

These of course - in an accelerated form - are the stages which arose in the
course of the previous programme, The development of activitiles concerned with
the environment was a valuatle trigger. Properly used such activitles necess-
arily bring about a change in the organisation of the elass, in the interactions
among children, and between children and thelr teachers. A number of the
teachers trying to change their classes inic class-workshops decided to collab-
orate and to create groups in which pre-school children could work with older
echildren, This Modification was accompanied by a redefinition of both
cognitive and affective objectives and a consideration of the school as an
institution which puts limits on initiative.

3.2 In the teacher training college

Active methods in education sugges® that, instead of directing the child's
activity, the teacher should follow it while, nevertheless, controlling it by a
sultable feedback. The cholce of this stance requires great flexibility from
the teacher, and we suggest that student teachers could be tralned for this
during their initial teacher-educaiion.

We have devéloped a programme (micro-teaching with the use of video-tape) which
trains student teachers to individualise the education they give, and to adapt
it to small groups of children, This scheme geems useful in teachlng them how
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to differentiate educational methods, and te get away from the cliches of
explanatory jJudgement which have a tendency teo label, value or denigrate children
(he is 'dyslexic', 'deprived', 'individualistic’, a 'good pupil') or worse, to
accept conventional norms {'sf you teach the whele class, you are sure that each
child is getting the same thing'),

Thanks t0 the micro-iteaching, trainee teachers discover that the behaviocur and
attitudes of individual children are linked with teaching methods and institution-
al and social conditicns. By changing their own educational styles, they

becoms aware of the norms implicit in their Judgements and identify some of the
processes which convert socio-cultural differences into schoel fallure,
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Mastery Learning in the First Year of
Primary School

1. Changing the School

It is now commonplace to point to the ambiguity of the concept of compensatory
education which distracts attention from the deficiencies in the school itself and
focuses upon deficiencies within the community, family and child (1). Socie-
cultural differences do not automatically become scholastic differences; a certain
mumber of educational and institutional mechanisms intervene to cause precisely
such a change.

These mechanisms appear clearly in the primary school and its curriculum. One
of the most influential of these is linked with the use of normative evaluation,
This type of evaluation plays a selective role, on a psychological level, through
screening which can lead to streaming (special education, and remedial classes)
and, on an educational lewvel, by causing failure and repetition of a year. In
addition, as C. Chiland notes, whether a given child goes to 2 remedial group or
class or repeats a year is 'frequently not linked with educational considerations
but with administrative or circumstantial ones', (2)

Moreover, our research shows that the differences in quality of teaching, already
revealed in international surveys, become marked at the very start of compulsory
schooling and seriously hinder policies of democratisation,

1.1 Teaching of an unequal guality

Reading failure, to a large extent, determines failure in the first year of
primary school. To study this phenomenon more closely, we used a tattery of
tests predicting reading achievement.

From the results of a series of readiness tests, a profile of each child's likely
achievement was drawn up,together with an upper and lower 1limit giving an 80 per

cent chance of success, Successive measures of 5-year old children in the last

preschool year, taken in the course of the Tirst part of the project, showed that
after three, six, nine and twelve months of learning to read, the averages of the
predicted scores differed according to social status (3). This finding decided

us to intervene in the first primary school year. This began in the third yeax

of the project.

Parallel to this action, the PREDIC method (4), applied to sixty-two classes
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(1,156 children) showed great differences between classes in average achievenent,
When related to the predictions, these differences allow us to-estimate the
'handicep' (used here in the technical, sporting sense of the word, i1.e, connoting
either advance or delay) which affects groups of pupils simply because they
attend a particular c¢lass rather than any other, This is why we have attempted

to assess the 'weight' of attending a specific class (5) by introducing this
factor as an element in predicting the observed achievement in a multiple
regression amalysis, & regression equation is ohtained which attributes a
constant to each class which should be added tothe pupil's predicted result in
order to obtain the observed score., These coefficients range from -13 to +1&,
The distribution of these class constants is normal.

JANUARY MAY
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The higher this constant is, the more chance there is that initial aptitudes will
be realised and even surpassed, In other words, being assigned to a given
class can increase or decrease a pupll's chance of success to a very great extent.

connectlion wlth international surveys organised by the International Asscciation

for the Evaluation of Scheool Achievement (I.E.A.). In this country, at the end

of primary school, variables which relate to the academic year, the school and

the teacher account for a higher part of achievement variance than in other \
industrialised countries, It is thus apparent that school conditions and,
consequently, the quality of the teaching in Belgium vary greatly from class to |
class, The use of predictive reading readiness teasts shows that this variability |
is present at the beginning of compulsory schooling. C

These results are strikingly reminiscent of the observations made in Belgium in }

FEqual success in school, not just simply equality of chance, presupposes a global
educational policy. This general option would supposedly lead to three major \
changes in the effects of schooling (6):

- Raising of the average level of attainment or competence at a given age.
~ Reduction in the range of individual levels around the average {romogenization)

- A weakening of the statistical correlation between individual level and soclal
orlgin.

2+ Meanwhile, Developing a Mastery Learning

We chose to intervene in the first primary school year in a more specific and




Liege, Mastery Learning 131

limited way than was the case in the pre-scheol. The project, however, operated
along the same lines, We felt it unreasonatle to regard learning difficulties,
which are for the most part caused by teaching organisation and methods, as
pathological disorders which call for specific treatment or remedial education,
More than ever, the objective is to develop a genuine mastery learning situation,
i.e. to make it possible for all pupils io master operatiomalised objectives.
Teaching is so organised that “each child progresses in different ways and at
different rates. The results of class learning are not normally distributed
but take the form of a J-curve.

This form of organisation makes it necessary for the teacher to know the optimal
stimdation level of each pupil. Hence, the system of evaluation should conform
to three prerequisites:

(1)  EBvaluation should be analviical., It is more important to determine
DPrecisely what a child can or cannot achieve than to give him a score.

(11) Evaluation should be criterion-referenced (7). BHach child's performance
-1s measured by progress along a sequence of atiainments ard not by comparison
with the rest of the class or with a ncrmative group.

(iii) Evaluation should be continuous and carried out during teaching., It is
cemplementary to the summative evaluation occurring at the end of each teaching
unit in order to measure its effects,

When these three conditions are observed, evaluation becomes truly formative.
It influences the definition of subsequent objectives and the way in which
activities are conducted, The utmost is done to make educational activity as
sultable as possible to the individual child.

For such a system of evaluation to be practieal, the teacher has to operational-
ise objectives and specify the form of behaviour reguired from the pupil in the
light of curriculum content (curriculum development). Hence one seeks a true
it between objectives and curricular content on the one hand, and education on
the other.

Mastery learning secems to be the only method of creating a truly individualised
approach which nonetheless retains a group character in the current school system.

3. Methods of Action

There 1s a fundamental principle - an independent teacher should organise optimal
teaching conditions for eaech pupil. Thus it is not a ‘matter of providing
normative evaluation instruments applicable to absolutely any first year class,
but of drawing up, in full cooperation with the teacher, a methodology Ffor defin-
ing objectives and the construction of an evaluation instrument to fit the given
teaching programme,

So far, this method has been used in two first-year basic learning programmes —
reading and mathematics. For reading, the research workers concentrated on the
system of evaluation, In the case of mathematics, which impliés a sequential
organisation of a system of mental operations, the work was concerned with the
definition of objectives, the content of the curriculum and the system of
evaluation. The successive stages can be outlined as follows,

3.1 Definition of increasingly specific objectives

~ General objectives {Yroad intention)
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- Terminal objectives in the firsi-year mathematical learming programme (seven
teaching units)

~ Specific objectives: the systematic combimation of content and behaviour
produces a model for the development of learning items (curriculum) and
control (system of evaluation).

This procedure in fact leads to the development of a theoretical model ofi
- the aspects which must be evaluated for each teaching unit;

- +the potential range of these;

- and rules for the development of items,

The area to be dealt with can thus be defined in operational terms and 1t can be
guaranteed that the items chosen to represent this content are as eguivalent as
possitle. However, this method is not sufficient to create a learning model.

A model of this kind presupposes statistical validation {validity and simplifi-
cation to essential factors), and experimental validation (the arrangement of
categories in a learming hierarchy and a study of appropriate learming strategies
for the pupils). Standard psychometry is inadequate for these analyses. It is
essential to formulate a theory of reliability adequate to criterion-referenced
tests, and a theory relating to the validity of the hierarchy of learning
processes (8).

3.2 Application of the evaluation system

= Daily checks
- Periodic checks analysed from both class and individual points of view.
The results of the periodic checks conducted by the teacher were recorded on

charts, in which the ordinate gives the names of the pupils and the abseissa the
test items.

Three types of analysis are conducted,

(1) A general analysis of class achievenment in conmection with the different
items,

In the best conditions of achievement, each pupil should succeed in all the items

generated from a topic taught in class.

4 column by column consideration of the table of results shows whether or not the
whole class has mastered a given concept. The required level of achievement for
a concept is dependent upon:

- its complexity in relation to the given educatiomal level;j

- its impoxtance for the subseguent stages in the learning process.

It should be remarked that the determination of the minimum proportlon of pupils
who should master a concept befere the class moves on to the next stage, is a

limitation linked with class teachingi 1t disappears when teaching is
individualised,

{(i1) An analysis of the achievements of any one.c¢hild in the different 1tems of
a test.

The aim here is to estimate the Jearning achievements of each child, with a view
to orgamising further teaching effectively. This analysis also takes account
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of general class performance, The educational consequences of a child's insuff-
jeient mastery of a concept differ according to whether or not the concept has
been mastered by most of the class, Sometimes 1t is necessary to offer individe
ual remedial exercises; sometimes the matter must be presented in a different
way for the entire class.

(11i) An analysis of the development of attainment from one evaluation to the
next,

A comparison of successive results in similar tests, in the course of different
evaluations, shows the child's progress in mathematics and reading,

Specific criteria determine whether or not there is:

- positive development or progress

- positive stabllity

- negative stability

- negative development or regression

3.3 Commmicating findings to the teacher and discussion of methodological
conseguences

Mastery learning makes it essential for the teacher to draw all possible conclus-
ions from the evaluation and to deal with each child in accordance with its needs.

The task is not easy. It demands a fundamentally different form of class
organisation from that of frontal teaching aimed at the average, It calls for
an entirely new repertory of teaching behaviour which has to be developed to
ring about a truly individual approach in teaching.

In the 1light of results from the tests, the research workers thus attempted to
find, with the teacher, exercises differentiated in accordance with the levels of
achievement observed in class. The style of this procedure may appear, on first
impression, to be restrictive and incompatible with lively and functional teaching,
This however is by no means so, for the evaluation instruments do not dictate
teaching metheds, On the contrary, having been discussed and developed in
conjunction with the teachers themselves, they are closely adapted to the
initiatives taken by their instigators.

