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ABSTRACT 

Ani ri fan t - s t i m u 1 a t ion / par e n t - e duc a, t ion . 

programme was p!'"esented to mot~:~hi Id dyads parti­

e i pat i n gin 0 n e 0 f t h r e è t Y P e s 0 f c 1 a s ses: . a ,:s t r !:I C :. 

tured twenty-two session group~ an unstructured 

t we n t y - t w ose ~_ s ion 9 r 0 u p, 0 ras t rue t ure d, e 1 e ven 

5 e s s ion g(r a u p . Bab i e s f rom -: lIt h r e e ,g r 0 U P 5 as 

weIl as those From a control group were tested thref7 

times (pre-test, mid-test, post-test) during the course 

of the programme on the Bayley Me'ntal Test of Infant 

Development, the Uzgiris/Hunt Ordinal $c.!les of Psych~-

'Iogical Devefopment and the Denver Screening Test. 

Results of these tests indicate that the structured 

twenty-two session group r e c e ive d the ma st ben e fit 

From this type of \inte~vention. ? 

The,structured eJeven 

session gr~up experienced a s~rge of benefits From this 

type. of programme during the Jatter part of the course. 
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E~TRAIT 

Un,progral)1me de stimulatio'n infanti le et 

d'éd~cation p~rentale a été présenté à des diades 

• co m pre n a ~ t à 1 a foi s J'a m ê r e e t lie n fan t . 

Les di~des assistaient à Ilun des trois 

type s de cl as se: un. g'roup'e de vin gt-d!tiPx s'e~ s i on,s 

structurées, un groupe de vingt-deux sessions non' 

structurées ou un groupe de onze ~essions stiucturées. 

Pendant le programme, les bébés des t ro i s 
-, . 

groupes, de même que ceux du group~ contrôle, ont été 

testés trois fois (pré-test, test, post-test). Les 

tests ut,i 1 isés étaient': Bayley Mental Test of Infant 

.Development, Uzgiris/Hunt Ordinal Scales of Psy'cholo-

gical Development et Denver Screening Test. 

L~s résultats de ce~ tests ont indiqué que 

le groupe ayant reçu vingt-qeux sessions structurées 

ont 1 e plu s bé n é fic 1 é de cet y p e d 1 i n ter ven t ion. Le 

gr9uee de onze sessions strucTurées a connu plus 

. d 1 av'antages dàns ce type de programme pendant 1 a dern i ère 

partie du cours. 
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CHAPTER 

INTRODUCTION 

; 

Studies have shown tpat cognitive and social 
\ 

behaviour'depe~ on a broad band of intellectual and 

social abilities, each of which develops at a different' 

rate and iSodependent on the continuous inter-action 

between a personls genetic predispositions and environ-

mental influences (Bayley and Schaef~r, 1964; Hunt, 

19.61; Hunt and Kerk; 1971; 'HcCall. Hogarty' and Hurlbur,t,· 

1972). Because of the abil~ty to compensate for 

deficiencies in t~e various"'areas of behaviour, reduce~ 

experience in one dimension may be compensat~d by experi-

ences receive~ through another. ln simple terms, this 

implies that later experiences can attenuate or e~hance the 

'" , 
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effects of earlier ones. Furthermore, it is not necessarily 

the quantity of time the mother spends with he,r baby, that is 

fundamental to normal developmeht, but rather, the maternaI 

behaviour in the presence of the baby that is, im'i0rtant (Cald-

we 1 1. 1 970) . For example, atcarding tU,Dennis and Sayegh 

(1965), it is the lack of experience in different posiUons 

in space that results in delayed and deYiant gross 'motor 

development in institutionalized infants. Also it is minimal 

contact stimulation that apparently retards the degree of 

c u mu 1 a t ive de v e 1 0 p me n t ( Cas 1 e r, 1 965), wh e r e a s a h i 9 hie v e 1 

of physical con~act seems to enhance cognitive development 

(LewiS, Goldberg and Campbell, 1969) and intell igence (Varrow, 

Rubenstein, Pederson and Jankowski, 1973). , 

It is apparent that the cognitive-perceptual and 

social-emotional development of a child are intertwined. 
~ 

OeveJopment proceeds through a sequence o~ regular restruc­

turfng within and' between the in~nt and his environment. 

Infants seek out stimulation, attend selectively and constantly 
" 

desire stimulus change. The car e g 1 ver ( us ua 1 1 Y the mo the r ) 

mediates the infant ' $ Interaction with the iAanimate environ-

menl by providing the child obJects for manipulation and places 
fi 

,for eXPloratl~~. However, again the provision of, for example, 

toys alone is not signiflcant (Williams and Scarr, 1971). 
\ .. 

" 
-Rather, the toys"must be part of the social Interaction in 

.. 
order to affect both gross motor skl!1 and'intelligence 

l 
J 

j 
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3. 

(Clarke-Stewart, 1973). It should not be forgotten that 
. ' 

lt is the infant who often socializes the adult, causlng 

him to become sensitive, responsive, and su~portive, there-

by aidlng the process of producing a competent chlld. n 

Infant tests of intelligence have been noted as belng 
\ 

rather poor predictors of later intellectual level. Howeve r, 

t qualitative estimates of intelligence made in infancy may be 

of value in that one can make successful predictions from the 

infant's general lev~l of funetloning. The usefùlness of 

such tests as p~edictors of later intelligenc~ seemS to vary 

as a function of age of initial testing and the time interval 

between initial examination and retest. For the most part, 

~he earlier the test is administered. the 
lower the correlation with iater tests of 
mental abJ 1 Ity and the shorter the interval 
between the test and retest, the larger the 
correlation" '(Elkind, '1967, p.362). 

Thus, attempting to measure infantile intelligence is often 

most difficult. 

While measurement df infantl le intelligence is a 
( 

most.diffiçult task, assessments have pr~ven valuable in that 

it has ~een illustrated that the sensory threshold in infancy 

may be associated with assertive environme~tal actlvity at one 

extreme and with helghtened emotional awareness at the~ther 

(Kessen, Aaith and Salapatek, 1970l. MaternaI practice$ have 

also proved Important in determlning later Intellec~al perform-

ance. For example, certain maternaI behaviours, such as high 
" 



, , 
r, 
t 
1 
li 
" , 
~ 
t 
} 

l 
! . 

t 
1 
i 

(: 

o 

, .. 
~ ,- ~ 
-, .... ( ---------_._--

4. 

empathy, with six-week old infants were related to higher .. 

I.Q. scores and verbal and arithmet'lc aèhievement test 

scores a~ seven years of age (Brody and Axelrad, 1970). 

Yarrow, Goodwin, Manheimer and Hilowe (1973) claimed' that 

the amo~nt of physical contact, appropriateness of stimula-

tion, responsiveness of the mother to the Infant's attemp,t 

at communication, the degree to which the mother indivldual-

Ized to the infant, expressed positive affect and was emotion-

ally Involved wlth the infa~t, were aIl correlated with I.Q. 

at the age of ten. Finally, both the Be-rkely GuLdance Study 
/"-.' 

(Honzik and ~acfarlane, 1973J and the Fels Instltute Study 

(~agan and Hoss, 1962) suggest that there is a strong as\oci-
\ 

ation between maternaI practices and family environment during 

infancy and later achievement a5sessment~. 

