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ABSTRACT

The present study compared deployment of working-class mothers,
tgachers and nursery nurses in day-to-day activitiss in pre-school set-
tings. Naturalistic observation was used in two pre-schools run on
free—-play lines located in socially deprived arsas. Mothers wers
observed in the roaom their "Ouwn" children attended. Teachers and mothers
were studied alone and with the other present in order to discover the
extent to which the presence of one affects the behaviour of ths other.
Time spent by mothers in direct contact; indirect contact, dealing with
equipment, interaction with adults and not involved was compared with
that spent by the other two groups. DOirect and indirect contact were
analysed at two different levels: (a) all time mothers spent with chil-
dren was considered, {b) time spent with "Quwn" children was disregarded.
Significantly larger within group differences were observed for mothers
when compared with teachers and nursery nurses in direct contact and no
activity. Significant differences in direct contact were observed for
mothers compared with the other two groups. Significant differences in
direct contact were due to: (a) wider within group differences for the
group of mathers than nursery nurses; (b) more time spesnt by tesachers
than mothers. Time spent involved in no activity showed: (a) signifi-
cantly more varied behaviour than teachers, (b) significantly more time
than nursery nurses. Bsehaviours observed for mothers appeared to be
influenced by how they became involved; those invited by teachers show-
ing more time with the children and lsss not involved. It was also
found that teachers spent little time with "Own" children (large within
group differences were found). However, teacher-"Own" child interaction
was found to be somewhat lessened for some children dues to the presence
of the mothers. Mothers in both conditions spent significantly more time

with their "Own”" children than teachers and nursery nurses.
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PREFACE

The idea which gavs rise to the pressnt study smesrged from my
expsrisncse in a pre-school centrs cresatsd spscially to give attention
to socially and economically disadvantaged childrsn. This was a project
which took place in Chile some ysars ago. I was involved in it togethsr
with a group of mothers and adolescent girls from the local community in
which it took placs. A group of collsaguss and students wers also
involved.

The pre=-school centrss wers located in socially deprived arsas and
the activities were hsld in old sheds which had besn adaptsd by membsrs
of the community specially for this purpose. They wers situated locally
and thers wsere places for all thosse thres to five year olds whoss
mothesrs wished them to attend. The provision was free of chargs and
children could attend for sithsr half or full days.

Training sessions wers hsld during the first stags of the project
prior to the commancement of the actual children's programme. After this
period, mothers, adolescents and studsents wsre dirsctly involved working
with the children undsr the supsrvision of professional staff.

These pre-school centres smerged as an alternative to ths mors
traditional onas. Implemsnting this sort of provision was thought of as
a more realistic approach for offering attention to a larger number of
children.

As was the cass in the United Kingdom, seeking new alternatives is
a necessary step towards a possible expansion of the scarcs provision
currently available in Latin America. Also, it creates a model which is

mors in accordancs with the rsal needs of the children.
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As happens with most Latin American pre-school programmss (Van
Lesr Seminar, 1979) this was essentially devised as an action project.
Due to financial and practical reasons, no evaluation was undertaken.

The present study, although carried out in a different cultural
and social context, was devised as a possible means through which more
information could be obtained about such alternatives (i.e. including
mothers as para-professionals in the pre-school setting).

As such, ths goal of this study is essentially a social ons.

The possible implications of the present study for the futurs
development of Latin American pre-school programmes are discussed in

Chapter 7.
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INTRODUCTION

Long before the equal rights movement took place in the U.S.A.
during the 1860s, it had been recognised that there is a group of chil-
dren who are living under conditions marked by social and sconomic
disadvantage (Denison, 1978; Evans, 1975). Institutions had already
been organised in order to protect and give seome sert of care and
education to working class children (Biber, 1977). The predominant
ideology which impregnated this work can be characterised as being
orientated towards giving children some form of charity (Nedler &
McAfee, 1979). Since the 1960s, there have been long and sometimes
inconclusive arguments as to what the main characteristics and causes
of disadvantage are. Even more recent literature (Rutter & Madge, 1976)
points gut that there is still some disagreement regarding which vari-
ables can be considered as most conducive towards disadvantags,
although there is a large concensus of opinion about its existencs.

J. Tizard (1972) has argued that despite disadvantage being able to
take on more specific forms in different countries, "in most sociseties
there are various groups whose pattern of upbringing and social behay-
igur may be strongly at variance with those of thg wider socisety, so
that adaptation to the wider society is impeded". It was as an ansuwer
to the problem of these groups that the War on Pdverty was declared in
the U.S5.A. (Rapoport et al., 1977; Denison, 1978). The solution which
was thought of in the 1960s, i.e. sending the children to pre-school
establishments, had alsc been initiated a long time previously. However,
the way in which the problem of poverty was faced as well as the kinds
of programmes which were then thought of, were radically different from
all the preceding ones.

The emergence of the pre-school was embedded in all the other

social and political events occurring simultaneously and the idsea of
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conpensatory education via the pre-school, was only one of the
measures which was taken then in order to improve the condition of
working class familiss. The emsrgence of compensatory pre-school
programmes was based on recent publications stressing the importance
of the development of the child during the early years of life

(Yarrow et al., 1971). At the same time, researchers were nouw placing
greater emphasis on the effect of the esnviromment on the devslopment of
the child (Hunt, 1961; White, 1959; Bloom, 1964). Several different
programmes emsrged, all varying considerably in design, but all sseeking
solutions” through which children who were living in conditions of
poverty could be given bsetter chances in their development. Thess
programmes were centred not only on the social and esmotional devselop-
ment but also on the cognitive development of the child.

There was a strong belisef in the importance of early sxperience
which was the major contributory factor in the decision to expand
nursery education. This movement could be obssrved throughout the
developed world (Woodhead, 1979) but was given particular importance
in the U.S.A. and Britain (Tizard et al., 1976a). It was thought that
the expansion of pre-school services would offer children a better and
richer experience than they received at home. As a result of this, it
was hoped that the lowsr academic achisvements observed at later stages

could be improved (Halsey, 1972). Apart from asserting that this would

¥

-

be an important experience, investigators were unable to be more precise
about how such provision would help the child develop in a different way
(Yarrow et al., 1971). UWhen these programmes had been operating for a
short while, American researchers showed that the cognitive gains of
these children werse not as had besn expected. Primary school teachers
did not evaluate thse social and emotional dsvelopment of those children

who had been through the programmes as any better than those who had
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not (Thomas, 1973). The evaluations carried out were numerous
(Cicirelli & Granger, 1969) and most of these cent red on studying the
possible cognitive gains made by the children attending the programmes.
On the whole, such evaluations were pessimistic and several explanations
were looked for (Halsey, 19723 Bronfenbrenner, 1974 ).

The svaluation of this experience was made from different perspec-
tives which did not place the same emphasis on the children's gains
(Tough, 1873% Smilansky, 1368 ). The approach which is con-
sidered to be one which brought a further understanding of the pre-
school influence was that used by Tizard et al. (1976a). Their attention
was focused on the processes taking place within the pre-schocl setting.
When evaluations went beyond the consideration of bognitive gains which
working class children had made, several interesting observations uwere
made (Bronfenbrenner, 1374 ; Woodhead, 197 6b,1979; Nedler & McAfee, 1379;
Tizard, J., 1972; Tizard et al., 1976 a). Amongst other observations,
researchers hgld that the pre-school settings were alien to the exper-
ience of working class children (Midwinter, 1975) and also that the
amgunt of individual attention which these children received was much
less than the level which was thought to be necessary (Tizard st al.,
1976b; Cazden, 1966). Others (Midwinter, 1975; Woodhead, 1973) have
argued that the way in which the programmes were set up was not condu-
cive to learning for the children in most need and in fact that the
reverse was true. As a result social class differences would be
increased.

These observations have led to several discussions on the possibi-
lity of seeking new alternatives which should be tried out in an attempt
to overcome at least some of the more symptomatic problems which have
been described. Suggestions such as bringing into the pre-~school some

elements of the working class families and trying to sesk links between
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home, school and the community as a whole, have been mads. One solution
offered in the literature (Tizard, J., 1972, 1978; Woodhead, 1976t,1979)
is that of bringing working class mothers into the pre-schoecl settings.

The present research attempts to answer some of the questions
which arise once mothers become involved. It considers two basic ques-
tiens. The first deals with the nature and extent to which mothers,
when inveolved in the classrocom, differ from nursery nurses and teachers.
The second is the extent to which children whose mothers were involved
as helpers were affected by the mothers! presencs.

In the chapters which fellow an attempt is made to examine many of
the important background issues which gave rise to the present study.
The early chapters deal with the psychelcgical, educational and sccial
context for the study. Subsequent chapters deal with methodolegical
and technical considerations and these are followed by the study itself,

its results and conclusions.
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PART 1: THE PROBLEM
CHAPTER 1: BACKGROUND LITERATURE

1. Pre-School Education as a Res onss to Social and Economic

Disadvanta

l.1. Pre-School Education: An 0ld Rss onss to ths Social Conditions
of Workin Class Childrsen

The fact that thers is a group of children who are living under
socially and sconomically disadvantagsous conditions has besn sxtensivsly
recognised. The litsraturse, however, is not sufficisntly clsar as tao
what disadvantags msans and authors ssem to differ in terms of what the
characteristics are,attributed to thess children and their families
Tizard et al., 1980; Ruttsr & Madge, 19763 Woodhsad, 1979). Neverthelsss,
concarn about social disadvantags and its sffaects on educational attain-
ment could be obssrved in many Westsrn industrialised nations sspscially
during ths 1960s as well as in the U.S.A. and it lsd toc the formulatian
of sducational policies dssigned to improve thess children's life chancss
(Woodhead, 1979).

In ths U.S.A., the Civil Rights Movsment, a movement towards the
implementation of ssveral means by which to help diminish the effects of
the large problems currently affecting the poorest arsas, smsrgsd in ths
1960s. It brought into focus a U.S.A. which was impregnated by soccioc-
political and economic problems giving rise to movements of protest
which, although coming from differsnt areas and sectors, co-occurred
Ths then presidsnt of the U.S.A. designed a political platform which was
to be called "War on Poverty" (Nedler & McAfss, 1979; Rapoport gt al., 1977;

Denison, 1978). Several programmes smerged as a result
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of this movement. It is thes concern of this section to analyse thoss
projects in which young children were involved.

There is an abundance of refsrences to these programmses and thsir
results (s.g. Evans, 1975; Bronfenbrenner, 1976; Nedler & McAfee, 19793
Denison, 1978; Pratt & Travers, 1979). On the whole, they are des—
cribed as programmes which were very much geared towards the idsa of
tackling some of the problems of health, nutrition and education. Sew
eral measures wers taken in them towards the amelioration of the health
and nutritional condition of many of the children who came from the
areas in which poverty was most clearly shown (Grotberg, 1971). In the
educational field several programmes were implemented and they wers
callsd the compensatory programmes. According to Halssy (1972) and
Bernstein & Davies (1972) these American programmas influenced the
educational measures which were then taken in the United Kingdom.

Pre-school education has always been orientated towards poor
children, but was initially concerned with the improvement of the con-
ditions to which children of disadvantagsed families were subjscted
(Woodhead, 1979; Nedler & McAfse, 1979; Denison, 1978; Evans, 1975).
Recent analyses show that now the impetus comes from a much broader
social and political, as well as an educational base. It is, to a
large sxtent, centred on how to achieve squality bstwesn children coming
from different social class backgrounds and‘achieve equality within the
society as a whole. Before entering fully ;nto the type of programmes
which were implemented and their pros and cons, some important aspscts
need to bs considersd.

As Woodhead (1979) indicates the objective of giving each child an
squal chance in life seemed frustrated by the evidence that many chil-
dren were at a disadvantage even before commencing school. Such chil-

dren already showed poorer performance from a very early age onwards in
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measures of cognitive development compared with their middle class
peers.

Although opinions vary considerably as to what the results of the
compensatory programmes are, according to Bronfenbrenner (1974),

Gray & Klaus, 1969 , Karnes (1969) and Lally et al. (1973) one of the
clearsst findings resulting from the evaluation of the Head Start and
other programmes in the United States was that only in programmes in
which parents were involved in close partnership with schools do child-
ren achieve gains which do not simply "wash out" once the child leaves
the pre-school.

Evans (1975) points out "parental involvement is one factor that
early distinguished more from less potent compensatory education
programs" (page 340). Even though research work has reinforced the
development of parental involvement recently, rather little is said of
it in the nursery school liferature (NUT report). Midwinter (1975)
argues that although this aspect has been considered it does not receive

the same attention as other factors.

1.2. Parental Involvement: A New Alternative to an 0ld Problem
Within the field of pre-school education parental involvement has
taken different forms:
(a) home-based projects in which home visitors make
frequent, regular visits to homes,
(b) school- or centre—-based projects, encouraging
mothers to act as helpsrs in the normal schcol
programmes, which has them involved at different
levels,

(c) combination of the tuwo,
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(d) other forms, such as giving practical knowledge
of child development to older pupils in secan-

dary schools.

Only home-based and school~ or centre-based programmes will be reviewed

here as these are the two most relatad to the present study.

(a) Home-based Pro ects or Pro ects with Children under Three
Thess have been tackled in different ways. For Nedler &

McAfee (1979) the Home-Start, an alternative for the younger children
of Head Start (Gorden, 1969), was the first large-scale effort to
demonstrate the pstential of working with parents to enhance their
children's learning and development . What is of interest to
the present study is that those projects which did not incorporate ths
mother showed a regression of scores several years after the experisnce
(Schavfer, 1969). These programmes may include working with profes-
sional workers (e.g. Lally's 1971 programme) or working with home-
visitors who ares themselves women from that same community (Levenstein,
1971; Midwinter, 1974).

Some programmes utilised Education Visitors to help the parents
become aware of the child's needs (Levenstein, 1971; Gordon, 19689).
In these programmes the work is geared basically around the mother

rather than thes child.

(b) School- or Centre—based Pro ects
Several forms of involvement have bsen tried with parents of
children of three ysars of age or over. Such projects have besn des-
cribed by Gorden (1970 ), Day (1977), Ambron (1977) and in a repsrt from

the Stanford Research Institute (1975). Evans (1975) has noted that
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they rangs from thoss in which parsnts ars only sxpected to have what
he has called a "minimal invelvement" to other in which thers is a
complets parental control of ths early sducation programms. At ths
first lsvel ars programmes in which parents ssrvs as an audisnce for
educators who pass along words of wisdom about child development,
sducation and the things that parents should know and understand about
such matters. Minimal involvement may also sxtend to a system for
periodic parent obssrvation, albeit passive and acceptant, of activi-
tises in the school ssatting,

The second level of participation identified by Evans has a form
which enablses parents to participats dirsctly and actively when teach-
ing their children. As a ruls, educators decide how parents can hslp
and set up the programmes with which parsnts must comply. It is
usually at this level which parents lgarn how to encourage language
development and sxsercise disciplinary control.

The third level of inveolvemsnt can be regardsd as that lsvsel at
which parents ars in charge of dealing with equipmsnt and supervisory
activities. This may includs hslping dirsctly with the children but
this has to bs supervised by the teachsr.

In the most advanced lsvsl of involvement parents sharse some of
the teachear's main educational tasks.

The ressarch to be described hers took place amid much discussion
on thes importance, convsnisncs and/cr ef fects of the involvsment of
parsnts in pre-school sducation (Tizard, J., 1975; Tizard, J., 1978;
Evans, 1975). A review of the literature indicatss that a considsrable
amount of intsrest has been paid to the impact of this inveolvement and
its benefits for the sducationally disadvantaged child. Attsntion has
also been paid to the different ways in which thsse programmes havs

been implsmented, and thsrs is a wids concensus of opinion (Midwinter,
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1974; Chazan, 1978; Bronfenbrenner, 1976; Tizard, J.,1976; Tizard, J., 19683
Evans, 1975; Nedler & McAfeas, 1979; Woodhead, 1979) on ths needs for
creating alternatives to the existing pres—-school patterns. Amongst
others, Tizard & J. Tizard (1971); Ambron (1977), Evans (1975),
Halsey (1972) pointed out ths need to extesnd research into other areas
of pre-school activities and to consider ways of bridging the gap bet-
ween homé and school. Several ressarchers (e.g. Ti;ard, Jey 1975;
Evans, 1975; Woodhead, 1979) regard the mother's involvement in pre-
school activities through para-professional work, as an important
aspect. They also emphasise this point as a possibility for implement-
ing universal pre-schooling in mors realistic terms.

The present study, following this emphasis in the literaturs, was
undertaken with the intention of looking at the way in which mothers

become involved as para-professionals in pre-school settings.

1.3. Advanta es re ardin Parsntal Involvement

It has been suggested (Woodhead, 1978; 1979; Bronfenbrenner, 1975;
Tizard, J., 1972; 1975) that involving mothers who come from socially
and economically deprived areas in the day-to-day activities of the
pre-school could enable uorking-c;ass children to gain additional bene-
fits from attending pre-school centrss.

Several reasons for this have bssn mentioned. J. Tizard (1972)
stresses that it would encourage parsnts to communicate with teachers,
which in turn would improve their opinion of themselves. This could
also stimulate parents of different sub-cultures to join the school
which would bsnefit all children. He adds that parental involvement has
also been viewed as a way of "pressing socio-cultural featurss which may

militate against activities designed to change protective family-child
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relationships". Evans (1975) sess that the problem of the gap between
home and school can be lessened if parents are brought into school even
to a small extent. With the knowledge they acquire there, they can

of fer a back-up for the children at home. This is particularly valid
for children with problems.

Other reasons have been given. Honig (1972) arguess that there
are those who think that by involving parents the "professionalism”
which may be found in certain teachers could alienate parents as well
as the community. Therefore, if parents were not to be involved in
these school or centre programmes, teachers' attitudes could easily con-
tribute to the "isolation of already alienated poverty parents" {(page 5).
Honig (1972) points out that if the mothers' sense of self-competencs
and achievement with regard to child-rearing is built upon, they may
relate more easily to the problems created by poverty or ethnic discrim-
ination.

For Nedler & McAfes (1979), working with parents has a number of
advantages. Amongst others, the most evident is that parents as aides
and volunteers enables a more direct and personalised approach when
working with the children. This is something which is needed because
limited amounts of direct interaction have been observed to take place
in pre-schools betwsen the staff and the children (Tizard et al., 1976 b;
1980).

Woodhead (1979) says that having parents at school brings positive
results and this is basically so when they bring with them a wider
variety of cultural and ethnic backgrounds, thus giving the minority

group children the chance to feel more integrated and more on equal

terms with the other children. This is especially true for children com
ing from immigrant families. These children are frequently faced with

problems created by their racial origin, different language and culture.
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Honig (1972) has stresssd this sams point.

Evans (1975), Bronfenbrenner (1976) and Nedler (1977) all feel
that there ars positive effects on later learning skills when parents
are incorporated in their children's education at primary levels.

They also say that not much has besen found out about the non-cognitive
affects of such education by parents, but it is likely these effects
(e.q9. emotional) would be negativs, mainly in children of immigrant
workers (Woodhead, 1979).

Evans (1975) says that when programmes with parental involvement
are implemented, thers is the risk that once parents ars awars of the
virtus of early intellesctual stimulation, they will push thsir children
harder and assess them only according to whether they reach their own
predetermined academic goals. This need not happen if the praoblem is
realised and a wide perspective is maintained. It has also been pointed
gut that parents who becoms more actively involved report feeling an
improvemsnt in their self-estsem (Nedler & McAfsse, 1979; Evans, 1975).
According to Evans, improvements in mothers! feslings are not indspen-
dent of the actual programme, i.e. good results ars connscted with
education programmes initiated both within and outside the home.

It is widely held that any education, sspecially in ths sarly
years, which does not involve parents, notably fails to a considsrable
degres and has little chance of a long~term impact (Bronfenbrsnner, 1975).
This derives from the heavy weighting of home and neighbourhood influ-
ences on educational attainment and, consequently, this raises the need
to find a rapport bestwsen home and school upan which the child might

fruitfully develop (Midwinter, 1975).



l.4. O0Other Forms of Provision: Needs and Rasults

Pre-school availability or any other sort of provision which
mothars can use when in need, has besn describsd as mors limited than
that which is required to maeet the parents' and ths child's nsads
(Rapoport et al., 1977). They argus that the problem appears to bs of
such a magnitude that "it will require not only the decisive interven-
tions called for by J. Tizard and his collsaguss (1976) but also a
varisty of locally-created options" (page 260). For Rapoport et al.
this means not only saerving the needs of parents and children, but also
improving the community spirit.

Other programmes have oeen implemented to provide for those who
nged help. Howaver, the literature shows that the way thsy have been
implemanted and the number of places available do not solve the problems
of those most in need of the help. Midwinter (1975) argues that this is
dug to the fact that much has been left unconsidered whsn implementing
pre-school programmas. J. Tizard (1975) arguas that programmags havs
been daveloped without considering the real nesds of the working-class
family and as has happened with the Welfars Clinics, sven though the
facilities exist, many mothsrs will not bsnefit from them.

This has occurred alresady with the part-time pre-schools. It can
be seen that mothers do not seek half-day services which accounts for
the fact that thare are empty places in some part-time nurseries (Tizard,
J., 1975). Midwinter (1975) considers the answer would have to incor-
porats what Halsey (1972) calls "local diagnosis" in order to saelect the
most suitable pattern for the vastly differing nesds of each district or
town. Lack of attention has led to a vast group of children being non-
attenders.

Apart from nursery schools and classes the other facilities which

have been made available and are most frequently used are day-care,
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childminding and playgroups.

Day-care has been developed in this country in order to give
attention to the deprived child, while mothers are at work. This sys-
tem has been described by J. Tizard (1975) as very inadequate and
discriminatory as compared with the attention given in the nursery
schools and classes.

In relation to child-minding, Jackson (1973) has warned of certain
inadequacies of the system used so extensively by working mothers and
says that the number of children cared for in this way has increased
enormously. According to J. Tizard (1978) it appears likely that in
England and Wales at any one time over 100,000 children are child-minded.
He argues that on the whole, the relationships which have been found to
be present between minder and parent are characterised by commercialised
ideas and an uneasiness. Mayall & Petrie (1977) argue that in their
study they found that the minder-child interaction was not based on an
intimate relationship. They say that on the whole the children are
seldom talked to by the minder and seem to be quieter and more subdued
than the children attending nurseries.

With respect to the third alternative, playgroups, these are based
on half-day services. This is a solution based largely on mothers’
participation and has tended to develop with good results in middle-
class areas. Joseph (1972) argues that the requirements of children
defined in her research as having special needs, are not met adequately
by the playgroup. She points out that this is partly due to the fact
that in some groups children are admitted on the grounds of their mothers!
ability and willingness to participate. Mothers who are normally will-
ing to help and even, in several cases, go off on special courses, are
not the mothers of the children with the greatest need.

Although there is an ever incrsasing demand for pre-school
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provision, figures indicate that this demand is not met. This is
because it is not available or the hours during which it functions are
not suitable. The Thomas Coram Research Unit (1975) obtained results
indicating that less than 10% of the mothsrs in ths houss—~to-house
survey of 350 mothers and childrsn, living in three contrasting areas
of London, would chooss a centre opensd for three hours psr day. The
sgcond interesting finding is that about one-quarter of thsse children
would be sent to whole-day provision from one year old onwards, if that
wers possible. A furthsr 30% would like prs—school services which woulc
finish at the same time as the school days, for their children over tuwo
yaars of age; and 60% of mothers would like this for their children of
three and four ysars old.

Two other factors which ought to be taken into account when con-
sidering the provision which is mads available ars, firstly according
to Rapoport et al (1977) that thers is an increase in the number of
marrisd women who have pre-school children and are entering employment.
J. Tizard et al. (1976) point out that "In Britain in 1971 thesre uwere
nearly 590,000 mothgrs of pre-school age childrsn in paid employment,
with a further 48,500 seeking paid work, waiting to start a nsw job or
employsd, but off sick., This means that for 1,000 mothers with young
children, 187 were employed and a further 15 wers economically active
but out of employment" (page 123). Of those mothers who had children
under five, about 176,000 were employed in full-time work. They say
that during thes 1961-1971 pasriod, mothers going out to work while bring-
ing up a family has become increasingly common.

It has been observed that although in gensral it can be said that
men's participation rate in the labour force has declined or remained
unchanged, the participation of women appears to increase. The uUnited
Kingdom figures indicate that for the population from 15 to 64 years of

age, men decreased by 5.7% between 1960 and 1970, whsreas for women the
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This idea has been strongly criticised (Labov, 1969; Robinson, 1980).
However, despite these criticisms, programmes have frequently been
described as language-orientated (Tizard et al., 1980; Ambron, 1977).

Although the theoretical goal of many such programmes has been
the improvement in language development of warking-class children,
analysis of what actually goes on in the pre-school settings shows that
on the whole there has not really bsen much work directed at this
(Tizard et al., 1976; Cazden, 1966).

A study carried out in 1972 (Schools Council) presents data indica=-
ting that teachers rate the social and intellectual development of
children as the two most important goals of nursery education. When
asked for their views on their role, they expressed quite emphatically
their preference for programmes in which teachers have a clearly defined
part. When variables like age were related to the views given, figures
indicate that the older teachers (45+) show clear preference for teacher-
centred programmes, while younger teachers did not really show any

marked preference for teacher or child-centred programmss.

5.2. Characteristics of the Settin s which have roved to be most

Beneficial

Having said that, this review will be centred on studying to what
extent working-class children attending pre—-school provision haves real
possibilities of further developing their language and social skills.
In this review, attention is given to those characteristics of children
which have appeared to be related to the amount of attention they
receive from the staff, such as age, social class, racial origin and
sex — all aspects which are referred to later. Ressarch has also shown
that some characteristics of the staff are bound to indicate differ-
ences in terms of the amount and nature of the attention they give to

the children.
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5.2.1. Staff's Characteristics

Cartain characteristics of the staff have shown to be
gspecially important. These are age, social class, training, the
perception they have of their educational role, the goal sst for that
particular pre-school - whether educational or otherwise and the social
organisation of the setting they work in. This last point is in terms
of power structure, staffi:child ratio and the sort of plan implement ed
in the setting. It is quite clear from the literature that although
for practical reasons these factors may bes isolated, when observing
them in the everyday ongoing reality of the pre-schools, they appear
intermingled and difficult to differentiate. As an example of this,
Tizardjét al. (1973) found that staff conceptions of their role and the
social structures of the staff group had a more significant effect on
the amount of intesraction the staff had with ths children than did a
high staff:child ratio.

This same relationship is found when analysing research work which
has shown that while improvements in staff ratio are likely to be
valuable, the number of extra members of staff depends entirely on the
role to which they are assigned and the bensfit to the children may be
more limited than would at first appear (Tizard et al., 1976a). This
is often the cass with voluntary help: unless specific tasks or respon-
sibilities ars allocated, the contribution of those who are helping may
be unsatisfactory to all concerned (Wwoodhead, 1976h;Evans, 1975; Nedler
& McAfee, 1979).

In relation to staff:child ratio, Woodhead (1979) has pointed out
that one of the agreements of the Venice Symposium held in 1871 is
that "the number of children per teacher at pre-school lsvel should be
lower than that for later stages, and should never exceed 25" (page 14 -

15). However, when programmes are analysed in terms of what is actually
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taking place, a great disparity can be observed. Countries like the
Netherlands have classes as large as 31 children per one adult, whereas
in Sweden the ratio is 15 children per one adult (Austin, 1976b). This
difference between Sweden and other countries is due to the policy of
employing many more para-professionals to work with the children.
Woodhead (1979) reports that in Sweden the ratic of children to each
teacher is in fact higher than in other countries, if para-professionals
are not taken into consideration,reaching a ratio of 41:1.

On the whole, discussions of staff:child ratio have been considersc
as more important in some countries than in others, and they appsar to
be somewhat contradictory. Fowler (19.75) holds that although improving
staff:child ratio is not in itself going to produce sufficient changes
in the quality of attention given to day-care children, he feels this
is a very important variable which ought to be considered. Provencs
et al. (1977) have placed even more importance on a small staff:child
ratio. Tizard et al. (1976a)have argued that their data points to the
fact that although the staff:i:child ratios should be an issue which
ought to be taken into consideration in order to improve aspects such
as language development, this is a less important point in relation to
other variables - such as the way the staff see their role = concerning
the development of children.

Considering one other variable, Tizard et al. (197Ea)postulated
from their research work that both staff behaviour and children's lang-
uage development are significantly related to the social organisation
of the institutions. Within this same framework, they developed a
study which would enable them to see how social structures affect
speech habits. They postulated from their research work that both
staff behaviour and children's language development are significantly

related to the social organisation of the institutions. Children's
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attainments and language development were closely related to thes suto-
nomy of the staff inm the imstitution. Another important finding
related to this is that the staff hierarchy overrode the effects of
training. This was seen in studies carried out by Tizard et al.
(1973§ 1976a) in which they point out that they have found that students
and assistants showed a tendency to interact much less with working-
class children than did the staff who were in charge of a group. On
the whole, these studies showed that in all centres it was seen that
staff not in charge gave less information, fewer suggestions, used
negative control more often and spent more time dealing.uith equipment
as well as in minimal supervision. However, when the same staff who
had shown this behaviour were observed in charge of a group a different
pattern of behaviour was seen.

The fact that the social structure of the centre has some influ=-
ence on te behaviour observed for the staff may very well mean that
within certain settings the contribution which additional staff may

make will be reduced by its organisation.

5.2.2. UWith res ect to the Pro ramme

When facing ths problem of cognitive content given by the
staff in different pre-school centres, Tizard et al. (19763) found that
the overall cognitive contsnt of staff behaviour was (as has been men-
tioned previously) greater in pre-schools which included a daily
language session. They pointed out that the staff in this type of
centre might have been sensitised to the cognitive aspect of their work
by the introduction of the language programme. They comment that the
implications of this argument would be that altering the staff's con-
ception of their role, by convincing them that they can influence chil~-

dren's cognitive development, may be more important than giving them
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extra training.

Tizard et al. (19763) studied staff behaviour in thrse different
English pre~school settings (the centres were different in their social
class composition), i.e. mursery schools with special language pro-
grammes, traditional nursery schools and nursery groups with only
limited educational aims. The staff varied in their training and
experience. The findings suggest that staff training is not a signif-
icant factor in affecting staff behaviour in the pre-school setting,
but that the most important variable is the educational orientation of
the nursery. Staff in nurséries with additional language programmss
saw their role as one having great influence on the child!s cognitive
development. Stanley (1972) has given evidence stating that staff
studied in the U.S.A. have shown that programmes which do not have an
educational aim are less likely to show cognitive gains for chilren.
Tizard et al., (1976a) have argued that when assistants are studied it
is found that they place less emphasis on cognitive development in
establishments which do not make their educational goals clear.

The way in which the programmes are implemented has proved to have
an important influence on the outcomes reached, and free play as well as
informality (Doke & Risley, 1972) have proved to be lgss convenient for
deprived children. Programmes which are well structured (Karnes, 1969)
or have some sort of language programme involved (Weikart, 1972) have
been more highly recommended than the less formal ones. Thomas (1973)
has pointed out that traditional nursery methods through self-directed
activity have not led to many beneficial effects either within the cog-
nitive and linguistic areas or in social adjustment.

Much discussion has been centred around the advantages and dis-—
advantages which the directed or structure of the programmes as such

have on the child!s learning. Some researchers (Day, 197%; Ambron, 1977;
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White et al., 1973) have argued that the more directive the programme
seems to be, the larger the gains in scores. However, they do not all
agree on why this should be the case. Some (e.g. White et al., 1973)
think it is due to the fact that the programmes which are more direc-
tive are those which use teaching methods or tasks which have greater
resemblance to tasks which they are given to solve in a standardised
test. Cazden (1972) states that in more directive programmes, teachers
are expected to spread their time almost equally between all children,
whereas in the non-directive cnes this is not necessarily the case.
This is a very important aspect to consider because rasearch has shown
that on the whole the amount of time that staff are seen with each
individual child is very limited (Chazan, 1978). As an example of
this, the Tizard et al. (1976) study will again be menticned. They have
presented data indicating that in their research, which was concerned
with play, they found that for only 2% of the time each child was
observed at play, a member of staff was observed playing together with
him. They say that although in middle-class pre-schools the staff not
only talked more to children, but also played with them more often, it
is noted that on the whde staff are observed to spend little time with

each child.

5.2.3. With res ect to the Children'!s Characteristics
Sex Differences

Given that the present study will be concsrned with the role
of mothers as helpers in pre-schools, it will be useful at this point
to consider the evidence for differences in mother-child interactions

as a function of the child!s sex.
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Ressarch work in the area of sex differences has pointed out that
someg differential behaviours have been observed in terms of the way in
which children tend to spend their tims, the sort of play they gat
involved in and the way in which their play preference was found to
interfere with their interactions in the pre-school setting. It is
thought that there is possibly a link betwsen the type of play in which
children tend to become involved in, and the amount of interaction they
will tend to have with the staff (Tizard st al., 1976¢c). It is clearly
outside the scops of this study to debate sither a biological or a
cultural basis for sex differences. The literature indicates that dif-
ferences observed in staff-child interaction according to the child's
sex are not only found within the nursery schoocl senvironment of the
child, but.are also and basically influenced by othsr factors, and that,
as Hutt (1978) argues " . . . in the socializing process, components
of nature and nurture are inextricably intertwined" (page 185).

Thoman et al. (1972) observed primiparcus mothers with their new-
born babies and reported that right ffom the start baby girls wers
talked to and smiled at significantly more than were baby boys. Moss
(1967) reports a study in which mothers were observed to stimulate
their sons more physically and to imitate their daughter®s verbalisa-
tions with greater frequency. According to Moss (1967) it seems that
gven at threse weeks when vocalisation was almost identical in amount,
girls were being socialised into a morse verbal, person-oriented mode of
behaviour.

By the age of 13 months Goldberg & Lewis (1969) report that
mothers were found to react differently to boys?! and girls? play. Gids
were found to be, and sncouraged to be, more dependent on the moather
than were boys. These authors aee differential response on the part of

the mother not solely in terms of reinforcing what they understand as
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appropriate sex behaviour, but also as a response to differential
behaviour by the child. In a further study, Lewis & Messer (1972) com
sidered sex differences in the attachment and play of 13 month old
infants. They found girls vocalising more than boys and also showing
more attachment behavigur such as following and touching. Boys wers
significantly more orisnted towards exploratory bshaviour in their play.
Fagot (1978) found that when interviswing mothers they would receivs
spontaneous comments that their daughters appear more competent than the
sons of their friends. Fagot states that she found that boys were
allowed to sxplore morse and to learn about the physical world with less
chance of criticism than girls. In an exploratory or stressful situa-
tion girls show more dependency upon their mother and, in turn, mothers
are mors protective towards their daughters and show less haste in
encguraging independence or autonomy in them than they do in their sons
(Baumrind 1967; Hoffman, 1972).

Fagot (1978) arguss that in spite of the fact that she has found
some sex differences in terms of parents! behaviour and that although
parsnts have sex stersotypes this does not coincide with the actual
process of sex role socialisation and that more studies need to be done
in this field to clear up the picture.

Lewis & Messer (1972) say that whether sex differences were biolo-
gically or culturally induced, the main point is that they had signifi-
cant implications for the development of differing cognitive abilities
of girls and the exploratory behaviour of the boys resulting in a

different approach to the environmsnt.

5.2.3.1. Sex Differences and Pla

In the study of play, research tends to incline towards sex

differences in aspects such as choice of material and organisation of
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play, both of which can be expected to affect the quality and quantity
of social interaction observed in nursery schools. This is with regard
to child-child interaction as well as to staff-child interaction
(Tizard et al., 1976b).

A review of the literature indicates that boys were more often
involved in physical activities while girls were to be found in seden-
tary or literary pursuits (Brindley et al., 1973). Clark et al. (19649)
found that boys tend to spend more time than girls playing with blocks
and with pushing toys whereas girls got involved more with table activ-

ities and dolls.

5.2.%.2., Child-Child Interaction

Parten (1932) indicates that for him social interaction is a
function of the activity chosen by the child. He found that boys pre-
ferred toys which lead to parallel play, whereas girls?! play leads to
more sgcial interaction.

In general terms, the quality of play can be thought of as creat-
ing different social relationships between children according to their
sex. As such, and as Smith & Connolly (1972) suggest, physical activ~-
ity, group play, parallel play or playing alone - contrary to dyad
play, table and stationary play - are not conducive to verbal interaction.
Smith & Connolly (1972) arque that the sort of play in which girls were
found to become involved with greater frequency, were all activities
which correlated highly with child-child interaction. They found sig-
nificant differences between boys and girls on a factor labelled
'talking to another child', with girls more likely to be involved in
such behaviogur. Once again, the overall physical activity level of the
boys was higher. Clark et al. (1969) found that boys played more with

boys and that while girls played mainly with girls, the preference was
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marked and that girls spread their interactians more widely. Hutt
(1972) argues that boys tend to play in groups or on their own with
greater frequency whereas girls are found to become involved more in
dyads or trios.

Brindlsy et al. (1973) observed that girls sngaged in social
interaction more frequently than boys and that they exhibitsed meore
co-operative behaviour, especially in ‘'caring for' younger children.
According to Goodenough (1957), girls appeared more interested in
people and pursus their interest through verbal interactions while boys

are more oriented towards ocbjects and physical activity.

5.2.3.3. Staff-Child Interaction

During the pre-school years adult figures are influential
socialising agents and as such parents and teachers play an important
part.

In Thompson?s (1973) small-scale study, girls showed a signific-
antly greatsr tendency to initiats interactions with the staff which
could be categorised as seeking or maintaining attachment, while boys
showed a greater tendency to initiate interactions with the intention
of seeking arbitration. When the staff's initiations were studied it
was found that teachers tend to sxert significantly more verbal control
on boys' behaviour than on girls!. Blurton-Jonss (1972) found that the
amount of boys! behaviour diverted towards the teacher decreased with
age, whereas girls showed no significant decrease. He suggessted that
bcys' peer relationships toock them away from social contact with the
teacher whereas girls came increasingly more in contact with the teacher.
Blurton-Jones (1972) observed that girls werse continually showing the

teacher what theyhad done, which resulted in the bestowal of praiss.
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Serbin st al. (1973) found that boys received more instructions
and nurturant attention when participating appropriately in class
activities. Boys were receiving more reprimands for aggressive behav-
iour even when the differential base rate of such behaviour by boys
and girls was taken into account. When staying close to the tsacher,
girls would receive more attention than boys. In this field, Fagot
(1978) found that teachers answered more questions from girls and gave
them more favourable comments. Fagot also observed that boys are more
often found in activities which do not lend themselves to teacher
interaction and consequently they were receiving less teacher attention.