4. BResulis

Research in the field of reading was begun in 1971; research into mathematics
followed in 1972; tboth were conducted in the two first-year classes of a primary
school in a working-class district in the city of Litge. These experimental
¢classes were compared to control classes of an equivalent soclo-economic level,
As a result of requests from neighbouring distriets, a number of groups was
added to those already mentioned.

-The experimental design consisted of a system of internal evaluation (centred on
the development of the experimental groups) and a system of extermal evaluation
(founded on a compariscn with the control group). The project made it possible
to confirm the followling operational hypothesesi '

- Contimious, analytical and criterion-referenced evaluation makes it possible
for the teacher to become aware of the difficulties encountered by children
in the course of their learning,




134 From Compensation to Innovation
- This awarenese of the difficulties encourages her to adjust her teaching
methods to suit both the group and the individual. These are the circum-
stances in which evaluation plays its truly formative role,

- Finally, this continual readjustment of teaching methods makes it possible
for each child to achieve the specified criterion.

4,1 Internal evaluation

Formative evaluation, because of its analytical and criterion-referenced nature,
makes it possible to follow the development of the process until key concepts
have been mastered by most of the pupils.

Thus, the final summative evaluation in mathematics demonstrates knowledge of
fundamental operations on the first {twenty numbers,

Added to this continmuous exhaustive assessment was a normative evaluation, made
with the help of a reading test and a mathematics test. In each of these tests,
the scores obtained at the end of the First year could be compared to the pre-
dicted scores. The latter had been established one year earlier, at the end of
pre-school, with the help of proghnostic batteries developed in the ILaboratoire

de Pédagogie expérimentale in Liége, Thanks to these instruments, we have at
our disposal each child's probtable learning curve, The difference between actual
score and predicted score made it possitle to evaluate the effectiveness of the
intervening teaching (9}, In the case of the experimental classes, the actual
scores Were alwavs higher than the predieted scores, except in the case of a very
small rumber of children, for whom teaching would have to be supplemented by
thorough psychological help, '

An analysis of the class log, class visits, reactions which arose during pre-
paratory discussion sessions, provided proof of modifications in the behaviour of
those teachers responsible for the experimental classes, The fact that they
were amdous to vary the approach to concepts, to make more analytical, criterion-
referenced evaluations, and to adapt teaching to the tempo of the children, showed
that they had adopted the most important mastery learning strategies. But these
new strategles presuppose, above all, a profound change of attitude, In the

eyes of the teacher, each child should exist in its own right and thus beneflt
from her positive expectations.

However, even if teachers completely mastered the system of evaluation, they 4id
not yet accept all its consequences, the most important of which would be to
break the ¢lass into autonomous ability groups,.

4.2 Extermal evaluation

External evaluation confirmed the resulis of the interral evaluation., Standard-
ised examinations organised by the city of Likge made it possible to compare the
mathematical results of the first experimental clasg with a class identical to
it both in mumbers of pupils and in soclo-econcmic background., For all the
structures tested, the achievement of the experimental class was superior to
that of the control class, Only very rare exceptions to this rule were found.
The difference widened particularly with exercises involving an unfamiliar
structure, which demand greater flexibility and revers&blllty of thought on the
part of the child,

In addition, actual and predicted scores were compared in experimental and
control groups. The experimental classes which had a predicted average equal to
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that of the control groups made the most important gain. The results were
clearly better than the predictions.

The results were not only superior, but they revealed a far greater degree of
homogeneity, as compared with the control classes, where the differences between
children tended to increase and where weak and strong groups formed which
diverged more and more throughout the year,

By way of example, the following diagrams illustrate the reading results obtained,

The scatter plots were established on the basis of predicted performance {10}, in
abseissa, and obtained performance (11), in ordirate.

Predlcted scores
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Points which fall on the diagonal line of the graph indicate that prediction has
been exact. Points above the diagonal 1ine indicate performances which are
higher than predicted. Polints below the diagonal represent performances inferior
to the predicted performance,

The resultis were analysed by socio-economic status. Three groups were establish-
ed by combining the occupational and educational levels of the parents: deprived
(D), average (A) and privileged (P) (12)., Because of the working-class
envircenment in which the project was -conducted, the three socio-economic levels
are uhequally represented.

The following graphs compare actual scores with the predicted scores in reading
abllity, in the course of the academic year 1970-1971 (when intervention did not
take place) and during the year 1971-1972 (when it did), in the working-class
environment, Only the average scores of the three groups of children have been
recorded on the graphs which illustrate development after six and nine month
periods of learning.

.
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In 1970-1971, the results after six months (which were disastrous for the
deprived ehildren) remained that way after nine months of learning, By way of
comtrast, thanks to the 1971-1972 project, the results of the deprived children
after six months, while not excellent, showed definite progress in comparison
with the preceding year. And - most important of all - this progress was
corroberated at nine months, in that the average results of deprived children
attained those of the privileged children, which is above the desired minimum

(38 points). Although it is the deprived children who reap the greatest profits
from the project which was undertaken, the project was clearly profitable for all,

Generally speaking, the results of both internal and external evaluations reflect
the same trendsi

- 4 rise in average score

~ reduced variation between individuals (homogeneity)

- a weakening of the statistical relation between individual levels of
achievement and social origins,

5+ The Limitations of Mastery Learning

Our procedure is only a very ineomplete answer to the demnds of mastery learning,
which aims to allow each child to progress in different weys and at a different
pace. The traditional classroom is a strait jacket which forbids variations in
the time taken, The formilae which would make flexibility possible (individual
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work, specific ability grouping, etc,) are well known, but they have not yet been
put into practice. The educational structure and teaching methods must be
questioned, 'The use of homogeneous groups can only be effective if teachers
vary their strategies in terms of the groups, and are not satisfied merely to
mpdify their demands without any other change.' (13)

To the limitations of school system itself and of the way teachers are trained,
the particular limitations of mastery learning itself are added., It raises many
conceptual and methodological protlems (definition and hierarchical arrangement
of teaching units, relation between content and learning process, statistics of
criterion-referenced tests, etc.) that have frequently been sidestepped or dealt
with unsatisfactorily, and which can mke thls system appear to be an over-
simplification of teaching-learning processes,

The organisation and structure of education represent only one area for possible
changes. If we are to bring about radical change another significamnt aspect
must emerge; that of the cultural contexts of learning, Only when these two
aspects are integrated, something we have not as yet been atble to do, can the
concept of ‘compensatory education’ be truly left behind.

6. The Advanteges of Magtery Learning

Despite its serious limitations, mastery learning does seem to provide a partial
but relatively successful sclution to the debate on eguality in the eyes of the
school, It is a sophisticated tool which could contribute to the 'loss of
innocence in education'(i4). TIts application brings a levelling upwards and
begins a process of change truly characteristic of a real attempt to democratice
elementary education (15). It treaks the process causing school failure, It
. 'depathologises' fallure and 'allows a clear distinction to be made of those
difficu%ti;s in learning which require examimation in depth and special ireat-
ment'. (16

The teacher-pupil relationship is an important element in mastery learning, We
have been abtle to observe, and hope in the future to aralyse more explicitly,
teacher expectation of the child's potential.

Instruments to evaluate objectives have been developed in conjuncticn with
teachers; thus the latter have at their disposal a means of self-evaluation
which promotes their autonomy.

7. Attempts at Digssemination of Mastery Learning to Other Schools

The mastery learning experiment described above has had iwo complementary
extensions, 1In the case of reading, the approach is extensive. Many teachers
are undertaking formative educatioral procedures along lines defined by a research
centre, and which bear on the entire programme, In the case of mathematics, the
approach is, on the other hand, intensive; here, a limited mumber of teachers
are taking part in the development and trial of less extensive teaching modules.
Each stage of the procedure iz worked out in detaily definition of the objectives
and thelr arrangement in order of importance, the development of analytical,
formative and summative evaluation instruments, programming the activities in
relatlion to the differentiated and successive levels of mastery.

7.1 Dissemination in the field of mathematics

The procedure adopted was two pronged: experimental validation of the analysis
of objectives and of the instruments designed to measure their achievement; and
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training the teachers to evaluate systematically their own teaching.

The first objectiver experimental validation of the analyses of objectives

A study of a number of essential points was found to be preferable to a general
analysis of the entire mathematical programme in the first year of primary
school. These points were: intersectional relatlon, equivalent relation,
representation on a plane of concrete reality, translation of verbal problems
into equations,

Zach item was amalysed in accordance with the followlng stages:
(1) Definition of the terminal objective

(1i) The breakdown of this objective into items of content and the behavioural
strategles to be shown by the pupil.

These two analyses led to the definltion of a large range of operational
obJectives.

(iii) Arrangement of these operatiomal objectives in hlerarchic order (importance
and difficulty)

(iv) Deviaing of an analytic pretest to determine the best point of entry for
each individual or group of individuals to the learning sequence,

(v) Devising formative instruments to check the level of achievement at each
stage in the learning task. :

(vi) Development of a summative test.

In the first stage, the learning modules developed on the basis of this model

can be used by the teachers, provided they are adapted to the class situation,

In the second, teachers will develop other learning modules 1n collaboration with
the research workers, one of the most important objectives of the entire project.
Teachers tring their class experience; they know their pupils' potential, some-
times they have been using particular methods of their own, they are familiar
with class teaching, and so on. In addition, they take part in the field trials
of the new instruments and suggest modifications, if necessary. The research
workers make the teachers familiar with systematic evaluation of given objectives,
and thus guarantee an increased validity. They arrange for the experimental
testing of the learning sequences and the statistical analysis,

In more general terms, the research described here aims to train teachers in a
scientific methodology of educatiomal intervention,

Second objectiver training teachers to evaluate their own teaching systematically

Participating in action research acts as a refresher course for teachers, The
benefits are twofold. On the one hand, operational definition and arrangement
of objectlves in order of importance provides a guidelline for choosing teaching
activities; when the teacher proposes an exercise to her pupils, she is fully
aware of the aims she 1s pursuing, of the possible extensions and variations of
the exercise and what the relatlon is between the new learning and previous
acquisitions, On the other hand, the constant care to evaluate achlevement by
using instruments appropriate to the type of instrugtion guarantees that
information necessary to organise individual or semi-individual instruction wilil
be obtained, Thus the conditions of mastery learning are brought into effect,
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7.2 Dissemlimation in the field of reading

In the case of the team of research workers concerned with reading, the project
centred mainly on the teacher's assessment of her pupils' achievements, and
consequently of her own teaching. Research workers and teachers together
analysed the objectives, the form teaching should take and ways of evaluating
whether they have been achieved by pupils. In view of the fact that formative
evaluation bears on results and not on teaching methods, teachers are free to
choose their own teaching metheods. The teacher's success is linked with her
‘educational well-being't successful instruction is partly determined by the
impreasion a teacher gives of psychological security. This is why it is so
important not to influence the teacher's cholce of method for teaching children
to read, It iz up to the teacher to determine her objectives for the year, which
way she should go to help her pupils achieve reading proficiency, and what
individual remedial action can be taken in the event of difficulties.