According to Fields (1978), another major reason for 

doing assessments is to ~arefully monitor the developmental 

progress of infants, especiaJly those born at risk and to 

identify tho~e children ~ho are high risk. An example of 
• ~-j 

those born at risk for which variable outcomes are 1 ikely to 

have ~een reported is that of the preterm respiratory d/stress 

syndrome (ROS} infant. It is nqted that these babies experi-

ence early developmental delays but by the age of four tend to 

have normal I.Q. scores. However, these children appear to have 

an increased incidence of language productio~ delays and often 

< exhiblt symptoms of miri1imal br~tn dysfunctlon. Post term post-
J' ." 
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maturity syndrome infants are an~~ample of a group who' 

experience more subtle perinatal insults and are not classi­

Fied at risk, but often exhibrt developmental deficits, 

e 5 P e Ci ail yin the a r,e a 0 f soc i a 1 d e v e 1 0 pme nt, s ev e r e i lIn e s s e,~ , 

sIe e p dis t u r ban ces, r e a d i r1'g d l' s a b i 1 i t i e san d n e u roI 0 9 i c q 1 

bandicaps (Lovel l, 19731. 

The ~ariability of outcomes for these groups suggests 

the importanc~ of finding early assessments or predictor vari-

ables which might identify those RDS~~~ffnrs continuing at 
i 

risk and those post~term postmaturity syndrome infants develop-

ing deficits. Early predictors of later outcome had previously 
\ 

been investigated for non-risk samples by Broman, Nichols and 

K,ennedy U975} and for prematures by Parmelee, Sigman, Kopp and 

Haber (1975). 

If the establishment of emotional attachments and basic 

trust have their criUcal periods during the first year of life, 

then it is true that cognitive deveJopment must also have a criti-

cal period in infancy. The reason for this is that, for the 

i n fan t s, i n telle c tua 1 and ~-~ f f e c t ive fun c t ion 5 are und i f fer e '0 t i a t e d 

(Elkifld, 1967). Thus, it appears that anything which affects 

the chil~ls affective equilibrium also affects hls cognitive 

functioning. The lack of appropriate social and affective 
-' 

stimulation in infancy can lead to negative consequences in 

both personality and intellectual development. 1 t appears that 

the nature and quality of the stimulation tha~ the infant recei~es 

\ 

\ 
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may have'enduring effects. 

ln (1 ight of 'thes'e findings it must be appropriate 

to assess'both infant developmental levels and the maternaI 
>4 

stimulation practices that may a(fect them. The focus of 

the present study is thus to note the effects of different 

parent intervent~on models on development • These models .. 
include infant stimulation techniques and the eduçatiqn of ..... 

parents in stimulatory activities and problem s91ving skills. 
17 

The present investigation is an attempt to introduce early .. ' 
infant intervention ~tra~egies with normal m1ther~infant 

d y a d 5 and t 0 a s ses s i t s a f f e c t son d e v eJ 0 pme n t aIt est s 0 f 

sensorimotor and cognitive ability. Questions such as can , 

one accelerate cognitive, language and'"sensorimotor develop-

ment, which areas of development are most affected, are there 

quaI ~tative differ:ences in development and whi"'ch tests are 

most' sensitive to the performed abilities of the children, 
\ 

, , 

were ask.ed. Furthermore, using a battery of tests selected 

for infant assessment in this inv~stÎgation It was questioned 

whether the "amount of time parent and chi!d attended the pro-

gramme and the type of pa~ent education programme itself were , 

relevant factors in the success of such an intervention strategy. 

; 

" 
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CHAPTER Il 

REVIEW OF THE LITERATURE 

• , 

HISTORY OF THE DEVELOPMENT OF EARLY INTERVENTION 

T n e i m p 0 r tan c e 0 f env i r 0 n me n ta 1 i n f 1 u en ces 0 n the 

infant has been acknowledged by many throughout the history 

of psycho'l ogy. Dating back to the seventeenth century. 

John ,Locke noted the"signifi~ance of early expériences for 

the a c qui s i t ion 0 { k n ow 1 e d 9 e ,le a r n i n 9 and 5 Ô ci a 1 i z a t ion. 1 
Others since his time have also recognized the fact that 

early care affects the health, biological, and mental dev-

elopment of the growlng chlld (Goldfarb, 1~43; Spitz, 1945; 

Watson, 1~57; Winterbottom. 1958). ln particular, it has 

been 5'hown in the research of Skeels that indlvidualized 

care of biologically ~nd mental Iy disadvant~ged children 

7. 

\ 

( 

'-
\ 
X 

" 

~'fI .. ~ 

'1 
1 

" 

~::_ ~ 1 

,.' r· 



Ir , 

1 
1 
! 
1 
1 
1 

" t 

t 
\ \ 

1 
l, 
À . () 

1 

/ 

al 

8. 

l'' 

c'ould prevent further'developmental decline and, at times 

even reverse their development (Skeels and Dye, 1939; . , 
" S~~ers, 1966). These results suggest that the effect of. 

environmental interventions are greatest when the most 

o rapid development normally takes place in the human organism 

duri~g the periods of infancy a~d early childhood. BJ oom 

(19641 has noted that at least half of the variation in aduff'l( 

inte Il igence can be accounted for by the age of four. As a 
{ 

result, a renewed interest in early childhood development/ 

has absorbed a great deal of the current attention of psycho-

10gistsQ 

. 
Stimulation During Infancy 

An interesting interpretation of the benefits from 

early stimulation comes from Zern (J974). He suggests that 

stimulation is experienced by the éhild as an unpleasant and 

frustratin§J intrusion and not as something enjoyable. The 

child is thus motivat,ed ta achieve appropriatê skills in 

order to eliminate the stimulation, thereby ~esolving the 

~~ s e qui 1 i b r f u~. t ha t ha s b e e n cre a t e d • 
... ., ...... 

It had~een previously argued that.a diverse and ex-

tensive quantity of stimulation is a valuable and even neoes-

sary experience for all living organisms. For example, White 

(1971) claimed a child Js better off witn a mobile in his crib 
-", 

than without. ,CasIer (1961, 1968) argued for the importance 
. 

of stimulation in a purely physiological vein stating that a 

( ., 
.:,' , 
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variety of stimulation is both necessary and sufficient , \ 

to el icit 
tl~ . 

ph Y s i 0 log i cal ,a 1 e r tin 9 r e a ct Ion sin the 'r et i cul a r 

formation. The latter. in turn, are seen as playing a • 
. 

"critical role in the learning process" (Samuels, 1959. p.20). 

Robert-White (1959, 1960, 1963) supported the notionOthat a 

child actively seeks out stimulation and interaction as- a ~ 

f 
me ans 0 f de v e 1 0 p nfe nt." Th us, he ha sa· sig nif ,i ca nt' i nt r i n sic 

need to deal with the environment. 
f, 
i 

According to Zern, based on Piaget's notion of assimila-

tion and accommodation. 

an organism is forced to develop by trre impinge­
men t .0 f ex ter na 1 s t i mu 1 i t 0 wh i chi t f j n d s 'i t 
necessary.to adapt. If stimuli were absent, 
the organism's schemata would not be disturbed 
and the original equilibria would be maintained. 
(Zern, 1974, p.328). 

Therefori, stimu)ation is valuable b~cause the organlsm is 

continually seeking to reduce the level of stilllulation, 

thereby developing higher level skills for dealing with the 

environment. Thus, two compbnents are necessary for the 

development of the child. F i r st '-:'\d i sVe qui 1 i br 1 um mus tex i st 

ln order to induce the child's activity. SecondJy, the cap-

~c,it., to reso!ve this frustrating disequiJibrating state by 

the child must be present. 