Biber et al. (1972) arque that girls received more instructional
contact than boys, but that this was due basically to the fact that
girls participate more in instructional activities than boys. Serbin
et al. (1973) found boys were significantly more aggresive than girls
and that girls were significantly higher in those measures indicating
proximity to teachers. Teachers reacted more toc aggressive behaviour
coming from boys and were more likely to respond to them with loud
reprimands. They alsoc found that teachers would reinforce more physi-
cal proximity in girls by giving them more attention.

Girls appear to have greater need for approval (Garai & Scheinfeld,
1968) and this behaviour could result in greater staff-child verbal

interaction,

5.2.3.4. (Other As ects of Sex Differences

Some other aspects of sex differences have been studied, such
as the relationship betwsen the sex of the children and the social
class they come from (Wootton, 1574; Newson & Newson, 1968). Studies

have shown (Tizard et al., 1976a, 1976bh, 1976 ) significant social class
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differences, indicating that working-class children on the whols
prefer outdoor play. Although in the Tizard et al. (1976c) study
this factor was not found to contribute to significant sscial class
differences in social interaction with staff, they believe that the
setting of the nursery schools in which free play programmes are pro-
vided would allow the working-class child to avoid the educational
interactions with the staff and thus diminish the beneficial aspscts
that staff-child interactions can have.

Brophy & Good (1974) argue that child variables such as race,
social class, physical attractiveness, academic achievement and even
guality of hand-writing are related to a teacher's behaviour towards a

student.

In synthesis, the information just described indicates that
researchers have argued that girls show behaviour profiles which tend
to be the ones preferred by teachers, and which will eventually lsad
them to behave in a way which promotes greater possibilitiss for
academic success. As Fagot (1978) has indicated, in order to be better
accepted by teachers, boys have to changse their behaviour patterns
from those which appear to be more spontaneously performed by them to
those which are best accepted in the school settings. Furthermore,
shen entering primary school education, boys appear to suffer from
greater problems than do girls in the same ssttings (Hughes et al.,
1980).

Differences betwseen the way in which nursery teachers become
involved with girls and boys in these early years tend to be congruent
to those which research woerk mentions in connection with the differ-
entiated relationships mothers establish with their children from birth

onwards (e.g. Moss, 1967; Goldberg & Lewis, 1969; Lewis & Messer, 1572).
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Therefore, thess sex differsnces ars not only observed bstwsen ths mothsr
and the child, but clsarly transcend this relationship and penetrate

into that held bstwssn fzmale staff and children in pre-school ssttings
as well as into other relationships (e.g. child-child). The process
which children go through in the interactions they hold with their mothers
is to soms extent rsplicabls to that which femals staff establish with
the children. Conssguently, during prs-school ysars girls are receiving
morse and differsnt kinds of attention to that of boys. This is a dimen-
sion which has not bsen considersd yet in prs-school programmss and this
is sven more important if consideration is given to data (Britain 1976,
Appendix No.I ) indicating that the number of children attending this
level of education is higher for boys undsr five than for girls of ths
same age. This difference is noticeable when ths numbers of both sexes
ars compared in terms of childrsn attending nursery lsvsl, part-tims

aducation in maintainsd schools.

5.2.4, Cultural Differencss

Increasingly, teachers have bssn asked to give attention to
children coming from differsnt social groups including those childrsen
from other cultural backgrounds. Very often children of .immigrant par-
ents spsak a different languags at homs than thsy do at school. As this
has been considered as a very important dimension in the child's develop-
ment thess groups ars given prefersncs when allocating pre—-school placss.
As cultural differsnces havs besen described to be bound to producs
social disadvantage in the Western world (Woodhead, 1979), this aspect
has been synthstically covered in ths following ssction.

Evans (1975) has said with regard to compsnsatory education that
"thinking about the disadvantaged child as deficit ridden was a rsinforce-

ment of ethnocentrism regarding any deviation from ths whits middle—~class
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norm" (page 1l). A prevailing attitude seemed to equate cultural dif-
ferences with cultural deficiencies {Cole & Brunner, 1972). For Evans
(1975) this way of thinking is to some extent changing and now it is
increasingly being acknowledged that cultural deficiency or deprivatioen
is one aspect of cultural differences. These cultural differences become
more apparent on entering primary education, when children are expected
eaven more to cope in a way which might be new and inconsistent with their

previous cultural experience at home and in their own community.

5.2.4.1. The Mi rant Child and His Famil

Woodhead (1979) states that there is a genseral tendency
towards seeking alternatives through which the migrant child, who usually
speaks a different language at home, can feel integrated inte the schools.
The most frequently observed procedure used is to assimilate children
(Woodhead, 1979). Consequently, the foreign migrants adapt themselves to
the characteristics and customs of the people living in the host country.
He argues that this process is, in general terms carried out as a
"passive assimilation" (page 52), i.s., the child is simply expected
to pick up the language of others. He cites a study carried out in
Federal Germany (1976) which indicated that social perceptions are formed
at a very early age, and that the children themselves, both indigeneous
and migrant, may have already formed attitudes about what language is
preferred and is considered socially best by the time thaey reach scheool
age. This would extend to lifestyles and customs. The end result of this
adaptation of the child to the ways of speaking and living can lead to
them considering their own language and ways of behaving (and thus their

parents' way) as inferior (Woodhead, 1979) or at least different.



- 66 =

5.2.4.2. The Mi rant Child and His Peers

According to Hartup (1978) and Asher (1977) children and
their friends resemble one another in racial characteristics. Hartup
(1978) argues that social attitudes towards racse vary with age. Racial
cleavages are based on co-operation and affection rather than hostility
at sarly ages, but these attitudes change into more negative ones with
age. Milner (1975) states that ressarch in Britain has demonstrated
that, contrary to popular belief, children are aware of the differences
which exist amongst themselves in terms of colour and, furthermore, they

have been found to ascribe a higher value to whiteness.

There is an urgent need for greater attention to be paid to the
problems caused by cultural diffsrences. Much more research‘is required,
firstly to enabls a desper understanding of whsere these diffsrences lie,
and secondly, so that programmes could be planned taking them into con-
sideration. This is the only possible way for programmes to meet the
real needs of disadvantaged children. Such approaches would also help
to define pre-~school goals with further objectivity. According to Blank
(1976), studies of different cultures are also relevant to understanding

the mother-child interaction since they offer an opportunity to observe

N

-

the effects of widely differing child-rearing practices. An adequate
understanding of the characteristics of children coming from different
cultures would undoubtedly lead to programmses that are more relevant to

individuals.
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CHAPTER 2: THE PRESENT STUDY

For a long time pre-school education for socially and culturally
disadvantaged children has been implemented as a palliative for poverty.
Despite the fact that the idea behind pre-school education bas remained
the same, the reasons for implementing the programmes have changed.
Charity gave rise to the formation of pre—-schools before the 1960s and
later the rationale beshind them was orientated more towards providing
equal opportunitises for all children. These changes can be thought of
as a consequencs of social and political events and also becauss of the
developments in the educational and behavioural field.

Only as recently as the 1950s was it realised that the environment
in which the children were brought up had a strong influence on their
development (Jensen, 1968). Consequently, greater importance was atta-—
ched to sarly education {Denisan, 1978). The need for pre-school provi-
sion for socially deprived children is widespread. Although awareness
of the problem is universal, there ars discrepancies as to the causes
of social deprivation, of behaviour and manifestations during the sarly
years and its consequences in later schoeling (Rutter & Madge, 1976).
Alsc there seem to be diverse opinions as to the most appropriate ways
of implementing the pre-schoel programmes (Chazan, 1978). It seems
that no real consideration has been given to the characteristics and
needs of working-class children. For example, among others, 8ernstein &
Young, (1967) and Tizard et al. (1976 ) have provided information
indicating social class differences in play; working=-class children are
bound to play more outdoors and alsoc if given the chance cheosing toys
like wheeled vehicles. In the usual free play environments children

find they have access to whatever material they wish to play with and
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freedom to go into playgrounds whenever they wish. Also, outdoors,
staff tend to behave in ways which are less conducive to learning

(e.g. less interaction is observed between adult and child and more
negative commands are given). Lsft free, working-class children appear
to prefer outdoor play. The lack of consideration of the character-
istics of the working-class children and their needs has led to many
people labelling several of the programmes as "paper programmes"” (Halsey,
1972). Although these programmes have come in for some criticism, it
must be accepted that in several respects they have been beneficial.
They have made pre-school places available to many more children than
gver before and further insight has been gained into the problems and
possibilities associated with them.

Fairly recently, researchers have begun to study the characteristics
of working-class families (Tizard et al., 1980). Prior to this research
such families had been labelled as unconducive to children’s learning.
Now that a more thorough analysis is taking place, the real influence
of the home on the children is being reconsidered. This has also led to
further questioning the way programmes were devised. One of the main
issues which has been discussed is the advantage of the traditional
free-play method (Woodhead, 1979). Although this method might be des-
cribed as quite adequate for middle-class children and their parents,
this doss not seem to be the case for the more socially deprived groups
(Midwinter, 1975). One of themin aims of pre-school programmes has
been that of improving language development. Research carried out in
this field has revealed that because of the methods used those children
who are in most need of attention are not in fact receiving it., Differ-
ent explanations have been given to these findings and among the most
frequently cited are those of the unfamiliarity of the settings, the

staff!s behaviour and the curriculum. As a consegquence of all this,
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middle-class children are benefiting more than working-class ones
(Woodhead, 1979). In fact, the present pre-school provision serves to
widen the class gap even more.

There is currently considerable raesearch being carried out into
all the aspects discussed above. The aim of this is to discover hou
best to adapt the present pre-school methods to suit the needs of
working-class children and their families. Repeatedly suggested as a
means of improvement has been the inclusion of mothers into ths pre-
school settings. This idea goes back as far as the Head Start prog-
rammes which came into being in the 1960s. Since then some schools
have included mothers to a greater or lesser degres. Despite the part-
icular interest in this aspect, no rasearch in the manner of the present
study has been carried out into the affect the mothers produce by their
presencas.

It is thought that if mothers are included, several of the prob-
lems found by working-class children could be more effectively solved.
Researchers (e.g. Tizard, J., 1975; Evans, 1975; Woodhead, 1979) regard
the mothers'! involvement as a possible link bstween the experiences
found by these children at home and at school. Other reasons given for
the importance of involving mothers are described. If teachers readily
accept mothers and assign them specific roles, each child will receive
more individual attention. Direct and individual attention has bsen
suggested (Blank, 1973) as that required by disadvantaged children.
Also if mothers are involved as para-professionals it could mean far
more pre-school places. Researchers have found that many working-class
mothers do not consider themselves as instrumental in their children’s
education. By allowing them to become actively involved in the pre-
school could improve their opinion of themselves in this respect. J.

Tizard (1972) points out that a movement towards mothers! involvemsnt
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could stimulats parsents of differsnt sub-culturss to join the school and
this would bs besneficial to both thes mothers and the children. This
could be of sven more significance if it encouragsd mothers of diffsrent
cultural and sthnic backgrounds. It could assist mothsrs in ovsrcoming
their feeslings of -sthnic discrimination (Honig, 1972), and also give
support to the children of immigrant families (Woodhsad, 1979). It has
been noted that ths more involved that parents bscoms, ths more their
self-gsteem improvss (Nedler & McAfss, 1979; Evans, 1975). It is widely
feglt that only programmss which include parents during the sarly years
of education are destinsd fgr success (Bronfenbrennsr, 1975).

The pressnt ressarch was carried out with the aim of gaining a
further understanding of the rols that mothsrs can have when involved
in the pre-school. The intsrest was gearsd towards studying the deploy-
ment of working-class mothers. For this rsason, it was carried out in
two different pre-school settings located in socially deprived arsas.
The group investigated included mothers from disadvantaged backgrounds.
The study was purpossely designed to congentrate on this social lsgvsl
bscauss as yet the behaviour of working-class mothers in these settings
has not besn fully sexplorsd.

Mothers! behaviour as para-professionals was examined in the hops
that the information it provides will enable a more rslsvant asssssment
of this method as an altsrnative to the more traditional approaches in
pre-schools. It was aimsd at discerning how mothers differed from the
staff who are normally pressnt in these settings. The study to be des-
cribed was concernsed with gaining information on all the happsnings
within the classrooms. At this stage it was felt important to study the
mothers as a group and also to analyse how their individual character-
istics affected their bshaviour.

Comparisons wsrs made of the amount of time each of the thres groups
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(mothers, teachers and nursery nursaes) spent involved in different
activitiss, i.s. the "child" and "non child" centred activitiss and

also the time spent wandering in the room without bscoming involved at
all. The adults studied wers obssrved in five different conditions:
teachers alona, teachers with mothers, mothers alons, mothsers with
teachaers and nursery nursaes. Teachars and nursery nurses were included
as saparate conditions in order to compare and contrast their behaviours
with that of mothers. Mothers alone were obsserved for this same purpose.
In the two conditions in which adults were observed with the other of
the pair present, i.s. teachers with mothaers and mothers with teachars,
the aim was to discover to what extent the presence of aone affected ths
ather.

In pre-schools located in socially deprived areas, it is rare for
mothers to bs involved directly in the settings and so it was considered
important to investigate the affect of their presance on ths "Own" child.
To this end, the amount of attention received by the child from the
teacher whan the mother was present and when she was absent was analysed.

This comprised the second focus of the analysis.
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PART 11: THE METHOD

CHAPTER NATURALISTIC OBSERVATION

l. The Usse of Naturalistic Observation as a Msthaod

This is a study in which naturalistic observation has been used in order
to observe the day-to-day flow of events in a sample of pre-school clas-
ses. In line with other studies in pre-schools, and for other reasons,
naturalistic observation, despite some of its limitations, seemed to be
the most obvious method to use. This chapter discusses some of the
major issues in the use of naturalistic observation and describes how
some of them were resclved in this study. Other methodological problems
relevent to this study are considered in later chapters. Data obtained
by direct observation are expected to reflect naturally occurring
behaviour and are likely to be considered with more confidence as they
become more naturalistic in character (Wenar, 1965). The literature
indicates that such data often tend to be very persuasive. However, a
critical review of naturalistic data reveals that certain issues have to
be taken into account in order to obtain accurate results (Blurton-Jonss,

1972).

1.1. Naturalistic Observation versus Other Techni ues used in this

Field

Jones et al. (1975) and Thorpe (1979) amongst others, have argued
that that naturalistic observation has been a fairly common method used
in other disciplines, notably, ethology, zoclogy and anthropology. In
psychology this has not bsen the case, at least until fairly recently.
In the other disciplines data are collected in very idiosyncratic ways

(Mmatheson, 1978) whilst in psychology the goal is to study subjects in
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such a way that the use of statistical analyses would be possible.
Johnson & Bolstad (1973) have argued that observation might have been
introduced into psychology as a ussful supplementary instrument to ths
most traditional msthods after the behaviour therapy boom of the 1960s
and 1970s. Mitchell (1979) points out that observational methods in
natural and quasi~-natural settings ares incrsasingly replacing othsr
methods (such as tsests), in devslopmsntal and educational psychology.
According to hsr, one-third of the rscently publishsd articles in ths
field of dsvslopmsntal psychology have ussd this msthod.

Studies of child devslopment, including mother~-child and teacher-
child interaction, havs rslisd heavily on indirsct msthods, which appsared
to bs highly fallible. For instance, information was usually obtainsd
from mothers and proved to bs distorted (Newson & Newson, 1968). This
problsm has also bssn describsd in tsachsr—-child studies (Rosenthal,
1970).

Problems relatsd to ths use of naturalistic obssrvation have also
bssn dsscribed and although a full discussion on them is beyond the scope
of this study, soms points considered relsvant will bs dealt with.

Despite ths problsms which have been raised, observational studies
involving children are more reliable than those using questionnairss or
intervisws (Scha}far, 1978) and according to Hinds (1976), ths dsscrip-
tion of what is obssrvsd may form a basis for greater undsrstanding of

the dynamics of rslationships.

1.2. The Problem of Observee Reactivit

The problem of observee reactivity has been raissd, amongst others,
by White (1972), Webb (1966), Weick (1968) and Johnson & Bolstad (1973).
Opinions vary as to ths causss of modification in subjects! behav-

iour but some research workers claim that merely concealing the motivs
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behind the observation is sufficisnt to snsure reliable results (Moss,
1967; Richards & Bernal, 1972).

In order to avoid problems raised by the presence of an outsider,
different alternatives have been trisd out, such as using a long pilot
stage (Johnson & Bolstad, 1973), or allowing a sufficient amount of time
to elapse befors research data are collected (Webb et al., 1966).

Hughes et al. (1980) mention that it has been suggested that the
gffect of the observer will be more pronounced in sarly visits. Thay
do not belisgve that this is so, and it may be that some reactions to the
obsserver will never habituate. No significant differences have bean
found by others in behaviour over as many as six, saven or ten visits
(Johnson & Bolstad, 1978). Riley (1963) suggests that the influence of
the observer ought to be reduced by the aobserver assuming an incognito
role. Other solutions have been suggested such as the use of multiple
observers. In this respect, it could be argued that, although using more
than one observer simultaneously could to a certain extent improve the
quality of the observation in terms of its accuracy and reliability when
the behaviours which take place are very complex, ié would, on the other
hanmd, make the observation less economical and could perhaps slow down
the habituation process.

In order to reduce as much as possible the effsct of the obsserver
in the present study visits to the different classrooms started some time
before the definitive stage of data collection commsnced. At the same
time, the observer was passive to all occurring events. Further, once
the best spat from which to carry out observation had been decided upon,
it was retainsed as a permansent position in order to avoid suspicion on
what and/or to whom was being recordsd. It was chosen according to the
following criteria: it had to be located in a place which neither adults

nor children would need to approach very frequently, while at the sams
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time it had to be a place from which the classroom could be easily
observed. Finally, neither adults nor children were told that they were
being observed, although teachers knew that mothers and their children
were under obssrvation. The ethics of this approach are obviously open
to question. However, strict attempts have been made to protect the
identity of all concerned. With complete awareness that this approach
could be considered unethical, the obsarver nevertheless used it in the
knowledge that if the real objects of aobservation had been revealed, the
ressarch would have been prohibited. Even if it had been possible to
disclose the subjects under study, it could have besn expscted that the
adults would have modified their behaviour accordingly. No rasearch has
been carried out yet in this particular area and because of the relsvancs
of para-professional involvement, the abserver thought that despite the

above-mentioned problem it was worthy of invastigation.

1.3. Time Sam lin

Observations are usually collected over several time periods, undex
naturally occurripg, and hence varying environmental conditions. Oftan
the conditions under which aobservational data are obtained may be so
obviously non-equivalent across different subjects, or even for the same
ones, the resultant behavioural scores are unlikely to be comparable
measures. Iherefaore, time contributes a source of measurement variance
unique to naturalistic observation (Holtzman, 1963). For Jones et al.
(1975) systematic fluctuations of behaviour as a function of time have
implications for psychological measurement procedures. Webb et al.
(1966) argue that it is possible to use an opportunistic sampling of
important phenomena but the data gathered are atypical. In such cases

no generalisations can be made.
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In studying children Hughes et al. (193@) have mentioned that the
behaviour of both mothers and children varies systematically throughout
the day, and there is always the risk of collecting 'atypical' data by
recording at one time rather than another. For example, in a study they
did, although the differences they found werse not significant, most talk
tended to occur over the mid-day meal period, whereas most play was
found to occur in the afternoon. Webb et al. (1966) argue that sampling
time units have been widely used in nursery-school settings because of
the greater periodicity of children's behaviour.

In relation to adults, the probelm of bshaviour changes has also
been studied. In a research carried out by Tizard et al. (1976a) they
found no consistent differences in staff behaviour during morning or

afternoon sessions.

l.4. Time Sam lin versus Other Techni uss

In observational studies, different methods have been used to col-
lect data. Terms used to describe these methods have besen used in
various ways (Repp et al., 1976). As indicated in the literature,
because of technical problems sampling technigues have been preferred.
Smith & Connolly (1972) argue that these technigues have certain
advantages. Ffor instance, they allow a comparison betwesn behavioural
frequency, objectively defined, for different subjects and in different
settings. It does not lend itself to the detailasd sequsntial studies
of behaviour in specific situations reported by the ethologists (McGrew,
1972; Blurton-Jones, 1972) but it allows a considerable advance in the
objectivity and comparability of the results over diary records and
other rating methods (Clarke+Stswart, 1973).

Jones et al. (1975) arque that while time sampling adequately covers
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the temporal or sequsntial ordsr of the bshavioural egvents it does not
repregsent the behaviour in real time. This means that the duration of
events cannot be recorded in real time without expensive elsctronic
equipment. Continuous recording procedurses do not have this problem
but create others, espscially when only one observer is used. Events
may occur while the observer is taking notes on the previous bshaviours
and information would, thersfors, also be lost.

Repp et al. (1976) carried out an expsriment in which they compared
data obtained by different methods of data collection. As the interval
method is the ons used in this study, only results obtained with it will
be mentioned here. This method was found to be inaccurate for high-rate
responding and may underestimate the occurrence of high-rate events.
Howsver, when interval recording is used to record with small intervals,
it is capable ofsglgoting most responses which cccur at moderate or low
rates. A similar finding is reported by Powel et al. (1975).

Thompson et al. (1974) found that when comparing differsnt time
sampling methods (contiguous,alternating and ssquential) using only ons
observer, the ssgusntial was associated with the smallest psrcentage
gsrror. [he explanation given is that it captures ths most widegly dis-

yersed sample of the entire obssrvation period.

1l.5. Reliabilit and Accurac

Observational studies are being used with much greater fregqusncy
now than previously, basically in developmental and educational psycho-
logy, but also by some researchers in clinical psycholegy (Jones et al.,
1975; Patterson et al., 1970). Howsver, it has been pointed out that
dus to its inherent characteristics, it can sasily bscome biassd if

not properly implemsnted. It has bgen suggested that when observational
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procedures are employed, several measures ought toc be taken into account
in order to make the information gathered more accurate, reliable,
objective and thus bstter. Msasures like evaluations of the similarity
of simultaneous judgements should generally be obtained frem pairs of
cbservers, i.e. using reliability measurss.

Reliability has been largely discussed in more traditional methods
such as tests, whereas in observational methods it has not received so
much attention (Johnson & Bolstad, 1973). Recent discussions on the
reliability of naturalistic observation data indicate that more ressarch
is needed toc make it a better method. The biases found are generally
regarded as coming from two possible sources: the subjects undsr obser-
vation and the way in which data ars collected, scored, analysed and
interpreted. Hollenbeck (1978) argues that the issuses surrounding
reliability in observational studiss comprise a seriss of inter-related
problems. Scome of these will be mentioned.

According to O!'Leary & Kent €1973), although high levels of agree-
nent betwesn cobservers may be obtained this does not eliminate ths
possibility of biases in recording shared by observers; many factaors
have been found to interfere with the recording process. Ffor Johnson &
Bolstad (1973) the problem of reaching agresment between cbservers is
to- a large extent determined by the kind of setting in which the obser-
vation is carried cut. They have found that reaﬁhing good aobserver
agreement is mors difficult in naturalistic settings such as the home
or other confined gquartsrs. Lytton (1973) found differences in inter-
cbserver agreement when comparing different settings. The same level
of agresment between observers could be reached in home and laboratory
settings, although different amounts of time are nseded. Kent et al.

(1977) suggest that assessment must be performed centinucusly and be
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supervised by an expsrimenter. For them, systematic rotations of all
obssrvers across all experimental conditions would ensure that differ-
ences in recordings betwsen groups of cobservers do not sxaggerats or
mask actual treatment effects. If consistent reliability checks of
observers with a stabls criterion ars not used throughout data collec-
tion, recordings at different points in time may not be comparabls.
According to Kent et al. (1977) ssveral recent findings have pointed
out that there ars good grounds for suggesting a thorough review of
observer training and observation-code development.

Reliability measures have been found to bs consistently and sub-
stantially inflated by knowlsdge that it is being assessed (Romanczyk
et al., 1973). According to Scott (1967), different levels of cbserver
agreement have been reached when comparing "informed" and "uninformsd"
observers, the levels being higher for the latter. Differences have
also been found between trained and untraimed obssrvers. Scott (1967)
has noted that evsn recordings of trained cbservers may be influenced
by expectations. Kent et al. (1977) suggest that accurate dsfinitions
would help resolve difficulties found when having multiple or variabls
interpretations.

Differences have been found between research work using fsw and
large numbsrs of categories. More intar-observer agrsement is reached
when using fewsr categoriss (Mitchell, 13979).

Another aspsect described by Hollenbeck (1378) is that of "complexity".
This derives from the possibility of using two scoring systems: molar and
molecular. By this, he mesans the relative number of coding categories
and the distribution of behaviours over these categories during a
standard observation period. The problem of complexity is a pivotal
concept for Hollenbeck (1978) affecting reliability of observational

measurement and has not been fully explored. Differences have also been
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found when studying behaviours which occur with different fregquency.
Probabilities for agreemsent are greater for those of very low or very
high frequency (Hollenbeck, 1978). 1In a different, but closely related
aspect Taplin & Reid (1973) argus that observer accuracy decreases
depending on whether the agresment was based on data collected at the
beginning or at the end of the data collection stags.

The complexity of behaviour has also been referred to as a source
of possible distraction in the process of data gathering. Jones et al.
(1975) found data indicating that the inter-observer reliability is not
a stable characteristic of observational data, but changses as a function
of the complexity of the behaviour recorded. They found complexity
varied systematically within subjects over time, bstween subjects and
betwsen specific types of observational situations.

Another factor described by researchers as influencing the inter-
observer agreement (Repp et al., 1976) is the interval size. As the
interval sizs increases the agreement percentags tends to decrease. If
the number of responses recorded by each obssrver in an interval
increases, the opportunity for disagrsement is augmented.

Repp et al. (1976) point out that different levels of inter-
observer agreement can bse reached also as a function of the method of
computation. The Exact Agreement method (which they point out is more
conservative) could bs the most appropriate one to use when the observers
are recording multiple responses per unit of time and are only using
paper and pencil to record.

According to Hollenbeck (1978) most of the authors who have worked
with observational measurement have dealt with the problem of reliabil-
ity, but have understood it in different ways. He does not find all
these ways adequate or complete. Measures most frequently used do not

take into consideration differences betwsen the diverse aspects
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which conform these measures and which can lead to further misunder-
standings. Reliability is a complex measurement which encompasses at
the same time accuracy, stability and the conditions under which
observations are made (Hollenbeck, 1978).

Amongst others Hollenbeck (1978), Mitchell (1979), Jones et al.
(1975) and Kent et al. (1977) have argued that there are several methods
which could be used in studying reliability and that the one which has
been most frequently used is the inter-observer agreement percentage,
followed by the inter-cbserver correlation coefficient. Mitchell (1979)
argues that the inter—observer agreement percentage only gives informa-
tion on the agreement between two observers in terms of the recording
of a behaviour. This method has, according to her, several shortcomings
such as that it is insensitive to degress of measurement because it is
an all-or-nothing phenomenon and as such it may well underestimate the
agreements.

A number of researchers (e.g. Mitchell, 1979) suggest the use of
"Generalisability" models in order to encompass all the different ways
in which reliability has traditionally been measured when used in
psychometrics. It gives a unified approach for assessing the influence
on measurement precision due to similar instruments (parallel forms),
temporal stability (test—retést) and different assessors (inter—-aobserver

agresment).

2. General Conclusions

For a long time, research in the developmental field relied heavily on
methods other than observation; whereas today it is gathered through
direct methods. Although many investigators are uneasy about the

accuracy, validity and reliability of observation, this approach has
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been used increasingly in recent ysars. Methodological studiss
acknowledge the advantages and are raising possible ways to overcome
the limitations which still exist.

Despite the limitations which have been described, there is con-
cern regarding its advantages compared with other methods which were
used until the "1960 behaviouristic boom" took place. QOne of the
advantages which has bseen most generally pointed out regarding observa-
tion is the impartiality of the data which it can produce compared with
other methods in this field.

Researchers have some reservations about this problem of impartial-
ity. They are based on the argument that information gathered in this
way is bound to reflect the underlying theoretical assumption of the
observer (Newson, 1977; Lytton, 1976). According to Newson it would be
ideal if these conceptions were made clear. In this respect Lytton
(1976) has argued that no observation on behaviours is really 'atheoret-
ical', For him the underlying theoretical assumptions of the researcher
affect the selection of behaviours to be studied as well as the codings.
He argues that when a study is interested in looking for functions and
contents of an act "rather than in its minute external definition™ this
study becomes different from an ethological one and as such it loses its
'atheoretical' approach.

The position taken in this research is in accordance with the
above-mentioned one. Considering fﬁat it is very difficult to reach an
Tatheoretical' position, this method appears to rely less on the under-
lying assumptions related to others. Various pieces of research indicate
that more accurate, reliable and thus better information-can be obtained
using obssrvation than more indirect methods. This view is held despite
the awareness that behaviours are to some extent altered by the obser-

ver's pressnce.
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The point of view held in ths present study is that better infor-
mation could bs obtained if othser methods were considsrsed as complsmen—
tary or sxplanatory to that of obssrvation. This is thought to be of
special importance in ordsr to gain a further understanding of the
complexity of human bshaviour.

Furthermore, obssrvation is bound to bs affected by extraneous
variablss and if the resssarcher wants to go beyond the descriptive
stage and into the hypothesis testing one, ways of controlling thess
interfering variables should be considersd.

Fimally, perhaps only by the combination of several methods which
can smerge from other scientific fields, can bettesr knowledge be
attained. As has baen said (Blurton-Jones, 1976; Richards & Bernal,
1972) a multi-lsvel approach ought to be used which ranges from the
sociological to the.biological before a fair understanding of behaviour
can really be reached.

In the cass of the present study the method used was laborious and
time-consuming. It is thought that by further developments in the
technical fisld not only will similar work become mors accurate and mors
reliabls, but also more aspects will be covered in less time and in this
way a mors complete picturs of the behaviours can be reached.

The settings were not devised specially for this research; on the
contrary, the observation took place in ssttings in which the subjects
found themselves involved regularly. Ths subjects would have gone
through each of the different conditions investigated even if the obser-
ver had not been there. This was dons because the purposs of this study
was to take a naturalistic approach in which it would be possibls to
combine both the observation of a 'natural' bshaviour with the possibi-
lity of carrying out the observation in a 'natural! sstting. In this
respect, Tunnsll (1977) has argued that "natural behaviour is mersly

recorded in natural ssttings".
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When studies are carried out by observing naturally occurring
behaviours without forcing them into expsrimental conditions, the con-
trol with which data-can be collected is sacrificed to a grsat sxtent.
In this context, the contrivance that sxperimental studiss impose on the
naturalness of the phenomsna toc be studied is toc a large extent reversed.
This means that when observational methods are used the conditions
imposed upon the researcher, the conditions under which the observation
takes place and the subjects under observation are dependent on the
characteristics proper to the behaviour or setting under study. Some
limitations ars bound to emerge in conditions such as this. Some aof the
ways in which they were coped with in this study have bsen mentioned.
Others are referred to when the method is detailed in the following

chapter.
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CHAPTER 4: THE METHOD USED IN THE PRESENT STUDY

l. Presentation of the Method Used

l.1. Desi n of the Stud

A quasi experimental design (Campbell & Stanlsy, 1966; Matheson,
1978) was used in which mothers, teachers and nursery nurses wers to bs
studied in relation to the time each of them gpent involved in the
different activities within the classroom setting.

The investigation was designed to study the activities of the adults
as well as the language they used. Although this had been the aim, soon
after the commencement of the pilot stage the idea had to be dropped.
This was due to methodological and tschnical problems. It was not pos-
sible to collsct data on languags due to the prevailing conditions of
the settings. On ons hand, the high lsvel of noise present in them made
the recording very difficult. On the other, because all subjects were
unaware of the goal of the study it was not possible to follow them.
Therefore, although activities could be seen, language could not always
be heard. One obsserver did the data collasction. This meant that the
conversations could only be hsard when hsld quite close to the spot from
which the obssrvation was dons. 0Other ressarchers (Tizard st al., 1976b)-
have indicated the problems which arise in frese~flowing settings when
using technical devicasas.

The centres sslected in this study were those which complied with
the fcllouing characteristics: they had to bs located in deprived catch-
ment areas, they had to be staffed by nursery trained teachers, run by
educational authorities and pursue educational aims through the medium of

fres—-play. Most important of all was that thsy had to have mothers who
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were dirsectly involved working in the classroom and who had no further
training other than secondary education: nor were they expsected to
receive any salary for their work. Two schools with a total of six

classes were found to comply with these requirements.

l.1.1. Selection of the Centres

Preliminary visits were made to a large number aof schoals and
nurseries in a geographically convenient arsa which had said, sither by
letter or phone that they did in fact have mothers working in this
capacity. In all but the two studied, once thes ressarcher arrived, it
was very soon quite obvious that although some of the centres have
mothers coming in, their involvement was discovered to be in activities
other than those invelving contact with the children, e.g. tidying up,
washing up and working in the kitchen.

Given that mothers ars involved in a large number of schoals, it
was somswhat surprising to discover that in all but two, mothers wers
invoelved in such a limited way. In order to investigate this observa-
tion further, a questionnaire was sent out subsequently to a large sample
of schools (the format and results of which are presented in Appendix
No. Yy, page 293 ) in order to detsrmine to what extent mothers were
involved in schools and nurssries, using ?involvement! in the sense
described in this study. This survey covered a very much wider arsea in
South East England and the results confirmed that when mothers ars
invelved, only limited involvement is found.

The two centres selected were similar with respsct to important
variables, such as staff-child ratioc, amount and variety of play equip-
ment, daily programmes, and familial charactseristics of the children.

Although the gensral ideology was said to be the same in both csntres,



- 87 -

some differences did ariss; in one of the schools staff tended to be
more authoritarian than those in the other. Both schools were open all
day, although according to their age, children attended either for the
morning, or for the afternoon or for the full session. The younger ones
were there for only ons session psr day.

According to the headteachers! information, preference was given
whenever possible to children from one-parent families, disturbed and/or
immigrant families. In both casss, headteachers said that they had
tried to keep some sort of balance between what they called '"normal" and
"problem" children so that centres would not become overloaded with
children who would be hard to work with. The staffichild ratio varied
between 1:10 in some classes to 11l:11 in others. This has meant that
only few subjects could be studied. Although this clearly affects the
generalisations which can bs made of the findings it did not really
affect the aim of the study. It has been pointed out by ssveral
researchers (e.q. Schaffer, 1977 ) that the greater the detail of the
observation, the fewer the subjects who can be studied adequately.

The scope of the study is shown in Table 1.

TABLE 1: THE SCORPE OF THE STUDY

Teachsers Teachers Mothers Mothers Nursery
Alone with Alons with Nurses
Mothers Teachers
School 1 15 13 15
School 2 4 1 3

Total 9 18 14 18
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1.1.2. The Pre-School Settin

In both pre-schools a great variety of play equipment was set
out and the children could play with what thsy chose for as long as they
wished.

All classrooms opsned into a gardsn and for most ssssions, wsather
permitting, thes childrsn could play inside or outside as preferred. A
member of staff and/or a mother might initiate activities, e.g. collage-
making, painting on sasels, cooking, or might read aloud and the child-
ren could participate or not as they wished. The only limitation on
the child's choiceuwas a daily organised story time in all classrooms in
which the study was carrisd out. In one of the schools the reading
session took place at the end of the morning and in the other, it
occurred during the mid-morning activities.

The classes had a group of approximately 30 children. Some of them
attanded for the morning, some for the afternocon and some all day. The
age rangs in both schools was from 3 to 5 years. In both schaols the
classes consisted of children of different ages - "family group" (Evans,
1975). One of the schools had two classes of approximately 30 children
gach in the cars of ons nurssry-~trainsd teacher and two nurssry-~trained
assistants and one or two student assistants. The second school had
four classes of approximately the same number of children and staff as
the one described above, with ths staff distributed in the same way.
Both schools had only one mother helping at any one tims in the class-
room. In all classes, the time-table was set up independently of the
mothers and thay had to fit in according to this pre-arrangsd time-
table. The distribution of children attending ths classes according

to sex and racial origin is shown in the Appendix (Appendix No. I,

page 224).
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1l1.1.3. Sub ect of the Stud

~ Pre—-school centres

The criteria for the selection of the pre-school centres in
which the study was to be carried out had been set in advance and werse
determined on a priori basis. These requirements derived frem the aims
af the present ressearch. The two centres which were found to comply
with the needs of the study were those in which headtsachers were inter-
ested in having mothers involved in the classroom and have them working
in close caontact with the children. It was found that in the twao
centres in which the observations took place, hsadtsachers had been
positively disposed towards the acceptance af this type of mothers!
involvemsnt. This comment is based aon ohservations at the time of the
researcher's first visit, when one or more mothers were found working
with the children in some of the classes.

Both headtsachers showed interest in the study being carried out,
and procseded spontansously to invite mothers who they thought could
come and as they stated, be "adequate!, or else they asked the teachers
to select some mothers using the same criteria and invite them to wark

on a sort of rota basis.

- The Mothers

Some conditions were imposed by the ressarcher on the selec-—
tion of mothers. These were as follows: mothers had to be involved
working on a voluntary basis, they had to be located as helpers in the
same room as their "Own" child and they should not have had any further
training apart from secondary education. All mothers who satisfied
these criteria were white and had been born in England. 0One had bsen
divorced recently, but all the others were from two-parent families.

The social class distribution of mothers is shown in the Appendix
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(See Appendix No. I, page 225 ). The classification of social class
followed the Registrar General's Classification of Occupations (1970).
A detailed account of mothers' education, occupation and a general

description of their behaviour is included in the Appendix (see Appendix

No. I, page 227).

- The Teachers

‘The group of teachers who took part in the study were those
who had one or more mothers working as helpers within their classroom.
They were all nursery-trained teachers. All of the teachers were white

and had begen born in England.

- The Nursery Nurses

The nursery nurses observed were those who were routinely
involved working in the same classrooms in which the observations took
place. The nursery nurses were all white and English by birth. All but

one of them had had nursery-assistants training (i.e. N.N.E.B.).