The continuous assessment procedure demanded that the teacher check every six
weeks what had been taught. The university team analyrzed these results, as much
from the point of view of guality {measured content, the behaviour expected from
the child...) as of form (how the exercises were put forward, how explicit the
question was, how many questions there were...).

Seminars at which some twenty people were present (research workers, teachers,
psychologlsts, training college lecturers in French and eduecation, first ard
second year primary teachers and teachers from remedial classes) discussed the
individual reports as well as more theoretical considerations, about the teacher’s
assessment of both her instruction and herself.

At the end of the year, the teacher, with the help of the psychologist who
observed the children of her class, compiled the correlations between predicted
and actual scores for each of her pupils, and assessed the productiveness of her
own teaching, In short, it involved the teacher assuming almost total respor—
sibility for herself and for the assessment of the effectiveness of her teaching,

Conelusion

This operation ereated mutual understanding between teacher and pasychologist, who
discussed the problems the teacher encountered in class, and not only pupils’
individual difficulties,

A similar project was undertaken with teachers in training in State teacher-
traiming colleges, with a view to prevention rather than cure! Work related to
more limited objectives (in teaching practice carried out by students in the
classroom) hrought about fruitful exchanges between inspectors, lecturers, teach-
ers of the mother tongue, student teachers and teaching practice supervisors.

The teachers met (with or without the inspector) and established their educational
independence, This is perhsps one of the most positive aspects of dissemination,
and indicates the beginming of a group of ploneer teachers who will lead teams to
enliven education,
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Conclusions

nceptual and me ative and
studies led to the need to amalyse the processes of development and learning
and their interaction with the school enviromment {proximal and distal
variables).

In short or medium term interventions, we must identify the educatlonal and
institutional mechanlsms which turn socio-cultural differences into retardation
and school failure.,

Throughout the research, the facts constantly laid bare these processes:

-~ Segregation affecting the youngest working-class children begins before
the school is legally able to receive them,

— The use of the pre-school (age of entry, attendance at créches and making
use of the school canteen) varies according to social status.

'~ The school tends to reinforce differences between boys and girls, to dis-

tinguish 'good" pupils from 'bad' ones, 'privileged' from 'deprived’
children, the more effectively because it is done by the 'hidden' curriculum.

~ Unequal standards of teaching in this country, grimly brought to light by
internatiomal surveys (I.E.A.), are marked at the very start of compulsory
schooling and seriously prejuﬁice attempts at democratisation of educatlon,

These firdings suggest that any attempts at reform must take into consider-
ation not omly individual aspects but also and above all, contextual and
institutional variables, the quality of school 1ife,

It 1= important to develop educational practices,at all levels of the school
system, which neither select nor segregate.

For the idea of compensatory education we have substituted that of mastery
learning integrated with the social context., This choice makes two demands:

- a guarantee to all children of the right and means to acquire the basic
skilis;

- respect for the children's cultural identity, an acknnwledgemeni that their
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social and linguistic experlences are sigmificant and valid for
changing the culture of the scheol.

This second demand is the one least effectively met, It is not enough
simply to define objectives; 1t 1s essentlal to detect the mature of the
obhstacles (1ack of adequate methodology, the research workers' own social
status, institutionmal rigidities, etc.).

Despite these serious limltations, the results of pre-school and primary
school intervention are, we think, important.

The changes trought about are typlcal of a scheme of real democratisation.
The methodology seems to us valid since 1t proved effective in hreaking with
school fallure,

The relevance of this instrumental charnge was further justified by the
change in attitude in children, teachers and research workers. Theory and
technology were no longer the exclusive property of the scientific team; a
sharing of knowledge was born!

However, any short—ternm experiment, particularly when it 1s of a technical
mature, is often evanescent if not built into a more extensive scheme to
fight school failure, In a centralised system, action research results run
the risk of being presented as finished products, which can be spread by
simple administrative action. Another danger, in the present casze, is that
of separating predictive instruments from mastery learning and of thus
reintroducing arbitrary early screening,

We feel that the dissemimatlion of mastery learning is only relevant if it
adheres to the basic methodological cholce - that of working in the field
with those concerned — and if it is integrated into initial teacher-iraining
as it was in our attempt at dlssemimnation.

To say that more children should be able to aequire basic skills will not
change the situation if, at the same time, teachers are not given the means
and working conditions o enable them to do it. Teachers should have at
their disposal not only techniques, but the means of analysing and checking
so that they understand how educatiomal choices tile in with socio-politleal
decisions,

This poses the problem of educational policy itself, of the 'how' and 'why’
of school reforms.

It is important to link educational and social factors.

In our work, the lirk between educationa]l and social factors was made both
inside the school and outside it.

Intervention in pre-school showed that teachers and research workers moved
from the strictly educatiomal ‘how' to the 'why', and asked questions about
the social function of the school. Here we observe a treaking of the
barrier around knowledge to make it more generally available. The accounts
of children's behaviour, the individual and interpersomal experiences of the
teachers were hrought into relation with the features of the school and
soclal factors.

Criteria legitimising action research are different: solidarity instead of
judgements of value, new educational practices, spontanecus self-organised
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groups, action through trade umions.,,» The point is to find answers to the
protlems of everyday 1ife and not to become involved in 'persuasive' politf-
ical discussions or to provoke conflicts of opinion which block progress or
arouse guilt feelings which inhibit action,

Action research consequently emerges both as a sclentific amnd as a soclal
exercise which presents fundamentally new conceptual, methodological and
deontological problems, It offers the research worker the chance to get
inside another's viewpoint, a new source of knowledge deranding that he
produce methods adapted to the real and concrete conditions of his scientifie
practice.

Action research requires amalysis of groups (interpersonal relationships),
organisation {adjustment of means to fixed objectives) and institutions
(socio-political determimants). The combination of these different
analyses makes it possible to make action effective, deal with conflicts,
to place oneself in an understandable play of forces.

Cooperation with popular education movements brings us inte contact with
parents, not in the family context, but in the context of groups striving
for social reforms.

In uch situations, the point is not merely to minimise the consequences of
socio-cultural inequality, but to examine their causes, Consequently, what
is at stake in action research is, within a strongly structured and regulated
educational and social context, to create conditions favourable to the unity
and continuity of education, and which make it possible for those directly
involved to take an active part in defining and achieving objectives.

According to sociologists like A, Touraine, our current industrialised
society is becoming a programmed society. This emerging society has the
power to act, be it directly or indirectly, not omnly on production, but also
on consumption, leisure time, education and habitat., The management
structure inherent in this social change becomes the new stake in dealings
between the social classes.

Whether in the family, school, local community school, popular education or
any other imaginmable context, the matter in hand 1s to promote new social
practices which encourage working-class adults and children to be the
instigators of their own development and partners in a more just society,

in which the relationships of deminance and power between soclal groups will
be modified.
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Introduction

The research project was carried out by a team from the Department of Educatlonal
Stundies in the State University of lMomns, It was supported by a grant from the
Bernard van Leer Foundation., Tts main objective was to discover those features

of the environment which impede the educational progress of children between 3 and
8 years of age, and to develop the most effective educational methods and activit-
jes to overcome their effects, The final results were to be based on an abjective
evaluaticn of project data.

The target population consisted of 540 nuclear families, including both Belgian
and foreign matiomals, living in the sconomically, socilally and culturally deprived
region of the Borinage.

The investigations and activities of the project involved soecial groups in three
different settings: the family, the school and the community.

The project was carried out in three phases:

Prase onets arousing awareness {October 1959 - September 1971)

Phase two: learning to participate {October 1971 - September 1973)

Phase three:r learning to cooperate (October 1973 - September 1975)

In the course of each phase, interim reports describing the activities of the
project were prepared, A list of these can be found in the appendix, and the
mumbers of the reports are indicated in the head of the sections that follow.
Also specimen pages of the documents produced in each phase of the project are
given,




1 The Environment

1. Geographieal and Economic Context

The once thriving region of Le Hainaut has experienced a progressive decline in
prosperity; this is particularly the case in Quaregnon, Frameries, Fiénu and
Cuesmes, all situated in the heart of the Borinage.

Mons is the administrative centre of this region. For many generations, lMons and
its environs have provided employment for the majority of its population. Today,
the collieries are for economic reasons closed down, and this has resulted in the

impoverishment of the region. Many people have had to seek employment elsewhere;
others have Jjoined the ever-increasing ranks of the unemployed.

Attempts are being made to establish a number of new industries - but without mch
success, Consequently, a considerable percentage of the population is Toxeed to
work outside the region. Unemployment is estimated to be in excess of 22 per cent.

Another important problem is the immigrants - Italians, Spaniards, Greeks and
Turks - who have settled in the Borinage since 1945, and who have been faced with
a number of social, employment and cultural difficulfiies.

2. Cultural and Educational Context

Today education is seen increasingly as an indispensable investiment in development,
The results of a recent UNESCO survey (1) of school failure confirm our own
observations.

The difficulties encountered by soclially deprived children 1n adapting to the
environment of present-day schools are well known. The lack of contact between
parents and teachers frequently results in mutual ignorance and lack of under—
standing of the needs and rights of people and of commuinities.

Today it is accepted that the first years of life are the most important and the
most formative, and there is a considerable body of evidence to show that early
childhood has a determining influence on an individual's entire future (2).

From these earliest years inequality of opportunity is apparent., We have
established that in the reglons of the Borinage and the Centre 27.7 per cent of
children fail in their first year of compulsory schooling (3). Furthermore, we
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find that 21 per cent of 5-year-old children are potential failures in reading.
The social enviromment of these children can be classified as follows:

|
- well-to-do or affluent 1+ 7.7
- average : 17

- poor or needy r 50%

NOTES AND REFERENCES

(1) UNESco, (1970) Report of the 32nd Session of the Intermatiowal Conference,
Geneva,

(2) Conseil de 1'Europe. Politique de recherche éducationelle dans les
pays européens. Survey 1973, D3,

(3) This flgure is based on an analysis of the school records of 845 children
from 56 primary school classes who completed their first year of schoel on
June 30th 1974,




The Research Project - Phase One:
Arousing Awareness

1, Characteristics of the Socio-economic and Cultural Enviromment (Report No.1)

1.1 Special features of the environment

The deprived child cannot be considered apart from the social and environmental
context in which he lives. He is in fact the product or victim of society,
neighbourhood and family, The deprived child is thus defined in terms of the
socic-economic and cultural characteristics of both his family and his social
environment.,

In the Borinage as slsewhere, social deprivation is not orly linked with occupation,
income, and the quality of housing, but also with a network of factors, such as
poverty of cultural activity, the level of the parents' aspirations and their
indifference to the problems of education., Which factors should be considered in
defining the term 'sccial deprivation'?