Both Zern's approach to stimulation and the more tradi~ 

tional bo~ition support t~e Importance of the mother in the 

r 

l, 
, 1 

t 
1 

() chl1d's envrronment and, in particular as the medtator of 

stimulation. While Zern purports the notion that the mother 

" ------.~-,~~--"------------.~~_.--.--_._.~~~~-
'.. ,.~~. ;:.-

-".'. ~ ::,--;-- . '. 
.~ ,'" ,~ 
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.., 
is a critical tool in fostering disequilibrium, as weIl 

as in helping the infant learn how to resolve the intrusive 

effects of vari~us kinds'of stimulation. othe~ psychologists 

expre~s the idea that the mother is the dominant social 

source for the infant's stimulation. According to'Caldwell 

(1963) mothers progressively develop confidence about their 

care of infa,nts .and the infants 1 well-being. As this occurs. 

interaction increases. A mother's early interaction may 
, " ..... , 

facilitate or interfere with an infant's adaptive.development 

(Ritvo and Solnit, 1958). Disturbances in a-mother's early 

attitude toward her infant may lead to a chronie disturbq~ce 

in the mother-child re)ationship (Bibring, 1961) which, in 
, 

turn can affect her effectiveness as a stimulatory source for 

t he ch i 1 d. Furthermore, the quantity and timing of a-mother's 
'0 

~ 

response to the infant's behaviour and consistency of ber res-

ponse play important 'roles in developing and reinforcing the 

,infant's bellef that his behaviour can affect the environment 

(Lewis, 1972}. 

The importance of the relationship between fnfancy and 

experience h~s been expounded upon by Fowler (1972). 
/' 

He "as 
4 , 

claimed that "infancy is the mast ,malleable, rapidly changing', 
, 

and least organized periad of human develapment" (Fowler, 1972, 

p.341). He notes that it is also the time of greatest poten-

tial for establishing basic fO'rms of understanding, style a~d 

. /' 
f.eel ing • 1 ri 0 the r wo rd s, i n fan c Y. for F 0 W 1 e r, i s the - e a r 1 y 

---.._-----_ ....... -,.,_ ... -- t i , .. , . "." ' 
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matrix From which ail later development is'generated. 

It is through the cumulative effects of early mental 

interaction- that the infant experiences the 'graduaI 

emergence of affective-cognitive-perceptual-motor rule 

systems develop. These systems, in turn, affect value 

'hierarcnies, the organization and processes of the soc!al 

and physical world, provide the rules for acting on or 
, ., 

operating 'in the world, and the rules for' .coding, communi-

cating information and acting symbolicalJy about the world. 

Fowler has based much of his theoretical perspectives o~ 

the work of' p'iaget (1952). Ac cor di n 9 toP i age t, pla y i s 

th~ critical element for the ~e~elopment of the child. 

1 t 

/' 

generates experimentation and (creative) 
construction to extend, generalize. elaborate, 
test-and consol idate mental processes develop­
ing through other experiences (guided stimula­
tion), as weil as providing stimulation ·of its 
own. (Piaget, ]952, p.348). 

Thus, children bring their previously assJmilated organiza-

tions to each envlronmental encounter. <:_,'In the course of 

accommodation ~hese organizations change the demands of the 

situation wnose process is continuous (Hunt, 1972). This 

Interactionlstic view of psycholo9ic~J development ~iffers 

, from the Gestalt theory of naturism and from the predeter- / 

,minism of Gesell (1954), yet ii: avoids the extreme plasticity 

of a multiplicity of reflexes (Watson. 1924), , " 
Hence, the 

studies Fowler c,arried out in order ta test his notions r~9'ard-

Ing the importance and malleabiJity of early infancy were 

" 

1 
l 

• 

'1 
i , 
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anchored in sensori-motor play. H~wever, he continually 

emphas'ized the notion that emotionally sensitive at'titudes 

are needed in order to develop curiosity, complex Interests, 

autonomy with respect to problem solving, and creativity 

and co-operation in social relations (Hunt, 1972). 
/' 

These 

feelings and motivation can result primarily through the 

attitudes and styles adults use..in handling their infants 

(Fowler, 1972). 

~ Fowler examined both intellectually gifted and eco~-

mically disadva~~aged children and their respective environ-

ments. He felt that it was important to study the former 

group since they provide relevant clues as to the fun~tion 

of early cognitive stimulation. He provided the stimulation . 
both early and intensively for individuals who displayed 

superior :lbility (Fowler, ]962, 19~. Following the work 

of Skeels (1966) and Bloom (1964) ana noting the ·différential 

rates of growth of selected( hurnan traits, he then implemented 
, 

som~ of the strategies developed on a group of d-isadvant/aged -
-- "' 

children during the period of most rapid development (infancy). 

ln this programme, the metnods of care and stimulation were 
1 

developmental Iy adapted and sequenced to the processes and 
1 

understanding of the age period of the chlld (Fowler, 1968, 

1969, 1970,). The programme was organized in terms of per-

ceptual-cognitlve processes, socio-emotional relation.,s, -motor 

development and physical health. The components of Fhe 

/ 

- ------ ---- ~--- ._-_._-_ .. -"------~---~---
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programme included student teacher education, paroent guid-

'ance (with respect to play"methods, child rearing and stimu-

Jation) and an inf~nt stimulation programme per se. ResuJts 
. 

of the~e efforts showed that aIl forms of functioning showed' • 1 

definite improvements or good adaptation. Cognitive gains 

on the battery of tests that he deveToped (Fowler, 1968, 

196~1 wer. high for both general cognitive .blli1:y and· 

several specJfic forms of competence, including language com-
1 • ' 

, -
prehension,. social competence and cognitive motivations 

'. 

Ccuriosity and goal a,cirec.tedness) .. The conclusion reached 

was that a programme fol1owing the general pri-nCiplè'~ of 
, 

cognitive stimulation, in conjunctlon with stress on .emotionaJ 

care and social relations produce's general changes in intel-

lectual development - Ig' (Spearman. 1904). Furthermore, 

he stressed that stimulation programmes should begin at or 

before one year of age and should be continued for as long 

as possible in arder to praduce greater facilitation of 

\ 
infant learning and information processin~. 

Fowler and his colleagues went on to examine more 

specifie areas of stimulation. One of his current foci 

centres upon language stimulation. ln a series of four 

studies conducted by Fowler and Swenson (J979), infants 

between the ages of five and twelve months were stimulated 

in l~n.u", processes. rarents, once aga;n served aSI 

tutors in that they provided label1ing in caregiving and 

play activities. The infants were From different language 

, 

• 

l 

. t 
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'communities and p'arent educational levels." Using,the 
/ /' iii> , 

'Griffitlr-s Scales of, Mental Develdpment (Griffiths, 1954), 
l ' 

" Q 

Reel, Scale (Bzock, 1971), measures of parent stimulation 

and language de~'è\lopmendt, tH:J results indicate ,that mean 

language gains exceeded what would hâve been expected had 
, 

no intervention been introduce~. For the inost part, -fol low-
, 

up:s_çores when the children~jwere eight~en,months remained 

S~àbl{e~, Fu'rthermore, through forty-two ~months somlf of 

t~ese tnfants were not ,only superior in language skills, 

but also in counting. Thus, there proved to be a signi-. 

f i c"a n t "d j f fer en c e b e t we e n 5 t i mu 1 a t e ,d i n fan t san d con t roIs 

o,ri no t Q n 1 y 1 an 9 ua 9 e \a b i 1 i tes. but aIs à 0 n a t 1 e a s ton e 

othryr non-langua~e meaSure. 

although ,there existed a 

" 

The authors conclude that 

constant acquisition order for basic language 
dimensions ••• rate and content were highly 
influenced"by experience (Fowler and Swenson, 

..:t,1979, p.7S). 

~, .. \ 

, . '" 
.b) 0 Supp,ort\, and Criticisms of Intervention Programmes 

/ , 

o 

Major eritieism corcerning these intervention pro-
\ , 

gr-ammes and the theo'rf'es about int,erventOion in general have 

been voiè~d (e.g: Meeall, 1979, Jensen, ]969).0 1 t i 5 of 

) partieular interest to note'the work of Jensen (l969) who 
o 

posits the 
, 1 \ 

fash ibt , 

idea tha~ the environment o~erates in a threshold 

Once, environmental eÎ(cumstances are, suffreien)t' 

to bring out normal development further attempts ~t enrich-
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ment can bring nothing more În the rate or in the terminal 

level of development. Jensen, as weIl as other genetically , 

oriented psychologists, agree that gross environmental depri-

vat ions (e.g. orphanages) can interfere with development, 
\ 
b ù t the y con t end t ha t the var i a t ion sin the d e' ve 1 0 pme n t -

fostering quaHty'of conditions anlOng Families are minjmal 

and that little changè can be expected fr~m attempts to 

,improve conditions. 