- The Children

The characteristics of those children whose mothers were invol-

ved as helpers are shown in Table 2,
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TABLE 2: "OWN™ CHILD'S CHARACTERISTICS

("Own" Child underlined)

"Qun" Child Dats of Birth Order
Birth

Mrs. Parsons

Phillip 12. 8.72 m>n
Mrs. Evans

Steven 8. 3.72 Only Child
Mrs. Richardson

Paul 24. 5 73 Only Child
Mrs. Dsnnis

Johnny 5.10.72 F>m
Mrs. Watson

Darren 19. 6.72 M>F
Mrs. Hunt

Jayns 20. 4.73 Only Child
Mrs. James

Simon 19. 6.72 Only Child
Mrs. Collins

Michael 15. 4.72 mmn>n
Mrs. Giles

Mark 6. 3.72 F>nm
Mrs. Miller

Adrian 13. 3.72 Only Chilc
Mrs. Cook

Catherins 9. 5.72 FFF>E
Mrs. Brown

Christopher 15. 6.73 F>n
Mrs. Norris

Greg 31.12.73 m>n
Mrs. Kirby

Susan 6.12.73 M>F
Mrs. Jackson

Dsan 25.12.73 M>F

Mrs. Thomas
Keith 17. 5.72 Mm>M
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1.1.4. lanation iven to Adults on the Goal of the Stud

Headteachers, teachsrs, nursery nurses and mothers wers told
that the aim of the study was to investigate the extent to which the
"Own" child's behaviour in his everyday activitiss in thes pre-school
centre was affscted by the presence of ths mother in the room. This
was done in order to avoid possible interferences in the adults' natural
bshaviour dus to the presence of the obssrver, and to obtain as natural
a seatting as possibles. This, of course, imposes ssveral restrictions on
the study. O0One of the important consequsnces of this sort of method-
ology was that the total ovservation time for sach of the subjscts
dependad on conditions ather than ones within the observer?s control.
Whilst the present approach has the advantage of reducing the obtrusive-
ness of the research, it limits the amount of control which can bs
exarcised by the researcher. The way in which this problem was faced
will be discusssed in the following ssction.

Table 3 indicates the amount of data collescted on sach adult. It
can be sesn that the amounts varied widsly, dus to the fact that it was
necessary to collect as much data as possibls whilst a mother, teacher
or nursery nurse was available. At na point. could it be known in
advance how much could bs collected for any ons subjsct without increas-

ing the extent of intrusion.
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l.2. Data Collection
l.2.1. Method Used in Data Collection

The naturalistic method of observation was used in order to
analyse the way in which the subjects of the study spent their time
involved in different activities. The observation was carried out
systematically so as to enable an ordered registration of occurring
activities. Due to the aim of the study and the method used, at no
point could the research design be systematically contrived, apart from
its fundamental aspects. No degree of control was imposed during the
study on any of the subjects.

During the pilot stage it was observed that within each of the
observation units defined for the study, one or more than one activity
could occur either simultaneously or sequentially within each unit of
time. 1In order to set out data in such a way that further analysis
could be carried out, activities within sach unit were grouped into one,
two and three or more activities per unit. At no point in the observa-
tion was consideration given to the duration of sach of the activities
occurring within each unit. This was due, basically to the fact that
observation was carried out without interruption for the first tem
seconds of every minute. Jones et al. (1975) have pointed out that with
this procedure it is not possible to take into account the duration of
@ach of the activities occuming within that time. This is so even whan
activities occur independently of one another and in a sequential form.
In this case naturalistic observation was of the kind in which a number
of subjects were observed over time and under varying conditions. In
order to follow events as they occurred naturally, the order in which
observations were made depended on the way in which the teachers had

set out their everyday activities.
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1.2.2. Observation Procedurss

The same observer made all ths obsservation recordings. This
observer assessed the adults! activities within the classroom setting
using time-sampling. Recordings were mads of all svents occurring in
the interval and notes were made an specially designed shests.

A manual stop-~watch was used throughout all the observations. The
stop-watch was kept out of view of the children as well as the adults,
as much as possible. At no time did it appsar to be of interest to any
of the subjects. This lack of reaction has been noted in similar studies
(Hughes et al., 1588).

As complete a record as possible was made of what was said and done
by the member of staff in the first ten seconds of every minute, also to
whom she spoke or directed her activity. At ths end of five minutes
these observations were coded. Sometimes, it was necessary to observse
before and after the ten second period in order to code adults activi-

tigs and to determine exactly what activity was taking place.

1.2.3. Periods of Observation

Observations were only made at times when the activities being
held were those in which all three different groups of adults could at
some time or other participate normally. Ffor this reason, as mothers
were never left in charge of the outdoor activities or the "story time',
these periods were not considered as part of the study.

No observations carried out at times when, as ths observer had
realised durimg the pilot stage, the svents which occurred were excep-
tional in terms of either the adults! or the child's bshaviour, i.se.
observations were not held during the periods in which mothers came to

leave or collect their childrsn or when medical or dental examinpation
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took place. This approach is similar to that adopted in other studiss

(Blurton-Jones, 1972; Leach, 1972; Tizard et al., 1976a).

l.2.4. Recordin Times

Observation time was determined by the way in which teachers
set up their activities. This was to avoid any suspicion on the part of
the teachers about the obssrver and the goal of the research. Of course,
this was within the limits which regular observation imposes on the
environment or subjects being studied (Wess et al., 1966).

Rs such the different aspects to be observed were sst with as much
care and consideration as possible. The procedure of implementation
and the way in which times and places of observation were chosen are

described below.

The Classroaom

The class to be observed was chosen according to whether or not
the mothers were to be present. This was done so that the teachers did
not feel that they were being observed. Also, observation did take
place at times when the "Own'" child had left the room or was involved

playing outdoors.

The Teacher

On gbveral occasions mothers did not arrive and if it was possible
then the observer remained in that room in order to observe the teacher.
This was only done when the teachers did not insinuate, sometimes very
indirectly, that they felt the aobservation should be concluded. The
other times when the teachers were observed on their own in the room

were when the mothers were out, for example for their coffee breaks.
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The Mothers

With the mothers the same procedures were used and they were abser-—
vad on their own in the room when the teachers went out incidentally,
were having their coffee breaks or were in charge of the outdoor acti-

vities.

The Nurser Nurses

Nursery nurses were observed, on the one hand when the mothers were
not present and, on the other when teachers were for some reason,
although within the classroom, out of sight of the observer for some
time lenger than just incidental periods, e.g. be in the classroom but
involved working with one child only for a reading or writing exercise
in the quiet room and for that reason be beyond the observer's range of

vision.

Mothers with Teachers

When mother and teacher were present observation time alternated
from mother with teacher to teacher with mother. This was done in five

minute periods.

1.3. Data Codin

The pilot study enabled the observer to become familiar with the
flow of activities within the setting. During this stage note was taken
of all occurring events. Some of these preliminary visits are described
in the Appendix (see Appendix No.IIJ,page 261). It was thought that
making these visits was an acceptable approach to learning ways of hand-
ling specific technical problems. At the same time this was a way of
becoming more aware of the idiosyncratic methodolegical characteristics
of such studies, and it enabled both adults and children to become used

to the presence of the observer. It further assisted in devising
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the most appropriate coding schemes. Therefore, after the pilot stage
was completed a set of observation categories was arrived at. Despite
the fact that the categoriss were prepared independsntly from any other
ressarch carried out in this area, they turned out to be quite similar
to other lists which have besn prepared by researchers who have also
been studying the involvement of staff in pre-school settings (Tizard

et al., 1976a).

1.3.1. Selectin Bshaviours to be Coded

The intention of the pilot stage was to capture the natural flow
of all activities and interactions. This was with the goal of enabling
the observer to become accustomed to the usual happenings within the
pre-school settings. No predetermined categories were used so that the
observer had freedom to obssrve the svents which took place. Mothsrs,
teachers and nursery nurses were observed during this stage and note
was taken, as far as possible, of all they did. This was with the pur-
pose of obtaining specific guidelines for the procedure to be used far
the final recordings. It was also to snable thes observer to distinguish
which bshaviours would be relsvant to the aim of the study. In addition,
it helpsed to determine those activities in which all three groups par-—
ticipated, thus allowing a comparison between individuals and groups to
be made. There are advantages in devising categories bsfore the commen-
cemsnt of the final recording stage. This would help minimise ths
errors due to differential sensitivity and evaluative biases. It also
allows a more precise coding.

After the preliminary visits, all the observational material which
had been collected was translated into categories of obsservable events.
It took the present researcher a long time to dstermine suitable

categories.
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These categaories have also besn chossn sao that they would be easy
to observe with some accuracy by other observers. It has besesn pointed
out that focussing an elements which are too fine may lead to obssrvers
being less reliable. Categories which are too gross also lead to
problems because it becomes difficult to avoid overlap of categories
(Johnson & Bolstad, 1973). See discussion of reliability (Section l.s,,
Chapter 3) to assess the extent to which the codes facilitated observer

agreement.

The observation categories ars described briefly in this chapter.
They are presented in detail in the Appendix (see Appendix No.IV, pags
282). They deal with two major types of activities: activitises in
which there is contact between adults and children and those activities
in which no contact with children occurs. A third set of categories
is concerned with the behaviour of the adults when no involvement takes
place. In addition, note was taken of the style of the interaction held
with children.

Activities in which contact with children was abserved included:
a) contact in which a direct interaction betwsen adult and child was
observed - working, playing or being involved in social interaction
like conversing or being in some sort of physical contact and b) indir-
ect contact, in which a more impersonal interaction is observed between
adults and children - gesneral supervision or attending to chores.
Activities in which no interaction with children is observed included:
a) dealing with equipment, b) doing housework, ¢} interading with
other adults present in the room.

When considering the style aof the interaction, the interest was
centred on the way in which the adults directed their attention towards

the children. It was the interest of this study to record interactions
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either verbally or in terms of physical contact which were of a nega-
tive character. All of those which were not coded as nggative were
categorised as positive. Describing gualitative interactions as
'positive' does not necessarily mean that they were of a special posi-
tive naturs.

The moment adults changed from one activity to another, these wers
coded differently. In the case of the child-centred ones, the activity
was considered to be ended by a change of subject or when the child or
adult moved away, although the activity could remain unaltered.

In the case of multiple bshaviours a priority coding was used. It
is similar to that used by Jones et al. (1975). They employed a prior—
ity criterion to guide observers as to which of the bshaviours to code.
Jones et al. (1975) point out that this is a useful technique when the
goal is to record all behaviours as they occur, but to do so using a
manageable number of behavioural categories. In the case of the present
study, the priority criteria used placed emphasis on activities which
were thought to be of more importance in meeting the aims of pre-school
education, i.e. priority was given to those in which more direct inter-
action was held between child and adult. This criterion was ussed when
cading styles of interaction. As an example, within one unit of time
the following activities occurred:

Recording: Teacher talks to mother; teacher washes up beakers;
teacher icks u in  irl white).
In the above example, priority was given to the activity umderlined.

All activities were coded without considering their duration within
each unit of time.

The procedurs for coding the activities is shown below. The
abbreviations used are explained in the section on KEYS in page 3189.

The underlining corresponds to the

activity which was given priority and thus coded.
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For egach unit of observation time, three possibilities might be

encountered:

a)

if one activity is recorded in one unit of time, it would

be coded directly according to its content,

if two activities co-occur sequentially or simultansously

in one unit of time, the procedurs used is:

b) 1. If one activity is related to children (child-centred

activity):

[
o

=

[
—
(]

[
—
]

1DC+

C+

DC+

.
’

.
?

.o

.
H

b) 2. If no

10C+ (1 Direct Contact; 1 Direct Contact)

1IC (1 Direct Contact; 1 Indirect Contact)

1IC (1 Indirect Contact; 1 Indirect
Contact)

1Non Ch.Ac. (1 Indirect Contact; 1 Non Children
Activity)

INo Ac. (1 Indirect Contact; 1 No Activity)

INon Ch.Ac. (1 Direct Contact; 1 Non Children
Activity)

1No Ac. (1 Direct Contact; 1 No Activity)

activity is related to children (Non child-

centred activity):

1HE

1HE

[
]
»

?

1HE (1 Housework and/or Dealing with
Equipment; 1 Housework and/or Deal-
ing with equipment)

1IA (1 Housework and/or Dealinrg with
Equipment; 1 Interaction with Adults)

1IA (1 Interaction with Adults; 1 Inter—
action with Adults)

1No Ac. (1 Interaction with Adults; 1 No

Activity)
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1HE ;3 1No Ac. (1 Housework and/or Dealing with Equipment;

1 No Activity)

b) 3. If no involvement is observed (No activity):
1INo Ac. (1 No Activity)

1 No Ac.;1lNo Ac.(1l No Activity; 1 No Activity)

c) if three or more activities take place sequentially or sim-
ultaneously within one unit of time, a procedure similar to ths

one described above is followed. As an example:

1DC+; 1IC; 1No Ac. (1 Direct Contact; 1 Indirect Contact;
1 No Activity)
1DC+; 1DC; 1IC (1 Direct Contact; 1 Direct Contact;

1 Indirect Contact)

Style of interaction was recorded and coded in the same way as that
described above. Priority was given to those activities in which nega-
tive interaction was observed. This was done although other researchers
(Tizard et al., 1976a) have rarely observed negative control to occur
in classroom settings. Literature has indicated (Tizard et al., 1976a)
that staff not in charge of the group would tend to use this type of
control more than those in charge. Mothers had no previous preparation
for working with children and were never left in charge of a group. For
this reason, the observer thought it of interest to compare the amount
of negative interaction observed for the different groups. If it was
that mothers were observed to spend lenger than the staff, this could
have a special significance regarding their involvement. This is of
particular importance because a negative relationship has been described
by Tizard et al. (1976a) betwsen this interaction and the language

development of children.
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As an example:

Recording: Teacher reprimands ons girl (white); teacher does up boy's
shoe laces (white); teacher talks to boy (white).

Coding: 10c- (G,w); 1IC (B,w); 1DC+ (B,uw).

l.4. Inter-Observer A reement

l.4.1. Procedure Used to Obtain Inter-Observer A reement

During the pilot stage of the study inter-observer agreement
was tested. Two different sorts of observers were used: one trained
and the second had no experience with this method. They did not receive
previous training in this setting. For this reason, in both cases,
after the first fifteen minutes of recording the observation process was
interrupted. Recordings were discussed as a way of gaining mutual feed-
back on both occasions. Therefore, a greater understanding of the
procedure used was achieved. This period was not considered in the
final calculations on agreement.

Agreement was assessed in the twe pre-schools of the study. A dif=-
ferent observer checked agreement in each of the pre-scheools. This was
done to avoid further interference in the settings. In all instances,
teachers and mothers were aware of the presence of the additional obser-
ver. The explanation given was that they wers checking on whether the
observations being collected on the "Own" child had been properly
implemented.

In both pre-schools the study on agreement lasted one day and
coveraed some of the morning and some after lunch sessions. The adults
who were observed for this purpose were also subjects of the finmal stage
of data collection. This could not be avoided because aof the reduced
number of subjects found. Also it was considered as a step towards

habituation to the observer's presence.
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The amount of timé during which agresment was studied for the
different subjscts varied bscause thse pre-school scheduls had to bs
strictly followed.

Agresment betwesn observers was countsd when the same subject and
the activity they wers involved in occurred for both obssrvers within a
ten second intsrval. They wsrse countsd ssparatsly for mothers and
teachsrs. In both cases, all agrsements wsrs summed up for all subject-
activity pairs over the total observation psriod. To obtain agrssment
data ths two observers, in both casses, simultansously recorded activity
involvement in the classrooms. Activitises listsed in oI
were thoss for which percentage of agresment was calculated. A few
categoriss, particularly thoss with low frsquency of occurrence wers

dropped. Thess low frequancy categoriss also showed low agrssment.

Obssrvation Cate ories

A list of ths obssrvation categories and thsir respsctivse agresment
coefficients is given bslow. The manual with dstailsed dsfinitions,
examples of the categoriss, as wsll as a copy of the rscording form is
in the Appendix (ses Appendix No. IV, page 282).

The duration of thess observations were as follows:

Obssrvers
Trainsed Untrainsd
Mothsr 80 mins. 120 mins.

Teacher 47 mins €0 mins.
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TABLE 3: INTER-OBSERVER AGREEMENT PERCENTAGES

DBSERVERS
Trained Untrained

Mothers Teachers Mothers Teachers

Units of Time in which
both observers recorded
activity 89.33 92.45 85.00 91.00

Units of Time in which
both observers recorded
same number of activities
per unit of time

Single Activity 95.00 97.00 90.00 92.00
Two Activities 86.00 91.23 81.00 85,00
Three or more 82.00 90. 48 72.76 78.00

Units of Time for which
both observers agreed on
observed activity:

Non-Child Centred

Housework 100.00 100.00 98.00 96,00
Dealing with Equipment 94.00 96.00 87.00 94.00
Interaction with
Adults 68.00 70.00 63.00 75.00
Child Centred
Direct Contact 70.58 73.50 68.00 69.00
Indirect Contact 69.80 70.00 74.00 72.00
No Activit 90.00 90.40 86.50 87.00

St le of Interaction

Negative Direct
Contact Not Obs Not Obs Not Obs Not Obs
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l1.4,2. Discussion on the Procedurs and Results Obtained

Both observers - trained and untrained - were aware that
agresment was being assessed. This factor has been mentioned
(Romanczyk et al., 1973) as one which inflates the percentages of
agreement found in the studies. Also both were aware of the aims of
the study and therefore covert assessment could not be used as a
procedure. This overt observation procedure has also been pointed
out as conducive to greater agreement (Scott, 1967). However, due to
the conditions imposed upon this study no further agreements could be
assessed.

The method of inter-observer agreement used has been described by
Mitchell (1979) as one which only gives information on the agreemsnt
between two observers in terms of recording of a behaviour. The
method used here does not give information on other aspects which have
been described as important (e.g. Hollenbeck, 1978; Mitchell, 1979)
when carrying out observational studies (see Section 1l.4., Chapter 3).

This method of assessing agreement has been said (Mitchell, 1979)
to be insenérive.to degrees of measurement as it is based on the all-
or-nothing phenomenon. Mitchell (1979) argues that this method under-
estimates the agresements.

More time than that available would have been regquired for a more
thorough analysis of the reliability of the observational method.
Also, the settings were too restrictive to allow such a thorough anal-
ysis. To obtain further detailed information would have required, for
example, a comparison across subjects and across researchers. As
conditions prevented analysing in depth, it must be acknowledged as a
limitation to the present study.

The ressarcher of the present study recorded more activities pser
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unit of time compared to the other two observers; the untrained
persan recording the least activities per unit. These differences
were greater at the commencement of the period and reduced substan-
tially as obssrvation was under way. Ths psrcentages of agreement
obtained with the trained observer werse on average greater than thoss
with the untrained one. For both observers a higher degree of
agreement was obtained for the recordings on teachers than on mothers.

Lack of agreement was observed more about what happened than on
the coding of the event. On the whole, the coding of activitiss,
except for minor ones which have been disregarded, presented no
problems.

All other data wers gathered by the pressnt researcher. UWhils
some bias may arise as a consequence, financial and practical consid-
erations presvented the use of other observers and the assessment of

observer "drift" and "decay" (Johnson & Bolstad, 1973).
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2. Discussion on the Method Used

As happens with most studies using the naturalistic method this one
falls in the category of "guasi experimental" research (Campbell &
Stanley, 1966; Matheson, 1978). Matheson (1978) argues that when these
methods are used no degree of control can bs imposed by the observer on
any of the independent variables. As far as possible, therefore, the
course of events occur in the same way as if no observation was taking
place.

In this study teachers and mothers were observed under two differ-
ent conditions. This was not the case for the nursery nurses who were
observed in one only, i.e. when the teacher was present.

As has been said no deliberate changes were made in the environment
except those changes which could have occurred naturally because of
possible reactions to the presence aof the observer.

In order to maintain the naturalness, as Matheson (1978) mentions
the observer had to resort to unusual measurement technigues in order to
keep behaviour patterns as normal as possible. There are several
advantages and some disadvantages inherent to this methodology. One
is that these results cannot be readily generalised to the population
for several rsasons, among others, because they do not include random
sampling in terms of subjects, conditions and times of observation.
Nevertheless, they have the advantage that af’no time do other confound-
ing variables take place and in this way it is expected that the subjects
will be observed without significant changes in their behaviour.

In this particular study and due to the conditions in which it was
carried out, methodological constraints have been imposed on the analysis
of the data. Of these the most important will be mentioned:

(a) unequal number of subjects were observed within each of the groups,

(b) different total observation periods were observed for the different
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subjects, (e) different total times of observation were observed for
the different subjects in the different conditions in which they were
obssrved.

In relation to sach of these limitations it can be said that the
first has implications for ths statistical analysis and will be des-
cribed later. The second problsm was faced firstly by converting all
frequencies into proportions in order to provids comparabls data from
subjscts whose observation times differed in length. The other problem
considered was to what esxtsent thsse differsnt numbers of obssrvation
periods might have provoked alterations in the data cbtained: that is,
whether unequal numbsers of observation psriods for the different sub-
jects might influence ths frequency with which the subjects obssrved
becams involved in the different activitiss studied.

In order to slucidate this problem, a correlational analysis
(rank order) was carried out. In it, all times of observations obtained
from the subjects in the different settings were related to the percent-
age of time in which they wers observed to bescome involved in the
different activities studied. No significant relationships betwesn
the total observation time and the percentage involvement were discoversc
at any paint in the analysis. This is shown in Table 4,

Therefore, this cannot bs rsgarded as a limitation to this study.
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PART IIT:e RESULTS

CHAPTER 5: ANALYSIS OF ACTIVITY INVOLVEMENT

l. The Conditions Under which Sub’ects were Observed in the Stud

The analysis of results is organised in twoc sections. The first section
was devised in order to analyse to what extent differences were observed
between the mothers, the teachers and the nursery nurses in their every-
day depleyment in the pre~schoel setting. They were compared in terms
.0f the amount of time each of the three groups spent involved in differ-
ent activities, i.e. the "child" and '"non-child centred" activities, as
well as time spent wandering arcund the room without becoming invelved
in any activity. Further sub-divisions were made within the "child-
centred" and "non-child centred" ones (see Appendix No. 1V ).

The secand section was orientated towards analysing the way in which
the mother's presence affected each individual "Own" child. This was
basically in terms of the time the child was seen with the teachers and
the quality of the intesractions held when the mothers were present and
when they were absent. This was with the intention of analysing whether,
and to what extent, different patterns of behaviour emerged in the dif-
ferent conditions in which the study was set. A description of these

conditions will follow. For all symbols used from now onwards, refer to

KEY of activities, page 319.
l.1. Conditions Used in the First Section of the Stud

Five conditions were examined to study the behavicur of the differ-

ent subjects.

1.1.1. Condition One: Teachers Alone T

In this condition the interest was centred on the involvement



- 111 -

which teachers developed in their day-to-day practice in the classrtoom.
The pattern of bsehaviocurs observed for this group was considered tc be
that of the "contrast group" (White & Watts, 1973), i.e. when group
differences were searched for, this group was taken as the ocne against
which all others were compared. The basic question posed was what sorts
of activities do teachers become involved in and how are they observed
to spread their time. Another aspect covered was to what extent do

teachers as a group behave in a similar way,

1.1.2. Condition Twe: Teachers with Mothers TuM)

Here, the interest focussed on questions such as: were teachers
cbserved to alter their behaviocur when mothers were present? If the
behaviours changed, in what respsct was this observed toc happen? Which
behaviours were found to be most vulnerable to the mothers! presence?
Also, do teachers react in a similar way to the mothers' presence or

does the mothers' presence act as a deterrent toc homogeneity of behaviour?

1.1.3. Condition Three: Mothers Alone

In this condition, mothers' behaviour was studied to analyse
their degree of involvement in the different activities. The analysis
was basically a comparative one, i.e. Do mothers as a group, vary in
their bshaviour? If a wide variation was observed for this group, in
what activities was this most evident? To what extent did their behav-
iours differ from those of teachers? In what activities are these
differences clearly expressed? To what extent do mothers' behaviours
overlap with those of teachers?

In the "alone" condition mothers were observed only during the

periods when the teacher was out of the room (e.g. coffee breaks;
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talking to headteachers). Mothers were never purposely left alons.
On the whole, the observation periods for mothers in this condition were

short as they were bound to end once the teacher returnsd.

1.1.4. Condition Four: Mothers with Teachers MuwT)

This analysis was centred arcund the patterns of behaviour
which appeared to be more clearly delineated when mothers were obssrved
together with teachers in the room. It was also interesting to examinse
whether the individual differences in the group were altered to any
extent. UWhen is the mothers' behaviour more like that of teachers,
when alone or together in the room? Did the group of teachers act as
relatively common influsnce or were seach of the mothers reacting in a

wide span of ways?

l1.1.5. Condition Five: Nurser Nursss

In this condition the interest focussed upon what sort of
behaviours were observed most frequently for the group of nursery nurses.
This group was only ;bserved together with the teacher in the room.

Questions were centred on whether the behaviours observed for
nursery nurses waere different from those of teachers and mothers. Also,
in what conditions did teachers and mothers behave more like them? Did

nursery nurses present a wide spectrum of behavigurs? UWas it wider than

that observed for the other conditions?

1.2. Conditions Used in the Second Section of the Stud

In this section the analysis was centred on the amount amd sort of
attention received by the group of "Own" children, i.e. children whose

mothers were involved working in their classroom.
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The same five conditions named above wers used to implesment this

part of the investigation.

2.‘ Data Anal sis: Procedurss and Assum tions

Before the data could be analysed, a number of problems involved in
selecting adequate statistical procedures had to be resoclved. In this
study, the groups on which data analyses were based wsre formed of a
small number of subjscts. In such cases it is presumed that the distri-
butions are not normal. Guilford & Fruchter (1978) suggest that before
deciding which tests should be used, consideration has toc be given to
which of the possible procsdures should be used, aiming always at the
more powerful tests. This means for them that tests other than the
distribution-free or non—-paramstric ones are to be preferred. According
to Fryer (1966), in the cases of non-normality or when normality cannot
be reasonably assumed, although it is always possible to turn toc non-
parametric tests, it is prefsrable toc use appropriate algebraic trans-
formations of the data to new scales of measurement. By doing this,
Fryer (1966) says, data would come intoc a more satisfactory accord with
the assumptions of the model of the analyses of variance. This is pref-
erable, because by these transformations, it is generally belisved, less
information is lost, than when using non-parametric tests.

Scheffé (1959) points out that statistical msthods ought to be
chosen according to their optimality, that is, statistical methods are
to be assessed in terms of whether or not they invalidate the assumptions
underlying sach of the tests used. Box (1953) suggests that statistical
methods are robust if the inferences are not sericusly invalidatsed by
the violation of their underlying assumptions. It is gensrally assumed

(Bonneau, 1960), that the t-tests are fairly robust with respect to
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departures from homogeneity of variance and assumptions of non-normality.
Howsver, in the case of this study, as numbers are small, departures from
normality would inevitably arise if t-tests wers used on the raw data.

According to Plutchik (1974), the major limitation of non-parametric
tests is that they are usually less sensitive to differences than a
usual t-test would be. This is due, ac?ording to him, to the fact that
the non-paramstric tests usually reduce the set of measurements to ranks
and manipulate only from the ranks. As such, the non-parametric tests

are more likely te accept the Null Hypothesis, even when it is false,
than a classical test would do. The problem raised by Blalaock (1960) is
that in using t-tests normality is assumed and this assumpticn can anly
be violated when numbers are small. He argues that this is because it is
precisely irn small samples that normality is more guestionable. In these
cases, Blalgck says that the non-parametric tests ara the alternative
tests and could end up by being more useful, However, when using non-
parametric tests, although they de not make so many assumptions, they do not
take advantage of all the information available. Blalock (1960) adds
that if more powerful tests are used they usually make more assumptions,
so that using a mare powerful test will involve a lower risk of Type II
error. He says that the power of a test is inversely related to the
risk of failing to reject a false hypothesis.

In this present study, because assumptions regarding homogeneity of
variance as wsll as normality of distribution cannot be easily fulfilled,
it was felt necessary to carry out different levels of analyses, depend-
ing on the naturs of the problem and the properties of the available
data. First the data were analysed as fully as possible in terms of
descriptive statistical measures. In these instances raw data were used
throughout. The measures used were the medians, modes and the ranges of

the distributions.
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Second, some data were transformed following Kerlinger'!s (1973)
and Winer's (1971) recommendations into arcsin percentagss. Then t-tests
and ANOVA's were carried out on thaese transformed data. Ths uss of
such transformations are considered next.

According to Guilford & Fruchter (1978), the question of transfor-
mations is to be posed in terms of whether by some transformation it
would bs possible to convert the raw measurements into valuss of a nsw
scals in which ths distribution found is normal. Finding the adequatse
transformation it would be possible to apply parametric tests esven if
samples are small. In the case of this study, following Guilford &
Fruchter (1978) and Winer (1971), non-linear transformations were used,
the percentage or proportion data being transformed into the correspond=-
ing angle values in degrees of arc.

Plutchik (1974) indicatss that thsre are two major sourcss of
variability. One which reflects ths differences between the groups
because they have been treated in a different way. The sscond source
of variability reflects the naturally occurring differences betwsen ths
subjects, the treatments being equal. If (as was the case in the praesent
study) groups had marked different variances, a comparison based on their
means is questionable. In thess cases, Plutchik (1974) and Winer (1971)
suggest that a test for homogsnsity of variance (F-test) may be approp-
riate as a preliminary test.

For one of the groups (i.s. mothers) in the present study, wide
within group variability was observed across the differsnt activities
which were analysed. Therefore, to avoid assuming that differencss
which may be obtained betwesn groups were due to the conditions (i.e.
alone and with the teachsr present) under which they were observed

rather than to differences occurring between subjects, F-tests were
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used in all cases in which data complied with the underlying assumptions
(Winer, 1971). Only in groups for which the F-test did not reach a
significant level were the analyses continued further and t-tests were
used.

The need for appropriate statistics to analyse repeated measurss
was important in the present study. Repeated measures on the same
subjects have been described as posing some problems (Winer, 1979).

In this case, two groups of subjects (mothers and teachers)were studied
under two different conditions. When repeated measures are used, it is
axpeacted that individual characteristics will remain constant throughout
the conditions and in those cases the correlations betwseen the subjects
will tend to be positive. The observation of mothers and teachers for
the two conditions which were studied cannot be expected to be entirely
independent. Consequently, if differences are found in the subjects
indicating bshaviour differences in the two conditions, these would
depend only in part upon the differences caused by treatment and partly
upon uncontrolled sources of variation. ANOVA is the only procedure
through which variances between subjects, conditions as well as within
subjects can be studied. Ffor this reason, in the present study whenever
assumptions for using ANOVA were complied with, this procedure was used.

Spearman Rank cosefficient was used in some instances throughout
this study. This correlational analysis was used because its use has
been suggested when numbers are small (Guilford & Fruchter, 1978). In
using the correlational method, Hays (1963) suggests that independence
of measurses is required. If the correlations among a set of variablses
are fixed, then their correlations with other variables have a predeter-
mined limit.

Hays (1963) arques that when using correlational analysis, the test
of significance assumes independence of sampling. As in the case of

other statistics used in this study (i.e. multiple t-tests) coefficients
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will to some extent be significant by chancs. Ffurther details of the
analyses used in sach specific case will be given.

Ths rasduced number of subjects, the sampling of subjscts, as well
as possible violations of some underlying statistical assumptions
indicates that soms resstrictions are placed on ths gensralisability of
the findings.

Only significant differences have bsen marked. Throughout the taxt
a single asterisk (*) indicates a probability level of less than .05,
two astsrisks (¥**) a lsvel of less than .02 and thres astsrisks } for
less than .01.

Two tailed significance tests (othsrwiss indicated) were usad in
assessing the differsnces between groups when no predictions were mads

about ons group being supsrior to the other.

3. Activit Involvemsnt: The Two Sta & Anal sis

The main objectives of thaese analysss wers to discovsr ths nature of
the mothers' involvement and the extent to which their bshaviour was
different from that of the staff who normally worked in the pre-school.
A two stage analysis was implemented for this purposs:

3.1, The Descriptive Stagse

3.2. The Comparative Stags

3.1. The Descri tive 5Sta

The aim was to describs what was found in the five conditicmns in
which the differsnt adults of the study wers observed. Median psrcent-
ages wers used because of the rsduced number of subjects per group

(Hays, 1963). The conditions comprised the sveryday activities normally
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found in the pre-school. No sxpesrimsental altsrations wsrg impossd on
the day-to-day flow of activitiss in the diffsrent classrocoms. One or
both of the nursery nurses, who normally worked in each of the rooms,

were present throughout the obssrvation periods.

3.1.1. Nature and Extent of Teachers' Involvemsnt

At all times teachers were observed in their usual rooms. In
all of the classrooms investigated, at lsast one mother was involved to

some extent as a para-professional

3.1.1.1., Condition One: Teachsrs Alone

The most noticeabls similarity observed for the group of
teachsrs was that in all but ones thers was an ovsrall pattern of bshaviour
indicating higher involvement in child-centred activitises than in non-
child-centred onss. The group on the whole was observed to spend approx-
imately 70% of their time with children. For most of this time, that is
nearly 61%, they were sesn working or playing with the children. For
the other 10% of the time, teachers were observed involved in activities
which required them in a lgss dirsct relationship, such as supsrvision.
To a certain sxtent, they appsared to bs a somewhat varied group, and it
was apparent that although the sams sort of bshavioural pattern was
obssrved in nine out of ths ten tsachsrs, some "within group" diffsarences
were observed. Thaese ars shown in Table 5. The resst of the
tims, thsy were observed involved in non-child-centred activitiss. Most
of this time was spent in dealing with squipment and/or housswork type

activities. Interaction with adults was sesn very rarsly.
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TABLE 5: SUMMARY STATISTICS OF PERCENTAGE OF TIME SPENT BY TEACHERS
ALONE IN THE DIFFERENT ACTIVITIES AND THAT SPENT 1IN
POSITIVE AND NEGATIVE INTERACTION

x|

— k™
Range X (arc < G
sine)

Mn Modse

Ch. Ac. 69.67 69.00 66.70 43,59 55.06 54.26 7.35
D.C. 64.00
59.00

60.81 54.00 57.17 54.13  49.37 78.83 8.90

I.C. 10.53 14.00 9.53 14.77 16.85 41.46 6.44

N.Ch.Ac. 30.33 29.00 33.01 40.97 34.80 49.89 7.03

H.E. 25.58 24,00 27.19 38.34 31.09 45,29 6.73
I.A. 3.31 4,00 5.82 23.89 11.10 78.64 8.87
No Ac. 0.00 0.00 0.29 2.83 1.683 8.51 2.92
Mn Mode Range
DC+ 56,25 54,00 55.49 54.13

DC- 0.00 0.00 1.68 5.11
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FIGURE 1: DIAGRAM REPRESENTING PERCENTAGE OF TIME TEACHERS ALONE
SPENT IN THE_DIFFERENT ACTIVITIES o

Ch.A

H.E. 7

/

Non Ch.Ac.

In terms of style of interaction teachers were on the whole
observed to use little negative control as is shown in Tabls g,
Further analyses were carried out in an attempt to clarify the nature of
the "within group" differences which have been described (see Section

3.3.1 » Chapter s).
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3.1.1.2. Condition Two: Teachers with Mothers

The most dominant activity for the sighteen teacher-
mother pairs observed in this condition was that nsarly 67% of their
time was spent in child-centred activitiss. For about 54% of this time
they were involved in activities which kept them in direct contact with
the childrsn, i.e. they were playing or working with them. For the
remaining 13%, they were involved in general supervisory activities or
other such activities which meant being in indirect contact with the
children. The non-children activities occupied the tsachers for the
remaindsr of the time. Most of this time was spent dealing with equip-
ment and/or housswork activities. Negative contact was seen less often

(ses Tableﬁi);

FIGURE 2: DIAGRAM REPRESENTING PERCENTAGE OF TIME TEACHERS WITH
MOTHERS SPENT IN THE DIFFERENT ACTIVITIES

Ch. Ac.

D.C. "Own" ¥
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TABLE 6: SUMMARY STATISTICS OF PERCENTAGE OF TIME SPENT BY
TEACHERS WITH MOTHERS IN THE_DIFFERENT ACTIVITIES
AND THAT SPENT IN POSITIVE AND NEGATIVE INTERACTION

Mode X Range X (arc G
sine)
Ch. Ac. 67.01 69.00 66.94 34.91 55.21 44,94 6.70
D.C. 53.74 54,00 54.17 46,30 47.51 59.38 7.71
I.C. 12.49 14.00 7.76 70.58 19.63 62.11 7.88

N.Ch.Ac. 32.99 34.90 32.59 34.90 34.50 46.51 6.82
I.A. 5.42 .09 7.56 22.73 14.58 47.83 6.92
H.E. 25.34  27.00 24.75 36.24 29.44 36.46 6.04

No Ac. 0.006 0.00 0.47 4.65 1.57 13.21 3.63
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The pattern of higher involvement in child- over non-child-
centred activities was seen in all but one of the teacher—-mother pairs

despite the fact that as individuals teachers behaved differently.

3.1.2. Nature and Extent of Msthers' Involvement

Mothers were studied in the room in which their "Own" child
attended reqularly. For this reason, a two-level analysis was used for
the two conditions where the mother was the centre of attention. The
first considered all the data collected for the mother regardless of
which child she was involved with., The second only covered the time
she spent with children other than her "Own". This was done basically
because as observations took place the observer realised that when
mothers were busy with their "Own" child, their participation with the

rest of the children acquired quite a different character.

3.1.2.1. Condition Three: Mothers Alone

Mothers' most predominant activity was clearly the time
they spent centred on children. At the first level, i.e. when all chil-
dren were considered, 70% of their time was spent in these activities.
However, this dropped to 60% in the second level, i.e. when the time
spent with their "Own" child was deducted. Direct interaction was the
most frequently observed activity of those centred on children, at both
levels (see Table 7). The remaining time was spent in
activities of a more indirect nature, such as supervising or doing the
chores. There was a marked difference in the amount of time each
mother spent in child-centred activities, as shown in Table / , page (.4

Mothers were abserved involved in non-child-centred activities FOF

about 35% of the time. The most frequently observed non-child activity
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*
TABLE 7: SUMMARY STATISTICS Of PERCENTAGE OF TIME _SPENT BY MOTHERS

ALONE IN THE DIFFERENT ACTIVITIES AND THAT SPENT i
POSLTIVE AND NEGATIVE INTERACTION

- 2.
Mode Range X arc (:~‘
sine
Ch.Ac. 70.01 79.00 A3.39 45.29
34,00
D.C. 59.00

60.85 64.00 51.40 54.80

I.C. 10.58 5,00 11,99 24.08

N.Ch.Ac. 34.58 34.00 32.32 51.12 33.98 100.58

I.A. 5.78 4,00 6.25 16.28 13.48 30.23
H.E, 17.96 19.00 24.74 44.01 28.92 98.45
No Ac. 2.78 4.00 4.25 18.60 10.23 40.05
*

X Range
Ch. Ac. 60.46 53.65 54.26
D.C. 46.22 44.24 62.35
I.C. 9.28 9.41 18.95

* Time with the "Own" Child is Disregarded from Total Children's
Time



~ 125 -

FIGURE 3:

DIAGRAM REPRESENTING PERCENTAGE OF TIME MOTHERS ALONE SPENT IN THE
DIFFERENT ACTIVITIES

Ch. Ac.

~
~

/

/
_ -b.c.
~ "OWN"

N.Ch.Ac.

was dsaling with equipment and/or doing housework. Ths mothers were
observed rslatively infresquently interacting with other adults in ths
room.