1.2 Defining social status

A family's social environment was described by means of L'Indice Global de
Desavantage Relatif (I.G.D.R.). This procedure is based on five social indicators:

- the occupation and resources of the parents

- the housing conditions

- the educatlion level of the parents

- the cultural level of the family

- the parents' interest in the school and in the health of the child.

2, Pre-school Bducation for Socially Deprived Children

Having ascertained that the failure rate of deprived children is greater than that
of chlldren from more privileged social classes, and that 'soecial pressures' have
inevltable consequences on the child's level of educatiomal attalnment, the teanm
from Mons concentrated on the development of a range of preventative measures.

In our initlal analysis, we described the more extreme aspects of social depri-
vation in the Borinage. 1In addition to the less than encouraging socic-economic
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living conditions, the disadvantage suffered by these families is clearly

determined by the character of their cultural enviromment: by the low educational

level of the parents, and the low level of cultural stimlation resulting
their impoverished materlal conditions.

from

We therefore concluded that it was essential to discover the most effective forms
of educational immovation for use in the battle agalnst such disadvantage, against

the often hidden causes as well as the immediately obvious effects.

It became vitally important to establish educational methods designed to prevent

intellectual and social backwardness of cultural origin, An educatioral research

project was established to effect change on three levels: that of the child, the i

school and the parents.

From the main experimental methods examined, we derived the following lists

- special ecducational help given by a visiting remedial teacher
- meetings with parents

- educational pamphlets

~ Tboxes of slides

- books to read at home

- consultations with an educational psychologist

The use of these educaticnal methods helps to extend the pre-schools' present
educational horizon by making it into a school for parents as well, In this

whole area the basic contribution of this research depends on a programmed,

controlled innovation.

Although it is essential to evaluate the results, to do so is both diffieult and
complicated. The amalysis of the results gives rise to a conslderation of and

suggestions on the follewling:

- further %raining of pre-school teachers, their competence and commitment to

their works

- early and systematic identification of soclo-emotional and cognitive deficit

in the deprived child;

- educational intervention to make up for lack of cultural stimilation;

- differentiated roles of the pre-school, which aims to provide equality of

opportunity for the children;

~ the provision of individual activities relevant to the needs of each child;

- linguistic expression accompanying the child's handling of objects;

- school as a centre to train adults in family educations

- econtimous observation of and individual help to be given to any child in

serious difficulties,

sufficient. Intervention at family level is essential,

3, An Attempt to give FEducational Help to Socially Deprived Families {Report No.2)

In this part of the research, we drew the attention of parenis from socially
deprived classes to their role as educators, and suggested to them changes of

: : |
However, Girect help by the school given to the deprived child is not in itself

attitudes likely to stimulate the development of thelr child,
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Five important educatiomal factors distinguish socially privileged from socially
deprived groupss

- the quality of the culfural and material environment of the child

- the readiness of the parents to contribute to the cultural development of
their children

- the level of the parenis' expectations for their children
- the interest shown by the parents in the school
- pareﬁtal authority and the level of cooperation of parents and school.

These findings determined the orientation of the programme and the choice of
steps to be taken,

The interventions took place in the homes of the socially deprived families.
Altogether, 102 visits lasting 45 to 90 mirutes each were made. The educational
themes developed dealt with language, sccial relations, motor coordination,
cognitive development and creativity. The parents played an active part in the
search for techniques and situations which would bring about specific learning
in each of the areas mentioned,

After the experiment we recorded changes in the following:

(a) the quality of the child's cultural and material environment;
: - availability of reading material
- the cultural quality of the books made available to the children
- +the opportunities given to the child to play with water, sand and soil...

(b) the readiness of the parents to help their children educationally

(¢) the interest shown by parents in the school work of their children

This experiment shows that educational help given to deprived families is effect-
ive provided that it focuses on specific educational components such as educat-

ioral equipment, reference books, drawings, helping in the home.  All suggestions
for ways in which a child can be helped mist be practical - short illustrated

; pamphlets, slides, direct observation of their children, It would seem that

parents are mainly worried about 'how to do it' and seldom want to know why.
Indeed most parents showed considerable dependence on the research worker.

L4, A Child's Right to Education (Report No.3)

4,1 FBducational pamphleis

When dealing with people from a soclally deprived enviromment, educational
information must deal with practical situations and be expressed in simple,
explicit language which helps to motivate the reader, To this end educational
pamphlets were devised, to help 1n communicating to the parents the educatiomal
principles likely to help them to understand the importance of early childhood
education.

The comic-strip technigue in which each small section of text is supported by
pictures, was used, This technique intrigues both the parents and the child,
who can then colour in the pictures, Three pamphlets have been made:

(13 The young child's right to education

2) Let's give them educatioral toys
3) Your child at five
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4.2 What parents think about the child's right to education

A special survey revealed the opinions and attitudes of parents in relation fo
ten educational principles which, among others, were discussed and illustrated
41 the pamphlet entitled 'The Young Child's Right to Fducation'. Four thousand
copies of this were printed and given free to the families, A questionnalre was
corstructed to gather parents' opinions and attitudes to certain educational
problens. We amalysed the replies of the 200 families who agreed to take part
in this experiment,

. The content and illustrations of the pamphlet interested 8 out of 10 people.
One out of every two people remembered particular notions, especlally those
concerned with the freedom of the child, with how mich time parents make
available to their children, and with the influence of home onh the development
of the child.

_ 1A child must be aware of his parents' love', Nine out of ten parents
thought they should so plan their day as to give the child real and sufficient
attention.

- Of course the child should not be the cemntre of the universes We should also
foster his independence by giving him some space of his own. The parents
were aware of this, and in nine cases out of ten agreed with us on this point.

- TAre good toys expensive?’ This question, i1lustrated in the handbook, was
interpreted in various Wayss Tf we take the viewpoint that toys need not
necessarily be bought and that any child can find in his own environment
materials which can be used as toys, then suitable toys need not necessarily
be expensive. Parents in unskilled occupations and mothers who did not go
out to work expressed a variety of opinions on this point. Generally,
however, they felt that educational toys are very expensive.

- 'The child should be allowed to draw, peint or make models, and full

consideration should be given to what he wants to do'. Similarly, 'the child's
own interests should be encouraged and he should cohe to depend less and less
on adults'. Here not all parents were in agreement with us. Some

considered that the child will always need his parents and that he should not
be encouraged to become emotionally detached from them.

-~ The most striking difference of opinion amongst parents emerges when it is
suggested that they should 'leave a basket of fruit within easy reach of the
child's, One out of every two mothers who do not go out to work disagrees,
while other parents see this as 'an opportunity for the child to exercise
self-restraint'.

- It is with regard to independence and autonomy that differences between social
groups energe most clearly. Middlie or upper-middle class families Ffavour
early autonomous pehaviour, whereas in lower soclal groups the mothers prolong
the peried during which their children are wholly dependent on them and the
home.

- Tive major elements make up & true adult educatlon:

(L) enahling parents to understand the meauning of education in a general
sense.

(i1) emphasising the main conditions likely to promote the child's develop-
ment.

{1ii) emphasising the part played by relationships within the family.

(iv) amalysing the role and mature of parental authority.

{v) ensuring that educational principles are accessible to all, and
describing these in practical terms, in keeping with the experience of
each individual.
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- It is not only adolescents of both sexes who should be informed; it is
equally essential that parents and adults who will be future parents should
be better prepared to assume their role as educators.

Specimen pages from the pamphlet 'The Young Child's Right to Education'

The example you set ls very important and it will shape the

1ife and future of your children.

|
The quality of the examples mother gives influences the ) i
child's developing personality. :

A child®s relationship with his father allows him to ih
experience more vigorous physical activity. Il
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+sa the child acquires new ideas about balance, health, money
and many other aspects of life which we take for granted.

A variety of simple and inexpensive materials is necessary
for imitative games, ‘

Familiar items such as pencils, biros and T 1t +i
t
useful in the child's work. ' ° e e




3 Phase Two: Learning to Participate o/zc_:veis20 1

1. Educational Practices (Report No.4)

1.1 Presentation and content

We were concerned to find out more about the educational techniques which might be
practised in the home, How do parents bring up their children? What are their
opinmicons of, thelr attitudes and their reactions to the learning situations which
all parents must encounter?

To answer these questions we used the 'critical incidents' techmique and, with the
help of slides, we presented mothers with situations in which the child is playing
a specific roley for example, climbing a wall, taking a Ticycle to pieces, playing
at doctors, or exploring objects in a cupboard., The parenis were invited to
comment on a similar situation involving them at home, The comments were recorded
in accordance with the six following themes:

Games related to vocations

(a) nurse (v) shopkeeper
Experimentation
{2) - mending things (b) water play

Games that are not allowed
(2) exploring (B) climbing

1.2 Objectives

The impact of experiences within the family on the development of the child is
impoxrtant. There are, of course, many ways to bring up a child. This is why we
presented a sample of parental attitudes to a specific activity invelving the
child; and we considered that the various comments of the mothers were indicative
of thelr own educational practices, By reading the examples from them, either
parenis would be made aware of their own opimions or they would challenge the
comments made. In this way we hoped to encourage each of them to learn Trom the
experience of others.

2., [Delationship between Aspects of ihe Personality of the Parents and the Xind
of Bducational Eelp Given (Report No.l)

The purpese of this analysis was to bring out certain peculiarities in the
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personalities of soclally deprived parents as reflected in the Rorschach test,
in order to discover the most appropriate types of psychological and educational
help to be given to parents in soclally deprived environments. The study
showed thats

- in general, parents have very limlted cultural potential and deal with
situations in a global way, without the ability to deal intellectually with
the elements of which they are composed;

- the tendency to deal with problems superficially causes them to be passive
in the face of events;

— their lack of creativity seems to be linked to their limited capacity to
internalise or defer actiony

- ag a result, the ability to anticipate events by reflecting on their outcome,
gives way to an attitude of uncritical acceptance;

"~ although they are quite capable of cooperative participation, they show
little inclination to resolve difficulties by themselves;

- the lack of originality or individual thinking makes for conformity and
contributes to their over-dependence on others to solve problemsi

- their receptive attitudes are revealed by an excessive concern wlth conformity,
conferring on them a considerable degree of social adaptation;

- this social adaptation leaves them open to suggestibility, which in turn
partly accounts for thelr non-aggressive tendencies;

- when faced with a sltuation involving psychological stress, the ensuing
reaction is one of rigidity and intolerance;

~ there is a strong tendency to avoid entering into conflict with exterral
reality; '

- +the lack of ambition makes them accept the uncertainties of 1ife without
question; :

- alble to get through life because of thelr capacity to adapt to external
reality in a humdrum manner, most subjects nonetheless reveal somewhat limited
emotional maturity. This explains their somewhat precarious independence as
well as thelr inability to form deep human relationships;

- although at home in conerete, tangible situations, their social relationships
are marked by a lack of ego-differentiation;

~ relationships are seldom personal, and the interests of the community are
extremely limited socially: ‘+they would benefit from being ermiched and
diversified.