A second point Jensen makes is that correlations 

between I.Q. scores derived From tests ma~'at an early age 

with gains in mental age over a grven ,er;ld of time fluctu-

ate around zero. Therefore, infant tests appear to measure 

only past achievements and not future ones. I~ particular, 
1 ~ .;; 

the scores From ,standard tests tend to say Little about j.nd~ 

vidual -di,fferences in rates of psychologicaJ' developmeht . 

Howev,er, this point becomes rather weak when notihg the work 

of Hunt who claims, for example, that 

dchievi'ng top-level object permanence early 
need imply. 1 ittle or nothing about future cog­
nitive and language development unless one has 
knowledge of d~velopment aloog other Jines and/ 
or of the environmental circumstances, both in­
an i mat e ; n d soc i al, w i th wh 1 ch t Il e i n fan t i s 
interacting (Hu,:lt, Paraskevopoulos, Schickedanz 
and UzgÎris, 1975, p.259). 

1 

ln other words, they conclude From empiri~l evidences that 

the con s tan c yin the 1. Q. 0 r de v e 1 0 pme n t aIs cor e Il a v e b a sê s 

other than ~eneti~ influence, contrary to th. opinion of 

Jensen (Hunt et al, 1975). Th us, ifs u chi s' the cas e , 

• li 
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appropri~te Interventions may hasten the development of 
, 0 

concepts such as obje,ct pe.rma"nence in ·infants of fami 1 les 

of poverty (who usually show a lag in conceptual ,develop­

mentl to a rate beyond that of infants from middle class 

families (Hunt et al; 19751. The critical question remains, 

however, as to t,he impact of interventÎon and stimulation - ./ 

in normal' chlldren From secure middle class families. 
. 

It has been noted time and again that it is difficult 

-to sereen infants because of the wide range of inter and 

intra-individual variations at that, age. Furthermore, 

there seems to be an Inherent inability to communicate' 
" 

subtle perceptions and sensations (Meier, 1976). Howeve r , 

Înfant screening and assessment procedures are amenable to 

preventatiive treatmen.t in that there is a \possibility of 
. 

deteeting certain abnormal itieSo. At this young age, the 

child d~monstrates considerable cognitive or hypothesis-

rorming abllitles (Kagan. 1972). Also, it 1s possible to 
\. 

assess the context within which the infant is growing ànd 

.\. developing (Starr, 19711. Thus, although there are major 

discontinuities in early cognitive development that inter-

fere with predicting later ability from early 'testing-, 

because of the inter-relationshi.ps among physical, intel-

lectual, language and socio-economic factors previously 
. 

mentioned, intervention can be initlated when an abnorm~l-

lty ts noted fn any one of tnese areas, Fi na Il y, resea rch-

ers stijl support infàntO tests such as the Bayley Scales wlth 
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respect to Its ability to differentiate infants in terms 

of 'hrgh' v~rsus 'Iow' cognitive development (Hol~en, 

19,721. Sensorimotor development correlates with later 

cognitive functioning approximately seventy per cent 

CCromwell, 19731. Th us, us r n 9 a ba t ter y 0 f tes t 5 a s ses s -

ing a variety of influences, and functioning can prove bene-

ficial (c.f. fields. Hallack, Ting, Dempsey. Dabrf and 

Shuman, 1978). 

Oevelopmental Tests and Measures 

There has been an enormous increase in the number of 

Infant studies in the past twenty years primarily due to 

the increased availabi 1 ity of infants and the increased 

emphases on the origins of behaviour (Kessen. Haith and 

Salapatek, 1970). However, recent'crit.iques of the· 

general izabll i ty of developmental prlnciples raise the 

question of whether one can expect the psyèhological study 

of human deveJopment to yieJd curable prindp.les that are 

valid ",cross changes.in time, cul'ture and cohorts (Weisz, 
" 

1978). furtl)ermore, it has been claiomed that chan~es in 

our society are outpacing the' recording of rel iable develop· 

mental findings (Bell and ~ertz" 1976}. 

has been c!laimed that 

Speclfically; ft 

if both. long and short-term -changes ln parent 
and chlld ~ehavrour are occurrlng ••• obviously. 
research progress must be faster. Otherwlse, 
findings may no longer be applicable to the 
popu1ations~for whom they are Intended '(Bell and 
Hertz; 1976, p.6). 

i 
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ln other words. ~easures must be de~eloped to keep pace, 

with the changing ideas regarding the influences parents' 
l, 

have over their chlldren. 

A second point of lntere~t _focuses in psychological 

universal ity. For example. Buch and Moriss (1975) argues 

against the Piagetian notion that a general theory of €og-
' ...... 

nit ive development is possible on the assumption that formaI 

structures of thought are abstract rather than concretely 

tied to environmental factors. They .c 1 ~.i:rrl' t~a t thé cogn i t ive 

maturity that is tapped on Piagetian-type ~evelopmental tests 

ar~ merel~ reflections of a p~rticular socio-economic ~truc-

ture and not on sorne universal truth. ln sho"rt, modern 

vlews suggest that short-term, context bound val idity is the 

b est 0 nec a n hop e t 0 0 b t a i n f r om i n fan t d e v e I,() pme n t aIt est S • 

These points aside, it is important to note that the field 

of infant assessment nad its beglnnings rather early in time. 

Arnold Gesell was a prime ionovator in the field, 

B-asically, he felt that the néeq to develop diagnostic capa-

bil ity should not overshadow the importance of the "process" 
/-

of 9 rowth (Yang, J 979) • Thus, he developed scales that would 

be useful in determining both the capacity and t_he personality 

of the child. His i nit ra) s cal e d ev e 1 0 p e èl i .n 1 9 2 9 i n c 1 u d e d 

one hundred and fort y four items measuring motor behavlour, 

language behavlour, adaptive behaviour (such as eye-hand 

co-ordination) and persona) and social behaviour. 
" 

1 n 1940 

,fi' 
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le schedul'e was revised to incfude finer gradations of 

esponse in which he proceeded to plot the ~evelopment of 
/ 

an average indivldual. However, when Wltternborn, 

Astrachan, Degooyer, Grant, Janoff, Kugel, Myers, Riess 

and Russell (1956) examined the predictive validity of the 

schedule, it was found that the correlations between tbe. 

G e sel 1 Ge n e raI Mat u ri t Y Quo t 1 e n tan dIa ter 5 tan for d - B i net 

scor~s were uniformly low (the a~erage correlation being 

.09 ). 

Today, this test is only used aS an obtuse, quali-

tative holistic des~riptor representing the total ity of a 

child's functions. Although it does superficially ac~now-

ledge the interplay between genetics and environment, it is 

clear that Gesell saw development to be primarily a result 

of a maturational unfolding process virtually unaffected by 

external influences (Yang, 1979). 

The Cattell Infant Intelligence Scale, unlike Gesell's 

sChe,dule, was deslgned by Psyche Cattell to correlate with 

the Stanford-Binet. _The items on these scales are simiJar, 

however, to those on the Gesell scales. Cattell emphasized 

the predictive power of her tests without respect to age. 