For the remainder of the observation time, about 3%, thes mothers
were observed wandering around the room or occupied on their own.
Amongst mothers, timg spent in "No Activity" varied considerably, but
not as much as that spent in child-~centred activitiss.

In terms of styls of mothers' behaviour, they showed very infrequent

negative forms of interaction (such as reprimands: sese Tablej{ﬁ.
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3.1.2.2. Condition Four: Mothers with Teachers

The most dominant activity in this condition was child-
centred. When all children were considered, this occupied mothers for
59% of the observation time. This dropped to 50% when the time with the
"Own" child was deducted. For nearly all the child-centred time at both
levels studied, dirsct interaction was the predominant activity (ses
Table g), For the rest of this time they were occupied in
more indirect interaction with children. In this condition, sach mother
behaved very differently from the others, in both direct and indirect
contact.

When analysing time spent in non-child-centred activitiss, figures

indicated that the mothers were involved mainly in dealing with equipment

FIGURE 4: DIAGRAM REPRESENTING PERCENTAGE OF TIME MOTHERS WITH
TEACHERS SPENT IN THE OIFFERENT ACTIVITIES

Ch.A

N.Ch.A
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*
TABLE 8: SUMMARY STATISTICS OF PERCENTAGE OF TIME SPENT BY MOTHERS

WITH TEACHERS IN THE DIFFERENT ACTIVITIES AND THAT SPENT
IN POSITIVE AND NEGATIVE INTERACTION

Mn Mode Range X (arc C:—-
sine)

34.00
Ch. Ac. 59.10 79.00 58.22 74.92

-D.C. 50.10 59.00 46.79  75.72
I.C. 7.67 4.00 11.43 26.13
9.00

N.Ch.Ac. 34,58 34.00 34.58 75.00 33.24 258.71

I.A. 4.76  3.00 7.98 36.54 14.01  83.29
H.E. 22.31  39.00 925.46 57.77 28.07 178.66
No Ac. 6.44  4.00  8.20 27.50 14.03  80.70
*
X Range
Che Re- 50,21 4466 77.51
D.C. 39.27  36.71 78.17

I.C. 5.92 8.33 22.62

* Time with the "Cwn" Child is disregarded from Total Children's Timse



- 128 -

and/or doing housseswork activities. Interaction with other adults took
place infrequently. This is shown in Table 8, For the
remainder of the time (6.44%) the mothers wandered arcund the room or
were engaged in activities on their own. Negative interaction was very

rarely seen (see Table 8).
3.1.3. Nature and E£xtent of Nurser Nurses' Involvemant when
Observed to ether with the Teachsr

Nursery nursss were only obssrved in the room in which they

normally worked, when the tsacher was pressnt and without the mother.
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3.1.3.1. Condition Five: Nurssr Nursss

When analysing the pattern of bshaviour presented by
nursery nurses with ths teachsr pressent, it was found that the activi-
ties which occupied most of their time were thosse rslatsd toa children
(67.12%). More than thres—quarters of this time they wers involved in

dirsct contact and 8% in indirect interaction.

For almost 32% of their time, they were sngaged in non-child-centred
activities, most of it dealing with squipment and/or doing housework.
They wers sssen very infrequsntly intsracting with other adults. B8shav-

iour within ths group of nursery nursses appsared to be somswhat varied in

FIGURE 5:
DIAGRAM REPRESENTING PERCENTAGE OF TIME NURSERY NURSES SPENT IN THE
DIFFERENT ACTIVITIES

Ch. Aec.

Ch.Ac.



TABLE 9:

N.Ch.Ac.

I.A.

H.E.

No Ac.

DC+

DC~
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SUMMARY STATISTICS OF PERCENTAGE OF TIME SPENT BY
THE NURSERY NURSES IN THE ODIFFERENT ACTIVITIES AND
THAT SPENT IN POSITIVE AND NEGATIVE INTERACTION

£7.12

57.31

8.51

32.10

8.11

24,53

0.4

54.15

2.45

Mode

71.32

59.50

45.88
25.27

5.00
19.00
29.00
34.00

0.49

52.35

2.21

X Range X arc
sine

64,31 31.97 53.74 39.33
54,55 23.86 47.39 21.99
9.76 11.19 17.89 13.28

34,44 30.91 35.68  44.53

10.30 11.00

24.14 24.80 —_—

1.25 6.85  4.11  25.23

Range

23.53

2.39



- 131 -

relation to the time they spent involved in sach of these activitiss. As
is shown in Table g, nUrsery nurses were seen wandering in
the room or sngaged on their own for short spells of time.

In terms of style, negative interaction was observed teo occur very

rarsly. Data are shown in Table 9.

3.1.4. Summar

In the five conditions studied, all groups werse seen to spend
more time in child-centred activities than in non-child-centred omes. Of
the former the most predominant one was time spent in activitiss involv~
ing dirsect contact. When studying the groups of mothers and tsachers,
it was seen that the presence of the other adult reduced the time which
sach dedicated to children. Neverthelsss, it still continued to be
higher than thes time spent in the rest of the activities. As a group,
teachers were observed to spend most time with children, followed closely
by nursery nurses. Sgs figurs 6.

Mothers spent more time in child-centred than in non-child-centred
activities irrespective of whether the time spent with their "Own" child
was included or not. Regardless of how long they spent only with their
"Own" children, tims devoted to all other children was always greater
than their "Own" child time. Ses figures 7 and 8, pags 133.

When analysing activities which did not involve children, it was
s@en that in all conditions studied, most time was spent dealing with
squipment rather than doing housework.

The group of mothers showed the highest scores for time spent not
involved in any activity. This 'not-inveolved' time was greater whsn the
teachers were also present.

When considering style of interaction, negative interaction occurred

vary infregusntly in all five conditions. Although nursery nurses showed
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FIGURE 6: DIAGRAM COMPARING THE PERCENTAGE OF TIME SPENT BY THE
DIFFERENT GROUPS IN CHILD ACTIVITIES NON-CHILD ACTIVITIES
AND NGO ACTIVITY
50 100

Teachers
Alone

Ch. Ac. N.Ch.Ac.

Teachsrs
with
Mothers

Ch. Ac. N.Ch.Ac.
No Ac.

Mothers
Alone

Ch. Ac. N.Ch. Ac.
No Aec.

R

Mothers
with
Teachers

Ch.Ac. N.Ch.Ac.
No Ac.

T

Nursery
Nurses

Ch. Ac. N.Ch.Ac.
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FIGURE 7: DIAGRAM COMPARING THE TIME MOTHERS SPENT WITH THE "OWwN"
CHILD AND THAT WITH OTHER CHILDREN IN ALL THE ACTIVITIES

"UUJN"
No Ac. CHILWD
OTHER CHILDREN

N.Ch.Ac. Ch.Ac.

FIGURE 8: DIAGRAM COMPARING THE TIME MOTHERS WITH TEACHERS SPENT
WITH THE "OWN™ CHILD AND THAT WITH ALL OTHER CHILDREN
IN ALL THE ACTIVITIES

0 100

OTHER CHILDREN "OWN"

No CHILD

Ac

N.Ch. Ac. Ch. Ac.
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more negative interaction than teachers or mothers, in absolute terms it
was still low.

The descriptions presented here show that mothers as a group had a
much wider spectrum of behaviours than did teachers or nursery nursss,
i.e. more individual differsnces were observed within the group of mothers
than in that of teachers or nursery nurses. This spectrum widensd when

the teacher was also present.
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3.2. The Com arative Sta

When comparing groups, it was not always possible to study the
overall statistical differsnces because of the inherent characteristics
of the data. As has been said in the section on underlying assumptions
of the data analysis, only by using ANOVA would it have been possible
to account for variances between subjects, betwsen treatments and
within subjects. The tables which follow include only those "between
group"” comparisons which when assessed appeared to have significantly
different results. The rest of the data will only be analysed
descriptively.

As has been mentioned, the problems inherent in using multiple
t-tests (Guilford & Fruchter, 1978) were present, but it was felt
important to find a way in which the groups could be reliably compared.
Not many significant differences between the groups were found, but
when they were, they were to some extent consistent with the direction
predicted and this could therefore indicate that the "between group”
differences could be considered meaningful and not only attributable
to chance.

Wide within-group differences were obtained. Ff-tests were used
when data complied with underlying assumptions to test for the signifi-
cance of these within-group differences (Guilford & Fruchter, 1978).

Time sampling was the method used throughout the study. The time
sampling was of 60-seconds in length and consists of a 10-sscond
observation period and a 50-second recording period. As somewhat long
periods elapsed between each of the observation periods, it was dec-
ided that it could have been misleading to consider initiative. This
meant that when studying adult-child and adult-—-adult interaction, no

consideration was given to who initiated the contact.
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3.2.1. Across Condition Apnal sis

The possibility that the mothers' and teachsrs' bshaviour could
be altered by the presence of the other was explorsd by comparing thsir

behavigurs in the two caonditions, i.e. alone and with the other prssent.

3.2.1.1. Mothers Alons and Mothers with Tsachsrs

The behavicur of mothers in child-centred activitiss
was investigated considsring the two above-mentioned conditions (see
Section 3.1.2.).

With respect to direct contact, thers werse no significant differ-
ences in the mothers' time devoted to all childrsn, when seen alaons or
with the teacher. Also differences wers not observed when time with
"Own" children was disregarded. for time spent in indirect interaction,
differences bstwsen conditions were nonesxistent at both levsels.

Mothers behaved significantly (F = 70.94; p< 0.05) differently
across the two conditions when time spsnt interacting with adults was
investigated. Mothers behaved in a significantly (t = 2.41; p<£0.05)
dissimilar way across the two conditions studied with ‘respsct to time
spent not invelved in any activity. Mors time was spent not involved
when teachers were present. When alone, the within-group variation of
mothers was wide and this bscams more marked when the group was obssrved

with the teacher.

3.2.1.2. Teachers Alone and Tsachsers with Mothers

The only significant (t = 1.85; p<£0.05) difference

obtained for this group across the two conditions (i.e. alone and with
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mother) was in terms of the time involved interacting with ather
adults. As might be expected, this was greater for the "with mother™
conditian.

On the whole, the group aof teachers presented a somewhat large
"yithin-group" variability. These "within-group" differences were larger
for the "alane" than for the "with mother" caonditiang

Further analyses were carried out in an attempt

to clarify the nature of these differences (see Section 3.3.1.).

3.2.1.3. Summar

Mothers spent significantly longer involved interacting with
other adults when the teacher was present than when alane. Also, signif-
icantly more time was spent by mothers when alone not involved in any
activity. When mothers were alone large individual differences were
observed for each activity. These differences also varied fraom activity
to activity (e.g. they were more marked for time spent in child-centred
activities, than for "No Activity"). Also they became more apparent
when the teacher was present. The teachers' hehaviour showed the rev-
erse pattern; less individual differences were observed when the mother

was there.

3.2.2. Between Grou Differences

3.2.2.1. Time s ent involved in Child-Centred Activities

With respect to time spent in these activities when con-
sidering mothers' time with all children, no significant differences
were abserved between the five conditions (Mothers alane, Mothers with

Teachers, Teachers alone, Teachers with Mothers, Nursery Nurses). An
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interesting aspect was that the mothers' behaviour was quite similar

to that of the other group. The teachsrs spent only slightly more time

in direct interaction with children compared with all other groups.

This was true for both conditions in which they were observed (alone and

with the mother).

However, when disregarding the mothers' time with the "Own" child

only, significant differences did emerge. These are shown in Table 1qg,

-~ Teachsrs Alone and Mothers Alone -

A tendency to spend significantly (t = 1.88; p<0.05) more

time in direct contact was observed for the group of teachers.

Teachers with Mothers and Mothers Alone -

Teachers showed a tendency to be involved for significantly
(t = 1.79; p<0.05) more time in direct contact than did

mothers.

Mothers with Teachers and Teachers Alorg -

When considering time in direct contact, the time for mothers
in this condition was significantly (t = 2.88; p<£ 0.01) lower

than that of teachers when alone.

Mothers with Teachers and Teachers with Mothers =

In this condition, mothers had significantly (F = 2.72; p<0.05)
more varied scores with respect to time spent in direct inter-

action compared with that of teachers when the mother was pressnt.
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- Mothers with Teachers and Nurser Nurses -

Differences betwesen these two groups were observed when the
attention was centred on time spent in direct interaction.

In this condition, mothers as a group presented significantly
(F = 8.72; p<0.0l) more varied behaviours between them than

those shown by nursery nurses.

- Mothers Alone and Nurser Nursss -

Significant differences were observed between these two groups,
mothers showing a significantly (F = 4.81; p<0.05) wider within-
group difference in time spent interacting directly with the

children than did nursery nurses.

3.2.2.2. Time s ent involved in Non-Child Centred Activities

In terms of the time each of the groups spent involved
in these activities, no significant differences were found between the
conditions. At a descriptive lsvel it can be said that the group of
nursery nurses was observed to be the one which spent slightly more
time in thess non-child-centred activities. The group of mothers in
both the conditions studied, was the group observed to spend the least
amount of time involved in them. The only significant difference
(F = 3.94; p<&0.05) was in dealing with equipment indicating that teach-

ers differed individually more than mothers with teachers.

3.2.2.3. Time s ent not involved in An Activit

In terms of the time spent not involved in any activity,
significant differences were observed between ths groups. In all casses,

it was the mothers' scores which indicated the most time "not involved".
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These differences were for mothers alone compared with nurssery
nurses (t = 2.37; p<:0.05). Alsg for mothers with teachers

(t = 3.53; p<0.0l) compared with nursery nurses (see Tablse 11).



- 142 -

»x10°0

ZL°8

LL°TBT*Sh 66°1C

£1°9% *sn 6L°LY
81 8
1My *Sh NN
1S31—-4 ONY

*%%x10°0>d

8ouslIeyTIp JuedryTubrs B 03 Asuepusl #£50°(Q d

*G0°0 S0°0

I8°Yy L ‘S°N ‘S*N
*»xxT0°0 \mo.o
88°¢ 6L°1
ZL°801°sh 66°1¢ BL°6S SN LL°T161 Z8°8.L "snh LL°TBT BE°6S °Sh
"1y *sn 6% LY 1S°LY *sn €1°9% Le 6% *sn L1°9% IG°LYy °sn

T 8 81 8T 6 8T 8T
W °Snh NN WML *Ssn 1My L °sh 1my Wwmp °sn

1531-3 IN3ION3dIANI, ;3yiyp] L33WIC NI LNIdS 3WIL HO4 SNOSIMWAWOD dnOYD N3IIML3g

<L S01

v 1y

S0° d
# 0°0

g88°1
Z8°8L °Sh ZL°S0T

Le 6y *sn IV 1V X

)]

1
L "sn |

:0T 378Vl



- 143 -

3.3. Within Grou Differences

As has been said, the primary aim of this section of the
study was to provide descriptive informatien on the nature and extent
of the involvement of the mothers, nursery nurses and nursery teachers
in the different activities. However, at this stage the analysis was
extended to look for similarities and differences found within the
groups and thus study the way in which these were affected by other
factors.

The appreoach adopted was to study the ratings for the different
subjects in the different activities in which they were involved and
then to analyse each of the groups, distributing them according to
gcriteria which will follow. The advantage of this method is that it
enables the ohserver to use the same data which have besn collected
for the other sections and then analyse them in a different way. As
such, this section did not require additional data collection and
suited the intention of the study. Furthermore, using this "within
group" analysis enables a more individually based analysis than the
previous ona. The aim, therefore, is to investigats whether the groups'
similaritiss and differences were dua more to certain individual dif-
farences or to the group as a whols, i.a. differences depend mors on
individuals than on groups.

The factors considered for sach of the groups differed according te
the particular charactaristics of each.

The analysis for the group of mothers considered aspects such as
the way in which the intake of mothers was implemented, by tsachers
(tAccepted!) or by headteacher (!Imposed!), and how long they had been

involvad when the study commanced. Those who wers working before the

continues on page 150
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gither too small within each group or they were very differsnt bst-
ween the group; in these cases. statistical analysis is not recommended

(Plewis, I., Personal communication, 1979).

3.3.1. The Teachers

Table 12 and 13 show the median percentagses obtained for
teachers who were 'New' and '0ld', as well as those grouped as being
of "High" and "Low" status. This has besn done for both conditions in

which teachers were studied.

'"New' versus '01d!

On the whole thers were few group differsnces.

When the group of teachers was studied in the "alone" condition,
in terms of the time thaey had spent working in that school, the group
which had spent less time ('Nsw') was observed to spend mors tims in
activities which required closer contact with ths children, than did
those who had been at the school longer ('0l1d'). The '0ld' group
appesared to spend more time than the 'New'! group in those activitiss
in which teachers related more indirectly.

Although in the group of teachers as a whols, nsgative contact
was obsesrved very infrequently, the '0ld! group used this negativs
style of interaction for about 3% of their time, whereas the 'New'
group was never observed to do so.

The group of '0ld' teachers was observed spending longer than ths
'New?® group in activities which required no contact with the childrsn.
This was trus for both activitiss in this category, i.s. desaling with
equipment and also interacting with adults.

Both sub-groups of teachers were observed to beshave in a similar

way when observed with the mother presesnt. Their style of interaction



- 145 -

TABLE 12: WITHIN GROUP DIFFERENCES FOR THE TEACHERS ALONE

New vs. 0ld High vs. Low
% %
N 2 7 2 5
Ch.Ac. Rg 18.26 34.02 11.56 28.61
Mn 76.58 69.67 70.36 69.67
N 2 7 2 5
D.C. Rg 29.87 32.05 9.28 29.23
Mn 70.78 60.81 56.72 60.81
N 2 7 2 5
I.C. Ra 11.63 8.21 2.27 6.45
Mn 5.82 10.53 9.92 13.64
N 2 7 2 5
N.Ch.Ac. Rg 18.27 40,97 12.15 25.99
Mn 23.43 30.33 29.34 30.33
N 2 7 2 5
H.E. Rg 11.29 34.45 14.95 26.68
Mn 19.94 25,95 27.94 25,95
N 2 7 2 5
I.A. Rg 0.00 34.45 3.41 23.07
Mn 0.00 9.28 1.71 3.31
N 2 7 2 5
No Ac. Rg 0.00 2.63 0.00 2.63
Mn 0.00 0.00 0.00 0.00
N 2 7 2 5
D.C.~- Rg 0.00 5.11 5.11 4,78

Mn 0.00 2.79 2.56 2.46
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TABLE 13: WITHIN GROUP DIFFERENCES FOR THE TEACHERS WITH MOTHERS

01d vs. New High v?. Low
N 6 10 7 9
Ch. Ac. Rg 33.33 28.57 33.33 25.06
MR 66.44  65.04 64,70 67.35
N 6 10 7 9
D.C. Rg 40.10 40.94 40.10 40.94
Mh  48.53 56,87 51.96 60. 46
N 10 7 9
I.C. Rg 26.67 19.25
Mn 13.35 12.16 12.74 12.24
N 6 10 7 9
N.Ch.Ac. Rg 33.34 30.13 33.34 25.06
Mh  33.56 34,11 35.29 32.65
N 6 10 7 9
H.E. Rg 18.48 29.54 19,95 24.24
Mn  22.08 29.40 27.28 26.53
N 6 10 7 9
I.A. Rg 20.88 10.47 21.12 10,42
Mn  12.68 4,82 4.88 6.12
N 6 10 7 9
No Ac. Rg 0.00 0.00 0.00 4,65
Mn 0.00 0.00 0.00 0.00
N 6 10 7 9
D.C. - Rg 3.20 0.00 11.90 4,65

Mn 6.98 11.90 1.85 g0.00
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was also similar. The only activity in which differences wasre more
clearly sean was in time spent interacting with adults; in this case
the '01d' group of teachers clearly spent more time than the 'New!

group did.

"Hi h" versus "Logu" Status

There were very few differences bastwesn the "High" and "Low"
status teachers when sesn alone. The individual differences in the
"Low" group were quite marked and much higher than in the othesr group
throughout all activities; direct contact with children being the
greatest. When teachers were with mothers there was a vary similar
pattern of bshaviour to that just described. Wide within-group
variability was also found in this condition for all activities; dir-

ect contact once again being the greatest.

3.3.2. Tha Mothers

Table \Y , page ¥, shows the data for the sub-groups -
'Accepted' versus 'Imposed? and 'New! versus °'0ld'.

Groups differed meore according to how they had joined as haslpars
(i.e. '"Imposed! - invited by the hesadteacher versus 'Accepted! -
invited by the teachsr) than they did with respsct to how long they had
been working there (i.e. '"New! versus '0ld'). Mothars who had been
involved for less time (*new!) presented a mors varied pattern of
bashavigur.

The group invited by the headtsacher and those in the group aof
"New' mothers clearly overlapped. It was found that only two of ths
seven 'Imposed! mothers did not also belong in the group of 'New'

mothers. Five of the ssven mothers of the sub-sample invited by thas
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TABLE 14: WITHIN GROUP DIFFERENCES FOR THE MOTHERS ALONE

Ch.Ac.

D.C.

I.C.

N.Ch.Ac.

H.E.

No Ac.

N

Rg
Mn

Rg
Mn

Rg
Mn

0ld vs. New
4
6 8
34.36 45.29
65.11 74,05
6 8
44.58 | 51.04
62.04 59.04
6 8
24.08 6.30
9.83 10.18
6 8
37.78 49.86
32.01 24.50
6 8
34,31 43.34
17.96 17.46
6 8
10.54 16.28
5.08 6.16
6 8
4,34 18.60
2.78 2.78
6 8
3.15 8.88

Accepted vys.
PEee g

41.27
74,55

35.12
63.61

16.63
10.22

42.15
22.84

40.40
16.86

0

Imposed

45.29
62.79

54.80
60.47

24.08
11.05

48.34
32.56

41.67
18.60
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TABLE 15: WITHIN GROUP DIFFERENCES FOR THE MOTHERS WITH TEACHERS

0l1d vs.New Accepted vs. Imposed
%
N6 10 7 9
ch. Ac. Rg 47,62 74.92 54.29 52.83
Mn 64,38 49,75 58,54 52.83
N 6 10 7 9
D.C. Rg 41.41 75.72 11.50 75.72
Mn 53.59 40.76 51.07 41.52
N 6 10 7 9
I.C. Rg 16.79 24.22 16.79 22.51
Mn 10.42 7.25 4,35 7.84
N 6 10 7 9
N, Ch.Ac. Rg 31.31 75.00 59.57 75.00
Mn 31.97 42.93 34.15 35.00
N 6 10 7 9
H.E. Rg 28.48 57.77 57.77 39.58
Mn 19.76 37.16 21.21 35.85
N 6 10 7 9
I.A. Rg 12.71 36.54 14,63 36.54
Mn 5.57 4.60 4,75 4,76
N 6 10 7 9
No Ac. Rg 27.50 17.39 17.39 23.65
Mn 7.51 6.51 2.86 10.42
N 6 10 7 9
D.C. - Rg 2.86 4,76 2.86 4,76
Mn 0.00 g0.00 0.00 g.00
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observer started the study ('0ld') and those who were invited to join
once the study was under way (*New'); as well as which classroom they
joined as helpsers, Room 1 to Room 6, were all considered.

The group of teachers was sub~-divided into the group of '0ld' and
that of 'New' teachers; this was assessed at the time the study commen-
ced according to the émount of time they had been involved working at
the school. The group which had been at the school longest ('01d!)
was sub-divided into the "High" and "Low" status groups. These group-
ings were made according to the headteacher's comments on them. In the
first interview the observer had with the headteacher, she referred to
certain members of staff as being very good and these made up the "High"
status group. The "Low" status group were those whom the headteacher
did not refer to in any special way.

It turned out that one teacher in sach school was considered by
the headteacher as better, or more adequate with the children. In sach
case it was the older (in terms of age) nursery teacher who was con-
sidered to be best.

The group of nursery nurses was sub-divided into those who had
been in the school for longer periods ('0ld!) and those who had joined
more recently ('New'). In this group, too, the divisions corrssponded
with those who appsarsd to be 'Younger' and '0Older'. No other sub-
divisions wers considered for this particular group.

Other studies (Tizard et al., 1876a) have also considered other
criteria such as gsneral aducation and social background, apart from
those described, when analysing ths within group characteristics. As
can be sesn from Tables 14 and 15 s these groups appsared to
be rather homogeneous in other respaects and, therefors, the obssrver
considered that psrforming further analyses would be unnecessary. This

analysis was done only in descriptive terms as numbers of subjects wers



- 151 -

continues from page 143
headteacher were also mothers who joined as helpers when the study
commenced. As such, both groups showsed scores which overlap to a
large extent. It was impossible to reach separate conclusions for the
two groups becauss they were so small. Studying the individual dif=-
ferences was of particular relsvance in terms of the time the mothers
spent involved directly with the children and the time which they spent
not involved in any activity. The sub-group of *Imposed! mothers spent
much more time not involved in any activity than did the group who wers
tAccepted! by the teacher, when observed with the teacher present.
This extended to ths group of mothers when studied in the "alone" con=-
dition.

'Accepted! mothers wasrs also ths onss who more frequently became
involved in activities requiring more direct contact with children. This
pattern was observed in both conditions (i.e. when mothers wers "alana"
and with the teacher).

When comparing the 'New' group with the '0ld!, data indicated that
there was a considerable variation within both groups, particularly in
the time they were observed not involved in any activity. This varia-
bility was much higher within the group of !'Imposed! mothers than for
the 'Accepted! mothers when seen alone. No differences were observed
for the groups in their style of interaction, all of them showing a

minimal involvement in negative interaction.

3.3.3. The Nurser Nurses

It was not possible to sxamine the effects of age independ-
ently of the time the nursery nurses were in the school. The older
group had also been at the school for longer.

Very little individual variation was observed within either group.
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WITHIN GROUP DIFFERENCES FOR THE

Ch.Ac.

I.C.

N.Ch.Ac.

No Ac.

N

Mn

Rg
Mn

0ld vs.

4
12.68
659.05

4,72
50.78

7.96
18.00

10.71
30.60

15.23
3.28

New

4
5.26
50.68

8.92
42.52

10.98
16.58

13.04
42.50

NURSERY NURSES
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No conclusions could bes drawn because the groups wers so small. The
'Younger' group of nursery nurses spent longer than the 'Older! one in
those measures examined which entailed indirect contact with children
and involvement in non-children-centred activities. This tendency uwas
reversed for activities which meant interaction with children in a
direct way, such as working or playing. Both groups had a low score
for time spent in no activity at all and ths differsences, although
favouring the '0Older' group, were slight. Thers was very little dif-
ference ohserved betwsen the groups in style of interaction. The
'Younger' group did however, spend somewhat more time than the 'Older’

interacting in a nesgative way (see Table 16).

3.3.4. Summar

Summarising, the results indicate that differenees aobserved
within the groups were scarce. The group of '0ld' teachers wers sesn to
spend longsr in activities which meant less overall direct contact
with children. The '0ld' group clearly spent more time intsracting
with adults than did the 'New’ gne. This difference was sspecially
marked for the condition in which mothers were present. There were
very few differsnces betwsen "High" and "Low" status teachers. The
"low" status group behaved more heterogeneously. Nevertheless, it must

be pointed out that they were a largsr group; this is down in Table 12,

The most noticeable feature within the group of mothers was that
the 'Imposed' group clearly spent more time not involved in any activity;
this was observed in both conditions. The outstanding difference bet-
ween 'Accepted' and 'Imposed! in terms of actual invelvement, was that

the former spent lenger involved in direct contact with the children.
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The time the group of nursery nurses spent in differsnt activi-
ties showed that the main difference centred around the fact that the
'Younger' group spent more time in indirsct contact with the children,

as well as in all non-child-centred activities.
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4, Room=-to-Room Anal sis

The statistical design used was a two variable ANOVA. This was the
most suitable for investigating the behaviour of the groups in the
different classrooms. In the case when mothers alone and mothers with
teachers were compared all subjects under observation were indepen-
dent across classrooms and each of them was tested under two condi-
tions as a second variable. The number of subjects in both conditions
was different across classrooms so the number of mothers had to be
reduced. Those studied in each room were randomly selected (Winer,
1971). As such, the design did not contemplate the wide individual
variability which was a salient characteristic for the group of
mothers, especially when they were observed with the teacher present.
Figure 9 , page 157 , shows the differences which were observed
between the variability within the whole group (arcsin transformed)
and that obtained once the mothers were randomly chosen, within

each of the groups. For these reasons, then, the results should be
treated with some caution.

ANOVA was also used to investigate the mothers alone and the
nursery nurses in the different classrooms and also mothers with
teachers and nursery nurses. In this case all subjects were indep-
endent across the rooms and each was studied under orme condition only.
The number of mothers was different for sach of the classrooms studiesd,
whereas that of nursery nurses was the same. For this reason, a
different procedure to that used when comparing mothers alone and
mothers with tsachers across rooms was implemented. Hence, the analysis
was done according to Winer's (1971) suggestion as to how to deal
with unegual numbers within the cells. The same procsdure was used when

mothers with teachers and nursery nurses were compared across the

different classrooms.
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4.1, Mothers Alone and Mothers with Teachers

TABLE 17: ANOVA: MOTHERS ALONE AND MOTHERS WITH TEACHERS

5SS

Betwsen Subjects 297.60

A 292.11
ErrorA 5.49
Within Subjects 186.67
B 40.64
A x B 71.83
Errorg 74.20
Total 484.27

df

M3

37.37

1.37

40.60

18.55

70.94 p<0.01

2.19  M.S.
1.29 NS,

As shown in Table 17 , mothers wsre studisd in four classrooms

(al, a2, a3, a4) and sach was observed under two diffsrent conditions

(bl, b2). This was done in order to investigate (1) whether the
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mothers in each classroom behaved differently; (2) whether within the
group of mothers they were observed to bshave in a different way in the
two conditions in which they were studied; (3) to see whether there was
an interaction between the room the mothers worked in and the conditions
in which they were studied.

The results of the analysis indicated that no differences were
observed for the mothers studied in the different classrooms with
respect to any of the activities. They did show, however, that differ-
ences were observed within the group of mothers when their behaviours
were investigated across the two conditions. Scores indicated that the
mothers spent a significantly (F = 70.94; p<0.05) different amount of
time when alaone and when with the teacher present with respect to inter-
acting with adults in the room. As would be predicted, the average was

higher for the "with teacher" caondition.

FIGURE g : DIAGRAM COMPARING WITHIN GROUP_ VARIABILITY FOR_MOTHERS ALONE
AND MOTHERS WITH TEACHERS WHEN USING ANOVA REDUCTIONS AND THE

L0 REAL VARIABILITY (ARCSIN TRANSFORMED)
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4,2. Mothers and Nurser Nurses

TABLE 18: ANQVA: MOTHERS AND NURSERY NURSES

df MS
A 214.12 1 214,12 7.00 p<o0.05
B 223,80 74.60 2.44 N.S.
AB 26.11 8.70 0.28 N.S.

Error (w.cell) 397,98 13 30,561

Mothers were studied across the different classrooms and they wers
compared with the nursery nurses normally involved in that room. The
analysis was implemented in order to study: (1) whether there were dif-
ferences between the mothers across the different rooms; (2) whether
the group of mothers showed significantly diffsrent behaviour to that
observed for the group of nursery nurses; (3) whether there was a rela-
tionship between the behaviour of mothers and that of nursery nurses
within each of the classrooms.

No diffsrences were found for the group of mothers across the class-~
rooms nor for the group of nursery nurses.. Houevé%, when the analysis
was centred on whether mothers differed in their amount of involvement
when compared with that of nursery nurses, a significant diffsrence
emerged. Mothers appeared to spend significantly (F = 7.00; p<0.05)
more time not involved in any activity than did nursery nurses. No
other significant differsnces were observed between the groups for the

rest of the activities.
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4,3. Mothers with Tesachsrs and Nurser Nursss

TABLE 19: ANOVA: MOTHERS WITH TEACHERS AND NURSERY NURSES

A 2514.26 2514.26 33.43 p<0.05
148.69 49.56 0.66 N.S.
AB 304.80 101.60 1.35 N.S.

Error (w.cell) 977.71 13 75.21

Once again differencses for mothers were not obssrved to cccur as a
result of having been observsed in the different classrooms. The same
applied to nursery nurses. Significant (F = 33.43; p<0.01) differences
were found bstwssn the two groups in relation to time spent in "No
Activity". Mothers were seen not invelved in any activity for signifi-
cantly longer periods than wers nursery nurses. Ng other significant

differences were cbssrved.



- 160 -

5. Anal ses of the Correlations found between the Time S ent in the

Different Activities Studied

Previous work (Tizard et al., 1972) reported that when analysing the
bshaviour of the staff with young children in long stay residential
nurseriss, they found an inverse rslation bstween the time spent by the
staff in negative control or in minimal supervision with the children
and the language developmsnt observed in the same children. They des-
cribe the same sort of relationship between dealing with play equipment
and'language development. Since, in this study the interest was also
centred on finding relationships betwesen the time spent in the differ-
ent activities, a correlational analysis was implemented. This was
done for the five conditions studied, i.e. mothers alone, mothers with
teachers, teachers alons, teachers with mothers, nursery nurses.

In the present analyses the psrcentages of involvement found for
the different subjects wsesre studied using Spearman Rank correlation
coefficient. The categories of behaviour are listed in Appendix IV
page 282 , together with the correlations obtained for sach group of
subjects. Reference will only be made to those correslations which were
found to reach a significant level.

Time spent dealing with squipment and that in direct contact with
the children was found to be the one significant negative relationship
in all conditions (see Table 20, page 162 . A significant negative
correlation was alse found betwsesn time spent interacting with adults
and dirsct contact with children; this was found for mothers with
teachers and teachers with mothers. Only for teachers, when aleone and
when with mothers, time spent involved dirsectly with the children
presented a significant negative correlation with that spent in indirect

contact. When alone, the time the mothers spent involved both directly and
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indirectly with the children showed a significant negative correlation
with that spent not involved in any activity. When mothers were
observed with the teacher present the time interacting with other
adults in the room showed a significant negative correlation with that
dealing with equipment. The same sort of correlation was observed for
the time nursery nurses spent dealing with equipment and that in indirect
contact with the children.

The most important of all these findings is the one indicating
that time spent by adults in dealing with equipment is negatively cor-
related across all conditions with that spent in direct contact with
the children. These results are comparable to those of Tizard J. & Tizard

(1971).
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CHAPTER 6: AN ANALYSIS OF THE AMOUNT OF ATTENTION RECEIVED BY THE "OUN"

CHILD IN THE DIFFERENT CONDITIONS STUDIED

1. The Two Staae Anal sis

l1.1. Descri tive Sta

During the data collection note was taken of whether the activities
took place only with the "Own" child, with the other children and/or
with the "Own" plus the rest of the children in the classroom. Thse
nature of the involvement was also considered, i.e. whether the contact
was of a close or direct nature or of a more indirect type. When
observations noted mixed groups of children ("Own" plus other children),
the units were coded according to the same procedure used when observing
only the "other children”.

The nature of the observaticnal method used prevented the observer
from obtaining information as to who started the interaction (i.e.
whether the mother approached the child or vice versa). The measures
described refer to amount of time they were observed together irrespec-
tive of who sought the company of whom.

The same coding priority criteria which had been used to study
the involvement of the adults in the child=-centred activities were used
in this analysis.

Percentages were computed for time spent on the "Own" child in the
following way:

TOTAL OBSERVATION PERIODS "OwN" CHILD
TOTAL OBSERVATION PERIODS

x 100

For all symbols used in tables, refer to KEY of activities, page 319.
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1.1.1. Nature and Extent of the Teachers! Involvement with

the "Own" Child

TABLE 21: SUMMARY STATISTICS OF PERCENTAGE OF TIME SPENT BY TEACHERS
ALONE WITH THE "OWN'™ CHILD

Mode Range

Ch.Ac. 1.77 0.00 2.44 9.30
D.C. 0.00 0.00 1.80 9.30
I.C. 0.00 0.00 0.64 4.17

DC+ 0.00 0.00 1.74 9.30
DC- 0.00 0.00 0.07 1.20

When teachers were alone thesy wers observed to spend somswhat
less than 2% of their total time with the group of "Own" children, but
what time they did spend was somewhat longer for close or direct
relationships with the children than indirect contact.

When the mothers were present, time spent with these children uwas

reduced and became more indirect in naturs.

1.1.2. Nature and Extent of the Mothers! Involvemsnt with

the "Own" Child

Whan alone, the group of mothers spent about 8% of their time
in activities with their "Own" children and this was predominantly in
close or direct intsraction. Each mothsr spent a different amount of
time with their child and as a result of which a wide spectrum of

behaviours was observed for the group.
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TABLE 22: SUMMARY STATISTICS OF PERCENTAGE CF TIME SPENT BY
TEACHERS WITH MOTHERS WITH THE "OWN" CHILD

Mode Range

Ch.Ac. (.00 .00 1.36 12.20
D.C. c.0o 0.0 0.79 4.88
I.C. 0.00 0.00 1.20 7.32
OC+ 0.00 0.00 0.56 4.88
OC- 0.00 0.00 0.23 1.36
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T ABLE 24: SUMMARY STATISTICS OF PERCENTAGE OF TIME SPENT BY MOTHERS
WITH TEACHERS WITH THE "OWN'" CHILD

Md Mode Range Q-(Arc c G
Sine)
Ch.Ac. 10.46 7.14 61.90 17.44 175.93 13.26
D.C. 6.88 2.08 35.71 12.70 15.72 120.82 10.99
I.C. 0.00 1.48 26.19 3.10 6.06 71.13 8.43

TABLE 23: SUMMARY STATISTICS OF PERCENTAGE OF TIME SPENT BY MOTHERS
ALONE WITH THE "OWN" CHILD

2

Mode Range X X (Arc c G
Sine)
Ch.Ac. 8.04 4.68 22.45 9.13 11.99 74,22 8.62
D.C. 6.88 2.08 35.71 7.16 13.43 64.45 8.03
I.C. l.74 1.32 9.43 2.57 7.66 25.78 5.08

When the teachers were present the time spent with their "Own"
children rose to 10%. 1In this condition they spent more than double in
direct contact than in indirect contact. Once again, mothers! behaviour

differed from one to another.
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1.1.3. Nature and Extent of the Nurser Nurses Involvement

with the "Own' Child

TABLE 25: SUMMARY STATISTICS OF PERCENTAGE OF TIME SPENT BY NURSERY
NURSES WITH THE "OWN" CHILD

Mode Range

Ch.Ac. 0.98 0.00 3.00 10.08
D.C. g.98 g.00 1.77 7.56
I.C. 0.34 0.00 1.23 6.04

DC+ 0.98 .00 l.68 7.56
DC- 0.00 0.00 0.a8 1.34
This group spent i interacting with the group of

"Own" children, i.e. nearly 1%. For most of this they were involved

in activities of a dirsect naturs.