(a) It is thus expedient to help such parents to become more aware of the
important educational role they are called upon to play in bringing up their
young children, TFrom the very first meetings with the parents the persuasive
approach was used. This approach takes into account the parents' tendency to

be superficial in thelr consideration of problems, and puts them on their guard
against that unguestioning passivity in the face of social and educational
protlems which is so typical of their environmental conditions, The intention,
of course, is not to create an uncontrolled stressful psychological situation,

tut xather to arrive at an objective analysis of the components of the educational
environment.

(b} The seccnd objective was to clarify the present and prior educational
characteristics of each family, and the parents' educational style. Our
technique was suggested by the theory of the T.A.T. (Thematic Apperception Test).
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We showed the parents slides of relevant educational situations and invited them
to tell us what these suggested to them. From the parents' replies we found
particular content likely to lead to atypical educational behaviour. The
technique ensures that the parents do not become dependent on the research worker,
whose job 1s to help them to discover for themselves the characteristics of the
educational environment which surrounds the e¢hild,

(c) The third objective tended to alleviate the lack of imagination of the
subjects and the effects of thelr limited cultural capacity. Once the first two
objectives were attained, the parents requested our help by asking the question:
'What should we do to encourage our children's development?' This is when we
gave the parents the pamphlet of educational activities, which suggested clearly
defined activities, each with a particular purpose.

(d) The fourth objective also took the parents' limited education imto account,
and answered the question: 'How should the psychological and educational inform-
ation be commnicated so that the adult does not continue to be dependent upon
the research worker?' To convey 1o parents some important ideas on child devel-
opment in terms comprehensible to them, we made use of strip cartoons with
supporting captions written at the reading ability level of the parents.

3. An Approach to Psycho-linguistic Imberaction in the Family

(Analysis of the corpus and comparative study of linguistic structures)

The general object of this part of the research was concerned, firstly, with the
comparative study of the spoken language of parents frem twe socially contrasted
groups. We then compared the spoken language of the parents with that of their
5 to 6 year 0ld children. The groups were determined by socio-ecomomic and
cultural parameters,

The comparative analysis of the different aspects of the speech of parents and
children depends on the stimulation of conversation both from parents and from
children, The stimilus consisted of a sexies of 6 pictures which have to be
described, This procedure, though restrictive, leaves the subject free to talk
in his own way and provokes him to use his linguistie resources to the full,

Here, five questions arise:

- Is there a link between the level of socio-economic and cultural disadvantage
of the family and the language of the parents and of their children?

- Is there a positive and significant relation between the language of the
parents and that of their children?

-~ If so, is it possible to reduce the linguistic handicap of deprived parents
and children?

- If this is so, which aspects of the language would best respond to therapy?
- At which level - active vocabulary or correct syntax - is the link most
significant?

4, Stimilation of Parent-Child Linguistic Interactions in a Deprived
Environment (Report No,5)

Previous research has shown the decisive influence of the socio-cultural enmviron-
ment on the child's acquisition of language. When we had completed our study

of this literature, we carried out an initlal series of observations of children
in a kindergarten in Quaregnon, This was an empirical probe into the linguistic
relationship between parents and children, and an attempt to improve the parents'
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speech with the help of picture books read to the children,

The_next step was to set up an experiment in two deprived districts in another
village of the Borinage to develop and test a programme to stimulate parent-child
linguistic interactions. The originality of this attempt lay in the fact that
the investigations were carried out entirely in the family setting. We had

four objectives:

.~ to help parents really to %alk with the children during the reading of
educational books:

- to practise the parents in reading and commenting on pictures by providing
them with correct linguistic models;

- +to suggest to parents educationalhsituations which stimulate talkj

- to introduce the families to our educational brochures as cultural.tools,
The results of the experiment were:

- the programmne developed in the family setiing raised the linguistic level of
the parents;

~ the child benefits indirectly from our intervention with its parents. The
effect of this was to errich the spoken language and to raise the level of
verbal intelligence;

~ meetings with parents preparatory to the experiment motivated them and made
it possible for them to get to know and accept us;

- a new audio-visual method and carefully produced educational pamphlets allowed
us to conduct a successful programme in the families;

- an evaluation of the effectiveness of the intervention led us to think that
the programme did not significantly modify the speech of the parents, but that
it erabled the child to make appreciable gains in vocabulary and verbal
intelligence;

- from the data collected in a complementary study of the speech of deprived
parerts and children, it was possible to establish a relationship between the
cultural components of personality and the complexity of semantic and
syntactical development,

5, Comparing the Evaluation of two Training Programmes in Spatial Relatiohs
(Report No.6)

A mumber of findings emphasize the strong association (as well as ths freguency)

between success or failure in learming basic subjects and a child's capacity for

spatial organisation. The present experiment falls into the category of school

activities intended to promote the acquisition of spatial concepis, and to favour
the maturation of conceptualisation.

The projeci took place in the communes of Frameries, Flérnu and Quaregnon.
Seventy—two children between the ages of five and six made up the control and
experimental groups. From these children, two groups, each of 16 pupils (from
contrasting social backerounds) were given a specific programme of tralming in
spatial organisation. The first was mainly based on a programmed learning
approach with set exercises. It was made up of a group of pre-reading and
writing activities, It included rhythmic exercises and an ordered series of
activities concerned with the structuring of space and time. The second
programme emphasised motivating first-hand experience. It included physical
exercises, the manmipulation of objects and activities in both two and three
dimensions,
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Thls experiment was tased on the stages of development described by Piaget.
The main objectives were as Follows:

~ to work out and test two trainlng programmes concerned with spatial organis-
ation; the one using formal set tasks, the other stimilating personal
expression and experimentation in the child.

- to conduct a comparative study of the changes brought about as a result of
applylng the iwo programmes to two matched samples,

~ to observe the effectiveness of each programme with deprived children on the
one hand, and privileged children on the other.

For the summative evaluation, the following objective tests were used:

- +traditiomal tests for matching the samples and for the assessment of the
impact of the intervention (Leiter, Terman, Maistriaux)

- tests taken from the work of Piaget, which ain to evaluate the stages of

spatial conceptualisation (topographical sites, linear projection, geometrical

shapes)

- specific tests (Kohs® cubes, Chassagny's squares, Borel's pattern of
differently oriented signs).

It is clear from the experiment that the 'motivation' programme principally allows
disadvantaged children to improve thelr non-verbal intelligence scores. The
'systematic’ programme also erables these children to improve their non-verbal
intelligence, but, in addition, 1t improves their conceptualisation of spatial
relationss In the case of the privileged child, the application of either
programme mainly develops the conceptualisation of spatial relations.
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Specimen pages Irom the report on parents' educational attitudes (Report No.k4)

19,

2. The Fun of Climbing

Reproduction of the
slide shown to the

parents.

At this age, the child is discovering his physical strength,
his potential. He is proud of his performance., He loves

to elimb, to balance, etc, The acquisition of self-confidence )
and the mastering of these actions and movements 1s dependent ‘

upen an adult to make them possible.

Illustration and comments by the mothers

Mrs. B., 35 years old, 2 children

'Climbing wallse.. Here, our }
garden fence is useless. The
child can climb over it. I let
him do it but often he falls,..
it's no use always shouting "take
care” without explaining to him
why it's dangerous,'

f'Cteat dangereux”
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20.

Mrs. Br., 36 years old, 2 children

‘Aecidents!

a-fé
S e

|@5ﬁaﬁ% ﬁ@%ﬁ%ﬁ%%ﬁ@& .

'They are developing'

'Climbing walls.., I wouldn't want
Cathy climbing.., things happen...
you could get hurt,.,'

Mrs. D., 43 years old, 3 children

'He climbs walls... it's more
dangerous, but it helps children
develop, gives their muscles
something to do... it's like
g¥M... it's dangerous,’'

Mrs., G, 31 years 0ld, 4 children

'Just look what happens when you've
got a wall,., it makes them curious,
a wall, they a2lways want to know
what's on the other side.,., they
don't need to have a wall to climb,
Just take a look at my Ffurniture.,.

at the back of us there's a low wall.

Even to wateh T,V, they sometimes
climb onto a chair to sit on the
table..s at the fun-fair they
wanted to climb the greasy pole...
I was Jjust like them at their age.,
here at home all the furmiture's
ruined,.."
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Specimen pages from the programme for spatial organisation {Report No.6}

13.

6. PRESENTATTON OF THE MOTTVATION PROGRAMME

A. The educational equipment

Here we have a minlature house from which the outside walls have beem
removed, so that the four rooms are easily accessible to the child,
The child is given some miniature furniture to play with, which will
help him to assimtlate spatial concepts through play activities.
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14,

Spatial concepts to be develeoped

The concepts considered are taken from speclalized studies as
well as from several objective tests which aim to enable the
children aged four to =ix to grasp spatial concepts.

1. T7big - small
high - low
2. up - down
3. left - right
4, in front - behind

5 far - near

between - next to

6, above - below

on - under
T in - out
8. 1inslde - outside
Y middle - side - around

10. long - short

narrow - wlde




4 Phase Three: Learning to Cooperate

The Cooperative of Bducational Activities (Reports No.? and No.8)

1, Sharing the Educational Role

The act of teaching is no longer the sole responsibility of the teacher. The
parents are, to an equal extent, active agents in the educatlomal process. They
should be enmabled to collaborate in the work of the project.

The creation of a cooperative of educational activities as we have seen glves
practical form to the notion of shared educationzl roles. Actlvitles aimed at
.specific learning were devised as much by the parents as by the professional
educators.

Fducatiomalists and research workers amalysed the activities from the viewpoint of
mastery learning, and thus associated formative evaluation with the emplrical
contribution of both parents and teachers.

Each activity or teaching unit was desecribed and set out in its five component
parts: the educatioral context, the instructions, the educatiomal aim, the
required mental activity and the criterion of success.

The activities which had been analysed in thls way were then put to. the parents'and
to the professiomal teachers who, either in groups or individually, made a critical
aralysis of them after having tested and evaluated the programme.

-2, lMaking Use of the Activities

The educational tools thus developed met the needs and motivations of the children
and the adults. The activities could be used in a variety of settings: the
classroom, at home: and by different people: professloml teachers, parents or
older children (monitorat), -

The following diagram illustrates these different aspectss

il e R 0 L A 0 SN 0 T i, T i
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by the teacher

- by primary school children
in class (monitorat)

- by the parents during
open-class sesslons

activities can

be carried out

- by the parents, by an older
‘\\\\\Ei trother or sister
at home - by a primary school child

- by any other person intevested
in the particular family.