S he su g g e's t e d a t te n t i 0 ri b e pa i d toc 1 i n i cal and 0 the r s u b-

Jectlve impressions of infants not especlally related to 

tests or testing situations. ln spite of thls recommenda-

tion, however, correlation between the Cattell and WISC 

Scores (Wechsler Intell igence Scale for Chi ldren), as was 

" 
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'the correlation between the Gesell and WISC scores, was 

extremely low (.OS and .08) respectively. For a more 

complete critique of the Gesell and Cattell tests refer, 

to Yang (1979), Esca lona (1950), and Escalona and 

Moriarity (1961). 

The Bayley Scales of Infant Development (8510) were 

designed to flssess children, taking into account the theor­

etical contributions dealing with the nature of early child: 

hood development and which have norms based on improved 

?sampl ing methods. ln particular, The Mental Scale of',the 

BSID draws upon three California First-Vear Mental Scales. 

(Bayley, 1969; Jaffa, 1934). 

The scale was revised in 1958 which now allo~ed the 
1 

assessment to cover .the first fifteen month5 of(llfe. 

Shortly thereafter, the scale was expanded and extended to 

include the chi ldls second year . This 1958-60 version (as 

it has been called) 'has one htJndred and s,ixty three items on 

the Mental Scale. 

It has been standardized on a sample of J,262 
children, distributed in approximately equal 
numbers among fourteen age groups rangÎng From 
two through thirty months (Bayley, 1969, p.2). 

Because.of the fact that this test"is 50 widely used 

t 0 d a yin r e s e arc h \, i t i sim po r tan t t 0 de ta i 1 i t 5 a p p e a ra n ce. 

Fi r~tly. due to the fact that an infant has no "setl! for 

following direct ions and solNfng problem~ at the requèst of 

an examinaer and will only respond to those sItuations and 

/ 
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tasks that capture his attention and interest, the items 

on the aSID measure relevant behaviour variables by means 

of stimuli which are attractive to the child. Furthermore, 

the abilities tapped do'not array themselves into èon-

currently developing "factor" of mental functions (Bayley" 

]/69) and is, therefore, different from other tests of ch-ild 

development. Originally the Items on the mental scale 

included 

".c'-'" tes t s 0 f a d a p ta b i 1 i t Y 0 'r I.e a r n i n 9 a n cl tes t s 
qf sensory-motor acui ty and fine motor (manU'al) 
co·ordinations (Bayley, 1933, p.24). 

The revised edition also assesses the early acquisition of 

object co'nstancy, memory, and problem-solving abi 1 i ty, the 
o • 

beginning of verbal communication,' the ability to form gen-
, , 

eralizations and classification (which Is the basis of 

abstract thi~nking). 

Results of the administration of the Mental 
Scale are expressed as a stanc;lard score, the 
MDI', or Mental Development Index (Bayler, 
1969, p.3). 

Correlations' between the bayley mental scale and the 

S tan for d ":' B i net h a ver an 9 e d f rom min i mal t 0 mo der a t e ( Yan 9 , 

1976). F4rthermore, contrary to the results found on the 

II, • 

Catell and Gesell tests, Ramey, Collier, Sparling, loda, 

Campbell, Ingram and Finkelstein (1976), found a high correla-

tion between the Bayley Hental s~es and the Stanford-Binet 

scores. Thus, the pre~ictive power of the scal'es are high, 

reflecting the genetic composition of intell igence. 

~ 
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Another test that deserves considerable attention 

1 s t,h e 0 r d i n,a 1 Sc ale S 0 f p sye ho 1 09 i cal 0 e v e 1 0 pme n t 
! 

(Uzg i rioS and Hunt, 19751. rn contr~st to traditional 

tests which a&sume an incremental progress of development 

in children, these scales fmply a hierarchical relati'on-

ship between achievements at different levels so that the 
) 

a chi e vehren t S 0 f a h 1 9 he r -1 ev e 1 are i nt r i n sic aIl Y der ive d 

from tho •• at th. p.".ced i ng fv. 1 (Uzg 1 rô 5 and Hunt.. 1975). 

ln addition, ln comparison/to traditional tests of intel-

1 i 9 e n ce i n wh i cha c h Î'I~ v e men t s are 9 r 0 u p e d t 0 9 eth e r 0 n the 
. 

bas~s of thèir co-occurrence at a particular chronological 

age, the ordinal scale~ have separated the issue of 

sequence From assocriati.on with chronological age. 
~ 

Many test.s that have been devised to ,assess chi1dren 
\, 

have refleeted the assumption that psychologica1 develop-

ment -in' lnfancy 'reflects essentially a unltary process simi-

lar to Spearman's (19Q4) general intelligence. The un-

tenableness of this assumpti·on, however, has been recognized 

by researchers such as Bayley who haSt for ex~mple, divided 

the BayJey ScaJ~s of lofant Development into sp~arate Mental 

a n cl t1 0 t 0 r S ~ ale s (B a yI e r, J 969 } • 

sub-divided ta Ine1ude six scales: 

The Hunt Uzgiris test. is 

(a) Visual pursuit and permanence of abjectS', 

(bl Development of means for obtainfng deslred environ-

men ta 1 even t S J 

1 

Cc} Development of i:initation {vocal and gesturaJ l t 

_. _" n- __ ••• __ _ 

'1 
1 
1 
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(d) Development of operational causalitv (antecedent-

• f 

consequent relat i'onshi ps). 

(e) Consq'ucti'on of abject relations in space (trackir'\g 

-and locating objects), 

(f) Development of schemes for relating objects (Uzoirïs 

and Hunt, 1975). The scales are based on the 

Piagetian theory of.stage development (Piaget, 1956) 

and there is a high inter-correlation between scales 

(Yang, 1976). A developmental age (OA) is computed 

for e·a chi n fan t wh i ch 
\ 

consists of the sum of items successfully 
per'formed by the infant regardl.ess of the 
nature of the items (Uzgir'is and Hunt, ' 
1 975, . p .. 1 3) . 

This summation procedure implies an additJve view of 

developmen!al progress. Any item can be substituted or , 
.,), 

compensated for any other since each item is given equal 

we i g h t. Because the test items have no special significan.ce 

in themselves, the derived DA only derives significance From 

comparfsons' with the su"mmations for other individuals~ One 
If'" 

may also compare the degree ta ,~hich an infant is advanced. 

These norms are the distribution of ages 

,at which a representative sample of children 
achieve each of the landmarks of development 
one a cha f the sc al ,e 5 ( U z g i ris and Hu nt. 1 975 • 
p. 18) . 

This test, according to Yang (1976) has been shown to 

have ~oderate ta good prediétabi 1 i ty. 

\ 
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lh~ Einstein Scales of Senso[imotor }ntel~\gence 

(Escalona and Corman, 1969) are based on,Ptaget's theory 

as we II. It assesses children who are between the ages 

of one month and two years. The tes t i s compo sed of 

three scales: prehension (which covers the development 

of adaptive reflexes); object permancence (which covers 

the growing awareness of the environment); and space -

(which jnvolves the infant's ability to function effect-

ive 1 y Ln, th r e e - d i me n S ion. aIs pa ce) • Following from Piag-

etian theory, the scal~s define four stages,and two sub-

stages that are passad through sequential order. This test, 

4' 
howeve r', is not as com?lete as that of Uzgiris and Hunt 

(1975) . 

The Denver Developmental Screening Test (OOST), was 

created in order to provide a simple method of screening 

for detecting slow development in infants and pre-school 
, 

chifdren (Frankenburg and Dodds, 1~67),. The OOST taps four 

functions: gross motor, language, fine-motor-adaptiv't and 

personal-social. The greatest conveniences,of this test 

~re that it 1s easy to administer, sC9re and interpret and .' . 
Is useful for repeated evaluations of the same child (Frank-

enburg and Dodds, 1967, p,182). When the test was initial1y 
, 

developed, the plan was to determine the ages at which ten 

per cent of the children could perform each test item. 