1.2. Com arative Sta

In order to study whether there were differences bstwseen four of
the conditions (mother alone, mothers with teachsrs, tsachers alone and
teachers with mothers) in which sach of the "Own" children was obsserved,
a two variable ANOVA was carried out (see Tabls 26 and 27). Each of
the "Own" children was studisd under these four conditions. As in all
other cases in which ANOVA has been used, the data wsrs transformed
using arcsin transformations (Winer, 1971). The group of nursery nurses
had to be omitted bscause the characteristics of ths data for this

group were not suitable for the statistical analysis.
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In those cases in which there were large within group differences
the analysis continued further and F-tests werse calculated (Guilford &
Fruchter, 1978).

The way in which the group of "Own" children was divided according
to the characteristics described in Section 1.3. resulted in the number
of children in the groups being quite different and statistical testing
is not appropriate in such cases (Plewis, I., personal communication,
1979). Once the data were organised in this way only descriptive

measures were used.

l1.2.1. A Com arative Anal sis of Time received b the "Own"

Children from Mothers and Teachers

A comparison was carried out in order to investigate:

(1) whether children were receiving different amounts of
attention in the different conditions,

(2) uwhether the two groups (mothers and teachers) behaved
in a different way across the two conditions (alone and
in pairs),

(3) UWhether a relationship existed between the conditions in
which each adult was studied and the group they belonged

to.

This analysis was done in order to study amount of direct as wsell
as indirect contact. Negative interaction was not analysed because it
was so infrequent. The results for direct contact indicated a tendency
for mothers to spend significantly (F = 25.08; p<0.0l1) more time with
the group of "Own" children than did the teachers (sees Table 26).

The data also showed that the presence of the teacher did not have a

substantial effect on ths time thes mothsrs spent with this group. It



- 170 -

can be concluded, therefore, that time devoted to the "Own" child was
not dependent upon conditions (alone or in pairs) but only on differ-
ences found between the mothers and teachers. This same significant

(F = 6.22; p<0.05) difference was obtained when the analysis was based

on indirect contact (see Table 27).

1.2.2. A Com arative Anal sis of Time s ent b Mothers with
their "Own" Children when Alone and when with the

Teacher resent

As the amount of time spent by mothers as a group in
direct contact with the children did not differ significantly when they
were alone or with teacher, it was thought important to see whether
mothers who spent more time with their "Own" children were also those
who spent longer with them when the teacher was present. A correla-
tional analysis (Spearman Rho) was carried out but no significant cor=-
relations were found, indicating no predictability across situations.

The same analysis was implemented with respect to time spent by
mothers in indirect contact with the children. Again, no relationships
were found.

Further investigation was undertaken to discover if differences in
the children could account for the lack of correlation and the wide

within group variance in the bshaviour of their mothers.

1.2.3. A Com arative Anal sis of Time s ent b Nurser Nurses
with the "Qun" Child with res ect to Teachers and

Mothers

Compared with the teachers, the nursery nurses spent

almost the same time with the "Own™ children.
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TABLE 26: ANOVA: TIME RECEIVED BY THE "OWN"™ CHILDREN FROM MOTHERS AND
TEACHERS DIRECT CONTACT)

SS
A 1686.86 1 1686.86 25.08 p<£0.05
B 0.05 1 0.05 0.00 N.S.
Subjects 1141.09 13 87.78
AB 51.09 1 51.09 1.51 N.S.
A Subj. 874.20 13 67.25
B Subj. 370.33 13 28.49
AB Subj. 439.89 13 33.84
Total 4563.51 55

TABLE 27: ANOVA: TIME RECEIVED BY THE "OWN™ CHILDREN FROM MOTHERS AND
TEACHERS INDIRECT CONTACT)

5S df
A 287.70 1 287.70 6.22 p<gL0.05
B 0.92 1 0.92 0.03 N.S.
Subjects 563.93 13
AB 0.00 1 0.00 0.00 N.S.
A Subj. 601.32 13 46,26
B Subj. 400.74 13 30.83
AB Subj. 455,76 13 35.84

Total 2310.37 55
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l.2.4. Summar

Understandably, mothers were the ones who spent longest with
the "Qun" cthild. This time was increased when ths teacher was pressnt.
As initiative of intsraction between mother and child could not be
studied, it would be inaccurate at this point to carry the analysis any
further. Teachers devoted very little time to the "Qwn" children and
even less to them when the mothers wsrs present. This could result
from the fact that children would naturally turn to their mothsr if she
were there. However, that cannot be assumed, because it could havs besn
that the mothers, for whatsver reason, approached the child more frequ-
ently when the teacher was present. UWhen mothers wsre present teachers

spent less time with the children.



2 Identif in Sub-Group Differences

Cne of the aims of this study was to provide descriptive informa-
tion on the nature and extent of the attention the "Cuwn" child rsceived
from the adults in the five conditions abserved. The main purpose cf
this was to investigate the extent to which children (whose mothsrs
were working in the classroom) and their mothers were affected by each
other's presence. As has bsen described, differences were found betwesn
teachers and mothers in terms of the time they spent together with each
"Own'" child. As expected, mothers were observed together with their
"Qun" child for longer (alone and with the teacher) than were teachers
and nursery nurses.

Until now, the time spent with children has been described in terms
of average times (median percentages) for groups. No attention has yet
besn given to the ways in which each child or different sub-groups of
"OQwn" children were affected by the presencs of the mothsr, nor to the
effect each child had on its mother, nor how mothers! attitudes differed
because of their children's characteristics. Mothers had diverse his-
tories (see Appendix Ns.1I, page 227) and the children too presented
differences (ses Table 2 , page 91 ), which could influence their
behaviour. These comments indicate that a number of individual dififer-
ences between the subjects! characteristics were manifest. Investigation
of these can provide further understanding of the dynamics of incorpor-
ating mothers in pre-school settings and may lead to a better under-
standing of which children and mothers are mors and which are less
affected by the other's presence. At no point was it possible to dis-
entangle the effect of the children's characteristics (e.q. age) fram
mothers! attitudes (s.g. if they showed a preference, was it for older
or younger children?). Despite this limitation it was thought interest-

ing to identify sub-group differencss.
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In order to carry ocut these analyses, children were regrouped
according to three characteristics, all of which were easily identifi-
able, sex, ordinal position and age. In Chapter 1 reference was made
to studies indicating that boys differ from girls in the way they relate
to their mothers as well as to the teachers. Rutter & Madge (1876)
give ample svidence indicating that parents tend to differ in terms of
the sort of intesraction they have with their second child compared to
the way in which they interact with the first, hence the use of ordinal
position. The third comparison contrasted the 'Younger?! and 'Older!
children. The younger children in the classrooms had been attending
the pre-school for a shorter period than had the older cnes. This could
be important in terms of whether these two groups of children would
react differently tec the mothers'! presence, and would also snable one
to see whether mothers present a different reaction according to the
age of their child. With respect to age the research literature indi-
cates that children behave differently with teachers according to their
age. Smith & Connolly (1972) have reported that older children would
address teachers less freguently.

In order to study whether it was just the mother's presence which
acted as the stimulus giving rise to a particular type of interaction,
or whether a common pattern of behaviours emerged across the mothers and
teachers, both groups were compared in both ths conditions in which
they were studied, i.e. alone and with the other adult present. The
analysis only considered direct interaction of a positive mature. Nega-
tive interaction was not analysed because it was so infrequent. The
same applied to indirect interaction. Table 2g, indicates
the amount of time spent in direct contact of a positive nature with

the group of "Own" children.

(9
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SUMMARY STATISTICS OF TIME SPENT IN DIRECT INTERACTION WITH

THE "OwN" CHILD BY ALL GROUPS

'0lder! vs.

10
3.61
0.59

10
2.17
0.00

10
14.42
7.32

10
25.00
3.15

[

"Younger® 'Girls?! vs. 'Boys' 'Only?! vs.

13
3.61
.00

13
4.88
0.00

11
14.42
7.09

13
25.00
5.88

'Not Only?

11
3.61
0.00

11
2.17
0.00

18.37
7.55

11
31.44
8.33
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2.1. *Youn er? versus 'Older?! Children

Did the ‘*Younger! children spend more time with the mother
than with the teacher? Did the 'Younger! children receive mors atten—
tion from their mothers than the '0Older?! ones?

The 'Younger' children were found to spend somewhat less time with
the teacher than did the '0Older’ omes. There were minimal differences
in terms of time of attention from the teachser when she was alone and
when with the mother. The 'Older' children spent almost double the
time the 'Younger?! ones did with their mothers when alomne. The opposite
was found when the mothers were with the teachers in the room. Largs
differences wsre observed in both '0lder' and 'Younger' children both

when the mother was alone and when she was with the teachsr.

2,2, '0nl Child versus 'Not Onlv?! Child

Did 'Only? children spend more time with the teachers? Uers
these children receiving more attention from their mothers?

On the whole, when ths teachers were alone they spent double the
amount of time with the group of 'Only' children than when with children
who had siblings. When mothers were present teachsrs also spent morse
time with 'Only' children than with the children who had siblings.

Analysing the data in more detail, it was found that although the
overall measurss indicate that teachers spent more time with the fOnly!
children, the existence of individual differences could lead to mislegad-
ing conclusions. Therefore, a more detailed analysis was made. This
indicated that the amount of time spent by tsachers was not svenly dis-
tributed across all children, in the "alone" condition, but was concen-
trated on three out of five children. UWhen the analysis was done for
tha teachers with mother condition, the whole of the time was spent with

one child. This child did not receive any attention when the teacher
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was alone.

In terms of overall average measures (median percentages), mothers
spent their time in the reverse way to the teachers; that is, they
spent more time with the group of 'Not Only' children in both the con-
ditions studied. At a more individual level, although their scores
were very varied, especially in the time spent with the 'Not Only?
child, nearly all children from both groups were spending at least some

time with their mother.

2.3. Girls versus 8o

How did teachers spend their time in relation to the sex of
the "Own" child? UWere mothers spending their time in the same way as
teachers?

The average percentage of teachers' time was only slightly higher
for boys than for girls in both conditions. The reverse was true for
mothers, who were seen to spend on average more time with girls in both

conditions.

2.4. Summar

When considering average scores, overall mothers and teachers
showed preference for opposite sub-groups. However, both groups
showed somewhat stable results across the conditions meaning that the
choice remained almost constant irrespective of the conditions, e.g.
teachers concentrated more time on 'Only? children when they were

observed alone and when the mother was present.
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PART LvV: DISCUSSION
CHAPTER DISCUSSION OF FINDINGS

1. Introduction

This research explored the processes which take place within pre-school
settings when mothsrs are working in the classrooms. Ths intention was
not mersly an exploration of the dynamics in these ssttings, but was
basically socially orientated. It sought altsrnatives faor the existing
modes of provision for pre-school children. Via Heber et al. (1976 )
and Evans (1975) it was recognised that school or intensive short pro-
grammes not involving family have a limited sfficacy. In any case,
there are scarcs resourcss and given the relevance attachsd to
individual-centred sducation, the achisvement of a better staff:child
ratio is considersd to be an important facteor. Howsver, improving the
ratio would not be an answer in itself. Other aspects of equal signifi-
cance are the social organisation of the setting and the adults' visuw
of their rele within it (Tizardaet al., 1974; 1976a), as is the belief
that the inclusion of working—-class mothers would assist disadvantaged
children in fesling more familiar with the atmosphere (Cazden, 1972).
It is a widely held visw that pre-~schoocls can be a form of
'compensation' for those children who are born and raised under soci-
ally and culturally disadvantagsous conditions (Halsey, 1972; Evans,
1975). It has besn thought that this experisnce could prepare them for
a better start at primary school, equalling that of middle-~class
children. This apinion, although debatable, has bsesn held for the last
two decades and there is still in some psychological and educational
sectors, a tendency to regard pre-school experisnce as associated with

greater success in later schooling (Halssy, 1980).
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Results aobtained up to now have shown that the current pre-school
provision is not the answer to all the needs of the working-class
child. This could be due to the fact that the methods used are based
on good intentions rather than on a thorough analysis of the under-
lying characteristics of disadvantaged children, staff, settings and
curriculum. On the whole, these methods appear to be inadeguats *or
compensatory purposes and largely bassd on middle-class idesology
(Tizard et al., 1980; Woodhead, 1979).

It is extensively believed (Midwinter, 1972) that priority should
be given to working-class children in terms of giving them places in
these programmes. In order that these children should gain the maximum
benefit, consideration should be given to their special needs (Evans,
1975; levenstein, 1971). It is a matter of concern for educationalists
that the majority of children attending pre-schools are most likely to
come from working-class families, but up to now programmes have been
designed along lines which are more in accordance with the characteris-
tics of middle-class children. Tc what extent working-class children
would really benafit from any alterations to the set-up is not yet
known. This is a matter requiring further analysis. The present study
was designed bearing in mind this idea.

The use of mothers is an important potential resource. They have
a major role in the day-to-~-day care and education of their children and
are, thersfore in a good position to understand and mest their needs.
In other programmss using mothers as para—-professionals like the home-
visiting ones (Levenstein, 1977; Midwinter, 1972) the results achieved
are better and have a longer lasting effect than projects which do not
utilise them.

Ths pressnt study has therefore set ocut to investigate the role of

working-class mothers involved as para-professionals in pre-school
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settings. It was carried out in two pre-schools (6 diffsrent class-—
rooms) located in socially deprived areas. By examining all the adults
working in these settings (teachers, nursery nursss and mothers) it

has been possible to compare and contrast the role of mothsrs with
those of teachsrs and nursery nurses. This has led to information on
the deployment of para-professionals, an aspect which although extsn-
sively discussed and suggested as an adjunct (Nedler & McAfes, 1975;
Honig, 1972; Tizard, J., 1972) to the existing provision, has not yet
been studied in the manner of this project.

The way in which the research was carried out has made it possibls
to gain information on both staff and mothers'! behaviours which con-
stituted the core of the study. Furthermore, exploring sub-groups and
identifying their differences snablss a desper understanding of the
more individually based characteristics within each of the groups. The
way in which the research was designed, and the use of ths method of
naturalistic observation suited the aim of the study: to find similar-
ities and differences between the staff and mothers in the day-to-day
flow of activities in the different classroom settings. As amsult, it
was hoped to minimisse problems such as obtrusiveness of the researcher's
presence (Johnson & 8olstad, 1973) and artificiality of the purpose-
built settings which ars the wusual shortcomings of expsrimental studies
(Webb et al., 1966). It can be said that there is a tendency for
experimental studiss to produce biased information (Rosenthal, 1970).
Using a naturalistic 'experiment' enabled a comparison to be made
between the behaviour of mothers and teachers when alones and when
together. This resulted in additional information related to the way
in which the presence of one affected the other.

The naturalistic observational method, as is also the case with

other psychological instruments (Anastasi, 1968), provides a sample of
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the behaviour and does not, and cgnnot, be a complete picture of all
that happens (Jones et al., 1975). The observation was centred on the
activities in which the adults studied wsere involved. The description
of these activities was designed after the pilot stage was finished and
they were thought of not only as indicative of what took place in the
classrooms, but also as representative of all aspects which could be
examined using this method. These provided the sort of information
required for this study and also made possible an evaluation which was
as unobtrusive as is possible in a study of this nature.

All participants were unawars of being under observation. Both
staff and mothers were informed that the "Own' cdhild was the targst of
the investigation and that the objective was to explors the effect of
the mothers' presence aon the child's behaviour. Ffor this reasan
mothers were only observed in the room in which their child attended
and this enabled collection of information on the effect each had an
the other. Consequently, when analysing the mothers' scores, therse
were two different approaches. The first considered the time spent
with all children, whereas in the second, the time with the "Own" child
was omitted.

On the whole, ressarch work in this area has considersd language
to be an important variable (Hess & Shipman, 1965, 1967, 1968). Houw-
ever, due to the way in which the study was carried out, it was not
possible to include it. Although initially the intention was to study
language, soon after the commencement of the pilot stage the idea was
dropped because the goal was to maintain the most natural setting pos-
sible. This has to be regarded as a limitation to this research. If
language were to be considered this would have caused a further
obtrusiveness and this would have altered the nature of the study.

Throughout the whole of the study, there was only one agbserver available
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(apart from reliability assessments), who gathered all the information.
The researcher decided that following ths adults around would have
been misleading because they were unaware of being under obssrvation.
Therefors, although activities could be seen without interfering,
language could not be heard clearly enough. It is also thought that
by studying activities, much valuable information was obtained on the
similarities and dissimilarities bsetwesn mothers and staff. This would
have been lost if ths natural setting was disrupted.

The spontaneity of the mothsrs would have been affected if they
had bsen observed in classrooms other than the one which their "QOun"
child attended. Consequently, the mothers' beshaviour with, and without
the "Own™ child in the room could not be compared. Therefore, this
dimension was omitted, and no information was collected on what mothers
would have done in the other rooms with the time they devoted to their
"Qwn" children.

It must be recognised that the classroom setting is guite alisn to
the mothers and therefore, they go through a different experience to
that of staff. Accordingly, it cannot be assumed that the involvement
in certain activities necessarily has the sams meaning for ths three
groups. Among other factors the way in which sach of them assume their
rols in the settings as well.as the past experiences they have gone
through sheds a different light on whatever activity they become invol-

ved in.

2. Discussion on Findin

With respect to the findings of the present study, data indicated that
all groups spent longer in child-focussed activities than they did in

other activities. This study coincides with others (Tizard et al., 1976a)
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in that ths majority of thes tims spsnt in contact with children was in
interaction of a direct naturs. It would be sxpected that, dus to

their training, tsachers and nursery nursss should distributs their time
in this way. Howsver, it was very striking to discovser that mothsrs
also followsd this pattsrn.

An interssting finding with respsct to time devoted to the various
activitiss was that for the most part, group diffsrsnces (i.e. mothsrs,
teachers, and nurssry nurses) wers sithsr very small or nonexistent.
This was trus for tims spsnt in indirsct contact with children, dealing
with squipment, doing housswork and interacting with adults. The same
applied to the amount of tims spent in negativse intsraction.

Although it is noteworthy to find that mothers spsnt almost the
same amount of time as the other two groups in non-child focusssd
activitiesithis could be accounted for by the fact that such activitiss
parallsl thoss in which thsy would bs involved at homs. It should also
bs borne in mind that no training is requirsed for preficiency in these
activitises and mothsrs would probably fesl helpful without thinking
they wsrs hindering ths tseachsr in any way.

The above findings are undoubtedly of great importance, but the
fact that mothsrs spent ths sams amount of tims in indirsct contact
is even more important still. It could be attributed to ths fact that
the naturse of these activities (s.g. doing up shos-laces, supervising
the milk-break) inducss spontansous assistance.

With respect to direct contact, all groups showsd similar results
when the time spent by the mother with all children was considsred,
whereas when time with the "Ouwn" child was disregarded, mothers spent
significantly lsss tims than the other groups in this activity. No
data were obtained for mothers'! time without the "Own" child, and there-

fore it was not possible te infer how they would have used ths sxtra
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time. Despite the fact mothers spent significantly less time than ths
other staff in dirsct cantact, when the time with their "OQwn" child was
disregarded they still devoted more time to this activity than they did
to any other. This assertion has ths potential toc be develaped ta
improve the conditions under which the programmes of mother-invoelvemsnt
are run. These results could have besen different if the mothers had
been allocated a specific role (this will be explained in more detail
under "Sub-Group Differences"), or else had recisved preparation or
tutoring. To be successful, this training would have had to stress the
importance for the child of individual attention. It has been suggssted
(Bereiter, 1978; Ambron, 1977) that structured settings are bound to
sncourage staff to spend more beneficial time with individual children.
Although ressarch has not considered mothers, it can be assumed,
becauss of the directiveness of a structured setting, this would be
aven more pertinent to the group of mothers.

Although on the basis of the overall data, the time spent in child-
focussed activities is reassuring, this is misleading becauss when
examining time spent by teachers and nursery nurses in direct contact
with individuals, this study shows that less than 2% (median %) is
devoted to children. This finding is reiterated in other studiss
(Tizard et al., 1976b) which show that not more than 2% is spent by the
staff working directly with each child. Without a detailed analysis
these results could give the wrong impression because of the wide
individual variation betwesn the children found both in this study and
that of Tizard and her colleaques (1976¢). The data show that some
children retained the staff's attention for long pericds, wherseas others
were never sesn in contact with them. This proves the need for the
structursed programmses rsferred to above, which attempt to ensure that

all children receive similar amounts of attention and prevent some being
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totally ignored. Initiation of intsraction was an aspesct not coverad
in ths study and so it is not known whether ths tsachsers favourad csr-
tain childran or whathar some childran approachsad tham mors oftan.
For exampls, studies have pointed out that cartain teachers favour
girls rather than boys (Bibsr et al., 1972; Serbin st al., 1973).

Considarabls bstween-group differences wsrs observed for tims
spant wandering around ths room. With rsgard to ths mothsrs signifi-
cantly highsr scores were obtained than for the othsr groups. Whan
tsachars wers prasant, mothers spent longer not involved in any activity
than when along. The fact that certain mothsrs could at some points
spend long spslls of time wandsring in the room is not bsnsficial,
githar to childran or to ths mothers. Ressarchers (Tulkin & Kagan,
1972) have argusd that working-class parsnts fail to sss their rols as
an sgducational ons and thay bslisve that including them in pre-school
programmas would changs their sslf-imags, as a rssult of which their
attitudes towards their childrsn would improve and bstter outcomes could
bs attainad. It is the belief of this rasearchar that if mothers ars
not assignad a clear rols, no changas can be expsctsd by having tham
coming in to ths classroom, but on ths contrary perhaps, it would rein-
force thas axisting poor imags thsy had of thamsslves. If supsrvision
or support is givan, bsttar results should bs obtained, but as it has
besn argusd slsewhsrs (Tizarq:2¥ al., 197Z), this will only hslp if
they ars assigned a placse or fesl their prsssnce is to some extsnt of
real value to staff and childrsn. This idsa is considsred furthsr
below.

Having sub-divided ths groups, mors information was gained. Ths
mothars' direct interaction and wandering within the room wsrs found to
ba associatsd with how they had joined ths school and bors no rslation

to which room they wsere in, nor to how long thay had hslpad. Ths group
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of mothers was subdivided into those invited by the teachers and those
invited by the headteachers. The headteachers invited certain mothers
after the commencement of the study. Although the present ressarcher
was never informed of the real reason behind these invitations, it
could have been that the headteachers felt motivated by the study.

Why these particular mothers were selected is also unknown. Data
indicate that those mothers who had been invited by the teachers
appeared more adequate to the children's reguirements. This could

be because teachers would probably only invite mothsrs whom they
thought would be suitable. This result is particularly interesting

in the light of other research. It has been argued that if no speci-
fic role is assigned to voluntary helpers, their presence is of no
special significance. This could, therefors, apply to those being
invited receiving more encouragement and those whom the teachers felt
had been imposed, receiving less.

Data show that in this study the more time mothers spent wander-
ing around the room, the less they devoted to children, both of 3
direct and indirect nature. The same applies to dealing with equip-
ment and direct contact with children. Therefore, unless teachers
are convinced that mothsers have an important role to play and encour-—
age them to participate in the classroom, they will always remain as
second-rate helpers.

The educational implications of these findings are that real
benefit would only be achieved if the headteachers and, even more so
the teachers, are willing to consider that mothers can offer assist-
ance 1n every respect. Literature shows that some teachers have been
unwilling to accept this (Nedler & McAfee, 1979). It is still neces-
sary to impress this idea on the minds of the teaching profession.
This must be insisted upon if programmes are to benefit disadvantaged

children.
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Wide within-group differences wers observed for tsachers, nursery
nurses and mothers; but this variability was particularly marksd for
the group of mothers and in many activitips it reached a significant
level when compared with the variability observed for the other groups.
There ars probably several reasons for the wide spectrum of bshaviours
observed for the mothers. They were untrained and inexperienced. Due
to the lack of structure in these frees-play settings, they were left
to their own devices. It was surprising to find that the mothers!
bshaviour varied even more when the teacher was present. It could be
thought that the teacher?s presence did not act as a motivational
force inducing imitative behaviour. This is assumed because when the
tsacher was present the mothers'! behaviour as a group varied sven more,
they spent less time in dirsect contact and longer wandering in the room.
The individual differences observed also indicate that in future,
programmes of this nature, unless they are clearly structured, should
give consideration to aspects such as willingness of teachers to have
particular mothers. It was found that individual characteristics (e.g.
the way in wHch they became involved as para-professionals) had more
bearing than other influences such as the different conditions in which
mothers were observed, i.e. alone or with the teacher. This derives
from data indicating that mothers' beshaviour showed stability across
conditions. Individual characteristics of mothg;s are sven more impor—
tant in traditional free-play settings. In such settings, activities
are dependent on mothers! initiative. The literature has described
these settings as alien to working=-class mothers and therefore it could
be assumed that they would be unconducive to stimulating initiativse.
Lack of structure within settings togsther with absence of training
and supervision are bound to give rise to individual characteristics
and the result of the programme will then rely on individuals rather

than on groups and/or ssttings.



%

- 188 -

Sa far the discussion has centred on the involvement of the
different adults. This section will relate more to the effsct the
mothers' pressnce had on their children. This study did not cover the
initiation of interaction. Data obtaimed reflect the time mother and
child spent together irrsspective of who approached whom, i.e. whether
it was the child who approached the mother or the mother who approached
the child. A desper analysis of initiation of interaction would give
a fuller understanding as to the way in which one affected the other.
This is a matter requiring further research if mothers are to be brought
into their "Own" children's classrooms. The data gathered from the
present study indicate that as a group, mothers spent significantly
more time with their children than did tsachers. The time mother and
child spent together remained the same irrespective of the classroom
they worked in or the condition in wbich they were observed, i.e. alone
or with the teacher. With respect to the lattsr, mothers spent somewhat
longer with their "Own" child when the teachers were in the room. As a
group, mothers spent about 2% (median %) mors time with their children
when tsachers were present. Contrary to expectations, data indicats
that those mothers who spent longer in one condition, wers not those
who spent laonger in the other. Once again, this could indicate that
the teacher's presence affected individual mothers to a different extent.
It is plausible to think that if the interactions with the "Own" child
were to be started by the mothers and not the child, this could perbaps
be altsred by having a mors structured programme or supervising mothers
more closely. Howsver, if the majority of interactions were sought by
the child, the problsm would be of a differsnt nature. This could
perhaps imply that in these cases further attsntion ocught to be given to
the child's characteristics prior to deciding in which room the mothers
should be included, if at all.

Did the presence of the mothers have an adverse effect on the time
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teachers spent with the "Own" children? It will not be possible to give
a clear—-cut reply to this. Differences between the time the teachers
spent with esach individual child were very great and a tendency uwas
observed for them to concentrate on only a few children. Numbers ars
too small for any generalisation to be made and because of the importance
of analysing the effect the mathers' presence had, this is an aspect
which is worthy of future ressearch. However, from the obtained data it
cannat be deduced that the group of "Own" children were negativsly
affected by the mathers! presence. The teachers gave on average, even
less attention to the group of "Own" children when their mothers were
there. Hawever, the recipients of this attention varied according to
the teacher and child involved.

Having sub-divided the group af "Own" childrsn some interesting
findings wers aobserved. A cautious analysis shaould be made of these
results as a global assessment alone cauld be misleading because of the
large variability observed between the time each individual "Own" child
received from the different adults. Although when groups of children
were sub-divided ('0Older' versus 'Younger'; Girls versus Bays; 'Only’
versus 'Not Only!) on the whole teachers concentrated their attention on
the opposite groups to thaose preferred by mothers. Teachers were
observed to concentrats their time on just few of the "Own" children;
whereas the reverse was true for mothers, each of whom spent at least some
time with nearly all "Ouwn" children.

With respect to the age of the "Own" children, no clear conclusians
can be drawn at this stage. Teachers showed no clear preference for
either of the groups across conditions (i.s. alone and with mother pres-
ent). In the "alone" condition mothers spent maore time with the 'Older’
group of children. UWhen the teacher was present they spent langer with

the !Younger' ones. It could be suggested that more tims should elapse
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between the entry of the children and that of the mothers into the same
satting. In this way, by the time the mothers joined, the children would
have become familiar with the settings. However, this is an aspect which
could perhaps be looked at from another viewpoint. That is the argument
that by leaving mothers in the settings for longer, the process of
separation from them would be easisr although take longer. This was the
case with Leach®s study (1972) in which she found that "bad separators"
took longer to adapt to the settings.

It has been pointed out that teachers tend to spend more time with
girls (Fagot, 1978). Some researchers argus that this is dus to the
girls' attitude towards mainly female teachers (Blurton-Jones, 1972),
whereas others (Tizard et al.,1976b)suggest that this can in fact be a
consequence of the feminine orientation of the settings. However, in
the present study the teachers spent somewhat more time with boys than
with girls in both the conditions in which they were studied (i.e. alone
and with mother). Dus to the smallness of the sample howsver, no strong
conclusions can be made. Also, teachers tended to concentrate their time
on a few boys. Data, in this case, may then be referring more to indi-
vidual characteristics of certain boys than to differences assigned by
teachers according to the sex of the children.

Mothers, when alons and when with the teacher present, weres cbserved
to spend more time with girls. However, some time was spent by them with
boys as well. This relative girl prefsrence might be understandable
according to what the literature has said about mothers spending mors
time with their daughters in the sorts of activities which they would be
bound to encounter in pre-school settings, such as conversing and playing
(Goldberg & Lewis, 1969). It could be thought that mothers, as do teach-
grs, would fesl more attracted towards the more "feminine" nature of the
equipment. Consequently they would spontaneously approach this equipment

and therefore more time with girls would be found.
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The lack of avowed educational aims (present in both the pre-
schools studied) is also bound to produce less time with children for
all adults concerned and could also be thought of as strengthening
individuality.

A more homogeneous pattern of behaviour was observed for the groups
of teachars and nursery nurses. Teachers had the opposite reaction to
the mothers' presence, in that they were only moderately affected by
the mothars' prasence. This is evident because their behaviour became
more homogenseous whan mothers were present. This could be accounted
for by the training staff have received and the duration of their
exparience with children. The training of teachers has been described
as conducive to an attitude of "professionalism" (Honig, 1972). If
parents bacome involved with teachers who are unwilling to accept them
it results in the reversa of the desired effect, that is they could
easily contribute to the "isolation of already alienated parents" (Honig,
1972; page 5).

Of interest to this study is Winetsky!s (1978) conclusion that if
any sort of equilibrium between parents' and teachers' expectations for
the child is to be reached, teachers must be prepared to change their
attitudes towards working-class valuas. To achieve this goal and assume
a different atmosphere in the pre-school,teachers must change their
attitudes towards minority groups or more working-class and non-£English
teachers must be trained and employed. UWinetsky maintains that if
the role (or act of becoming a tsacher) makes teachers less sympathetic
towards disadvantaged or minority groups, some modification should be
introduced in the socialisation process which teachers go through during
their study or work.

If mothers felt that their contribution goes hand in hand with that
of teachers, it would improve their self-~imaga. A higher opinion of

their value would in turn lead to better communication between teachers
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and mothers. This could alsoc encourage mothers of othsr culturss to
join as para-professionals.

The time adults spent interacting between themsslves showed an
adverse sffect on the time devoted to children. This was so for both
mothers and teachers. The time spent in adult interaction was signifi-
cantly higher when both were together in the room. This was particularly
marked when teachers wers accompanied by those mothers whom they had
personally invited. A structured sstting determines in advance houw
adults! tims should bs utilised. This would ensure that mothers becams
a valuable resource and although there would tend to be more adult
interaction this would be outweighed by the value of their presence.
Research has not yst covered this aspect although it is worthy of
further investigation.

Until now, there has been no readily available information on the
bghaviour of para-professionals in pre-schools. The present data
clearly show the necessity of taking into consideration the mothers!
and children's characteristics and bsaring theﬁ in mind would lsad to
a bstter understanding of the results. Thesse could be of great benefit
when implementing future programmes involving mothers. However, it is
not sufficient just to compare mothers! bshaviour with that of teachsrs
and nursery nurses, although this information is invaluable to educa-
tional provision. Other variables ought to be taken into consideration.
Amongst these are the motivation of mothers to become involved and the
willingness of the hsadteachers and even more so, ths staff, to
incorporate mothers.

When evaluating these findings, it must beg borne in mind that thas
number of subjects necessarily limits the gensralisations which may be
made from the data as does the wide variability observed within all

groups; this was sspscially marksd for the group of mothers.
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Teachers spent more time in both conditions with the group of
'Only' children; whereas mothers tended to spend more time with those
who had siblings although they still spent some with the group of
'Only' children. Although it would have been supposed that mothers
would spend more time with their 'Only' children, the reverse was the
case. Since it can be assumed that on the whole, mothers of only
children give them undivided attention, it could have been expscted
that both would have been reluctant to share the other. However,
mothers who have more than one child could have perhaps taken this as
an opportunity to concentrate more time on the one child present than
they can at home. It could also be thought that children who have to
share their mothers' attention with other siblings at home find they do
not wish to share them in the pre-school as well. No clear conclusions
can be drawn from this because of the wide individual differences
amongst children.

In view of the smallness of the sample and the caveats which ought
to be taken into consideration because of the way in which the statis-
tical tests were used, the findings must of course be considered as
tentative and in need of replication. It is the belief of this resear-
cher that this study raises important issues which require further
investigation and intervention with respect to the way in which para-
professionals bghave in settings of a different nature. This could be
of special importance considering that the pre-schools in which this
study was carried out and indeed all pre-school compensatory programmes

are devised to mest the needs of working-class children.
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3. Towards a Better Conception of the Problem

Taking a critical look at thes findings and the method used in ths
present study, it is possible to see the new aspects it has highlighted
and also some of its limitations. Awareness of its limitations leads to
fresh ideas for future research. As is always the case with investiga-
tion, new ideas can only emerge as a final product of research. Data
collected with respect to mothers' behavicur and the effect their pres-
ence had on their children has indicated that further exploration would
bs necsssary to obtain more detailed information. What is more import-
ant is that having completed this study, hints are given as to the ways
in which the problems could be confronted in future ressarch.

The data collected covered fully the expectations of the present
study. They have suggested that adsquately implemented para-professional
involvement could offsr an alternative or an adjunct to present pre-
school models; they gave fsedback to the ways through which parental
involvement might be carrisd out and also indicated how parents could be
more efficiently employed in the classrooms. Studies such as this one
could offer ideas for solving the problem of the gap between homs and
school so frequently referred to in the literature (Evans, 1975).
Furthermore, it has given information on which other aspects still need
to be covered by future ressarch.

Although data were recorded on most aspects which were of interest
at this stage, it has become clear that there are others which still
require further investigation. One of importance is how mothers would
have behaved in classrooms other than that of their ¥Qwn®™ children.
Also, how would their children have reacted knowing that their mothers
were working in a different room from that in which the "Ouwn" child

attends. Another dimension would have been to consider not only the
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effects of the mothers'! presence on the amount of attention teachers
gave these children (as was the case here), but alsoc what effect this
had on the interactions these children had with their peers.

If mothers had been interviewed con the opinion they held of their
role within the classroom, a further understanding of their behaviour
would have been achisved. For example, it would have been possible to
assess whether their particular opinion determined their deployment.
Despite the obvious advantages of the aspects mentioned above, they would
have distorted the natural settings. Consequently, a more unrealistic
picture would have been achieved. These aspects are worthy of a differ-
ent, although complementary study.

With respect to information on language used by mothers and staff,
other problems besides those just mentioned would have alsc arisen. As
was said, to collect data on languags, more elaborate technical devices
would have been rsquired. However, it is thought that those aspects for
which information was collected were also of importance and should be
given due attention.

In recent years there has been a tendency towards stressing the
cognitive aspects (Chazan, 1978) and to give less attention to the effec-
tive components of the infants! experiences. This could perhaps bs
related to the historical svents of the 1960s in which emphasis was given
to the cognitive gains which were expected from the compensatory pre-
school programmes. This was thought to bs a step further towards giving
working-class children greater opportunities; hence more squality could
be achieved (Evans, 1975).

It is the belief of this researcher that more importance cught to be
assigned to other dimensions as well. This is based on the results
achisved up to now, indicating that socially and culturally disadvantaged

children have not benefited to the desired extent from the actual
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programmes (Woodhead, 1979). The current pre-school experience has
been described as alien to them (Midwinter, 1975). It could psrthaps

be thought that by bringing working-class mothers into the settings,
children would fesl more akin to thes adults who would, in turn, bs able
to create a more familiar relationship with them. This is an aspect
which has been stressed in the litsraturs (Woodhead, 1979; Honig, 1972).
If mothers were invelved in the schools, it would also mean a bond with
the community. This has alse been thought of as a necsssary dimsnsion
(Nedler & McAfss, 1979).

Disadvantaged children coms inte the pre-schoecl which are settings
which ars very dissimilar from their own. This includes not only the
characteristics of the staff, but also covers the more formal aspects
(Wocdhead, 1979). Bringing in mothers of other culturses could perhaps
help develop or create a diffasrent atmosphere for children wha fasl
alignated. No mothers from these groups wesre found involved in ths
schools visited and so this dimension had tao be left uncaonsidered. Ths
maternal bshaviours of these groups, the interactions they would hold
with the staff and the children are worthy of further ressarch. Studiss
of this nature would help us to gain an understanding of how particular
cultural valugs and beshaviours ars expressed in these settings. This
is an aspect of great importance for future educational plans, particu-—
larly if the actual form of the pre-schocl programmss is te be improved
upen. There is an increasing concern in WYestern Eurepean countriss
(Woodhead, 1979; Chazan, 1978) as well as in North America (Evans, 1975)

for the problems faced by immigrant children and their families.
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4. Methodolo ical As ects which should be Considered in Future Research

By using naturalistic observation it has been possible to study the
activities in which adults were involved and a distinction was made
between pesitive and negative styles of interactien. A more therough
description of the qualitative aspect cannot be achieved in a study done
with only one observer. Future studies must investigate the way in
which affection is communicated te children and what effect this has on
their development. There is a great need for interactive techniques for
capturing the dynamic interplay betwseen subjects. A more suitable method
to achieve this aim would have been the use of the centinuous recerding,
or the running record. This approach, however, poses methodological and
technical difficulties. These problems apply to both the recording of
information and data reduction (Smith & Connelly, 1972). These problems
are especially marked if the study is carried out by only one observer
and no technical apparatus is used. Ffor this reason, time sampling was
preferred for the present study. This method did not give the same
information as the running record would have done, but it made the study
possible. Some aspects are necessarily lost by its use. For exampls,
in this study it was felt that information with respect toc initiation of
interaction and/or activities could not be gathered with any degree of
certainty. In many cases, the "on and off" nature of time sampling
prevented identification of which subject had initiated the activity.
For example: teacher conversing with mother, mother working with child.
The data obtained from the present study have only considered the
amount of time adult and child as well as adult and adult spent together.
Lewis & Lee-Painter (1974) have argued that the type of results obtained
from research will be largely dependent on the type of measurement used.
They say that measuring frequency of occurrence can give quite contrary

results to those obtained by incorperating an analysis of directed
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intsraction. They add that this makes ths analysis of data an "sxtremely
complex task”. Lewis & Lee-Painter (1974) assert that it is a mistaks
to analyss the elements rather than the intsraction. Howsver, after ths
pilot stage ths present researcher felt that collscting data on initia-
tive of interaction and activities would have led to misleading results.
This could have been due to the somewhat lengthy periods (50 seconds)
between sach observation unit. Having tried out several different
duration spells, this one was chosen as the most suitable one as it had
to allow for the fact there was only one obssrver throughout ths study.
Also mors than one activity was usually observed within sach observation
unit.