3. The Objectives of the Cooperation

Thanks to the cooperation between school and family, the school was no longer an
isolated institution. The process of training or education was extended into
the community at large. Parents and professional teachers each played a part
as educators whatever the material resources availatle either at home or in the
school. The cooperative was run as much by parents as by teachers or other
educational specia}ists, in order to: i

- stimilate cooperative relationships between school and community;
- make adults aware of children's need to experiment and to express themselves;

- establish secure and supportive interpersonal relationships between children
and adults;

- +teach adults how to observe the activities of children and to analyse the
educational environment of the community.

To set up cooperative of educational activities 1s not in itself suffielent.
It must be supported and helped to develop by giving it specific dlrection.
This is where the role of the educational specialist proved to be important.
Every week he visited the families itaking part in the experiment:

- to find out what problems were met with in the course of the actlvities
carried out during the previous week;

- 1o suggest and explain new activities;

- by means of discussions and special technigues, to assess the educational
elimate of the family and any cbstacles to the realisation of programme
objectives.,

4, Training the Parents

The educational specialist is also responsitle for tralming the parents and for
providing them with information, This makes 1t essential for him to be fully
acquainted with the educational background of the families. Video tapes were
shot 1n the home and used to show mother and child in educationally signifiecant
situations. These video tapes were played back in a room (often a classroom)
where the local parents met together. During the discussion sessions which
followed, the group leader used a method which allowed parents to discover for
themselves the validity of the phrase 'the parents teach the parents'., They
learned by themselves to identify educational behaviours of which they had
hitherto been unconscious.




With these films as a starting point, further new activities were discuszed,

The parents described their situations and compared their ways of dealing with
them, Educational protlems cropped up and the teacher actively participated in
the discusslon. Thus he too was initiated into a new role, that of group
leader apd family counsellor in communicating his views to the parents. Frem
that time orwards, he no longer worked with the child uniquely, but also with the
rarents, thus achieving a real educational cohesiveness and coherence around the
child,
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5. Personalization of the Project

With a series of activities at his dlsposal, it was possible for a teacher to
work out an individualised programme of stimulation., TIn fact, the moment a
difficulty, confusion or weakness was noticed in a child's learning, the teacher
could make a rapid diagnosis and then propose alternative activities directly
adapted %o the particular weakness, If a child had problems mastering spatial

concepts such as 'far', 'above', the teacher could regroup the activities in this
section and present them s as to promote transfer and to consolidate the related
masteriés,

In addltlon, he .could generate a number of activities exemplifying the concept.
In other words, starting from the objective which gave the ehild difficulty, the
teather could create new exercises to learn and practise it.

6. The Aims and Validity of the Project

This is a programme concerned with innovation in compensatory strategies. Two
fundamental questions about the aims and validity of the educational action are
made clear and affirmed, In fact, we can state that an educational act is orly
valid in so far as it actually trings about the kind of change desired. It

was therefore necessary, initially, to describe the objectives to be attained
and to determine the levels of mastery. Once this i1s done, we can find out what,
as a yesult of our action, a child knows and what he can do. We shall also know
what he has not been able to assimilate. We may suppose that by such a method
parents would no longer have to wait for an end-of-term or end-of-year day of
Judgement imposed by the school system to gain a clear idea of their child's
possibilities,

The long-term aim of the educatiomal act is to provide the child with learning
methods and subject matter most 1lkely to promote inereased awareness and under—
standing of the cultural, sccial, ecconomic and politlcal envirconments, In the
shorter term, the educational aims depend for thelr realisation upon the level
of success in the basic techniques of learning.

7. The Use of 'Monltors'

In the pre-schocl classes, We suggested a monitorial system (monitorat),

Pupils attending primary school took part in the activity sessions., Each pre-
achool child thus had his own monitor who suggested things the child might like
to learn, and observed the child's behaviour,

A new type of relationship was estabtlished between younger and older children,
The communal educational climate which developed seemed to encourage them to

pay greater attention to their work, 4 more active and involved participation
on everyone's part was clearly evident. This communal work tuilds up the self-
image both of the older and of the younger child. The older children discover,
among other things, z new style of social relationships, greater self-confidence,
a preparaticn for thelr eventual role as parents, The younger children reap
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other benefitsr more individualised teaching, more direct help, a language more
akin to their own, more persomal educational help,

8. Towards More Suitable Learning Methods

The use of the series of activities had two advantages. On the one hand, the
educator, whether parent or a professional, had available a means of establishing
a learning scale and of presenting the child speedily with a range of specific
activities whenever any weakness or problem presented itself. On the other
tand, when the child had completed the series of play-activlities, the educator
could feel sure that the child’s intellectual capacities had been exercised in
different ways, the quantitative and qualitative importance of which was
determined according to the distribution of mental activities brought into play.

Fach one of the activitles in the series presented to the educator an example
whieh eould be copied or adapted according to the difficulties and the interests
of the child and the amount of time the adult had available. In such circun-
stances, the educator was able to provide the kinds of activity with which the
ehlld had experienced the greatest difficulty. In other words, effective and
efficiemt handling of the learning process erabled the educator to use his or
her competence in the areas decided in advance. Conseguently we ecan suppose
that the educator will be in a position to give help where it is most needsd.

We note that in this context the idea of egual chances to learn incorporates

the notion of equal chances to succeed, This advantage makes it possible to
recognise and offer each and every child the right to acquire fundamental skills
and knowledge, Thus, techmology aside, it is possible to initiate an educat-
ional process which diminishes the impact of social determinants on the quality
of the learning process.
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Specimen page from booklet I of the bank of activities (Report No,7)
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iz,
DMI - Visual language

Instructions

Say: "This picture is not complete.
Would you like to finish it?”

Aim: The child must be able to express himgelf visually
(in this case by completing the rough sketch)

Criterion of attainment: The completed drawing should
make sense,
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Speolmen page from boocklet 2 of the bark of activities (Report No.7)

NMS - Spoken language

Instructions
Say: "Tell the two stories shown in these plciures.”

4im; To translate into spoken language a story
expressed visually,

Criterion of attainment: The stories the child tells
Tust express the same ldeas as the pietures.

Pass




Specimen page from booklet 8 of the bank of activities (Report No.8)
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Say: "I am putting a duster, a newspaper and a bbx e

MMU - Tactile memory

Instructicns

the tatble.

When you touch them with your finger you w111

the paper and the wood., I'm going fo cover youi eyes and
change the position of the objects. Can you s&¥ which is
which now?"

eeI the gloth,

148,

Aimt 1} To be aware of the tactile sensations produced by different

materials (in this case, cloth, paper, wood)

Criterion of attainment; Recognising by touch alone the three
materials presented.




5 Conclusions and New Perspectives

The findings of the S5-year action research project in the Borimage fall into
three distinct categoxrles concerning:

a) the school as an institution
) +the family
¢) the local community

1, The School as an Institution: the Pre-school

1,1 The existing system: some observations

(1) Because of its hierarchical and vertical struciure, the pre-school maintalins
or even createss

~ an educational environment which ié closed to most innovation

- relationships of dependence and subordination between the teachers and
the educational authorities

- +teaching metheds which take scarcely any account of the social and
cultural differences hetween families,

(2) The static character of the pre-school today dulls the children's learning
ability and frequently depresses the motivation of socially disfavoured
children,

(3) &t entry to pre-school, the intellectual capacities of children are already
differentiated by the social enviromments from which they come,

(4) The quality of school performance shown by deprived children is linked fo
the ability and commitment of the teacher.

(5) The teaching methods currently to be seen in pre-school classes do not
enatle socially deprived children to realise thelr potential compstence.

1.2 The action research: its results and limitations

(1) An examination of the children's average level of school performance and an
analysis of the index of social disadvantage shown by their families have
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established that there are great variations from school to school. It is
thus possible to determine urgent priority areas.

Qur final results indicate that it is possible, so far as school performance
is concerned, to reduce individual differences by modifying the learning
situations both at school and within the families themselves.

School results are more positive when intervention is extended to the home
and when parents cooperate actively in the prejeet.

The application on a class-teaching basis of compensatory programmes, whether
aimed at specific skills or general enrichment, increases the differences in
performance between soclal groups.

Apart from the direct results of specific or general compensatory programmes,
most of the gains made by the children are attributable to the 'Hawthorn
effect’.

For children with relatively serious difficulties, a visiting (remedial)
teacher can, in B5 per cent of the cases, provide effective assistance within
the framework of the ordinary school.

Generally speaking, there are no specific mental deficits characterising

deprived children. As a group their intellectual ability is lower than

the average, and this is directly attributa@le to the cultural poverty of
their environment.

The learning units whieh we have developed make up the 'Cooperative of
Activities':
a}) This makes it possible for professional educators to know:
~ the child's level of mastery in relation to given objectives;
- the objectives not yet attained;
- ‘the learning processes to be most encouraged;
- the variety of mental processes involved in the different learming
programmes,
b) It offers each child:

-~ activities likely to favour the mastery of objectives not yet
attained;

- parallel activities related to the same objective but which take into
account personal interests;

- activities which provide practice of any mental process considered to
be deficient,

The act of teaching children is no longer the concern uniquely of the
professional educator.

At school, the task of teaching no longer devolves upon the adult alone; a
c¢hild can learn with the help of ancther child, Just as he can learn by the
teaching he undertakes as a meonitor.

The use of a monitorial system frees the teacher from class teaching, puts a
value on all members of the community, promotes relations between children
and brings about a real sharing of the educational role.
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{12) As a consegquence, each pre-school child has at his disposal a monitor older
than himself who suggests activities, keeps an eye on his learning, takes
! part in his development. This learning team is based freely on a simple
| mutual 1liking,

(13) Effective educatioral cooperation is gquickly estabtlished among most pupils.

1

(14) It is casler for a child to model himself on other children than on a teacher
who is older and more distant.

‘ (15} By giving pupils responsibility for one another, an active group response

| develops in the school, and this extends into the neighbourhocod and may

i reach the whole community. '

(16) The monitor has to find ways to make learning essier for his team mate.
When in his turn he is a pupil, he will find it easier to find a way of
learning for himself.

(17) Thus a monltorial system helps the child to learn by initiating him into the
role of a teacher,

(18) The cooperation thus brought about counteracts the rigid and hierarchical

structure of the school. -I% develops a sense of active mutual support
inside the school community.

1.3 TFuture prospects

(1) The commnity school must replace any school which serves the needs of a
dominant minority.