However, for a maJority of the developmental 
tasks measure in thts study it was difficult 
to arrive at a meaningJul ten per cent pass'" 
lng age beca,!s~""the children's abili~y to do 

, , 

- --- -_.,----,---":"""'---,. l ''l, ~ ,i, ~ ~", 
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the items appeared 'a'bruptly in the age 
scalei that is, most of the children 
in f;>ne age group could not do an item. 
b~t' considerably ovéra ten'per cent in 
the'next age group cotJld (Frankenburg 
and Dodds, 1967, pp. 189-190}" . 

Thus, it appears that the appearance of many skills is 

not linear, but once they start, they rapidly accelerate. 

The OOST ds a screening device and is not an intel-

ligence test. It si~ply enables the examiner to note 

whether a child's development is within the normal range. 

Caution in the, interpretation of the result'5 must be exer-

cised for there may be many reasons for a child not perform­

ing a particular ta~OnlY one of which being an actual 

developmerrtal detay. Temporary unwiltingness, fatig.ue, 
\ 

and i,llness, can affect the infant's behaviour. Va 1 uab 1 e 
\ \ 

inform~~ion regarding the child's emotional development can 

also be ascertained by observing !lis behaviour in the presence 

of his parents during the examination. According to Meier 

(1976) this test has rather good predictive abil'ïty. 

1 n con c 1 us i on, the Ge 5 e 1 l, Ca t tel Jan d B a y 1 e y Sc ale s 

are quantitative in nature, tapping genotypic and maturatton-

alJy determined behavlour. On the other hand. the Einstein 

and Uzgiris/Hunt scales are qualitative measures of the 

ordinal progress of development as outlined by Piaget. In 
'( 

general. it appears that the earlie"r in infancy the initia,l 

test is given and the greater the time between initial and 

final testing sessions, regardless of the scale used, the 

poorer the predictive relationship to later intelligence 

<. -----~------<--- -------.---- - --------- .. __ '""""":' __ ~Oo._.. " 
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performance. However, this fact does not negate the 

potential to use these scales (especially the Bayley, Uzgiris/ 

Hunt and Denver), to asSess the current de,velopmental level 

o. f the i n fan t. , 

The Newborn and St imulat ion 

Effects of Envi ronment 

ln contrast to~the theôretical assumptions of the 

n. western edu~tional theories known as "Romanticism" (matura­

'tionist th?y) and "Cultural Transmission " (associa,tion-

i s tic - 1 e a rrn i n 9 the 0 r y), i t a p p e-a r s th a t the ma j 0 rit Y 0 f 

stimulatJon programmes for infants follow the "Progressive" 

(Cognitive Developmental Theory) school of thotJght (Lambie, 
\ 

Bondy and Weikart, 1975). Th a t i s, e duc a t ion i s s e e n a-s 

the creation 

ments. The 

of challenging learning-appropriate environ­

chil>'thus develops through active engagement 

) . 
with and problem-solvlng in his environment. 

~ 
Cognitive 

;> 

d~ve)opment is viewed as passing through a sequence of 
. 

stages and tl'\us. is not wi red in at bi rth. The variety 

of cognitive abilities a child displays e,merges from in-

creasingly complex transactions with the environment. 

Thus, the cognitive ability of the child results From the 

cumulativecacquisition of concepts that derive from actions 

performed by, the chi Id. The child is an active agent, 

\ 
" 

o 

1 

1 
1 
1 
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constantl)' testing hypothe$es as to how he thinks the 

world operates (Lambie et al, 1975) ~ 

Each and every newborn is equipped with a potential 

for physical, mental and emot ional development. Further-

more, he learns to use this potential ln a complex fashion 

for learning and thinking. His cap a c i t Y for b e h a v,l ou r 

rests within hls miqbrain during the first three months 

of life. For the most part, he reacts reflexively, 

monitoring and storing relevant stimuli for later use. 

At birth, there are intricate pathways throughout the 

child's nervous system th'at are ready to be set off by 

the appropriate signaIs. 

A mot her au tomat i ca l1y uses these 
Ç\ 

signaIs as part of her mothering 
(Braze l,ton, 1969, p. 24) • 

For example, the mother stimu-

lates the child's as she inserts the nipple 

and holds him such al10w him to engage in his 

r e fIe x -i ver 00 tin 9 • swallowing b~haviour. 

The infant's cortex is prepared to learn with each reaction 

and to store the effects of al' his experience. 

Thus, the ,infant is constantly receivlng and reacting 
,/ 

to stimuli which, in turn set off a series of reaction~;,1 

ultimately leading ",to sorne automatic or reflex action. In 
D 

or der t 0 Il 1 e a r n Il t{I e i m po r tan c e 0 f par t i è u 1 a r ~~s t i mu Iii n 

t ~,e face of such bombardment of new st Imu' t, the infan t , 

must inftlally posses the abil ity to select which ones he 

! . 
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\ , 
will reee~e and react to. Strong preferences are 

cIe a r 1 y 0 b s e r va b 'e" ev e n in' t ~~ de' ive r y r oom . Howeve r, 

lack of appropriate stimulation is a devastating ki~d 

D -
of experience to the growing neonate. It is true that 

too much handting and anxious stimulation may crea'te 

SDc'h reaq:ions aS exce'ssive erying-and/or colie. But, 
d 

t 00 1 i t t 1 e4-- s t i mu 1 a t ion ,c a nIe a d t 0 s u b t 1 e for m S 0 fin ter -

ference-with oevel' pment and growth. . Wh i 'e an in fan t 15 

""\ "" 
physiologie l growth depends on proper 'nutrlents being 

, , 

fed to him at natural intervals, hls emotional growth ., . 
needs encouragement and nurturing stimulation. Without 

'-' 

the fll ,. hè' wi '/ pass through 

ment with n~rogress from 

cdtieal' periods of deve\lop-

one stage to the next (Braze!-', 
f 

ton, 1969). Institùtionalitêd ehildren who are maintained 

• 
physically but not emotionally often manifest the ef~ects 

of~such deprivation are often cited. Although"they start 
1 

out as normally demanding babtes, because those around them 

only respond w'ith "inf'requ'ent, sterile en'couragement, the 
~ , 

babl~' reques-ts b~come 'Jess Frequent, their demands Jess 
~ , ;-

<; 

forceful. their cries less'strong and they turn inward 
Ct Jr) 

(BrazeJton, 19691. Social responses to outsid~ persons 
" 

beco~e those of apathetic curiosfty or anxiety and cognit­

ively tOhey e,xhi.b~t del~ys. 

- Specifically, it has been noted that the harmful 

. effect~ of Institutional izatlon are a consequence of the . 

" '. .' ,_,_ -.-_____ l'-~r_-
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\ 

.absence of mother love. 
\ 

Sttll others claim tbat per-
, 

,ceptual deprivation is responsible for -the developmental 

1a9. CasIer (1965) assumes a third position in statlng 

that the deleterious consequences are a m~nifestation of 

contact deprivation. H~ cites various researchers'who 

have theorized that,tacbile stimulation during infancy, 

and especially during the first few months of nursing is 

of fundamental importance to the deve~opment of the chi Id. 
~ 

Furthermore, it has been experimentally established that 

responsiveness to tactile stimulation is generally greater 

~uring the eady days of life,than tt is to auditory or 

vestibular stimulation (CasIer, 1965). Th i s has b~en \ 
accounted for by the suggestion that there are sympathetic 

con nec t ion s f rom the ski n t 0 the sen seo r 9 ans sot ha t' pat-

ting and cuddling may act as a massage to release muscular 

tension. The' infant gains security and e'xperiences the 

kinesthetic sensations of being held and ~upported. The 

s ight and sound of. an approaching adul t is often not enough_ 

to reassure the infant and thereby assuage his cryihg. 