Although initiation is an important aspect when studying deployment
of para-professionals, only by the use of more refined methods, or more
observers, could this bes examined. As mothers did not recsive super-
vision or any explicit guidance or instructions as to what was expected
of them, but were left to their own devices, measuring initiation of
interaction would have been of particular importance. It would have
facilitatad an evaluation of which characteristics lsd mothers to initi-
ate activities. The settings were quits unfamiliar to the mothers and
no training was given which poses the gusstion of which would have bsen
their predominant bshaviour if other circumstances had prevailsed.

Studying who approached whom (i.se. mother or child) and how long
mothers spent with their "Ouwn'" children is alsoc an important aspect.

The way in which these data were collected did not give information as
to who sought the other's company, i.e. whether it was the mothar or the
child who most frequently approached the other. This is alsg a matter
of interest for further research and has important implications for the
use of mothers as a resource in educational settings.

For all subjects studied the same categorical system was used with
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respect to activitiss. This allowed comparative analysis. A possible
limitation when studying these qroups was that at all times the obssrver
was aware of the group to which sach of the subjscts belaonged. This was
an unavoidable problem. However serious this might ba, only further
cantrolled investigation would offer a solutiaon to this.

Due to technical limitations no information was collected with
respect to duration of -activitiss. This is a problem which is referred
to in the litsrature (Jonss et al., 1975). Houwsver, it would be usseful
in future to devise more adequate methods through which duration could
be assessed. This could also aoply to refinsed bshaviour modalitiss such
as smiles.

Although it has been possible to obtain a highly differentiated
picture of what took place in the settings studied, the research was
limited to two pre-schools. Moreover, this research only aobsserved white,
English-born mothers and could not be extended to other cultural groups.
This was because only such mothers were involved when the study caommenced

and remained the case throughout.

5. Concludin Remarks

In thinking about existing models of pre-school education it is evident
that thare have bsen an enormous number of centres opened during ths last
two decades. These centres have besn esentially geared towards giving
preferential attention to the socially and culturally disadvantaged
children. Those children who have attended the pre-school programmes
have shown some positive changes. Houwever, more could, and should, be

done in order to obtain other more adequate alternatives for the early
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years of the working-class children and their mothers as well as to
the children's later development. Researchers in this field have
argued that no consideration has been given either to the particular
needs of the disadvantaged children or to the many subtle qualitative
differences found between social classes and cultural groups.

Aspects such as the emotional side or the characteristics of the
families of these children have not been properly considered. This has
led to much discussion on the real goals of pre-school education. These
programmes have been devised without giving deep consideration to the
essential needs of disadvantaged children and their families. The pres-
ent research was carried out in the hope that this situation could be
improved By finding new altermatives to the existing provision.

The findings of this study have shown that in many ways mothers!
behaviour is indistinguishable “rom that of teachers and nurssery nurses.
It could be thought that if the settings were altered to some extent
(e.qg. creating more structured programmes, or training mothers) better
results could be expected. Even if the settings remained in the same
form as those of this study, the mothers can be considered as an
important additional resource. It can be assumed from the findings that
mothers allowed themselves to be used in the classrooms. This is con-
cluded from the way in which they became involved with staff and children.

By brimging mothers into the schools, children could receive individual

»
-

attention and more places could be made available.

6. Implications for Future Latin American Pre-S5chool Pro rammes

As was mentioned in the Preface to the present study, the ultimate con-

cern was the relevance of this research in Latin America.
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As some authors have pointed out (Monckeberg & Schiefelbein, 1974),
in the last decade thers has been a growing interest in extending or
reformulating the Latin American sducational system, with the basic aim
of sesking possible solutions for the many problems of children coming
from socially deprived areas.

In Latin America, some projects have been carried out (McKay, 1978;
Alvarez, 1977) aimed at allsviating the conditions of poverty to which
an outstanding number of its population are subjected. On the whole,
these moves have been orientated towards creating some form of pre-school
provision. Despite such efforts, by the time children reach pre-school
they are already suffering from severe 'symptoms' of poverty, most of
which can no longer be removed. Ffor this reason, more recent programmes
orientated towards the education of the family have emerged. They wers
conceived realising that despite the economic conditions in which these
families were living, some changes in attituds could bs attained and
thus the children could develop bstter (Echeverria, 1977).

However, several other social and political factors have bsgn shown
to interfere with this model and further innovations ought still to be
introduced once the reality with which thess programmes were faced is
understood further (Klein et al., 1977).

The conclusions of the Van Leer Seminar (1979) suggest that "without
proper understanding of these trends and without identifying who gives
primary cars, well-intentioned programmes directed at the natural parents
may be ineffectual at best, and, at the worst have dire social
consequences”.

The debate on compensatory programmes has also penetrated the under-
developed countries (Pollitt & Thompson, 1977; Mora et al., 1974) and
there is extensive agreement regarding the positive role which well-

orientated early intervention can have in the development of the children.
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The devsloping countries understand, as do the more developed ones, that
early intervention cannot be csntred only on the child, but must pene-
trate beyond, to those who have the primary and clossst relationship
with the children (Klein st al., 1977).

At this poipt, it should be made clsar that a view is taksn hsre
which is shared with many others (Pollitt & Thompson, 1975) that ths
gf fect of education alone cannot override poverty amd that thinking in
thess terms is an oversimplification of the problems of poverty. Howsver,
the view is also hsld that much can be dons in this respsct by equipping
these programmss tc cope with and alleviate the conditions which povsrty
imposes (Behar, 1976). For this reason, thers is a vital and urgsent
nesd for expansion of such programmss. Thers is, however, an equally
urgent need for a deeper undsrstanding of the real necessitiss and
characteristics of those who most need help. Without this understanding,
little of rsal bensfit can be done.

Despite the many problems which pre-school education faces, thsrs
sgsems to be an agreement on the fact that other solutions need still to
bs tried out and that pre-schools can, if well-implemented, bring some
alleviation to the conditions suffered by children from poverty areas
(Mara, et al., 1974).

The Van Lesr Seminar (1979) proposed that altsrnatives to ths ways
in which pre-school has been implemented ought to be tried out and it
was then 'stressed that "Psrhaps thse most significant imnovation which
the region has produced is the uss of educational para-professionals.
Such sducational workers introduce familiarity with the wider community
and its reality, sensitivity to local culturss, awarensss of real life
sxperiences. They enable the school through their association with ths
local economy and culture to respond more sffectively to community

demands. These so-called para-professionals ars thus in many ways
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professional exponents of the particular culture and way of life, and
thus contribute in their various individual ways to the saisfaction of
the nseds of the child in his own community. They olace at the disposal
of sducation a whole new range of skills, insights and percesptions".

It has been suggested that this method of bringing in volunteer
workers from the community itself is a plausible system in the pre~school
(van Lser Foundation, 1974). Such a method has - according to the Van
Leer Seminar - several advantages over a fully professionalised system,
"which is barely attainable even in the wealthisst socisties'.

The underlying idea of this study was to examine the extent to which
a pre-school system can rely upon voluntser work when supervised by
trained teachsrs.

Conditions prevailing in Latin America do not easily permit evalua-
tive studies. The way in which events taks place and the smergence of
the problems do not always creats the most adequate conditions for
avaluation to takse place. For this reason it was found that, with qgreat
awareness of the completely different conditions under which disadvantaged
children live and are educated in developed and underdsveloped countries,
the setting of the present study ssemed to be the most acceptable one in
which to carry out a project of this typs.

Furthermors, a thorough understanding of all components and dynamics
of the stages through which pre-school education has gone in the devslopec
countriss, the ways in which it is thought to have failed and those in
which it is thought to have succesded can give useful hints to the under-
developed ones. In no way is it thought that thess models could be
transplanted in the developing countries. Howsver, Latin American people
involved in community work feel the lack of technological support. It
was for this reason, concluded by the Van Lser Sseminar (1979) that "In

the absence of such technological support greater opportunity should be



provided for more field workers to absorb the philosophy and experience
of others by participating in seminars with people involved in similar
projects. This informal and personal exchange of ideas and sxpsrisences
would assist workers in communities to determime for themsslves when

thers were programms ideas that might be adaptsd to their circumstances".
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TABLE 29: PERCENTAGE OF TIME SPENT BY TEACHERS ALONE IN THE DIFFERENT
ACTIVITIES STUDIED

Ch. Ac. N.Ch. Ac. No Ac.

Ch. Ac. D.C. I.C. N.Ch. Ac. I.A. H.E. No Ac.
76.14 61.36 14.77 23.87 3.41 20.46 0.00
70.73 60.81 8.92 29.26 3.31 25.85 0.00
69.67 63.12 6.56 30.33 0.82 29.51 0.00
53.42 40.41 13.01 46.58 23.89 22.68 0.00
67.45 55.84 11.63 32.56 6.98 25.58 0.00
64.58 52.08 12.50 35.41 0.00 35.41 0.00
70.45 63.63 6.82 29.54 11.36 18.18 0.00

42.12 31.58 10.53 55.26 2.63 52.63 2.63
85.71 85.71 0.06 14.29 0.00 14.29 0.00
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TABLE 30:
PERCENTAGE OF TIME SPENT BY TEACHERS

ALONE IN N
POSITIVE INTERACTION

D.Co~= D.C.+

5.11 56.25
2.79 58.02
2.46 60.66
4.78 35.63
g.00 55.84
0.00 52.08
0.00 63.63
0.00 31.58
0.00 B85.71



TABLE 31:

*

Ch.

50.00
83.33
63.41
80.65
71.43
66.66
60.01
68.18
67.35
70.70
53.45
64,70
52.08
84.51
52.17
78.26
60.46
77.14

Ac.
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PERCENTAGE OF TIME SPENT BY TEACHERS WITH MOTHERS IN THE
DIFFERENT ACTIVITIES STUDIED

Ch. Ac.

D.C.

45. 01
79.64
41.46
64.51
52.37
61.90
33.34
43.15
55.10
58.64
39.54
51.386
37.50
73.59
45.65
56.52
60.46
74.28

I.C.

5.00
3.70
21.55
16.13
15.04
4.76
26.67
25.00
12.24

12.08 -

13.95
12.74
14.58
11.32
6.52
21.74
0.00
2.86

N. Ch. Ac.*

N.Ch.Ac. 1.A.

50.00
16.66
36.59
17.73
28.57
33.33
40.00
31.82
32.65
25.31
46.51
35.25
47.52
15.10
47.82
19.57
34.88
22.86

22.73
1.85
4.88
1.61
7.14
4.76
6.67
S.0S
6.12
5.17

16.27

. 22.54

. 10.42
5.66
2.17
4.35
4.65
0.00

H.E.

27.28
14.82
31.71
16.13
21.43
28.57
33.33
22.73
26.53
24.14
30.24
11.76
33.33

5.43
45.67
15.22
30.23
22.86

No Ac.

Ne Ac.

0.00
0.00
0.00
l.61
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
2.17
4.65
0.00

Some of the scores do not add up to 100% due to activities being

unclassifiable
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TABLE 32: PERCENTAGE OF
TIME SPENT BY TEACHERS

WITH MOTHERS IN NEGATIVE
AND POSITIVE INTERACTION

0.00 45,01
1.85 77.79
0.00 41,46
0.00 £64.51
6.98 45.39
5.88 6.0
0.00 33.34
4.55 38.64
0.00 55.10
1.73 56.91
6.98 32.56
5.88 46,08
2.08 35.42
1.89 71.70
g0.00 45.65
0.00 56.52
4,65 55.81
0.00 74.28



TABLE 33:

Ch. Ac.

74.80
67.42
72.59
46.50
74.55
76.84
81.71
47.17
43.47
84.45
62.79
40.44
39.16
75.51

PERCENTAGE OF TIME SPENT BY MOTHERS ALONE
DIFFERENT ACTIVITIES

Ch. Ac.

D.C.

65.34
64.05
61.53
37.22
63.61
56.85
63.84
20.76
34.78
75.56
60.47
30.22
24,16
61.22

I.C.

9.44
3.37
11.08
9.31
10.93
20.00
17.87
26.41
8.70
8.89
2.33
10.22
15.00
14.29
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*
N.Ch. Ac.

22.84
31.46
24.52
34.89
20.00
21.05
15.63
49.06
56. 52
6.66
32.56
57.78
55. 00
24.48

N.Ch.

I.A.

5.51
12.36
5.79
16.28
1.82
5.79
4.91
1.89
6.52
0.00
4.65
7.11
6.67
8.16

Ac.

IN THE

H.E.

17.32
16.86
18.75
18. 60
16.36
14.21
10.27
43.40
50.00
6.66
18.60
50.67
48.33
16.32

No Ac.

No Ac.

2.37
1.12
2.88
18.60
5.46
2.11
2.68
3.77
0.00
8.89
4.65
1.78
5.83
0.00

* Some of the scores do not add up to 100% due to activitises being
unclassifiable
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TABLE 34:

PERCENTAGE OF TIME SPENT
BY MOTHERS IN NEGATIVE
AND POSITIVE INTERACTION

3.15 62.18
0.00 64.05
1.05 55.80
0.90 62.94
1.89 18.87
0.00 34.78
8.88 66.68
0.00 60.47
0.96 60. 57
2.33 34.89
1.81 61.80
1.76 28.46
1.67 22.49
0.00 61.22
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TABLE 35: PERCENTAGE OF TIME SPENT BY MOTHERS WITH TEACHERS IN THE
OIFFERENT ACTIVITIES STUDIED

Ch. Ac. D.C. I.C. Non Ch. I.A. H.E. No Ac.
58.54 56.10 2.44 34.15 14.63 19.51 7.32
70.22 51.07 19.16 29.79 6.38 23.40 0.00
46.67 39.99 6.66 51.11 4.44 46.67 2.22
32.61 28.25 4.35 50.00 10.87 39.14 17.38
37.50 30.00 7.50 35.00 12.50 20.00 27.50
26.66 22.22 4.44 71.11 13.33 57.77 2.22
87.51 62.51 25.00 0.00 0.00 0.00 12.50
33.33 26,19 7.14 42.85 4.76 38.10 23.81
52.83 41.52 11.32 35.85 0.00 35.85 11.32
21.15 15.38 5.77 75.00 36.54  3B8.46 3.85
80.78 6l.54 19.23 11.54 1.92 9.62 7.69
59,65 49.12 10.53 40.34 3.51 36.84 0.00
80.95 67.60 13.33 16.19 4.75 11.42 2.86
33.33 12 50 20.83 56.25 16.67 39.58 10.42
77.78 72.23 5.56 16.67 5.56 11.11 5.56
85.71 57.14 28.57 14.28 4.76 9.52 0.00
96.07 88.22 7.84 0.00 0.00 0.00 3.92
66.66 60.60 6.06 24.24 3.03 21.21 9.09

* Some of the scores do not add up to 100% due to activities being
unclassifiable
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TABLE 36: PERCENTAGE OF
TIME SPENT BY MOTHERS

WITH TEACHERS IN NEGATIVE
AND POSITIVE INTERACTION

0.00 56.10
g.0a0 51.07
0.00 39.99
g.0a0 28.25
2.50 27.50
0.00 22.22
g.00 62.51
g.00 26.19
1.89 39.63
0.0a0 15.38
0.0a0 61.54
2.86 64.74
0.00 12.50
0.00 49.12
1.96 86.26
0.00 72.23
4.76 52.38
g.00 60.60



TABLE 37:

Ch. Ac.

70.13
72.38
57.50
80.91
48.94
£9.86
50.40
64,37

Ch.

58. 44
57.14
50.00
65.46
44.68
6l.64
41.60
57.47

Ac.

I.C.

11.889
15.24
7.50
15.45
4.26
8.22
8.80
.90
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N.Ch. Ac.

28.57
27.62
42.50
19.08
50.00
23.29
48.80
35.63

N.Ch.

I.A.

8.20
7.20
7.93
8.02
14.13
11.90
18.00
7.00

PERCENTAGE OF TIME SPENT BY NURSERY NURSES IN THE
DIFFERENT ACTIVITIES STUDIED

Ac.

H.E.

20.37
20.42
34.57
11.07
35.87
11.39
30.80
28.63

No Ac.

No Ac.

1.30
0.00
0.00
0.00
1.06
6.85
0.80
0.00
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TABLE 38: PERCENTAGE OF TIME SPENT BY NURSERY NURSES
IN NEGATIVE AND POSITIVE INTERACTION

57.14 1.30

54.28 2.86

47.50 2.50

62.73 2.73

43.62 1.06

60.27 1.37

39.20 2.40

54.02 3.45
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TABLE 39: PERCENTAGE OF TIME SPENT BY TEACHERS ALONE WITH THE "Own"
CHILD IN THE DIFFERENT ACTIVITIES AND THAT SPENT IN POSITIVE
NEGATIVE INTERACTION

Ch.Ac. D.C. 1.C. oC+ oC-
0.00 0.00 0.00 0.00 0.00
2.50 0.00 2.50 0.00 0.00
3.53 3.53 0.00 3.53 0.00
2.35 2,35 0.00 2.35 0.00
0.00 0.00 0.00 0.00 0.00
1.18 1.18 0.00 1.18 0.00
0.00 0.00 0.00 0.00 0.00
1.18 0.00 1.18 0.00 0.00
6.01 4.81 1.20 3. 61 1.20
4.82 2.41 2.41 2.41 0.00
3.61 3.61 0.00 3.61 0.00
9.30 9.30 0.00 9. ¥ 0.00
5.27 5.27 0.00 3. 27 0.00
4,17 0.00 4.17 c.0o 0.00
0.00 0.00 0.00 0.00 0.00
0.00 0.00 0.00 3:38 8133
0.00 0.00 0.00 0.00 0.00

0.00 0.00 0.00



TABLE 40:

Ch. Ac.

0.00
3.70
12.20
0.0a0
0.00
0.00
0.a0
2.17
0.00
5.19
g.a00o
0.00
1.96
6.52
0.00
0.0a0
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PERCENTAGE OF TIME SPENT BY TEACHERS WITH MOTHERS WITH THE
"OWN" CHILD IN THE DIFFERENT ACTIVITIES AND THAT SPENT IN

POSITIVE AND NEGATIVE INTERACTION

D.C.

0.00
1.85
4.88
0.0a
g.ao
0.00
0.00
2.17
0.0a0
1.73
0.0a0
0.0a0
1.96
0.00
0.0a0
0.00

I.C.

0.00
1.85
7.32
0.00
0.0a0
0.00
0.00
0.00
0.0a0
3.46
0.00
0.00
0.00
6.52
0.0a0
0.00

DC+

0.00
1.85
4.88
0.0a0
0.00
0.00
0.00
2.17
0.00
0.00
0.00
0.0a0
C.a0a0
0.00
0.00
0.00

OC-

0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.0a0
1.73
0.00
0.00
1.96
0.00
0.00
0.00
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TABLE 41: PERCENTAGE OF TIME SPENT BY MOTHERS ALONE WITH THE "QUN"
CHILD IN THE DIFFERENT ACTIVITIES AND THAT SPENT IN POSITIVE
AND NEGATIVE INTERACTION

Ch.Ac. D.C. I.C. DC+ ‘ DC-
7.09 7.09 0.00 7.09 0.00
8.99 7.87 1.12 7.87 0.00

12.10 11.05 1.05 10.00 1.05
16.98 7.55 9.43 7.55 0.00
0.00 0.00 0.00 0.00 0.00
0.00 0.00 0.00 0.00 0.00
2.33 0.00 2.33 0.00 0.00
12.06 9.38 2.68 9.38 0.00
12.71 10.90 1.81 9.0% 1.81
6.98 2.33 4.65 2.33 0.00
16.34 14.90 l.44 14.90 0.00
6.67 5.00 1.67 4.17 0.83
11.56 5.78 5.78 5.78 0.00

22.45 18.37 4.08 18.00 0.37
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TABLE 42: PERCENTAGE OF TIME SPENT BY MOTHERS WITH TEACHERS WITH THE
"OWN"™ CHILD IN THE DIFFERENT ACTIVITIES AND THAT SPENT IN
POSITIVE AND NEGATIVE INTERACTION

Ch.Ac. D.C. I.C. DC+ DC-
2.44 2.44 0.00 2.44 0.00
14.50 10.64 4,26 10.64 0.00
11.12 8.89 2.23 8.89 0.00
2.17 2.17 0.00 2.17 0.00
27.50 25.00 2.50 25.00 0.00
0.00 0.00 0.00 0.00 0.00
0.00 0.00 0.00 0.00 0.00
11.50 11.90 0.00 11.50 0.00
1.85 1.85 0.00 1.85 0.00
3.85 3.85 0.00 3.85 0.00
28.85 17.31 11.54 17.31 0.0a0
3.82 2.87 0.95 2.87 0.00
12.50 8.33 4.17 8.33 0.00
33.33 33.33 0.00 33.33 0.00
61.590 35.71 26.19 33.33 2.38
18.18 18.18 0.00 18.18 0.00

9.80 5.88 3.92 5.88 0.00



TABLE 43:

Ch. Ac.

4.20
10.08
8.40
9.24
0.84
0.00
0.00
7.38
6.71
3.35
3.35
0.00
0.77
0.00
6.00
0.00
3.64
0.91
0.91
0.00
0.00
0.00
1.04
0.00
6.06
5.05

* Each "Own" child was observed with two nursery nurses.

The two who worked in the room they attended.

- 220 -

PERCENTAGE OF TIME SPENT BY THE NURSERY NURSES* WITH THE
"OwN'" CHILD IN THE DIFFERENT ACTIVITIES AND THAT APENT IN

POSITIVE AND NEGATIVE INTERACTION

D.C.

2.52
7.56
4.20
4,20
0.00
0.00
0.00
1.34
6.04
1.34
2.01
0.00
0.00
0.00
2.00
0.00
3.64
0.00
0.91
0.00
0.00
0.00
1.04
0.00
6.06
3.03

I.C.

1.68
2.52
4.20
5.04
0.84
0.00
g.00
6.04
0.67
2.01
1.34
0.00
Q.77
0.00
4.00
0.00
g0.00
0.91
0.00
0.00
0.00
0.00
0.00
0.00
0.00
2.02

DC+

1.68
7.56
4.20
4.20
0.00
0.00
0.00
1.34
4.70
1.34
2.01
0.00
0.00
0.00
2.00
0.00
3.64
0.00
0.91
0.00
0.00
0.00
1.04
0.00
6.06
3.03

DC-~

0.84
0.00
0.00
0.00
0.00
0.00
0.00
0.00
1.34
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
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TABLE 44: PERCENTAGE OF
TIME SPENT BY MOTHERS ALONE

IN THE DIFFERENT ACTIVITIES
WHEN THE TIME SPENT WITH
THE "OWN'™ CHILD WAS DISREGARDED

Ch.Ac. D.C. I.C.
67.71 58.25 9.44
58.43 56.18 2.25

64.74 45.80 18.95
69.65 54.46 15.19
30.19 13.21 16.98

43.47 34.78 8.70
B4.45 75.56 8.89
60.46 60.46 0.00
56.25 46.63 9.61
39.52 34.89 4.66
61.81 52.71 9.12
28.88 24.44 4.44

32.49 19.16 13.33
53.06 42.85 10.21



TABLE 45:
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PERCENTAGE OF TIME SPENT BY MOTHERS WITH TEACHERS IN

THE DIFFERENT ACTIVITIES WHEN THE TIME

CHILD WAS DISREGARDED

Ch. Ac.

56.10
55.32
35.55
30.44
10.00
26.66
87.51
21.43
50.94
17.30
51.93
539.65
77.13
20.83
44.45
23.80
86.27
48.48

D.C.

53.66
47.43
31.10
26.08

5.00
22.22
62.51
14.29
39.63
11.53
44.23
49,12
64.73

4,17
38.90
21.43
82.34
42.42

I.C.

2.44
14.90
4.43
4.35
5.00
4.44
25.00
7.14
11.32
5.77
7.69
10.53
12.38
16.66
5.56
2.38
3.92
6.06

WITH THE

" DmN "
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TABLE 46:

TOTAL OBSERVATION PERIODS 1in minutes FOR THE FIVE CONDITIONS

STUDIED
CONDITIONS
TwM MwT
176 44 127 41 69
393 54 89 47 73
244 4l 190 45 87
146 42 53 40 79
43 42 46 45 94
48 30 45 32 77
44 44 43 42 40
38 62 224 46 110
42 43 55 52
58 43 52
49 208 53
102 120 105
48 225 48
53 49 57
46 51
46 36
43 43

35 33
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TABLE 47: SEX AND RACIAL ORIGIN OF CHILDREN IN THE DIFFERENT

CLASSROOMS
White Other Total
Races
Masc. 11 2 13
CLASSROOM 1 Fem. 17 3 20
Total 28 5 33
Masc. 12 6 18
CLASSROOM 2 Fem. 3 5 8
Total 15 11 26
Masc. 14 5 19
CLASSROOM 3 Fam. 11 1 12
Total 25 6 31
Masc. 10 3 13
CLASSROOM 4 Fem. 17 0 17
Total 27 3 30
Masc. 11 3 14
CLASSROOM 5 Fem. 15 1 16
Total 26 4 30
Masc. 14 4 18
CLASSROOM 6 Fam. 11 2 13

Total 25 6 31
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TABLE 48: SOCIAL CLASS DISTRIBUTION OF THE MOTHERS
STUDIED

IT (Nm) I11 (M) v (m) v o(m)
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TABLE 49: PUPILS AGED UNDER 5 AT 31 DECEMBER 1975

AGE FULL=-TIME PUPILS PART-TIME PUPILS
*BOYS GIRLS
432 600 530
3 6 023 10 524 9 874
4
(born 1.4.1971
to 31.12.1971) 8 062 6 641 6 167
4
(born 1.1.1971 _
to 31.3.1971) 588 345 268
TOTAL 15 105 18 110 16 839

* No figures are given for full-time children according to sex.

Fram: Statistics of Education - Government Paper, Vol. 1., 197¢

(Nursery Schools)
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APPENDTIX N 0. II

CHARACTERISTICS OF MOTHERS AND PRE-SCHOOLS
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Characteristics of Mothers and Pre-Schools

For obvious reasons, all the proper names in the cases which
follow have been changed to fictitious ones.

The observer obtained the information from the headmistress, the
teachers, the nursery nurses and sometimes, from the mothers themselvss.
In each case they were told that these details were necessary in order
to obtain a more complete picture of the characteristics of those
children who had mothers working in the classrooms. This background
information will be given first and following it will come the
descriptions.

Finally, details will be given of the pre-schools in whih the

study was carried out.
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MRS. BROWN
Back round

Mrs. Brown, who is now in her 30s, had a grammar school education,
but left without any G.C.E. certificates. At a later data, she joined
an Evening Class and passed G.C.E. English.

She is currently working at an 0ld Age Home on Sunday evenings.
Prior to this she was a bank clerk and then a receptionist at a haspital.

Mr. Brown alsg left school without any G.C.E.s. He, tooc, joined
an Evening Class and succeeded in passing "A" level Mathematics. He
did an apprenticeship as a motor fitter and then toock a Managemant
Course which resulted in him attaining an H.N.C. in Engineering. He is
now an Engineering Supervisaor.

The Browns have one daughter and one son. During this study, Mrs.
Brown was observed with her son, who is her second child. Christopher
Brown attends for the morning saessions only.

Befors the commencement of the study, this mother had besn involved
helping at ths school occasionally. She had started bringing her
daughter and stayed for the adaptation period. She was one of the '01d°

"Accepted' group of mothers and worked in Room 5.

Descri tion

Mrs. Brown was saeen to be a chesrful and talkative pserscn, always
willing to help and frequently doing things on her cwn initiativa.
However, this characteristic seemed less cbvious due to her overweight
which caused premature tiredness and she could often be ssen sitting
for long pericds on the children's tables. She liked chatting and
sasily became involved with other adults in her vicinity. She was oftan
gbsarved joining in when the children wers singing whilst simultaneously

sweaping up or clearing tables.
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Christopher was observed to misbshave more when his mother was in
the room and often the teacher had to intervene as Mrs. Brown could not
control him. This caused her obvious embarassment. However, he seemed
completely unaffected by her involvement with other children.

Mrs. Brown always wore trousers and dressed in a simple fashion.

She had an extremely clear speaking voice.

MRS. HUNT
Background

Mrs. Hunt was between 25 and 27 years old. After completing her
secondary education at a Comprehensive School she had embarked on a
Nursery Course. She left this course without completing even the first
year, saying that she had become uneasy and bored.

Mr. Hunt was currently involved in Radiography studies for which
he was paid by the same hospital in which he worked.

The Hunts had only one daughter, Jayne, who seemsed very grown-up
compared with the other chidren in the class.

This mother was very friendly with the 'teacher and at no point
seemed concerned about the observer's presence. Mrs. Hunt's attitude
towards the headteacher was also positive. Apparently, she had helped
previously with other school activities such as outings.

She was located by the observer as an '01d' and 'Accepted! mother.

Descri tion

Mrs. Hunt seemed very active and self-sufficient. She had been
coming for almost a year to help the teacher during the last hour of
the afterncon to clean up and put toys etc. away.

Jayne Hunt was clearly the 'leader' of the whole class. Shs was
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freguently seen in the Wendy House playing mothers and fathers and
she always played an important role in the game. The staff in the
rocom seemed to like her, although they would tell her off when she
tended to be too domineering over the other children.

No behaviour differences were observed in Jayne's case, whether
her mother was present or absent; perhaps to some extent she became
more dominant cver the other children during her mother's presencs.

Mrs. Hunt used to wear very high heeled boots which she would
leave in a bag when she arrived and change into her slippers which she
brought with her every day. She always arrived punctually cn the day

which had been appointed.

MRS. RICHARDSON

Back round

It was not possible to find out the educational backgrounds in
this case.

The Richardsons had an only son, Paul, who was very shy.

Mrs. Richardson had a good relationship with the teacher and an
even better one with the headteacher.

She was located by the observer as being in the *Neuw? and ‘Imposed'

group.

Descri tion

Mrs. Richardson was an active and pleasant person. She was con-
stantly going from one end of the room to the other and became involved
on her cwn initiative with the cther children and also prepared play
material spontaneously, which later, she laid on the working tables

without being asked.
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Paul seemed to become very upset when his mother was prssent. Hs
used to cry frequently, and when his mother was there he would sometimes
cry either repeatedly, or else once he had started crying it would last
for a long time. He seemed gquite upset by the fact that he had to
share his mother with othsr children.

Mrs. Richardson seemed to be over-protective and over-concerned
about him. This could be deduced, on the one hand because of her atti-
tude and, on the other, because she approached the cbserver, either
inside the rcom or when meeting in the nearby streets, to ask how her
son was behaving and what a psychologist!s opinion of his behaviour woulc
be. 0Only general comments such as all children are like that would be
made to her and this seemed to pacify her.

The boy's behaviour became consistently better during the later
visits. This could very well have been due toc his habituation to his
mother's presence.

It was not possible for the observer to compare his behavicur during
the observation with that before his mother started coming, but according
to the staff in the room, he had always been of the crying type even
before she started tc come. Scometimes he would cling to his mother for
a long time outside the classroom and would not become involved with
the other children.

He was never sesn playing with the rough type group of boys. Hout

gver, he spent most of his free time periocd with boys.

MRS. JAMES
Back round
The observer was never able to obtain any direct information from

Mrs. James. The only time she talked tc her was on one occasion when
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they met outside the room. Mrs. James thought the observer was the
mother of another child at the nurssery school and made comments to the
ef fect that she liked coming to the school very much and how difficult
it was being a mother.

Mrs. James had recently besn divorced from her husband and shs
had custody of their only son. The boy, Simon, only saw his father at
weekends. He ran his own business - a shop in the South East End of
London.

Mrs. James was purely a housewife and did not have a job outsids

her home.

Descri tion

This mother was very shy and quiet. She was never observed doing
things on her own initiative and was sesn to lesave the room very
frequently.

Simon, a tall, talkative boy, was always seen, when that was per-
mitted, playing outdoors involved in rough games or on wheeled vehiclss.
He was never seen working at a table for more than a few minutes but
was always playing with other boys and these boys were of the 'rough!
and 'noisy! type. He expressed, himself, that he disliked any sort of
work which involved sitting quistly, writing, reading or doing a jigsaw,
for example.

Thecstaff and in particular the teacher, said that at the time they
did not have any problems with Simon, but they all thought that he
would more than likely become a difficult child when entering primary
school.

Despite the fact that Mrs. James had a far—away and distracted
look all the time, she was always present on the day which had been allo-

cated for her to come, and sometimes she came mors often.
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This mother was very pale ansd had very long hair which she wore

hanging loose at the back. Her clothses were always clean, but very
plain and simple. ©She was nearly always seen wearing shoes which
looked very much like slippers. She walked slowly and talked in a low
voice. She would, perhaps when she felt observed, look up and give a
quick smile which disappsared as quickly. Her forehead always appeared

very taught.

MRS. GILES

Back round

Mrs. Giles was about 30 to 33 years old and came from the North
of England.

It was not possible to obtain any educational background informa-
tion in this cass.

During the study, this mother was observed with hasr son, Mark, who
was the second child after an older sister.

Mrs. Giles had been invited to help by the headteacher, whom for
some reason which she never explained, seemed to like this mothsr.
Howsver, the tsacher and the nursery nurse obviously did not like her

and suggestions were never made to her as to how she could help.

Descri tion

At the beginning of the study, Mrs. Giles was seen to be an extre-
mely shy person with a sense of insecurity. During the pilot stags
she was observed to stand on her own for long periods and just look at
the children. With time, she gained more confidence and used to involve
herself with groups of children, sometimes almast as if behind the

teachar's back.
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Mrs. Giles was the only mother who knew she was being observed
because the hsadtesacher had told her so and this was reflected in her
attitude towards the aobserver. She seemed to accept the observerts
presence, but whensver possible tried to hide from her sight and whsn
she felt she was bsing observed tried to changes an activity. After a
short while her attitude changed and she started to approach the
observer. Initially, the observer could not understand what she was
saying due to her northern accent. However, little by little, a small
rglationship built up, based purely on brief smilgs which occurred
repeatedly across the room.

At first, Mark would hide behind chairs from the obssrver. This
could have begen due to the fact that his mother knew they wers being
observed and have told him so. Shortly after the first session he
started to approach the observer. He was the only child in the study
to do this and pretended to bring tea and biscuits with tsacups,
saucsers, teapots and sugar bowl. He then left just as if nothing had
taken placs.

This child was observed to become very jealous of his mother®s
presence. It was obvious that mother and child got along well togsther,
both from what she said and obssrvations made by the observer when she
saw them walking togsther in the nearby streets. However, Mark was
particularly jealous when she was with girls and once he became awars
that she was playing or working or talking to other children he would
push his way through them in order to be next to his mother. This
attitude was persistant during the whole observation period. The
mother reacted without altering her actions. She would either accept
him or else explain to him that she was "simply playing, don't you see?"
After this, with certain frequency, he would retire lsaving her with

the other children. Latsr he would return again.
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Mrs. Giles had long, fair hair which hung down her back. She

dressed very plainly and had a somewhat sad expressicn.

MRS. WATSON
Backaround

Mrs. Watson was a very young mother.

No direct informaticon could be cbtained from her, because due to
her passive attitude to all activities and adults arcund her, the
teacher suggested that she should not be asked. About the time she
started at the schoocl, she had also started working in a pub.

She was observed with her son, Darren, who was born 2 to 3 ysars
before she was married, when she was only 17 years old. Subsequently,
she married his father and later had a daughter who was no more than
about 2 years old when this study toock place.

Mr. Watson was much older than his wife and worked for the Council.

The baby qgirl, whom she brought with her on the days she came to
help, was left outside the rgom in her pram. Most of the time she was
very quiet. The mother occasiocnally approached the pram, but was never
seen to pick up the baby in her arms.

Mrs. Watson was considered to be part of the 'New?! Group. She

was an 'Imposed! mother, because she had been invited by the headteacher.

Description

Mrs. Watson appeared to be rather shy and did not seem to enjoy
the fact she was in the classrocom helping. Her attitude was one of
Jjust being there because she had been asked and felt she could not say

"no!t.
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Her relationship with the teacher was not bad, but it could not
be called an open one. She never looked at the aobserver and tended
to avoid catching her eye. Her interactions with the other staff were
scarce and she never looked up, but kept her eyes fixed on the floor.

This mother did very little on the whole and even less on her own
initiative. ©She always attended on the days she was expected to, but
gven with time her attitude did not seem to change.

Darren, whao attended for the full day, was a very pleasant child
who looked to other children for company. Apparently, the staff in the
room, as well as in the other rooms, liked him. He was extremely active
and never seen sitting on a chair working on his own initiative. He
was always seen involved with 'only boys! and preferably in outdoor
play, making a lot of use of wheeled toys in the playground.

Mrs. Watson always wore very high heels and tight trousers. She

spoke very seldom but when she did, she had a clear accent.

MRS. NORRIS

B8ack round

Mrs. Norris was between 23 and 25 years old. UWhen at school, she
was a poor student. She had attended a Comprehensive school where she
had started a typing course which she did not complete.

Prior to the birth of her first child she had worked at a job she
enjoyed ~ writing names on lables in an Industrial Company.

At the time of the study she did not go out to work, but was
looking for something to do as she did not like being at home all day.

Mr. Norris was in the Carpentry Trade. He was an unskilled worker;
he had not taken any courses but she said he was so good at his job that
people commented on his ability. He was considered to be a labourer.

The Norrises had two sons, the elder of which was now at primary
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school and was reported to be behaving badly. The observation was
carried out between the mother and her second son, Greg. Greg attended
for half days only.
Mrs. Norris said that the two boys were very badly behaved and
sometimes they would run out of the flat and she had to run after them.
She was imposed by the headteacher and formed part of what was

defined as the 'Imposed! and 'New'! mothers.

Dgscri tion

Mrs. Norris was constantly looking for possibilities to converse
and to do this she would follow the member of staff who was present.
She was too shy to initiate a conversation with the observer. At
first, she was not very helpful and everything seemed to bore her.
Little by little, she seemed to do morse on her own initiative and would
stand up without being asked to do certain things. When she was
observed on her own, her interactions with the nursery nurses were
frequent and she used to follow them around as if loocking for company
but at the same time she became much mors helpful.