(2) The system of values of the school should reduce selection and élitism,

{3) It is urgent to provide for and organise the in-service training of-pre-school
teachers.,

(4) Fundamental learning problems must be discovered very early, and certainly at
the time of entry to the pre-school.

2, The Home Environment

2.1 The present situatiom: findinzs

! (1) Parents are novhere taught to be parents.

(2) In the long term the social and economic environment of children accouni more
) for the differences in their success at school than do the resources or any
action undertaken by the scheol.

(3) 1In the case of immigrant workers, seven out of every ten families are
soclally deprived.

(4) Righty per cent of the parents are aware of the importance of the educational
role they are called on to play.
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2.2 The action research: 1its results and limitations

(1) If a compensatory education programme is to have long term effect, it must
include +the participation of the community.

(2) Eighty per cent of those parents who are aware of the importance of the
educational role they have to play, wish to participate in the educational
project at hone,

(3) On the basis of social background, the families taking part in the experiment
are distributed as followss

- well-to-do t 9 out of 10 families
- moderately well off : 8 out of 10 families
- POOT OTr VEery poor : 7 out of 10 families

(4) Children of foreign origin whose grandparents immigrated immediately after
the 1940-45 war, achieve levels similar to those of Belgian children,

(5) Foreign children whose parents immigrated to our country in recent years
experience difficulty in integrating into the school; this i1s more marked in
the case of children whose fathers are unskilled manual workers.

{6) The degree of involvement of paremts who agree to take part in the experiment
is independent of thelr soclo-~economic level.

(7} vVacation periods must be used profitatly. Some children between the ages of
3 and €& years develop more when they are at home than during the time spent
at school,

{8) The educational means created by the project contribute effectively to
increasing equal chances in education,

2.3 Future prospects

(1) Any prospect of educational change depends on the parents' awarcness of the
need for it and on their cooperation,

{(2) The time when parental education meant 'why should we do anything?' is over;
it must give way to Thow can we help?'

(3) Introductory discussion sessions related to the education of young children
must be organised to make it possible for adolescents and adults alike to
participate substantially in ensuring the success of an educatiomal project.

{4} 1In soclally deprived emviromments, information for parents about the educa-
tion of their children must be practical, and mst be expressed in simple,

explicit language.

{5) The methodological basis of adult education must concentrate on particlpation
and ccoperation,

3+ The Commurd ty

3.1 The present situation: Ffindings

(1) The school on its own cannot hope to overcome the effects of ecconcmic and
political problems.




(2)

(3)

C))

3.2
(1)

- {2)

(3)

(%)

(5)

3.3
(1)

(2

(3)

(%)

(5)

Mons, Conclusions 181

Those politically responsiBle for the development and the execution of
compensatory programmes in soclally deprived communities show 1little more
than a merely passive agreement that they should be carried out in homes and
schools,

Gooperation between organisations concerned with counteracting the effects of
social deprivation (Child Guidance Clinles, Committees for the protection of
the Youth, Committees for public assistance, ete,) is at present practically
nor—existent.

The inadeguacy of traditional teaching methods, with regard to family-school
relations, is patently obvlous.

The action research: its results and limltations

Cooperation in school activities demonstrates that when parents and teachers
share the educational role, this contributes to breaking down the formal
structure of the school and to improving the educational influence of the
parents., -

Because of the activities 'bank', children, parents, teachers and researchers
collaborate and cooperate 1n the same educational enterprise,

The quality of the parent-teacher relationship is lirked to the degree of
involvement and professional satisfaction shown and experlenced by the teacher.

The cooperative work which came about in the course of the development of
teaching aids such as pamphlets centalning activities, creates a bond of trust
and faeilitates exchanges between the parents, the teachers and the research
project team,

The teaching aids used during the meetings enable the parents to commnicate

to us their worries related to educational matters, thus providing the pre-
school teachers with interesting information about the children.

Future prospects

Educational responsibility for the child at all stages in his development is
the concern of everyone.

In thelr capacity as active agents in the educational process, parents and
teachers must be put in a position to undertake an educatiomal project and
make it succeed.

It is possible for the kindergarten to bLecome an educatlonal centre where
parents and young people can have recent developments in education explailned
to them, and where they can he introduced to the use of educational techniques.

The monitorial system, to have optimal effeciiveness, must extend to the
whole community, in whieh each indivldual would be both learner and teacher.

Parents of foreign mationality who are not too familiar with the French
language must be given particular attentlon; the technique of the monitorial
system used in the home promotes both the integration of the children into
the schoel environment and that of the parents into the community.
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{6) Educational reform cannct replace social reform. But does the 'action
research project' we have described not pave the way for both?




Recent Innovations and
Developments

Since drafting our final report in 1976, a mumber of projects with objectives
similar to those of our action research have been started in this region, and many
emphasize the need for more effective measures to be taken in deprived socio-
cultural environments.,

The fields of operation correspond to those of our previous research, namely:

- the school
- the famlly
= the local community

1. Innovations involving the School

1.1 Ina campaign lasting three years the Belgian Ministry of Education compiled
and distributed an important serles of guldes dealing with pre-school education,
The titles of these reflect a growing interest in the inter-university ressarch
carried out by the four Belgian research teams. The titles are:

- FEarly Childhood Care and Education of Children aged 18 months to 7 years
- Language

~ Rhythmlcal and musical education

- Mathematical exercises

- Physical education

A trief analysis of these guides can be found in an article published in 1977 in
the'Revue intermatiorale des sciences de 1'éducation'(1).

1.2 The development of the remedial class system over the past 5 years makes it
possible for underprivileged chlldren attending primary school to overcome the
most serious deficiencies whieh check or impede their school adjustment, Most
remedial class teachers pay particular attention to beginners whose basic skills
are inadequately developed for the first stages of primary school. 4 large
tumber of the children who attend these classes comes from a deprived social
environment (2). '

1.3 More recently, an attempt has been made to improve the transition from pre-
school to primary school in several schools from each of the three educational
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systems in Belglum (state schools, direct grant schools and denominational
schools). The purpose of this project is to encourags each child to become
aware of his own potential, and to ensure that he is able to work successfully.
The experiment involves children between the ages of 5 and 8 in the fiml year
of pre-school and in the first two years of primary school, In theory, this
experiment should make it possible for each child to make an uninterrupted.
transitlon from one stage of development to another, and +o consolidate the basic
learning processes echaracteristic of the first two years of primary school,

Details of the Belgian attempt to introduce innovations into the school curricula
for 5 to B year old children were presented at the 5th Congress of the ATPELF (3)
in Geneva, in 1977; more speclfic information can be found in the Nov.-Dec,1977
issue of the magazine 'L'école Belge' (4).

1.4 TIn 1976 a teachers' training syllabus for both pre—schooi and primary school
levels was developed.

Under the heading 'Sociology of Education' several objectives deal with the
interpersonal aspect of the educational process, the need for educational and i
soclal awareness and the analysis of educational problems. This document is |
written to emble future teachers to become More aware of the problems of |
children from deprived environments. i

1,5 The 'Civics' (or "Ethics!') syllabus in the State secondary educational ‘
system (document 315/91-1976) introduces an approach to the adolescent's social |
commitment to group activities. Tt advocates that they shoulé be motivated by
confronting real protlems of ethics 'in action'. It favours active social
participation in a cooperative and supportive atmosphere.

1,6 A recent innovative secondary school syllabus (document 31 5/57-1976)
includes a sectlon on family education. Tts principal objectlve is to '"make
pupils aware of thelr responsibility as future parents and of the vital role
played in the family by both father and mother in a child's physical, social,
intellectual and emotionzl development'. The teaching guide states that

*these concepts should be put forward to prepare future parents to deal with the
practical problems of child health and education., Active methods and group
activities should be incorporated as often.as possible in the teaching process
to make the lessons more effective and realistic.'

The monitorial system developed in Mons by the Bermard van Leer Foundation
research tean closely resembles this approach to secondary education.

1,7 Further examples of gimilar projects developed onh other educational levels,
or wlthin other Belgian educatiomal systems, are 2til1l in progress. Without
making an exhaustive list, it can be said that the puklications, cireulars and
programmes published by different academic organisations in Belgium between 1975
and 1978 point to a vast educatlonal movement to improve the social and educat-
iopal opportunities of deprived children, as well as education within the family
generally. |

5, Innovations involving the Family

2.1 The relevance of the objectlves put forward by +he HMons team, namely
promotion of family awareness and participation, was confirmed in October 1977
by experts at a conference organised by the Couneil of Zurcpe (5). - They opted
for a general statement on pre-school education, in which the importance of the
educational role of the family is elearly expressed: 'All situations, whether
these be at home, at scheol, or elsewhere in the commurity, offer the pre-school
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child many opportunities for learning, and all adults involved with children,
but more especially parents, play & declsive role in the child's development.'
In the course of teacher training, the importance of the role of the family, the
community and the school on the child's development showld be impressed upon
students; they should be encouraged to regard thelr contact with parents as one
of cooperation, Throughout the duration of pre- and primary school education,
it is important that practical measures be taken to promote the interest and
participation of paremts in school activities, and teachers should be encouraged
to teke a more actlve part in the 1ife of the community. In order to reduce the
differences between children, special atiention should be given to those who are
educationally underprivileged, Research can play an important part in stimul-
ating the development of pre- and primary school education.

2.2 Eminent Jocal educational psycholegists, such as F. Hotyat, have often
pointed out the advantages o be gained from a more effective collaboration
between the school and the family (6).

2,3 J,P, Pourtois, in his Doctoral thesis (7) entitled 'How Mothers Teach
Thelr 5 and 6 year Olds' (October 1978) amlyses different factors which
influence the child's develophent and its adjustment to school. Four of his
important findings show that:

(1) The quality of a child's development accounts for 74.47 per cent of the
variation observed in academic achievement,

(i1) The family accounts for 70.63 per cent of the quality of the child’s
development, through his behavioural patterns, his attitudes, his
persomality traits and intelligence and the socio-ecomomic group from
which he comes,

(iii) Furthermore, the family alone accounts for 13.63 per cent of the
variation observed in academlc achievement.

{iv) ' Consequently, it is possible to predict up to 88 per cent of the variation
in academic achievement, with the help of prior knowledge of the quality
of the child's development, and the characteristics of the family.

2.4+ The Department of Educatiomal Research contirnues to receive requests for
intervention and orders for pamphlets relating to family education,

3, Inmovations imvolving Local and Regional Organisations

3,1 The guldes, which include more than 350 educational activities, are
particularly valuatle for governing bodies and teaching staff in special schools,
who have fregquently to take individualised learning tasks into consideration.,
Our techmiques are widely used in seven of the elght iypes of special education
defined by Belgian law. (The exception belng severe mental retardation - type 2).

3,2 Child Guidance Centres, which support the educatiomal projects carried out
in remedial classes and imnovation experiments for the 5-8 year olds, have
recommended our guides to teachers imvolved in these new projects.