Ho we ver 1 the a c tua 1 h a ri d' 1 i n g 0 f the chi 1 dis • These claims 
0-

lead to the rather positive conclusion that any source, even 

an impersonal caretaker, may be a satisfying 'mother-figure' 

50 long as the dosage of stimulation are appropri~te. 

Evidence for Casler's claims come from both rat and 

cross-cvltural studies. However, no systematic study of 

'/ 
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the effect~ of extra t~ctile stimulation on hum an 

infants had been oconducted up unti) that time. The 

reasons for this-are twofold: flrst ther~ was the dlffi-

cult y of gaining access to large institutfons whère many 

subjects, under weI) co-ntrolled conditions would be avail­

able; and secondly there was the prevail\ing opinion athat 

effective needs of the baby are important and th~s the 

investigation of particular modes of sensory stimulation 

were only of secondary importance. ~asler proceeded to 

rectify this situation. Using sixteen bables that . , 

resided in the Hebrew Kindergarten and Infant Home in New 

York, as subjects he designed an experiment to test his 

theory. Two women, designated as "Handlers", were hlred 

to provide the tactile stimulation. Each subject in the 

experimental group received stroking by the handler (after 

his attention had been obtained), Monday through Friday, 

for two ten-minute ~essions (one in the morning and one in 

the afternoon). During each session the handler said: 

l'Hello Babyll once every sixt y seconds in a neutral tone in 
J 

brder to majntain attentiveness. T~e control group was 

treated exactly as above except that the tactile stimula-

tion was omitted. At 'no time did the handler look at any 

baby's face in order to reduce the possibility of tbe baby 

resp~ndtn9 to social rather than tactile stimulation. This 

procedure lasted for ten weeks. 

ln general, the results of this study support the 
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hypothesls that institutionalized -[nfarts, after 

receiving one thousand minutes of added tactile stimu-

lation, function at a higher level as measured by the 

Gesell DeveJopmental Schedule than institutionalized' 

infants who do not receive this added tactile~contaèt. 

Particularly, the "adaptive", IIlanguage" and "pers~nal-social" 

scores for subjects in the experimental group were higher 

than for those in the control group. One must note, ho~-

;- ever, that tactile stimulation is only one of the many 

~orms of stimulation believed to be n~cessary. in suitable 

quantities, if the human organism Is to develop properly. 

Despite the extra handling received by the experimental 

group, it may be assumed that the other modalltfes of 

perception r~mained under-stimulated, with consequent ill 

effects (CasIer, 1965). Even here, however, the experl-

mental group declined only half the amount·~han did the 

control group. CasIer conclt.$ded that!!.although none of the 

forms of functioning (motor, adaptive. language and personal-. 
sociall appear to be directly related to tactile stimulation, 

aIl but the first form responded positively to the experl-

menta ll treatment. 
• 1 

It ts, therefore. plausible to belleve 

that tactile stimulation is only the first 11n~ in a cha!n, 

which causes something to'happen within the organism'from 

which the measurable differences in the Gesell scores arise. 

Before accepttng these results as conclusive evidence, It 

mUlt bé noced that th~ babtes ln the expertmental group. 

~~--------_."..." --,.,'-,":.,---' 
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c received more stimulation,'per se than'did their 

controls and, therefore, the effects to be expected 

From any type of additfonal stimulation must be cons id-

ered. Furthermore, one should keep in mind that ft is 

n 0 t the 5 t i mu 1 us i t 5 e 1 f, but rat he r the r e s p 0 n set h a t i s 

made tnat provides the perceptual and se,nsory stimulation. 

ft is also possible that a ,critical period exists 

during which perceptual stimulation is especially Influ-

ential. The reticular structures play a critical role 

in the learning proeess. Skin stimulation will activate 

that reticular formation before other forms of stimula-

t i o,n will. Thus, f~~ exa~ple, it has been found tnat 

three-month o1d babies exhibited increased rates of voca-

laization after receivlng a combination of visual, auditory 

and, especlally, tactile relnforcement (CasIer, 1965). 

The, results of the reported experiment ~uggest a causal 

connection between stimulation and language development. 

There also appears to be sorne continuity between 

Harlow's findings, suggesting that personal-social func-
p 

tionin,g can be positively fnfluenced by tactile stimulation 

.Fr as he refers ta ft, "contact comfort". If according 

~to Harlow, adequate 'persbnal-social fun~tloning stems from 

a feeling of security when in the earliest stages, CasIer 

conciudes that an infant's securlty must be ~ matter of skln 

() contact and of k{nesthetic sensations of betng held (Casier, 

-'----.--,:-, -. ""'l"""--"" -~--,'f"; 
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The point of thlS rather elaborate discussion 

is to stress the importa~ce of one's environment. In 

Casler's work, it·appears that the normal development 

of behavrour depends on a normal perceptual envlronment 

and that a chi Id Is fundamentally dependent on his percep" 

tian. past or present. A mother. or even, an investiga-

tor may be the Source of this form of extra stimulation. 

The-effects of early experience can thus delay or modify 
. 

the sequence of natural deveJopment. - Variables such as 

marriage. parenthood, socio-economlc status, and availa-

bility of a stimulating environment ail influence the 

infant. As Beckwith states • 

has 

. 
the question is no longer whether early 
experience with ~he caregiver can influence 
the human infant's cognitive, social and 
affective development. The questions are: 
how, in what ways, and with what relative 
effectiveness for what age infant do speci­
fic dimensions of the mother-infant inter­
action operate; which effects persist. at 
what 1ater ages, and how are effects modi­
Fied or attenuated by Intervening experi­
ence7 (Beckwith, 1976, p.119). 

, 
Despite evidence of increased risk for an infant who 

experienced prenatal or perinatal trauma. the outcome 

for babies is strongly retated to environmental (in parti-

cular caretaking} experiences. For example, there is 

little data to contradict the signtficant ,correlation 

between socio-economic status and LQ.. scores throughout 

the entire age range of the child. However. social status 
1 

cànnot be used to understand individual differences,within 

... ------~-~ .... -_. 
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a group. There are more specific dimensions of care-

giver-Infant interaction that have been known 'to affect 

a multitude of cognitive and social behaviours. The 

mot he r 0 r car e 9 ive r ( Cas 1 e r, 1 965) ca n t h.e n b e des cri be d 

a,s 

the primary perceptual stimulus within the 
baby's environment and is the most salient 
and complex. as weIl as the most contingent 
to the baby's environment. Furthermore, 
this caregiver can both provide the stimula­
tion herself and mediate stlmulation from 
the inanimate environment surrounding the 
child (Beckwith, 1976). 

There has been a great deal of cQntroversy, as to 

the amount and intensity of the stimulation that influences 

the infant. Som est u die sin d i c a t eth a t the i n te n s i t Y 0 f 

social stimulation received does not necessarily reflect 

the overall quant j ty of t ime that the mother spends at 

home with her baby since time at home may not reflect the 

actual number of conta'cts (Schaffer and Emerson. 1964). 

Still, however, the availability of the mother in the 

chi Id IS envi ronment is important. Furthermore. it has 

been shown t~t deviant motor development may be the 

result of lack of infant experience in dlfferent positions 

i n spa ce ( 0 e n n i san d S a y e g h, 1--9 6 5) . A r n s wo r t h (] 9 73 ) 

suggested that the amount of experlence normal infants have 

with long pick-up episodes that are both tender and care-

fuI in nature, in the first half year of life~ can b~ 

associated with a reduced amount of cryfng, the active 

Initiation of physical contact à~d readfness to turn to 

- . ~~-'-----'--r-"----::--7--~ ~~- _. ,--:;.- .~-----­
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Independent activity ln the last quarter of the first 

year. This nptlon has now become a relevant area of 

enquiry. If what Ainsworth daims 'is true then the 

usefulness of infant stimulation can be explored. 