At first, she seemed to stay by the children's sides but did not
become really involved. This also changed and by the end of the
observation psriod shs was initiating activities herself. Once only,
was she involved in reading to 3 4 children, early one morning. She
obviously disliked this bscause her tone was monotonous and she made
constant breaks until she had reached the end.

At first she did not like being observed and she even looked away
when she thought ths observer could see her. This slowly passed and
she then looked to the observer for conversation. She was very curious
about what was being done and felt very pleased when asked for details

of her background and children.
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Greg seemed unaffected by her presence in the room and by her
involvement with other children. He was very thin and pale but was
very playful. He talked very little and had very few child-child or
adult-child interactions of his own initiativs.

Mrs. Norris was always wearing very high heels which sesmed to
inhibit her movemsnts and also an gxcess of make-up. Her English was
extremely difficult to understand as she had a marked "working class"

accent and a limited vocabulary.

MRS. DENNIS
Back round

Mrs. Dennis must have been between 35 and 37 years old. She did
not wish to give any information on her own, or her husband's educa-
tional background.

She had recently started work at a bakery, which was apparently
the kind of place where it was easy for women in the arsa to find work.
She said she was starting to like it - mainly as she did not wish to
stay at home all day.

Mr. Dennis was a lorry driver.

They had two children, a daughter and then a son, Johnny with
whom the mother was observed. Johnny stayed at the nursery school for
full day sessions. Mrs. Dennis said he was the better behaved of the
two children.

Mrs. Dennis was a mother from the 'new'! and 'Imposed' group,
because at the beginning of the study she was invited to join by the

headtsachsr.

Descri tion

Mrs. Dennis was a lively woman, always active and doing things on
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her own initiative. She sniled frequently at the observer as well as
at the children. She had a spontansous relatinonship with all ths
adults around her. This mother commented that she liked coming in to
help and she was seen to improve in terms of the times shs initiated
activities by herself sither with the children or as regards cleaning
up or putting things in order.

Johnny was a very gentle and sweet boy. He was seen to be very
much on his own, practically all the time. He would either just stars,
or look at other children at play, or sit and play at the clear end of
a table. He was always quiet and seldom spoke. The staff in the room -
especially one nursery nurse seemsad to be very fond of him.

The mother was very talkative and approached the observer in a
friendly way relatively frequently. She stated that she was rather
concerned about the quiet attitude of her son and thought hs would
still have to spend more time at the nursery school before being ready
to enter primary school.

Johnny did not seem to alter his behaviour when his mother was
pressent.

Mrs. Dennis always wore formal clothes and her hair was immaculats.

MRS. MILLER

Backqground

Mrs. Miller was the oldest mother in ths group obsesrved. She was
about 45 years old and her husband was much older. She said, "he is an
old man approaching his sixties". Mrs. Miller had never gone out to
work.

Mr. Miller was a Guardian at a Mussum.

The Millers had not been ables to have any children until Adrian

came along. In order to have him she had had to stay in hospital for a
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long time. The two parents were deeply fond of the boy and since his
birth had both spoilt him, giving him everything he had wanted. Mrs.
Miller said her husband was even worse than she was in this respect
and Adrian could sometimes be very naughty to him.

Mrs. Miller had started coming to help just incidentally. She
started staying every day for a short while after she had left her son
and used to talk to the staff about all that had happened with the boy.
Later she was asked by the headteacher to come and help but only aonce a
week during the morning session. She would almost always stay for the
whole day. She told the observer that all week she looked forward to
her day at schogl. This was her only day out and she did not see any-

gne other than her husband and son for the whole week.

Descri tion

At first, Mrs. Miller would constantly stay around or follow
just any member of staff who was present to talk to. With time, she
became involved in children's play. Sometimes she became so involved
herself that she did not allow the children who at some previous point
had become bored to do anything else until it was finished.

Later, the staff, or basically one of the nursery nurses(who told
the observer that they felt sorry for Mrs. Miller because she was so
lonely and her son behaved so badly), started asking her to do differ-
ent things. The mother seemed to like this and got on guite well with
what she had been asked to do.

She used to talk to the observer rather too frequently. She was
then told that the observer could not be talked to during the observa-
tion pericd. After the session was finished and, although she had no
precise idea of what the observer was doing, she approached her and asked

her how she had done during the day.
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As the study progressed, Mrs. Miller became better at doing things
and did not follow the staff around nor interupt the observer. At
this same point, she started using make-~up to come to school and col-
oured her hair. Her garments also looked much cleanser.

Adrian was a very active boy, somewhat rough and would always be
ssen in groups. Whenever paossible, he would be outdoors and playing
rough games or taking things avay from other children. He would inter=-
feres in other children?s games and then look to see whether some member
of staff was looking. If nobody was watching he would stop it. He
seemed to constantly need staff attention. Sometimes, he would approach
the observer and push har pencil and then slowly move away as if he had
not done anything.

Adrian did not mind his mother's presence in terms of becoming
apparently jealous of other children, but his attitude towards his
mother was never very pleasant or cordial. The boy was thought to be
a "problem" child and the staff - headteacher, teacher and nursery

nurses - thought his academic future was dubious.

MRS. COLLINS
Back round

Mrs. Collins was a very young woman.

Neither Mrs. Collins nor her husband had finished sscondary educa-
tion, they had left before it was completed. S5She had never worked
outside the house and did not like staying at home, but her husband
was not too keen on her going out to work.

Mr. Collins worked in an industrial company where he was an

agsistant to a clerk, i.e. he was a whits collar worksr.
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The Collins's had three boys and Mrs. Collins was observed uith
the youngest, Michael. The teacher said that she had known her for
a long time and she had the impression that she had had her children
when still very young and felt somewhat burdened by housekeeping.
The teacher thought that all the three boys (she ahd also had the two
older children in her class) had a strong chance of becoming "problem"
children.

Mrs. Collins was invited by the headteacher and as such was part
of the 'New' and 'Imposed' group. She did not attend regularly on the

days on which she had offered to come in and help.

Descri tion

Mrs. Collins was observed as a passive person, who did nct move
from her chair to initiate any activity which involved moving around.
Unless asked to do otherwise, it appeared that she tried to stay at
the same activity from the time she arrived until the time she left.

0f all the mothers, Mrs. Collins was the one who most avoided
looking up and constantly tried to hide her eyes.

Michael was a very rough boy, who was never observed to be sitting
down at any activity. When not allowed to play in the playground he
would leave the classroom to play in the corridor with some wooden
bricks. He always played with other boys. He did not seem to mind the
presence of his mother and when the session had finished, she had to
call him to go home with her.

This mother was once observed with a negative attitude towards a
dark-skinned boy andshe clearly pushed him away from her side with an
expression of displeasure.

Mrs. Collins always wore very heavy make-up and dressed like a
teenager. She always wore very tight jeans and clogs. Her hair was

very long and worn loose.
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MRS. PARSONS
Back round

According to the teacher, Mrs. Parsons was betwssen 28 and 30
years old.

She and her husband had finished secondary education and Mr.
Parsons had passed some G.C.E.s, but she had not.

Mr. Parsons was a lLondoner, born in the East End, who now had
a manual job in industry.

At the time of this study, Mrs. Parsons did not go out to work,
but once the study was finished, she started working in the kitchen as
a paid helper and seemed very pleased about it.

The Parsons had two sons and Mrs. Parsons was observed with the

younger one, Philip.

Descri tion

Mrs. Parsons had been helping for quite a long time when the
observer arrived and she was segen to have a very good relationship
with the staff of the school on the whole. She was very open with the
observer and although did not approach her during the observation per-
iod, she used to talk to her when meeting in the corridor or in the
nearby streets. She was always happy and was often singing. She
initiated activities basically on her own decisions and went from one
end of the room to the other as if in her own home.

The headteacher seemed to like her and made favourable comments
about her attitude to the observer. On several occasions she was seen
chatting to the teacher, sometimes for quite a long time.

Philip was a quiet boy. He used to play in groups of boys but was
not seen to Jjoin in with the very rough ones. He was somewhat affected

by his mother's presence and this was especially marked during the
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first activities of the morning. However, as the hour passed he used
to join in with the othsr children easily. He was always sgen to join
the table activities and when in the playground he also acted calmly.
The staff seemed to like him and at some points ths teacher dedi-
cated special and extra time to him.
Mrs. Parsons personal appearance was very simple. She was always
dressed in light colours, she did not use any make-up at a;l and her

hair was rathsr long and tied up at the back of her hsad.

MRS. EVANS

Background

The teacher said that Mrs. Evans was under 30 years old. She had
finished secondary education but had not passed all of her G.C.E.s.
She had nsver been out to work and stayed at home excspt on the days
when she came into the school as a hselper.

Mr. Evans had not finished his sscondary studies and was now
working as a lorry driver.

The Evans had an only child, one son called Stevan.

Mrs. Evans came in regularly when she said she would and had dons
so0 since she had started coming in as a heslpsr sometime before this

study had started. She was considered as belonging to the 'Accepted!

« N

and '0ld' group of mothers.

Descri tion

Mrs. Evans was very shy and looked quiet. Despite this, she would
play very easily with the children and usually she had a largs group of
children around her.

Mrs. Evans seemed to be hiding from the staff and from the abssrver.



- 246 -

On several cccasions this was so evident that the observer had to
leave the room for sometime when she was there. However, she had told
the teachsr in charge of her son's group that she liked coming in and
enjoyed playing with the children.

She was nearly always found toc be playing in the same corner of
the room. The one in which small cars and big wooden bricks were kept.
She becams involved in playing with girls and boys, but most frequ-
ently was found playing in the Wendy House with the children or play-
ing dolls or doctors.

Steven was constantly at her side or else when playing uith other
children would come to talk and then quickly leave again. When Steven
was there she appearsed to be more easily involved with the other chil-
dren but when he was not there, she locked as if puzzled and took some
time in deciding what toc do.

When his mother was not present Steven was very shy and was almost
always seen on his own. He became involved in a group with other boys,
only when suggested by the Nursery Nurse. He was very quiset and hs
never really finished his work. He did not do much on his own initia-—
tive and was the sort of boy whose presence nobody was aware of spon-
tansously. He could remain uncbserved due toc his quiet and passive
attituds.

Mrs. Evans was always dressed in the same way with a skirt and
cardigan of light colouring. She wore plain shoes with no hesls. She
did not use any make-up and her hair was lgose and shoulder length.

She pronounced her words clearly but spoke in a very soft voice.
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MRS. THOMAS
Back round

Mrs. Thomas had not done more than 3 years at secondary school
nor had her husband. This is all the information which could be
obtained in this respect.

Mrs. Thomas was a mother who was never observed on her own. This
was bescause ths teacher said she was not capable of staying on her ouwn
with the children of the group.

Mrs. Thomas had been brought in to help by the headteacher. The
reason given was that she needed company and had recently been through
a bad depressive state. She had come in before this study began, but
had only been asked to look after the rabbits and other pets in the
room. She did the same at home because her husband worked at a pet
shop situated just in front of their house. He did not own this him-
self. She cam regularly on the days allocated to her. She was considered
as belonging to the 'Imposed' and 'New' group.

The Thomas's had two sons. Mrs. Thomas was observed with the

younger one, Keith.

Descri tion

Mrs. Thomas appeared to be a somewhat irritable person, especially
with her own son. Keith approached her frequently and insisted on
sitting on his mother's lap - a thing she did not seem to like very
much. She did not have an esasy approach towards children in that when
she worked with them she spoke in a loud and strong voice but was never
seen in any negative attitude towards other children. It was only to
her son and she seemed very critical of him.

She looked to the staff as if wishing to start a conversation with

them but the teacher and the nursery nurses were not very inclined to
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do so. She only stared at the observer but never approached to ask
anything or to converse. To some sxtent she talked to the headteacher,
but from what the obssrver could hear, it was always about the pets.

Keith was never very actives - neither when his mother was present
nor when she was absent. He liked to play outdoors on the whseled
vehicles and was seen alone most aof the time.

Mrs. Thomas was badly dressed, almost always wsaring the same very
tight skirt which was too small for her. Her hair looked unkempt and
Keith was untidy as well. Her English was poor and words modulated

very lazily; her vocabulary appearsd to bs very limited.

MRS. COOK
Back round

According to the Nursery Nurse, Mrs. Cook was about 38 ysars old.
She said that Mrs. Cook eas very good at painting and was involved in
this activity as a hobby.

She had finished her secondary education but had not passed any
exams. The same applied to her husband.

Mr. Cook was a manual worker in Industry and they had lived in thse
area for a long time.

The Cooks had four children who were apparently all girls. The
daughter with whom Mrs. Cook was observed in this study was the young-
gst, Catherins. The oldser girls wers now doing very well at the
Primary School located in the same arsa.

The mother had had an outside job for quite a long while. She had
been helping in the same rcom in the Nursery School presviously and so
she was considered as 'Accepted' and '0ld' for the purpose of this

study. After this study had besn completed she was invited by the
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headteacher to work with her on a partly voluntary basis doing Home
Visiting. At the time the study finished she had jut started to

attend the training sessions for this work.

Descri tion

Mrs. Cook was a very active woman. 5She continuously walked from
one end of the rocom to the other. She walked and moved in a very
self-assured way and initiated activitiss basically in painting on
easels. She herself painted quite well and stimulated the children
constantly to mix colours and tell her which they liked the best.

When the children sang she joined in spontaneously singing quite loudly.

Mrs. Cook did not talk to the staff - teachers or nursery nurses -
only very occasionally did she do ss. There seemed to be an atmosphere
of reciprocal acceptance of this situation. At no point did she
seem concerned by the observer's presence, nor talked to the observer
at all.

Catherine appeared to be quite independent when the mother was
not there. She used to play near the Wendy House and played with both
girls and boys. She easily became involved in table activities and
was very frequently seen quite involved in her work.

When the mother was present, Catherine did not appear to be basic-
ally jealous and in fact was fascinated by the work her mother did on
the painting easels. She and another little girl became involved play-
ing with Mrs. Coock in colour combination work and they seemed very
pleased and happy. When her mother was absent, there was a particular
nursery nurse whom Catherine approached quite frequently but for short
pericds only.

Mrs. Cock had shoulder length hair and usually dressed in black.

Her English was rich in terms of vacabulary and she pronounced her

words extremely clearly.
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MRS. KIRBY
Back round

Mrs. Kirby looksed about 30 years old.

She had had very little secondary sducation, but it was nsver
possible to find out how much as she was reluctant to talk about this
subject.

Mr. Kirby had 'practically finished' his secondary sducation. He
was now working as a builder in some Building Company.

Mrs. Kirby staysed at home all day but wanted to go out to work.
She told the observer that she liked coming in to help and looked
forward to the day she was expacted to coms. If not coming in, she
explained that she got up and took her son to Junior School and some-
times her daughter to Nursery School and then went home and laid in bed
hour after hour. She commented that she did not like doing the washing
up nor the cleaning. She felt houseghold chores were a big strain
whereas when she came toc the Nursery School she got up early and did
all the jobs first. This was so that her husband could not say she had
not done the housework because she had been at the Nursery School. Hsr
husband did not like her coming to help and he argued that she had to
stay at home and 'taks good care of the dog'. The days on which she uwas
not expected to come in as a helper were the days she was observed to
arrive somswhat sarlier than expected.

The Kirbys had a son and a daughter. Mrs. Kirby was observed with

her younger child, Susan.

Descri tion
Mrs. Kirby was a mother who was constantly looking for company and
wanting to talk both to the staff and the observer. Probably for that

very reason, she tended to sit at the same table at which some member
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of staff was already involved.

She tried to help and did things and assisted the children on
her own initiative. The staff of that room, one in particuler, told
the observer that they felt the mother was not adequate as a helper
because she kept'telling the children off'. The observer had the
impression, that although she spocke in a higher pitched voice than
the staff, she was not found to be negative with the children.

Mrs. Kirby was observed to work with two different teachers and
her behaviour with the staff was almost always the same. This was
not the case with her "Own" child. When with one of the teachers,
more than half of the time she was accompanied by her "Own" child. It
was not easy to tell whether the girl looked for her mother or whether
the mother would not let the girl go.

Mrs. Kirby was always observed to work with the children in
cutting out, doing plasticine models etc., but did not read to them
and was seldom heard to talk tc them.

When other mothers came to collect their children at the end of
the day, often she would approach them as if locking for something to
talk about.

Mrs. Kirby dressed simply but was always clean. She wore low
heels and very little make-up. Her hair was short and curly. Her

English was clear although her vocabulary was very poor.

MRS. JACKSON
Back round
Mrs. Jackson had finished her secondary schoocling and had later
been involved working with puppsets.
Mr. Jackson had studied at a Comprehensive School and passed his

G.C.E.s thers.
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Mrs. Jackson was initially invitsd to come to the Nursery School
to do some puppet shows for the children. Apparently, this was never
really successful, but she came later to act as a helpsr like the other
mothers.

This mothsr had stopped her puppet work bscause she had had a baby
girl who was still very young. She brought ths baby with her to the
Nursery School. She sat in her pram and looked around in a lively way.
Mrs. Jackson had a nice manner with the baby. Although she becams
involved with all the children, she would constantly turn round to watch
her baby and very frequently she would hdd baby in her arms while work-
ing with the othsr children.

Mrs. Jackson was observed with hsr son, Dsan, a young boy who

attended for half-days only.

Descri tion

Mrs. Jackson came in to help on a somewhat irregular basis. She
had a substantial amount of initiative and sasily becams involved with
teachers, the headteacher and the nursery nurses. She was a very
active and lively person. She was good at working with her hands and
stimulated the children.

Dean was not affected by his mother's presence when she was helping.
He was generally a quiet boy who bscame sasily involved in his work.
He played more on his own than in group play. Whenever an adult would
read a story he approached them quickly and seemed to really enjoy the
stories.

Mrs. Jackson was always wesaring trousers and low heelsd shoes. She
used very little make-up and her hair was short and just combed back.

She had very lively and expressive syss.
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HAZEL WAY NURSERY SCHOOL

Or anisation

The school was started before the War and is maintained by the
Inner London Education Authority.

It is a single-storey building, with three adjacent playrooms
linked by a corridor to adjoining cloakrooms, bathrooms and storsrooms.
A much larger playroom was added in 1972 in order to accommodate the
present 160 children, 80 full-time and 40 for mornings only, 40 for
afternoons only.

There are four classes, each with a trained teacher in charge, and
two Nursery Assistants to help. Each group consists of 20 full-time
children and 10 who come for the mornings only, and 10 who come for
the afternoons only.

Dinners are provided at 15p per day or free to parents with low
incomes. The School has a full-time Schoolkeeper and there is a
well-equipped laundry.

All children are given a medical each year, with parent present
and any problems referred back to the family doctor. Regular visits
are made by the School nurse.

The I.L.E.A. provides an equipment allowance; all equipment is

looked after and new equipment is bought after staff consultation.

Admission

Hazel Way Nursery School is for the families of the town in which
it is situated, but a few children come from further away as some
places are reserved for children of teachers and students.

Children are registered at two years old, ready for admission soon
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after their third birthday. Many parents already know of the waiting
list but others are advised by Health Visitors and Social Workers.
Social priority children do not have to be on the waiting list before
admission.

The main purpose of the list is to give an idea of numbers, but
it is also to allow the children to visit with their mothers and get
accustomed to the school during the pre-entry year. Parents can attend
meetings with the staff and headmistress. In the term prior to admis-
sion, parents are specifically invited to bring the child for regular
weskly visits but only about half the parents accept this invitation.

By the time they are admitted many children are nearly ready to
part from their paremts but others still need the mother's presence.
Children are left for gradually increasing lengths of time until they
are in School for the whole session. Except in emsrgencies, all chil-
dren begin School on a half-day basis and can have a full-time place if
desired by the time they are about four.

In this way it is considered that all children are able to gain
the maximum educational benefit from the School. Too long a day, too

soon makes a child exhausted and unable to benefit from his experiencs.

Pur oses of the Nurser School

The main function of the Nursery School is to provide education
for the children and if necessary, support for the family. Parental
involvement is alsoc encouraged because it is considered that the home
influence is the most vital in a child's development and parents can
bs helped to understand their role in their child's learning.

To summarise it is considered that children have emotional, social
and intellectual needs, which it is attempted to meet in School and

which parents need to understand and meet at home.
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The first aim is to help the children settle down happily as no
child can benefit from the variety of rich experience which the
Nursery School provides, if he does not feel absolutely secure.
Secondly, it is important that the child should learn to get on with
his peers, and for many children, this is not easy. Lastly, it is
intended to try and promote the child!s cognitive development. Inter-
esting activities are provided such as water, sand and clay; imagina=-
tive play is fostered and art work encouraged. There are also bricks
and musical instruments, outside toys and other stimulating equipment.
All this is linked with language by the trained Nursery School teachers
and trained Nursery Assistants who are trying to bring the children to

the stage of verbal reasoning before they start Infants School at five.

Parental Involvement
Parents are always welcome in the Nursery School and help in many

ways.

Or anisational Hel
Fund raising
Providing waste materials
Mending and making equipment

Looking after animals in holidays stc.

Education Hel :-
Settling children in
Taking part in rota of extra help with children
Attending parents afternoons and evenings stc.
The School has a small Parents Room, which parents may use at any

time. Books are kept there and craft materials, and refreshment facilities
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are available. Talks and classes for the parents are arranged and
there is a Keep Fit session after school.

There is a weekly Mother/Toddler Play session in the adjacent
Health Centre, to which two year olds and their mothers come. This is
very popular and about 24 mothers bring their children fairly regularly.
This is a valuable opportunity for group play experience and contact
with other mothers.

The Nursery School has an Educational Home Visitor, who runs this
play session and alsp visits some families to give support and ideas, to

parents with two year olds.

Programme

8.40 - 9,15 Preparation of rooms

9.15 - 9.30 Parents and children arrive, greetings etc.

9.15 - 11.15 Free play, indoors and outdoors. All basic mat-
erials are available and some special activities
are provided. Children go where they liks.

11.15 - 11.30 Clearing up time, with children's help.

11.30 - 11.45 Story-time.

11.45 - 12,00 Morning children go home. Others prepare for
dinner.

12,00 - 1.00 Dinner, then guiet activities.

1.00 - 3.30 Afternoon similar to morning.
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CUTTINGLYE NURSERY SCHOOL

anisation

This school is in a modern building and is maintained by the
Croydon Education Authority.

It is a single-story building with three playrooms linked by a
corridor. The school accommodates about 100 children, 50 full=-time,
25 going for the mornings only and 25 for the afternoons only. The
children are divided into groups of about 30 sach.

This area has a large immigrant population and thersefore many
of the children coming to the school, and even several of the mothsrs,
do not speak English when they join the school.

Dinner is provided and it is free to a large percsntage of the
children because they come from low-income families. A well-equipped
laundry is also provided.

All children are given a medical esach year, with parents preassnt
and any problems are referred back to the family doctor. Regular

visits are made by the school nurse.

Admission

Cuttinglye Nursery School is primarily intended for. families in
East Croydon but some children come from further afisld. Places are
reserved for teachers' children and the children of teachers in a nearby
primary school. Priority is given to children who are in spacial nssad
of attention.

Children are registered at two years old, ready for admission soon
after their third birthday. Many parents already know of the waiting
list but others are advised by Health Visitors and Social Workers.
Social priority children do not have to be on the waiting list befors

admission.
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The main purpose aof the list is to give an idea of numbers, but
it also is to allow the children to visit with their mothers and become
accustomed to the school during the pre-entry year. Parents can attend
meetings with the staff and headmistress. In the term prior to admis-
sion, parents are spscifically invited to bring the child for regqular
visits but only about half the mrents accept this invitation.

By the time they are admitted many children are nearly ready to
leave their parents, but others still need the mother's presence.
Children are left for gradually increasing lengths of time until they
are attending for the whole session. Except in emergencies, all child-
ren begin school on a half-day basis and can have a full-time place if
they wish, by the time they are about four.

In this way, it is considered that all children are able to gain
the maximum educational benefit from the School. Too long a day, too

soon, makes a child exhausted and unable tc bensefit from his experience.

Pur ose of the Nurser School

The main function of the Nursery School is to provide education for
the children and if necessary, support for the family. Parental invol-
vement is also sncouraged because it is considered that the home
influence is the most vital in a child's develaopment and parents can

be helped to understand their role in their child's learning.

To summarise it is considered that children have emotional, social
and intellectual needs, which it is attempted to mest in School and
which parents need to understand and meet at homse.

Firstly it is aimed to makse the child feel secure as he cannat
gain from the experiences offered by the Nursery School without this
sscurity. Secondly, it is esssential he learns to get on well with his

pesrs and this is not eady for many children. Finally, it is intended



- 259 -~

to promots the child's cognitive development. There are all the usual
interesting activities, toys and stimulating equipment. Ths trained
nursery school teachers and Nursery Nurses link this with language to
enable the child to reach a competent level of verbal reasaning by

the time he starts Infants School at five.

Parental Involvement
Parents are always welcome at the Nursery School and give much
valuable assistance. A coffee morning is organised once a week in
the staffroom. Parents are invitsd to meet here and the staff and the
headteacher are also available for consultation. The staff take it in
turns to come in so that there ars always some to look after the young
children for the mothers.
Parents help in the following ways:
Help with outings
A Half-day swimming is supervised by parents and ane
member of staff
Assistance with Christmas work and arrangement s
Help at a Sale
Some parents are encouraged to help the children more

directly

Apart from the Coffee morning, there are no aother opportunities

1ffered for parents to mest.
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Programme
8.30 Prepars rooms
5.00 Children arrive

Free play indoors and outside. Milk during this tims

10.15 4 staff take coffese break to 10.30
2 staff tell story and songs and rhymes
1l staff with children not listeming to story

10.30 3 staff take coffee break and 2 off duty time,
returning to the children at 11.30
Children -~ free-play. Music during this time

11.30 Morning children go home

11.40 In each large room - 1 staff help children to set
tables. 1 staff help children in bathrooms and mop
toilet floor afterwards.. i staff see that children
put outside toys under the veranda, then take the
first ones washed to fetch dinner

11.45 - 12.30 3 staff off duty

12.20 Staff lunch
Children sit gquietly for 30 minutes in small groups

12.50 Staff return to the children

1l.00 Afternoon children arrive
Fres play for the children

1.10 2 staff have lunch to 1.40 (Also Nursery Nurse Students)
Music during this time
Milk for the aftesrnoon children

3.00 All day children go homs

Story for p.m. children

3.30 Afternoon children go home
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ARPPENDTIX N O. II

AN ACCOUNT OF THE PRELIMINARY OBSERVATION PERIOD
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An Account of the Preliminar Observation Psriod

The preliminary observation period reported in this account uwas
devised as an sxplanatory ons, or a period of study for clarification
purposas.

It is based on information collscted from observing a pre-school
group in which the focus of intersst was some of the interactions held
between staff, mothers and children as well as some individual bshaviours.
It is presented as a write-up. It was carried out within the pre-school
setting (indoors) and special attention was given to the following sub-

jects:

Teacher, a differsntiation was madse betwssn ths trained teacher
with professional experisnce and the teacher in the course of hsr

training period (referred to as TT).

Mother, a distinction was made between two groups. Firstly, the
mothers who stay for a short period while their children adapt to
the pre-school. Secondly, the mothers who have remained helping
at the school (and receive a small salary) svan after their own
childrsen have left. They help with the day-to-day activities of

the pre-school. The first group will bs refsrred to as "adaptation

mothers" and the sescond ons as "mother helpsrs"”.

Children, a distinction was made betwesn two groups. The mothaer's

own child (refsrred to as "Own" child) and thse other childrsen.

The period was designaed as a short-term one and lasted from the end

of January to mid-March. It was carried out in a pre-school located in



- 263 -

a socially deprived area of East Croydon.

The Aim of the Visits

In general terms, the visits were used to familiarise the observer
with the "pre-school world"” and alsoc to deduce the best procedure for
future collection and analysis of data.

In more specific terms, the interest was to obtain information on
how parental involvement, if indeed there was any, was implemented; what
was understood by it and how it was carried gut. Also it was necessary
to ascertain how best to carry out gbservation specifically on this

aspect.

First Visit (Duration 10.10 am to 2.45 pm)

Prior to the Visit: The observer had decided in advance that dur-
ing this visit she would not take notes (unless absolutely necessary)
nor observe children or adults minutely. The intention was to dedicate
herself to familiarisation with the general atmgosphere of the place and
becoming acquainted with the faces as well as distinguishing the occur-
ring behaviour pattarns. This had been decided after a one-day visit
to another pre-school where soon after her arrival, the observer was
confronted by the headteacher announcing all she and her staff did. Her
commants sounded like an incomplete list of recommended activities which
are widely recommended. Apart from the storytime, none of the other

activities which she had menticned as normal were observed.

During the Visit: On arrival, the observer was resceived by the
headteacher who invited her to wander around while she was dealing uwith
sther matters (which in fact she was). GShe informed the observer that

the pre-school staff knew of her visit. She had the impression that both
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and staff felt that being visited by a student from the University of
London was something important.

The observer was impressed by the number of adults present in each
of the rooms. In one of the rooms there were sesven adults (other than
herself) and twenty-one children at a given time.

Later on, children were divided into two groups. A large group
who joined one of the adults entered a small room where (so she was told
later) a story was read. A smaller group (4) joined another adult in
going through some pages of a book which contained big pictures (later
it was established that this was an "adaptation mother"). The children
did not seem to concentrate and fidgeted constantly. The rest of the
adults (5) suddenly disappeared and the observer was called into the
headteacher's room. She appeared toc be a very pleasant person who did
not seem in the least bit uneasy about the observer's presence and in
fact, was very cooperative. She gave information on general activities
held with parents and adults involved. The headteacher offered to
invite some mothers whom she thought would make interesting subjects for
the ensuing study. The observer had described the study in terms of an
observation centered on children's reactions to the mether's presence.
The offer was declined.

According to plan, for the rest of the morning the observer con-
tinued with the unstructured observation.

Lunchtime came and the observer stayed on in a corner and watched.
The impression gained was of a period during which adult-child inter-
action continued.

After having lunch with the headteacher, and recsiving more infor-
mation, the observer decided this could be an interesting placs in which

to carry ocut the preliminary observation. Maternal participation was
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being implemented (they had two mother helpers who came tuwice weekly

for the whole day and one came during lunchtime for the rest of the
week. Mothers were involved working in direct contact with the children
during school hours). The pre-school seemed in general terms to offer
favourable conditions for observation. It seemed that they had been
particularly impressed by some other research workers who had been
working there during the last few months. They seemed to regard them

as "interesting” people "to whose presence we got used to very quickly”.
Apart from that, children were used to silent and scribbling observers,
who would not become involved in their activities at all.

For these reasons, the observation was continued. It was decided
that walking and moving from one place to another would accustom adults
as well as children to the observer's presence, so that in future she
could observe them at closer proximity and for longer periods without
creating a particularly disturbing situation. She was also interested
in tracing which would be the best or most suitable position from which

to carry out further observation.

After the Visit: The observer felt enthusiastic. She had found a
pre-~school whose headteacher had some sort of parental involvemsnt and

who did not appear reluctant to her visit.

Second Visit: (Duration 10.10 am to 12.25 pm)

Prior to the Visit: The aim of this visit was to stay in closer
contact with the groups, whilse taking some isolated notes. It would be
attempted to carry out some observation. The observer felt somewhat
concerned about the reactions of adults and children to her presence.

She should try and obtain information about the adults' functions.
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Durinao the Visit: On arrival, the observer entered the head-
teacher's office. After some introductory and trivial conversation,
which was considered necessary because of the hesadteacher's attitude
(i.e. she was obviously expecting the cbserver and had coffee brought
immediately and sat next to her), the observer asked for complete infor-
mation on the adults! characteristics. This was done very cautiously,
step by step. Note was taken of all the specifications she gava.

On leaving the office the observer decided to look for one of the
spots she had chosen after the first visit (spot 1). Immediately she uas
impressed by the way in which one of the teachers in training (2nd year)
was behaving. She was at a table (those low tables used in pre-school
establishments) with a group of (four) children. They were all working
silently while she prepared material with her hands (scissors, paper and
glue). Not one word was heard coming from either her or the children.
Everything was happening automatically. Suddenly, francoise approached
(approximately four years old; francoise had been pointed out as a
"disturbed child", a classification which although not explained further,
is widely used, whispered and often accompanied by a grimace). The
teacher in training (TT) pointed to the other end of the room and wrin-
kled her nose. Failing to obey, Francoise approached the TT from behind.
As soon as she was aware of francois's presence, she turned round and
softly pushed her away. francoise started to cry out loud. UWhilst
blushing, the TT looked up with an inquisitive expression. Her eyes
were open wide, her head moving slightly from side to side as if looking
for someone. Meanuwhile the teacher (trained) in charge of that group
approached and while holding francoise in her arms took her to another
tablas.

Spon after this episode the observer moved to the other end of the

room. The TT seemed agitated and realised that everything had been seen.
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She kept looking at the observer for brief periods.

From the new position the observer continued to watch the rest of
the adults in the room. Apparently her presence did not concern either
the adults or the children. (There was one Nursery nurse, ons "mother
helper" and one "adaptation mother"). All of them, at one time or
another would look up and smile briefly at the obsaver and then continue
with their work immediately.

There was a marked tendency for girls to play with girls and boys
with boys. That is, except for one boy who followed a girl around for
the whole session.

Before leaving, the observer went into the headteacher's office to
collect her things. The observer was told that this was the last day
for "adaptation mother 1", and "adaptation mother 2" had offered to come
and help every Wednesday morning. It was then suggested that for this

Teason, perhaps lWesdnesday would be the best day.

After the Visit: Afterwards it was discovered that much of the
data registered was incomprehensible. Phrases were incomplete and except
for the TT episode, nothing was going to be of much use. This had to be
modifisd. A way of registering useful, or at least comprehensible
observations had to be found. Also, it was necessary to acquire a method
by which time could be distributed mors adeguately. The observer had to

lsarn or look for an expeditious way of collecting data.

Third Visit (Duration 10.20 am to 2.25 pm)

Prior to the Visit: The observer had to try out:
1) Some provisional and schematic catsgories she had developed,
2) The distribution of her time,

3) The use of the stopwatch.
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Durin the Visit: The observer sat at a small table (spot 2) with
nobody nearby. She had to start with her notes and try to use the stop-
watch. She was working holding the stopwatch in the palm of her hand
and covering it with her fingers. (This was as a result of a past
experience that stopwatches create curiosity among children). It was
soon discovered that although some children (three to four) approached
to look at the notes, nobody was interested in the watch. (Probably they
had seen the other people working there using one).

The "mother helper" was sitting with the children, working with
some cubes. The "adaptation mother” who was expected had been unable to
come. The TT was sitting at the same table surrounded by two or three
children (who came and went). As soon as she saw the observer she turned
away.

Having decided on the centre of interest, that is the "mother helper",
the observer decided to find out which would be the best duration for an
"observation period". After a while, she was faced with the fact that
although the "adaptation mother" could be observed for as leng as 2o
minutes uninterruptedly, this was not the case with the teacher (trained).
Nor did it seem possible with the rest of the staff present. Although
the nursery nurse tended to stay within the limits of the room, ard there-
fore it was possible to cobserve her movements, the teacher kept going
out of sight. For the next half an hour it was decided to follow the
teacher's activities (in order to darify this impression). Very shortly
afterwards the observer started to follpw her visually from one corner
to the other and frequently lost sight of her altogether. Although she
seemed to attend to the children's requests and sven more to please them
(as was seen by their faces and movements), she did not stay with one child

for more than one minute or a minute and a half. Sometimes, it was
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even less than forty seconds. O0Only once was she seen spending longer
at any one thing, and that was when attending an adult, a member of
staff from the other group. After this frustrating observation, it was
decided to return to the '"mother helper" who was just arriving. The
category method prepared by the observer was put into practice and
seemed very helpful. It was quicker and also meant that it was not
necessary to look down at the paper for longer periods than recommended
in the literature, when carrying out an observation.

At the end of the morning session children were fetched by their
mothers wno came in and wandered around the room looking for their child.
They helped the children on with their coats and left. The parents'
presence did not seem to effect the ongoing activities. The staff were
busy cleaning the tables and floor and starting to set the tables for
dinner. Shortly afterwards (i.e. 12.45 pm) the afternoon group started
arriving. While inadvertantly standing near the entrance, the observer
was surprised to see that mothers (only two Fathers) came in, helped
their children with their coats and stayed a while. Some (three) rested
on a bench near the door. Tuwo others started to chat while still inside.
The two fathers who came, helped their children and left immediately.
Two mothers started talking to the nursery nurses and then went into the
headteacher's office. As always (as stated by the headteachar and also
seen during the two previous visits) three children were playing in
there, pretending to pay visits and drink imaginery coffee.

After this short period the observer went into the headteacher®s
office, called by her. The headteacher asked what had been observed
during the day. The observer replied as she always did when asked
questions related to the school, with a noncommittal comment. The head

continued to ask other questions regarding the children'!s behaviour.
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She said "How was Monica today?" (another of the "disturbed children").
The answer given was that Monica tends to play more with girls doesn't
she? From which the discussion turned to the question of girls playing
more frequsently with girls and boys with boys. When the observer was

planning to lsave the headteacher asked her about current research into
the parental participation idea in general. Some reading matter was

suggested and then the observer left. A list giving characteristics of

the children had been requested and given to the observer.

After the Visit: When analysing the data which had bsen collscted,
the observer realised that although the material was clear and disting—-
uishable, it only led to fragments of information. She was not in a
position to recompose interactions and even less so to resconstruct
certain behaviour patterns. It was not possible to sse what had lsd to
which behaviour. The observer had originally thought this problem was
restricted to the time-sampling method, but was faced with thes difficulty
again here. Although modifications were required for the futurs sessions
rough material had been picked out which could perhaps prove helpful.

During the obssrvation period in which the "mother helper" had bsen
the subject it was possible to analysse that: she had spent almost all
the period (10 minutes) in close contact with the children (four). Her
group of children had been smallsr than the tsacher's group (eight to
nina). It was sasier to analyse the data related to ths mother, bscauss
she tended to continue in the same sort of activities for longer. When
asked a question or spoken to she tended to move back in a signal of
response. She did not participate in the "parallel world" mads up by
adults nor attend so often to a crying or fighting child (only tuice).

This was not ths case for the teacher. It was harder to record her



behaviour as she went from one place to another and spoke to different
children and adults for short periods. She frequently changed from one
thing to another. When settled to work she talked continuously to the
children while preparing material (paper, scissors, glue and paints).
She often stood up to deal with other happenings (being called, a child
crying) and then she was lost from sight.

Another helper tended to talk to the children constantly and gave
the impression of being interested in their storiss. She smiled often
and four timss she touched the children's heads as a sign of approval

(or at least that was the impression she gave).