3.3 Experiments using the 'monitorial system®, which involves the actlve
participation of vocatiomal iraining school pupils of 14 to 16 years of age in
the education of 5-7 year cld children, were carried out successfully during the
year 1976-1977,

3.4 The members of the DPSR have on many occasions set out the objectives and
methods of their action research at meetings organised by the Parent Teacher
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Association (PTA).

3.5 In 1976 and 1977, various PTA's helped us to bring our work to the
attertion of a wider public by printing articles in their tulletins and period-
icals.

3,6 Irnformation concerned with the aims of family education and the amalysis
of techniques likely to improve it, forms an integral part of the educatlon of
students Teading for a degree in Educatiomal Psychology at the University of
Mons.
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Appendix

List of the Analytical Reports Relating to the
Different Stages in the Action Research
Project

Phase Qne: Arousing Awareness

1,

2!

30

Education préscolaire d'enfants socialement desavantages (203 p.)

Essal d'alde psycho-pédagogique aux families soclalement défavorisées (80 p.)

Tes droits de l'enfant a 1'éducation (121 p.)

Phase Twos Learning tc Participate

b,

5
6.

Pratiques &ducatives, relation d'ailde psycho-pédagogique et personnalité
. des parents (71 p.)

Interactions verhales parents-enfants (142 p.)

Organisation spatiale & 1'€cole maternelle (70 p.)

Phase Threes Learning to Cooperate

T

Coopérative d'activités éducatives, vol.l (165 p.)
Langage graphique - langage oral - langage gestuel -
déchiffrement de symboles - activités logico-mathématiques

Coopérative d'activitds dducatives, vol.2 (215 p. )

Mémoire visuelle - mémoire audltlve -~ mémoire tactlle -
organlsatlon spatiale - organisation temporelle - activitds de
motricité géndrale - activités de motricité fine - activités
vigsuelles — activitds auditives - activitds tactiles -
troubles d'articulation - troubles du langage - troubles de la
fonetion symbolique,
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General Conclusions.

In the nmature-nurture controversy there is no current consensus, Nevertheless,
it 1s probable that innate endowment sets limits to the power of educationy and
1%t is quite certaln that differences of all kinds abound. In the present group
of studies they appeared in 1ndividual development, in the attitudes and 1n the
practice of parents and teachers, and in the ways in which institutlons were used
by their clients, Hence we have to take account of the varlabilities of behaviour
in their relation to the 2tructures and rhythms of development, to how these are
used and expressed on the one hand and, on the other, of the psycho-social and
institutional contexts ifi whileh they evolve, Within this total field of forces,
as 1t were, the stifulatiof prévided by the environment is the one possible point
of entry as a lever f6r change. The power of the enviromment to produce diff-
erences is real., Afid this fact underscores the urgency of further research and
of the appropriate ecohomid; psycho-soclal, political and educatlonal measures,

In their work, the four universlty research teams tried to hreak away from
earller conceptual and methodological nalveties by i
~ clarifying the lndependent soclo-ecomomic and cultural variables;

- identifying the intervening variables (educational attitudes, personality
characteristlcs and so on)} ’

- demonstrating that these intervening varlables differ in their effects accord-
ing to developmental levels or stages of the pre~school or primary school
career;

- establishing the functlional interdependence betweem behaviour and the preclse
school context, between learning styles and styles of teaching.

A1l the teams emphasised that change presupposes that teachers, parents and admin-
istrators must become fully aware of the problem and cooperate in lts solution.

1, BResults
The work done showsa

1.1 Paychological development

Between the tenth and twenty-first month of.life the development of children 1s
not directly related to the socioc-economic and cultural level of the parents.
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None of the indices used indicates marked differences between children from
favoured or unfavoured environments. On the other hand, maternal styles are
related to socio-economic and cultural factors and configurations of maternal
attitudes can be distlngulshed which are strongly linked to levels of development
above or below average, harmonicus or inharmonious,

The longitudinal study shows that from two or three years of age, a gap opens
which 1s related to soclo-economle and socio-cultural factors. The difference
does not seem, to any significant degree, to be an artefact of the tests used.

At this age, the child's development seems to reflect famlly attltudes which had
been diagnosed early on, Attitudes which imply respect for the child, acceptance
of and empathy for him, are more favourable to growth in the medium term than are
those which could be called exigent and stress training for specific performance,
attitudes which, in younger children, do produce a transitory acceleration,

In a general sense, among socially deprived chlldren at five years, there are mo
specific deficits in cognitive structures, Nevertheless their generally lower
level of cognitive functioning does seem to be associated with the cultural
characteristics of their school and home emvironments,

1.2 Institutions and individuals

Authoritarian, hierarchical and bureaucratic structures impede psychological
involvement and the acceptance of personal responsibility for the Jjob. The
quality of relationships among parents, teachers and children tends to reflect the
degree of the teachers' professional satisfaction, Gemiine discussion and free
exchange of experience is the basis of real participation, acceptance of respon-
sibility and true insight into problems and possible solutions, With this in
mind, the research workers sought cooperatlon with teachers, a sharing of their
knowledge, and tried to evoke an awareness of the aims and possibilities of
interaction,

1.3 The measures tazken

What takes place within the famlly before the child goes to school seems critical
to 1ts subsequent general development and to educational progress, It is at this
age that the child builds up its self image, a crucial stage determining his
psychological and psycho-social levels as well as his fundamental security.

Parents are actlve agents of education. The 'profession' of parenthood is not
learned anywhere, yet parenting is one of the most important tasks facing society
tod.ay-

Short-term general or specific stimulation programmes have only short-term results.
They do not prevent social disadvantage interfering with school learning,

Frontal type programmes, whether they attempt general emrichment or specific
compensatory teaching, are more likely to increase dlfferences in the achievement
of children from different soclal groups. Nevertheless, many children at risk at
the very beginning of school can be greatly helped by a programme of general :
stimdation, coupled with specific compensatory activities and group work. Such
programmes Jose much of their effect if they are not contimued in the primary
school, '

Each team found some idiosyncracies in the patterns of varlation observed, and
sometimes a clear reduction in differences, both of development and of specific
learned skills. This brings up the problem of the objectives and norms on which
evaluation is based,
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On one hand, the maximum number of children should be helped to achieve the |
greatest number of those objectives considered essential, that is one aims to 1
hompgenise results with reference to basic criteria, On the other hand, sach
child must be given the chance to develop fully, through a greater differentiation
of educational practices.

2. DPolley Suggestions

The results achieved hitherto suggest the following recommendations for educational
policy.

2.1 Stimdation strategzles

The family, criche, the nursery and primary school are the best and most obvious
Places for general educatlonal action to stimulate children's creativity and
spontaneity, Structured strategles and specific exercises should always be
subordinated to a general strategy which neglects neither personality development,
the role of the self-image nor the impact of social relationships, The interplay
of the factors involved (persons, strategies, institutions, ete.) will provide the
contex! determining any educational intervention., Each team, in its own way,
stressed the importance of relationships in education which deeply affect how and
if a child aequires knowledge and skill, A positive learning enviromment is
marked by attitudes of acceptance, by the way it takes into account and conceb-
trates on the child's own experiences and culture, and by the positive expectations
held about his capacities.

2,2 Teacher training

Comminication between all parties involved in the educational process should be
promoted and at all levels., One of the most essential elements in teacher
training is the emphasis on the social and personal dimensions of educational
relationships, Concentration on content, on instruetional techniques, frequently
o blinds teachers to the child itself, Teacher training should te thought out

: afresh, New teaching methods should take into account recent work in the selences
of education, in formulating objectives and in determining and evaluating methods.

2.3 Further research

Current developmental and learming theory cannot by itself prescribe the object-
ives and technigues of differentiated teaching, It is mnot the place of the
research worker or the politician to preseribe any particular model for inter-
ventlon, Any such model should arise from practical cooperation om the job
between those most nearly involved: perents, teachers, research workers and
administrators., The research focuses action and action validates research;
and strategle decisions should be based on this interaction.

Action research should also be integrated with fundamental research, Thus, for
example, we come to see the importance of longitudinal studies of the same
children from different social backgrounds, and which followed them through the
first years of 1life into their nursery and primary schools, Nor should we neglect,
in any global scheme, the importance of adolesaence,

The crltical phaszes of the aétion research cannot be hurried if we are to galn
conclusions which can be safely generalised. Here we are thinking notably of
the setting up of adeguately representative samples, contlmous reconceptualisation
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of objectives and thelr practical embodiment, the processes of perfecting strat-
egies, and methods of education and the evaluation of results,

Continuous involvement of teachers in research willl make them more aware and more
able themselves to choose objectives and strategies which take into acecount the
possibilities of intervention, plans of action and evaluation.

4ction research in the field of parent education would help train and prepare
parents and parents-to-be for thelr role as educators.

2.4 BStrategies for change

Strategles for change grew within each project from contacts with people who are
frequently isclated in the current system, They came together to discuss and
work together, They not only developed programmes but also examined their own
positions and asked questions about their own institutions. Such a situatlon
fostered real innovatlon directed at reducing inequality in education, It began
to bring about a real continulty betweeni

~ groups of children of different ages:

- the family, school and local community through greater knowledge of the soclal
reality experienced by children and adults;

- the various poilnts of intervention from earliest childhood up to the beginning
of compulsory schooling,

The importance of early intervention, and its essential unity and contimudty
through time necessitates a treaking of the present separation of educatiomal,
health and cultural policies,

The education of adults concerned is an interesting aspect and one of the ways
for contlnuing education,

Most of +these recommendations have not gone beyond the stage of good intentions,
Nonetheless, it should be noted that our work has already put into practice some
of the proposals for educational policy and effective imnovation put forward by
international organisations (1). Ours.is part of a contemporary movement in
research which sprang from the failure of vast, centralised programmes and from
the need for effective participatlon on the part of all parties involved in a
reform

~ Decentralised programme develepment by means of action research.
- Constant feedback and revision,

- Consultation between those administratively and politically responsiltle and
thelr partners in practical educational enterprise.

~ Dissemination of results, not by administrative fiat in readymade packets, but
by making them avallable for adaptation or even re-creation at the local level,

- 4 system of evaluatlon which recognises the legitimate rlght of all those
- concerned to take part in it.

The goal of these suggestions is to glve everyone, in practice and not only in
theory, whether an individual or a member of a social group, the right and the
means to develop and to participate in changing the school and society itself,
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Improving Education

for
Disadvantaged Children

Some Belgian studies
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This book presents the syntheses of four interrelated Belgian
projects concerned with the education of young children with socio-
cultural handicaps. The focus was on action-ariented research, and the
book describes how a typical research approach evolved into several
forms of educational action at school, in the family and in the
community. The conclusions of this project were accepted by the
Belgian Ministries of Education.