Fourth Visit (Duration 10.25 am to 2.10 pm)

Prior to the Visit: During this session the observer decided to
allocate more observation time to the "mother helper" in order to try
out a new way of registering. This decision was taken because up to
then, she had been the best subject of observation whom had bsen rag-
istered. Prepared abbreviations were to be used for complete as pos—
sible sequences of behaviours. These periods would be short, not more
than three to five minutes each and an attempt made to note their
temporal occurrence.

It was decided to carry out the observation closer to the subjects

and to stay for both the mornimg activities and the lunchtime.

Durin the Visit: As scon as she arrived, the headteacher called
the observer into her office commenting that she had not been able to
find the suggested articles. 5She expressed an interest in having par-
ents "come and chat among themselves" for a morning once a week. She

said she felt that they needed something like this because "they feel
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on the whole too lonely". She wondered how she could manage to offer
a room but thought that would not be sasy. The observer lsft offering
to bring some articles with her when she made her next visit.

Sitting near one of ths tables at which the "mother helper" uwas
working with a group of four children, ths observation started. The
"mother helper" looked at the observer twice when the children had
said something amusing and smiled as if sharing a common experiencs.

The observer's presence did not appear to cause her any discomfort.
(The observer wondered whether she was being too subjective because she
herself is a mother. How could this question be dealt with in the
future, shs wondered).

An attempt was mads to register sequences of behaviour in as much
detail as possible.

A table at which the tsacher was supervising the children's lunch
was observed for 20 minutes of the lunchbreak. This was followed by
an observation of the table with the same "mother helper" being made
for 15 minutes. The observer was impressed by how interactive the lunch
period seemed to be. After lunch basically the "adaptation mother" and
her son were observed. (This was her second period at the school. She
had brought her daughter the year before and staysd for some mornings).
The boy wandered around without playing or talking to others. He did
not join the group working with cubess. Hs had taken a mountain-~climbsr!s
costume from the school fancy-dress box and wearing this went from one
corner to another (Data on his behaviour is vsry unsystematic). While
his mother sat reading a story to two other children, he approached hsr,
ensured she noticed him and left again. The "adaptation mother" stayed
for about twenty minutes with the two other children, one bsing a boy and
one a girl. The girl stayed close to her all the time, either between

her legs or sitting on her lap. The mother touched her hair affectionately.
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She smiled at the children and answered their questicns by raising her
voice and opening her eyes widely. Her son was the only cause of

interruption during this period.

After the Visit: Going through the data collected, it was seen
that it was clearer and some behaviour seguences could be followed.
Analysing it in detail it contained indices indicating that the "adap-
tation mother" had been to a certain extent different from the "mother
helper" and the behaviour of both differed from that of the staff. An
gxample of this was that the "adaptation mother" would not initiate
interaction herself but was more receptive to children's initiations,
other than those of her "Own" son. Whilst the "mother helper" would
initiate interaction and be in general more proponent, both mothers
tended to be with smaller groups of children and stay with them for lomn
ger than the teachers did.

Perhaps, it would be interesting to try and learn how to use the
Patterson's Model (1975) of recording where he implements the idea of
first and second order behavicur. Patterson uses it when more than one
behaviour occur simultaneously and this was experienced here at lunch-
time. The observer also thought she should look for mothers in differ-

ent groups.

Fifth Visit (Duration 10.30 am toc 12.20 pm)

Prior to the Visit: It was planned to observe "mother helpers"
and"adaptation mothers" in order to decide whether in the future it
would be nscessary to distinguish between them when comparing mothsrs!

behaviour towards children with that of teachers.
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Durin the Visit: 0On arrival the observer entered the headteacher's
office and gave her the promised articles. The headtesacher seemed
pleased and said she had decided to start the mothers? morning and they
could use her office.

When the observer then went into the children?s room there were
saven other adults present. She was impressed by the fact that the TT
was for the first time working with eight children round her table. She
was preparing material very actively and ansyered the children in
monosyllables, occassionally pointing and smiling. The TT suddenly stood
up and picked up one of the little girls beside her in an amused way.

The child looked tense and did not look up. The TT continued to hold the
girl tightly while she evidently was struggling to get down. At this
moment she was approached by a woman whom the observer had not seen before.
The new adult held a short conversation with the TT and looked pleased.
Shortly after the adult had left she unexpectedly put the girl down but
the girl remained at her side as if prolonging the contact. However, the
TT turned round and roughly squeezed the girl's arm. She in turn shouted
and was guickly picked up and taken away by the "mother helper" in charge
of the group. Later, it was explained that the new lady was the TT's
superviser who had been on a supervising visit.

Although the observer had the impression that everything was rtunning

smoothly throughout the rest of the morning and the atmosphere was

¥

pleasant, it did seem as if the occurrences were very mechanical. The
staff tended to devote their time to the preparation of material. This
was particularly the case for the teacher and the TT. It appeared that
the adults and children (except for the two"mother helpers" and the
"adaptation mother")made up two "parallel worlds" which could only meet

whan the children were in need of something.
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The children tended to reguest the staff's attention by calling out
aloud, saying "Teacher", or by touching the adults when sitding or pulling
their clothes when they were standing. (The headteacher was the only
adult who asked the childrsn to give her a name, saying "better to call
M8 MISe veennnn ).

Girls tended to play with girls and boys with boys. Children were
not made to sit at their tables and tended to wander around permanently,
sometimes shouting, running, singing and frequently dressed up in the
pre-school's fancy dress costume. (Girls wore dresses and boys usually
some sort of hat or cap. The girls tended to argue over the wedding dress).
One of the immigrant boys could be seen (it was noticed thres times)
walking around practically all morning with a suitcase in one hand and
a briefcase in the other. He filled it up with school toys and then put
them back. The observer asked the headteacher for the school's timetable
(which appears on page 2%© ) becaused the apparent lack of individual
attention being given to the children and as they were not set to work.

It was noticed that the "adaptation mother" would touch the child-
ren when they approached. UWhen explaining something, she touched their
heads, held them close to her or held their arms. She very often had a
girl sitting on her lap and tended to be more with girls than boys.
Noticing this, the observer returned to observing the teacher with regard
to her physical contact with the children. It was seen that she sat
close to the children but they were on their own chairs. She did hold
one girl who was crying in her arms and calmed her down. Once she sat
one of the girls (defined as "disturbed") on her lap after this child
had been annoying two boys who were playing guietly in the Wendy house
and was finally pushed out by one of them.

After that the observation was centred on tha "mother helper".

Although she frequently touched the children's hsads, and often looked
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at them face-to-face, she did not cuddle them on her lap. However,

whenever they addressed her she smiled at them.

After the Visit: When looking over her notes, the observer had the
feeling that her impression of the two "parallel worlds" was to soms
extent corroborated. Recordings showed that the staff were permanently
occupied picking up things, arranging others, clearing up tablaes and
constantly cleaning floors and table covers. Not more than 12 to 15
minutes direct work or talk with the children was recordsed. Their
activities were forever being interrupted. It was thought that it would
be interesting to make a distinction between the two groups of mothers

observed, i.e "mother helpers" and "adaptation mothers".

Sixth Visit (Duration 10.25 am to 12.50 pm)

Prior to the Visit: At no time during this period was one aspect
observed to the exclusion of the others. However, having read some
articles on imitative behaviours (suggestsed by Dr. Berger as an aspect
of possible interest), it was decided to centre the interest on that
aspact. It was planned to observe or try to see what aspects of beghaviour

were susceptible to differentiation and how that could be noticed.

Durina the Visit: On arrival the observer saw a notice on the
front door inviting parents to attend on Thursday mornings. It said
that they could bring their "toddlsrs" and the staff would look after
them. The hsadteacher seemed pleased. She returned the articles and
said she bhad found them most interesting, asking for more suggestions
for reading matter or books to buy in order to have something available

for parents to be interested in.
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As usual, a few children approached the observer, looked at her,
then left again. No answers were given to their questions, just a
quick smile ( and it is debatable whether they regarded this as a smile
at all).

During the morning activities the observation was started. It
suddenly became apparent that much of what was happening between the
"mother helper" and a girl with whom she was playing with dough could be
regarded as traits or symptoms of what was understood to be imitative
behaviour. The observer was interested in the "mother helpers' "
behaviour because she had the impression that one in particular seemed
to behave very much like the teacher. This impression was not a direct
result of observation, but more from contemplation of images after the
last visits.

Knowing that the lunchtime was especially rich in interaction bet-
ween adults and children, the observer sat as close as she could to the
"mother helper's" table. Everything she said seemed to ressemble what
could be remembered of the teacher'!s conversation. Except for her
frequent smiles and occasional touching, her words and phrases sounded
like "imitation'". After that it was decided to be near the teacher's
table to try and corroborate this impression as much as paossible. Some

of it was as imagined but not all of it.

After the Visit: The observer left feeling that she had te try ard
look for a way by which to observe imitation adequately. She thought
perhaps that by taking note of tempaoral sequences as had been tried on a
previous visit, at least the order of the behaviours and the way in which
they occurred would be indicated. In order to do this, however, it
seemed the sessions would have to be longer as all imitations were not

necessarily repeated immediately after the model's action.
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Apart from that, the impression was that with time "mother
helpers" (three years of experience) had learned “rom the teachers how
to address children or perhaps being motivated towards this sort of
work, mothers would bs inclined to do as the teacher did in her role.
For this, the best way would be to create a different setting in which
in the later research mother helper adaptatiocn could be separated from
mother-teacher. Another interesting aspect would be to follow an
"adaptation mother" who would continue in the school after the child
had left and be incorporated in what had been defined as "mother helper™.

How would she change in time, if indeed she did change.

Seventh Visit (Duration 10.30 am to 12.30 pm)

Prior to the Visit: It was planned to try and solve some of the

guestions which arose in the last session.

Durin the Visit: On arrival the observer noticed that ths notice
on the board had been changed. The new version read that there would be
a Thursday morning and afterncon sessicn for mothers. Otherwise it
remained as before. The hesadteacher saw the observer by the window and
approached her saying how successful the coffee morning had been last
Thursday.

She laft and went into the big room. It was a very cold day and it
was raining heavily. There was a tense atmosphere. Children uwere
whining or crying constantly, demanding and unruly. A new child had
arrived with his mother. She stayed for more than half an hour, sitting
by the rabbit cage with her son and a girl who sat there for a very long
time. They talked the whole time amongst themselves but did not join in

with the others. Afterwards the mother accompanied both children tec the
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toilet and then took them tc the painting easels. First she helped

her son with the painting apron and then the girl. She helped them
with the brushing and showed her son how to wet the brush in the paints.
She stood there until they had finished. She often turned and smiled
at whoever was close by but never requested anything from anyone.

The children had to stay inside all morning as outdocr activity was
out of the question due to the weather. (During other visits children
played outside accompanied by an adult. Children and adults taking it
in turns to go outside). The school doctor had come for a visit and
stayed right up to lunchtime.

Although the new "adaptation mother" could be seen, nothing else
could be achieved and the morning could, on the whole, be regarded as
unsuccessful as far as observation was concerned.

When the observer was on the point of leaving the headteacher
invited her to join her for a coffee. She asked the headteacher about
"morning coffee" as the Thursday morning session had been named.
Questions were posed on age, sex and sacial class composition of the
children whose mothers attended (six). (Soon it was apparent that the
vital aspect had not been asked. What was skin colour and country of
origin?) Believing that she was answering the question originally posed
by the aobserver, the headteacher explained other aspects mentioning houw
pleased the mothers tad been about having this "morning coffee". Finally,
it was realised from the description that the group consisted purely of
nan—-coloured English mothers. The observer then asked about the colour
combination of the "mother helpers" as well as how the "adaptation mothect!
nlan was implemented. The headteacher said that mothers were visited
“rom a list of names, by her or one of her staff informing them that they
had a space available (the waiting list was very long). Priority was

given to coloured, immigrant, and "disturbed" children, as well as one-
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parent family children. The intention however, was to retain a good
balance by accepting as many "normal children" (as she called them) as
"special case" ones. After repeated questioning, it was found that only
white mothers came to help. She stated that the staff were rather ssl-
ective and although scme mothers showed interest and cooperated during
their children's adaptation periocd, the staff did not consider them to

be "adeguate". Further examples were asked for and the headteacher

ment ioned different aspects such as their spoken English was not suitable
for the children and therefore, they were not invited to stay. As a
result of this it was evident that coloured mothers had never worked as
helpers nor had any other imigrant mothersj in fact no mothers other than
white ones of Anglc origin. The ncn-white, non-Angle mothers, although
invited to come to their children's adaptation periocd were unwilling.
Some would stay when specifically invited and motivated, but would dsc-
line to come after one or two days. West Indian mothers would not stay
for more than an hour or two and would rather not stay at all. The same
was the case with Indian mothers. Non-English speaking mothers
(Spaniards and Italians) declined toc come as well when they were invited

to attend the adaptation period.

After the Visit: After leaving, thought was given tc the wsather
which had had an important influence on the day's happenings. It would
therefore be necessary to control it in further research. Beshavicur had
differed from the cther days and analysis could not disregard this aspect.
Perhaps it would alsc be necessary to control other variables such as age,
sex, social class and time of attendance at the pre-school plus any other
pre-schocl experience. The cbserver was not sure hou to deal with those

children labslled as "disturbed'". Should she leave them out when analysing
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the other children or the mother’s interaction with her "QOwn'" child?

It would also bs absolutely necessary to control several variables

on mothers who acted as helpsrs, mothers who stayed during thes adapta-—
tion period, teachers and children. UWould the adaptation period bs lang
enough to consider it as a different possibility in the definitive
ressarch.

When preparing the definitive behaviour categoriss, it seemed very
important to consider two categories which had appeared as relevant up
until then, i.e. physical contact and imitative behaviour.

Analysing the sequences collected an intseresting finding was that
those bshaviours “rom the "Own" child which provoked certain rsactions
in the "adaptation mothers'" differed from the onas other children had to
do to make her react. It would psrhaps bs worth extending this analysis
to mother-other children, mother-"Own" child, teacher-"QOwn'" child,
teacher—-othar children. Previously it had been proposed that mothear-
teacher interactions should be analysaed but it was then discovered this
was not possible. Interaction took place at a considerabls distance and
the content was inaudible to the observer. It seemed that certain

aspects remained unanswsred.
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APPENDTIX N 0. Iv

THE CODING SYSTEM USED IN THE STUDY
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The coding systsm prsssntsd in this Appsndix was dssignsd to
describs bshaviours gbssrvsed during ths courss of free~play periods
inside the classrtoom setting. This tims-~sampling procsdurs providss
scorss for the activitiss and intsractions in which adults wers obssrved
(s.g. teachsr playing with plasticins with girl; mothsr talking to
teachsr). This also rafsrs to ths styles used in the intsractions bst-
wesn adults and childrsn (s.g. mothsr tslls off hsr "Own" child; tsachsr

calls ths attention of a boy).

l. Gensral Instructions for Obssrvsrs

l.1. Rscordin Instructions

Ths tims adults spsnt outsids ths room was not considsred as part

of ths total obssrvation psriods psr adult.

1. Ths tims~sampling cycls is 60 ssconds in lsngth and consists
of a l0-sscond obssrvation psriod and a 50-sscond rscording
psriod.

2. All activities occurring or starting to occur within ths obser-
vation psriod should bs rscorded. Thoss activitiss which bsgin
bsfore this period ars not recordsd. It may be necsssary to
obssrvs for slightly longsr than ths 10-sscond obssrvation
period in order to recogniss ths activity.

3. When adults change from ons activity to anothsr, thsss are
coded separately. In ths cass of "Childresn Activitiss" thay
ars considersd as sndsd if ths subjsct changss or when adult or

child moves away, although ths activity could remain unaltsrsd.
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4. The adult who is the focus of attention must be defined in
advance. There are five possible conditicns:

mother when alane

mother with teacher present

teachar alone

teacher with mother present

nurser nurse with teacher present
(the subjects of observation are underlined).

5. An "gbservation spot" in the classroom was defined during the
pilot stage. In order to remain as unebtrusive as passible,
the observer remains quietly in this position throughout the
observation period.

6. The agbserver does not speak ta, smile at or otherwise intsract
with children and as far as possible, this is extended teo adults.
Behaviour directed to the observer by adults or children is not
recorded.

7. Before starting a new recording sheet, certain indications must
be filled in: school, group, subject, sstting, weather, time,
date, other (e.g. presence of another adult).’

8. At all instances in which involvement is with "Ouwn" child, this

should be recorded.

1.2. Codin Instructions

This scale involves using the coding priority criteria (see Section
1.3., Chapter 3). First check which activity of those which took place
within one observation period is the one to be coded. Then proceed to

the coding.
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1.3. Definition of Cate oriss

All categories refer to teachers', mothers' and nurssery nurses'

involvemant in the different activities.

Non=Children Activities Ch. A

Activities in which no children are involved are coded as "Non-
Children Activities". If children are actively involved in any of
them together with the teacher, they are then coded as '""Children

Activities".

Housework and Dealin with £ ui ment H.E.)

This code includes cleaning up after (e.g. washing up milk beakers,
wiping floors), clearing away (except for play equipment), fetching
and taking away mid-morning snacks. This code alsoc includes gar-
dening and dealing with pets. It is not always easy to differen-
tiate betwseen housswork and dealing with equipment, in which case
the activity must be observed for longer. This code also includes
the preparation for and clearing up after activities. It includes
preparing, making, taking out, putting away, decorating and fixing
egquipment. It also covers writing namss on children’s work,
looking for books an the sheluss and giving out material to ths

children.

Interaction with Adults I.A.)
This code includes involvement with other members of staff, visit-

ors, observer or parents as long as it takes place inside the room.

Children Activitiss Ch. Ac.)
Activities in which children are involved to any extent are called

"Children Activities".
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Indirect Contact I.C.)

This code covers the doing of chores and supervisory
activitiss.

Chores includes all duties concerned with assisting children,
such as helping a child to dress or undress; toilet supervi-
sion; wiping noses; looking for tissues; doing up shoess;
First Aid; serving or offering drink or food. This category
refers to actually carrying out these tasks.

Supervisory activities includes calling children for their
milk or calling them to story time; telling children to put
on their coats or aprons. It covers activities such as lift-
ing childrsn up to hslp them to rsach something; placing a

child?s chair; ensuring children drink their milk.

Dirsct Contact D.C.)

This code covers working, playing or holding social inter-
actions with children. Working or playing with children
includes all activities carried out together, with or without
materials. It requires adult and child to be actively involved.
When adult is in charge of play or giving turns, although not
actively involved, code this category.

Social interaction includes beth verbal and physical contact
covering from response to appeals for help or assistance,
sither verbally or by standing in close proximity and looking
on, to any intentional physical contact betwsen adult and
child (e.g. sitting on knee; cuddling; putting arm round;
touching hair). When adult takes child by hand or carriss
him from ons side to the other rather than showing affection,

this category will not be used; use indirect contact instead.
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No Activit o Ac.)

This code covers observation periods during which adults are
not seen involved in any activity (e.g. wandering in the room;
looking distractedly out of the window) and playing on their

own (e.g. playing with plasticine with no children around).

l.4. Definition of St les

Both categories referring to Style include teachers', mothers! and
nursery nurses' interaction with children. It covers both physical and

verbal contact.

Ne ative Interaction DC-)

This category covers the avoidance of interaction (e.g. walking in
one direction and stepping aside when a child appears). Refusal

to obey a request or demand given by a child, reprimands and threats.
Also it includes rejection of physical affection fram children

(e.g. rejecting arm round; moving head away).

Positive Interaction DC+)

Al social interaction either verbal or physical which is not coded

under "Negative Interaction" should be coded under this category.

.
-

1.5. Unclassifiable

This category covers all those activities which the researcher
could not observe properly. Also all those activities and interactions

which were not observed during the pilot stage.
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APPENDTIX N Q.

THE QUESTIONNAIRE
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THE QUESTIONNAIRE

Purpose

The guestionnaire was issued after the observer had visited several
pre-schools located in socially deprived areas and found that only two
had mothers involved working inside the classrooms in direct contact

with the children. These mothers had been invited to come into the
settings with the idea that they could interact with the children. As
the involvement of mothers had beesn extensively suggested in the
literature, it was thought prior to the visits that pre-schools would

be implementing this idea. The visits showed that in fact the opposite
was the case. In several schools mothers were found occupied with choras,
mainly outside the classrooms, but not involved with the childran.

The guestionnaire was issued in order to try and discover how
widespread was the practice of mothers! involvement. Also to find out
the nature and extant of their deployment in the pre-school settings.
This was considered to be a necessary step in obtaining the most complete
and accurate picture possibls.

Although questionnaires have besn thought of as a somewhat unrsli-
able method, in this case it had the advantage of being the most
sconomical way to gather the information. It also ensured that identical
quastions were posed to all concerned and thus enabled a comparative

analysis to be made.

Areas Covered

The areas covered were only those which were easily accessible to the
observer, i.s. South-East England. The social and economic character-

istics of the different areas coverad were not known. The responses
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were sent anonymously.
The intention was to cover all nursery schools and classes in four

geographical areas maintained by local education authorities.

Procedurs

Questionnaires were sent to all those nursery schools and classes
located in East and West Sussex and also Surrey. In lLondon, however,
a randomly selected sample was used according to I.L.E.A. rscommenda-
tions..

Firstly the sducation authorities wers approached and shown a
draft format for their approval. The format (ses pages 300-302).

was accepted by all but the London area. The I.L.E.A.

requested the deletion of questions related to racial origin. The
revised qusstionnairs (ses pages 300 - 302) was then dis-
tributed. Between November, 1977 and February, 1978, headteachers
returned the completed questionnaires. It was impossible to evaluate
the accuracy of the headteachers' answers. Although this -was the sole
scresning instrument used, it was thought to bs adequatse bacause of

the sxploratory naturs of the study.

Anal sis

West Sussex was not considered in all the analyses because of the
reduced number of pre-schools maintained by the local authority.

The data were analysed according to the following criteria:
1) All completed questicnnaires, 2) Nursery schools versus nursery
classes, 3) Within area analyses. Data permitting, statistical
analyses wers carried out. Two tests were used, Fisher Exact Probab-

ility Tests and Kolmogorov-Smirnov Test, in both its forms (Siegel, 1956 ).
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Data were combinsed in different ways according to the information
sought.

The number of repliss were in accordance with the usual response
rates for postal surveys (Kerlinger, 1973), the highest response came
from Surrey (75.55%) and the lowest from London (52.50%) (see Table V. 3.,

page 299).

All com leted Questionnairss

Surrey showed the highest percentage of mothers (47.06%),
London the lowsst (28.57%) (see Table V.3., page 299 ). Mothers
tended to take part more frequently during the morning rather than
the afternoon sessions (ses Table V.l., pags 298 ). They were mors
likely to spend more time in the room of their "Own" child than move
from room to room (ses Table y.2., page 298 ). Most attended ons or two
sessions per week (33.33%).

The statistical analysis showed no significant differencss.

Nurser Schools versus Nurser Classes

There were more mothsers involved in nursery classes in Surrsey

(48.15%) and in East Sussex (36.36%). In both kinds of nurseries

mothers mainly worked in the same room as their children. In nursery

classes they changed rooms, in nursery schools the opposite was the cass.

In nursery schools mothers worked preferably during the mornings (50.00%).

In nursery classes they showed no real preference for either session,
Preference was shown by mothers for one

or two sessions per week in nursery schools (66.66%), in nursery classes,

two to three sessions wers preferred (28.57%).

The statistical analysis showsed no significant diffserences.
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Within Area Anal

London:

East Sussex:

Surrax:

West Sussex:

Both kinds of nurseries completed approximately the

same number of questionnaires (see Tabley,3., page 2g9).
In London the involvement reachsed 28.57%. Nursery
schools (40.00%) appsared to have more mothsrs than
nursery classes (25.00%). In London there seemed to be
no preference for morning or afternocon sessions, nor for
rooms. More mothers were involved in the room of their

"Own" child.

75.00% of questionnaires wers ansuered. Nursery classss
(84.62%) completed more than nursery schools (33.33%).
Mothers wers invalved in 33.33% of the establishments.
They worked preferably in the room of their "Own" child,

and preferrsd morning to aftsrnoon sessions.

75.56% of questionnaires were answsered. O0Of thess, 47.06%
had mothers involvsd, nursery classes having mors than
nursery schools. No clear prsfsrences appsared for the
rooms in which they worked nor for time of day. Attend-

ance for one or two sessions per wesk was most common.

It was impossible to produce any figurses bscause this
sducation authority only reported the sxistence of four

sstablishments.
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Three of the questions provoked so little response that any
analysis of them could be misleading. These were the questions on
racial origin, training and number of mothers present in a room at
the same tims.

It must be borne in mind that apart from in London, there were
very few nursery schools and classes in the arsas studied. Conseguently,
consideration of percentages alone give misleading results. However,

they were used as a means of obtaining comparable information.

TABLE V.1.

AM = PM 16.67 38.10
AM> PM 50.00 33.33
AM < PM 33,33 28.57

TABLE V.2.
N.C. N.S.
OwN 31.58 50.00
DIFFERENT 26.32 16.67

ALTERNATED 42.11 33.33
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TABLE V.3.
LONDON SURREY
N.C. N.S. TOTAL N.C. N.S. TOTAL
No. QUEST.
SENT 31 40 38 7 45
% RESP. 51.61 55.56 52.580 71.05 100.00 75.56
% INV. 25.00 40.00 28.57 48.15 42.86 47.06
TABLE V.4,
EAST SUSSEX WEST SUSSEX
N.C. N.S. TOTAL N.C. N.S. . TOTAL
No. QUEST.
SENT 13 16
% RESP. 84.62 33.33 75.00 50.00 50.00

% INV, 35.36 33.33 50.00 50.00
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QUESTIONNAIRE
INTRODUCTION

This questiozmnairé will be sent to all Nursery Schoels and Nursery Classes
throughout London, Surrey and Sussex. The aim is to obtain information on
the amourt of parental involvement and its characteriatics.

For the purpose of this questionnaire "Mother Helpers" will refer only to
mothers of children currently attending the Nursery School/Class and wko
work/help with the children during school activitiea, on a voluntary basis.
It does not include thome methers who are members of the staflf, i.,8. teache
ers, helpers, cooks, typists. Only coomplete weeks should be taken into
consideration.

PLEASE ANSWER EVERY "UESTION

NAME OF SCHOCL L X B 2N BN BE BE BN BN B BN B BB B BRI BE R B AR B BN B AR IR AN B BN BN B AR BE AN B BN BN Y BN BE N N B BK B B N AR N N W W O N3

(Please state whether Hursery School or Class)

FULL POSTAL ADDRFSS DO 0 0 90000 OSSP ACO SO OEPOEOCOPEOREPOPOOPEPOTOOGSPTQGQOOeROS
I F N RN NN NN RNENRNENERE NS RN ENNEENENER NN NIRRT XN X

. lease state the totzl number of childrsn currently registered at your
Nursery Group

e Please indicate how many of these children are:
. Eele Pelle

Full Time Part Time

3. Flease state whether you have any zother helpers who work/help with
the children in the Nursery Group during pre-school activities.

Yes No

IF YOUR ANSWER IS "YIS", PLEASEZ CONTINUE TC ANSWER ALL QUESTIORS.

1¥ YOUR ANSWER IS "NO", PLEASE OMIT QUESTICNS, %, 5, 6 & 7, AND
CONTINUZ WITH QUESTIONS, 8 & 9,

te

4, 'ow lomg have you had mother helpers working/helping with the child-
ren ir the Nursecry Group?

B 0O ® 0 0N S OO 0O E 000 OE PLON O P WO OE G CH NS E RO OIOESOS PO PS PRV BEOES OIS

Se For each half-day aession your school was open during the last 2 weeks,
plesse indicate the nurber of mother helpers present with the children
in the Hursery Group. Please indicate how many were in each elassroon
for both the morrizg cnd afternocon eessions,

Mon, Tuee. Ved, Thurs. Fri.
Room 14 BeM, ]
Bellle i !
I
Roco & walie i | {
I L
Telie | , L l
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5. (cont-)
Mon,. Tues, Wede Thurse. Pri,

Room 3 Selte

Pelle ]

Room & Bele

PeRe.

6. Taking each mother helper who was present with the children in the
NHursery Group during the last 2 weeks for at least one half-day
session, please indicate her qualifications or training.

P
. . ~N :
4 = = o ° [¢]
- (S} o] =] (o] =) Q
couvw g © = ~ = =] ol =
g O [ o (4] (o] = L R =2 ]
Py O et B et 80 b0 4>  * (o) Gt - » o
55 555 (5. B35 . 8% & %, 2% Uie
B o . . (] nQ o
E~ =" n e— g O~ [ R e 0N = - o @ S :-& -]
- - %~ @30 =S 0@ O bt b X s Qg =3 + o 0 L] E-- 2 4
2 ) S St 3 j~ - |0 3 ~ O [} [o QK ~ Q0 - Ly
= = Z P OO = 2 T D = = & <O O H
1 ecsvsscsese
2 00001040000
3 l ‘1 sescecsssece
4 eevscssssecns

Only include Play Group Courses totalling 20 hrs. or more.
** 1If a person is on a Course at present, dbut not yet completed
it, tick here,

If more than 4 mother helpers, please continue on the back page.

7 For each mother helper present at least one half-day session during
the last 2 weeks, pleamse indicate in which room the mother helper

works/helps.
Mother Room with Room with Alter-
Helper Own Child Diffesrent nated
Child
3
4L

If mere than 4 mother helpers, please continue on the back page.
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Apsrt fromr vorking/helping with the childrem in the Nursery Group

at your sc<he.l, are parents involved in any other wvay, such as fund
raising, P.TeAey helping with Outings etec.? Please give details.
Please state if you are referring to information on the Nursery
Group or the rest of your School.

PRI I NI A A S A B N Y BN N W R AR B N R R B B B IR I A BN A I N I N NN N RN N EFEREEENNENRENNERENNNENNEYRNRYEYRN)
G 0 5 6 G0 S 0T O F OO T OO0 CEOI PP 0 OO TRPOT OSSOSO EN SO ODOOOS SN OES NS ANS OO S
LI B K BN B IR B B B B IV R BN AL BN BB Y BN B N RN B B A R BEBE BU B BN B N R NN B IR K N BN N B IR K AR N K R IR BN BC BN B BK BN N N W B N N N N

GO 50000 0B GOCBOPPPFSOSES 0B 0SSOSR P OSSO LSPEPOOEOSEO PSS SOOSSOSORNSIeN e

G0 090 050200080009 0CEB OSSOV CESOETE0 PO ORENSOCDESIR DRSS LSSOoNesTQSPseee

I would be very grateful for any furither details you would care to
give regarding parental involvement with your Nursery Group at your
School.

G0 O 08 0600 00 000000 8 POOSEDEDECENOLOOBTEHOPOOOOPESORE SO OeSOOBOETSOYOEY
G O PG C 00 200 VG COPOT VR EEUP EOEO VPP BLBIGOISIIREDOPLITDEORDEOLIEGISECCEERIOPSE
B O S P T SO VOSSO OPEPBY SO AE LSO LD PO VOPOO TS OB S LIS EOOO RIS ETNIORSSOIr
LR B S B A BN BN K B BB A B Y BY B N A IR 2R NI AT N BB N K B BE K BN BU B A B BC BE IR B BN BY BY N R N NN BN BN N N N N NN N R N NN NN

L B I BRI B BUBE BN BN AR BN BB Y R IR BN BN B BN N B B BE BN BC AN A B B BE B BN K BY NN B NN BN A AN Y K B BN B BN AN N AN N A N N W N W N N W)

IT IS MOST INMPCRTAKRT THAT THIS QUESTIONNAIRE SHOULD BEL COMPLETED AG
SOCN AS -POSSIBLE.

PLEASE SEND TO: M. A. K. ECEEVERRIA,
3 SMOLLETTS,
EAST GRINSTEAD,
WEST SUSSEX,
RH19 1TJ.

THANK YOU VERY MUCH FOR YOUR RZLF AND CC-OPERATION.
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1 ACTIVITIES
Ch.Ac.

I.C.

N.Ch.Ac.

No Ac.

2. STYLES OF
INTERACTION

DC+

3. CONDITIONS

(1)
(TwM)
(m)
(MwT)
(NN)

One
Two
Thres
Four
Five

Condition
Condition
Candition
Condition
Condition

"OWN" CHILD ~
OTHER CHILDREN

"Qyn'

Qther

5. SuUB-GROUP ADULTS
Imposed - Mothers
Accepted ~ Mothars
New - Mothers

0id -~ Mothsrs

High ~ Teachers

Low ~ Teechers

New ~ Teachers

0ld ~ Taachsers
New
0id

6. SUB-GROUP CHILDREN

- Nursery \Vurses

~ Nursery Nurses

KEY

Child~-centred activities.
and indirect contact.

Conformed by adult-child direct

Adult-child verbal or physical direct interaction, e.g.
holding hands, working at a puzzle.

Doing chores with children; supservisory activitiss,
e.g. doing up shoe laces, ensuring children drink thear
milk.

Non=-child-centred activities. Conformed by doing house-
work and/or dealing with sequipment and interaction with
adults.

Dealing with equipment and/or doing housework, e.g.
wiping tables, doing plasticins.

Conversation held betuwesn adults inside thsd rooms, s.g9.
mother asking teacher, nursary nurses talking to mothers.

Not involved in any activity, e.g. wandering in the
room, staring out of the window.

Positive or neutral verbal or physical direct interac-
tion betwean adult and child, e.g. praising a child;
conversing with a child.

Megative verbal or physical direct interaction, betuwsen
adult and child, e.g. moving arm away from touch of a
child; telling children off.

Teachers without mothsrs in the room.

Teachers with mothers present in the room.

Mothers without teachers present.

Mothers with teachars praesent in the room.

Nursery nurses, teacher in the room out of sight from
observer.

Children whose mothers ware involvad working in the same
room their children normally attended.

All other children observed in each of the rooms in
which mothers worked.

Mothers invited teo work by headtsachers.

Mothers invited by the tsachers.

Mothers involved after the pilet stage had finished.
Mothers involved before the pilot stage started.
Teachars refarred to as good by the headteacher.
Teachers never referred to by hesadteachsr.

Teachers who started to work after the pilot stage had
finished.

Teachers who werse working before the study started.
Nursery nurses whom the obsarver thought were younger.

Nursery nurses whom the observer thought were older.



	EcheverriA
	Page 1
	Page 2
	Page 3
	Page 4
	Page 5
	Page 6
	Page 7
	Page 8
	Page 9
	Page 10
	Page 11
	Page 12
	Page 13
	Page 14
	Page 15
	Page 16
	Page 17
	Page 18
	Page 19
	Page 20
	Page 21
	Page 22
	Page 23
	Page 24
	Page 25
	Page 26
	Page 27
	Page 28
	Page 29
	Page 30
	Page 31
	Page 32
	Page 33

	ECHIVERRIA2
	Page 1
	Page 2
	Page 3
	Page 4
	Page 5
	Page 6
	Page 7
	Page 8
	Page 9
	Page 10
	Page 11
	Page 12
	Page 13
	Page 14
	Page 15
	Page 16
	Page 17
	Page 18
	Page 19
	Page 20
	Page 21
	Page 22
	Page 23
	Page 24
	Page 25
	Page 26
	Page 27
	Page 28
	Page 29
	Page 30
	Page 31
	Page 32
	Page 33
	Page 34
	Page 35
	Page 36
	Page 37
	Page 38
	Page 39
	Page 40
	Page 41
	Page 42
	Page 43
	Page 44
	Page 45
	Page 46
	Page 47
	Page 48
	Page 49
	Page 50
	Page 51
	Page 52
	Page 53
	Page 54
	Page 55
	Page 56
	Page 57
	Page 58
	Page 59
	Page 60
	Page 61
	Page 62
	Page 63
	Page 64
	Page 65
	Page 66
	Page 67
	Page 68
	Page 69
	Page 70
	Page 71
	Page 72
	Page 73
	Page 74
	Page 75
	Page 76
	Page 77
	Page 78
	Page 79
	Page 80
	Page 81
	Page 82
	Page 83
	Page 84
	Page 85
	Page 86
	Page 87
	Page 88
	Page 89
	Page 90
	Page 91
	Page 92
	Page 93
	Page 94
	Page 95
	Page 96
	Page 97
	Page 98
	Page 99
	Page 100
	Page 101
	Page 102
	Page 103
	Page 104
	Page 105
	Page 106
	Page 107
	Page 108
	Page 109
	Page 110
	Page 111
	Page 112
	Page 113
	Page 114
	Page 115
	Page 116
	Page 117
	Page 118
	Page 119
	Page 120
	Page 121
	Page 122
	Page 123
	Page 124
	Page 125
	Page 126
	Page 127
	Page 128
	Page 129
	Page 130
	Page 131
	Page 132
	Page 133
	Page 134
	Page 135
	Page 136
	Page 137
	Page 138
	Page 139
	Page 140
	Page 141
	Page 142
	Page 143
	Page 144
	Page 145
	Page 146
	Page 147
	Page 148
	Page 149
	Page 150
	Page 151
	Page 152
	Page 153
	Page 154
	Page 155
	Page 156
	Page 157
	Page 158
	Page 159
	Page 160
	Page 161
	Page 162
	Page 163
	Page 164
	Page 165
	Page 166
	Page 167
	Page 168
	Page 169
	Page 170
	Page 171
	Page 172
	Page 173
	Page 174
	Page 175
	Page 176
	Page 177
	Page 178
	Page 179
	Page 180
	Page 181
	Page 182
	Page 183
	Page 184
	Page 185
	Page 186
	Page 187
	Page 188
	Page 189
	Page 190
	Page 191
	Page 192
	Page 193
	Page 194
	Page 195
	Page 196
	Page 197
	Page 198
	Page 199
	Page 200
	Page 201
	Page 202
	Page 203
	Page 204
	Page 205
	Page 206
	Page 207
	Page 208
	Page 209
	Page 210
	Page 211
	Page 212
	Page 213
	Page 214
	Page 215
	Page 216
	Page 217
	Page 218
	Page 219
	Page 220
	Page 221
	Page 222
	Page 223
	Page 224
	Page 225
	Page 226
	Page 227
	Page 228
	Page 229
	Page 230
	Page 231
	Page 232
	Page 233
	Page 234
	Page 235
	Page 236
	Page 237
	Page 238
	Page 239
	Page 240
	Page 241
	Page 242
	Page 243
	Page 244
	Page 245
	Page 246
	Page 247
	Page 248
	Page 249
	Page 250
	Page 251
	Page 252
	Page 253
	Page 254
	Page 255
	Page 256
	Page 257
	Page 258
	Page 259
	Page 260
	Page 261
	Page 262
	Page 263
	Page 264
	Page 265
	Page 266
	Page 267

	ECHEVERRIA4
	Page 1