Effects of Stimulation 

There has been a gaining body of researchers 

who have obtained results suggesting that stimulation 

of a specifie sensory modality faci litates development 

of behaviour involving that particular mod 4 1ity. For 

example, it has been illustrated that visual stimu1.ation 

enhances the development of visual skills in general and, 

under certain condItions, even affects visual directed 

reaching (White, Castle and Held, 19611). Furthermore, 

stylistic charaeteristics of the mother.(sueh as 50ft-

spokenness, vigour. etc.) have been Bssociated with the 

amount 'and type of stimulation expressed toward her baby. 

ln'one sueh study (Moss, Robson and Pederson, 1969), it . 
was. found that a rating of the animation of the mother·s 

voiee during an interview when she was pregnant waSt in 

fact, predictive of both the amount and type of stimula-

tion she provfded her child with at the ages of one and 

three months. Specifically. this characteristic of the 

~mother related to the amount of social affectlonate stimu-, . 
latiqn she provtded for males and the amount of stimula­

tion. of visual and auditory receptors sne provided for 

1 
i 
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females. Even the education level of the mothers 

proved important in that less weIl educated mothers 

tended to provide significantly more physical stimula-

tion to their babies. The positive affects of stimu-

Jation were pronounced in the finding that the amount 

and type of stimulation the ~ther gave her Infant was 
, . 

reJated to avoidance Qehavlour toward a stranger when 

the chi)d was about one year of age. That 15. early 

stimulation, particularly of the distance receptors 
• 

at three months of age was significantly related to 

I~ss avoidance and disco~fort toward strangers. The 

conclusion 'reached by the' authors was that 

it seems reasonable to assume that since 
the dist~oce ceceptors are_those that are 
most commonly used in our culture f~r 
interacting with others, obtaining informa­
tion and experiencing the environment, 
auditory and visuaJ experience will be the 
most relevant as determinants of the child's 
man ne r 0 f copi 9J1 w i t h nove 1 s t i mu 1 i and 
manag j ng soc i a;'tf encounters (Moss 1 et a'-~~ 
1969, p.2~6). ' 

Another study, cond,:,cted by Roe (197B), used a 

measure he JabeJ1ed "Differential Vocal Response~' (DVR) 

to an in~teractive mother compared to an interactive 

stranger in order to classify three month old male 

in fan t s . He found that the high DVR group responded 

significantly below base rate to stimulation by the 

stranger. ln contrast, the Jow DVR group responded 

{lat base rate to both the mother and the stranger, The 

, .. high DVR gr'oup later performed slgnificantly better 'on 

---, ___ - .. _ ... _iP!,,_~~ 
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both the ~tanford-Binet scale at the age of three year s 

and the Illinois Test of Psychol.ingurstic Abilities at 

five years. Thus, the infant's mother-stranger discrlm-

ination at three months may be used as a predictor of cog~ 
. 

nitive development at three a~d five years. '. 
Br a dIe yan d Cal d we 1 1 ( 1 976 ) aIs 0 dis eus se d the 

rel'ationship between early home environment and the changes 

i~ mental test performance of children at a later age. 

They had prevlously administered the Dayley Scales of Infant 
. 

Development to a ~roup of-infants at six months, and the 

Stanford-Binet Intelligence Scale when they reached three 

years. When each child was six months old, the family had 

been observed and intervlewed using the Home Observation for 

Measurement of the Environment (HOME} which measures the 

quaI ity of stimulatio'n" found in the child's early environment. 

Increases in mental test performa~ce at the two ages studied 

thus appeared related to two subscales on the HOME: 

(a) 

(bl 

MaternaI Involvement with Chi Id, and 

Provision of Appropriate Play materials. 

Decreases in performance were found to be related to the sub-

scale indicating the Inadequate organization of the child's 
, 

physical and temporal envtronment. The authors sU9gested 

that the results of this investigation il1ustrate that the 

home envlornment may contribute to instabillty of performance 

on infant tests ~nd_that proper mother-child interaction and 

appropriate stimul~tion cano in fact, have beneficial results 

for. the developing infant. 

~ -----.------~~"'!"":'_ .......... , .... , 
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A ~ariety of studies dealing with normal children 

illustrate addifional theor~tical suppositions. For 

example, in a study by Falender and Heber (1975) which was 

des i 9 n e d t 0 as Ses s the e ff e'c t S· 0 f the chi 1 diS par tic i pat ion 

in longitudinal intervention in a structured
1 

mother-child 

teaching situation. J,he programme, included extensivè 

language and cognitive developmental stimulation beginning , 

when the infant was approximately six months of age. 

Results revealed a sig~ificant gain in behaviour and task 

scores and a slgnificant improvement in interaction between 

the mother and child over a control group whose mothers 
) 

·"received no task instructions regarding maternaI behaviour 
, '. 

and whose babies received no stimulation. According to 

the authors, this provides evidence of feedback effects 

from the experimental ctlildren to their mother. Thus, they 

bel ieve thât the role of the chi 1d in such dyads is to act 

as a director or agent of change in the interaction. This 

conclusion acquires support From the'w~rk of Bradley, Caldwell 

and Elardo (19791: An analysis was performed to determine 
11' 

the primary direction of effect amont thr~e categories of 
~ 

environmental stimulation and Bayley Mental Development index 

scores measured' at six, twelve and twenty~four months. 
, , 

Results indicated that more capable children tended to elicit 

higher levels of maternaI involvement and theprovision of 

more appropriate play materials during the six to twelve 

PJease refer to Chapter 3, "Procedure ll , for a discussion 
as to the meaning of Iistructured li

• 

\ 
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month period. The first result proves necessary ~or 

the development of the chi Id in that higher levels of 

~ &' 
maternaI involvement tended to produce more capable 

children during the twelve to twenty-four month period. 

The lattèr result ls vital as weIl for two reasons. 

Firstly, it has been noted that the purpose of maternaI 

motoric variat~on in ~ame structures using these play 

materials is to keep the infants in an op,timaJ state of 

iI'rousaJ in order that they better atte~ to social 5i9-

naIs (Stern, 1971). Se c.o n d 1 y, the fun 'c t ion 0 fin ter -

"active play is to enhance infant's exposur~to the social 

information necessary for the development of attachment. j 

Furthermore, according to Piaget (1952), the acquisition 

of a sensorimotor knowledge of the world during the first 

.yea r of 

ations. 

1 i f e 0 c c urs t h r 0 U 9 h the use 0 f t 0 Y sin .P-J. a y s i t u -

This enables the infants to respond p~'~iVelY 
to more sophisticated forms of playful stimulation provided 

by their m~thers (Scoufe and Wunsch, 1972). Infants prac-

tise motor patterns modelled by mothers ln the context of 

play as we 11. 

Thus, the importance of early social transactions 

between mother and chtld is of critical importance. For 

~xampl~ •. Yarrow, Rubenstein, Pederson and Jankowski (1973) 

found positive relatlons between eight social and inanimate 

home sttmulation variables measured when the i,nfants were 

five months old ~nd sixteen cognitive varÎables derived from 

." 

. --~ -----'<-__ 1 .. ___ a __ .", .. _"'" ___ • _:-",,,,_1'''_ .. fIIi'. ,;~-.t . 
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the Bayley Scales of Infant Development and From a struc-

·tured situational test measuring exploratory behaviour 

and preference for novel stimuli administered when the 

infants were six months of age. Clarke-Stewart (1973), 

found a comprehensive cluster of maternaI variables reflecting 

"optimal ll maternaI care related to a cluCster of infant vari- Il 

-
ables reflectiAg competence across deveJopmentaJ areas. 

Cohen and Beckwith (1979) noted that the frequency of early 

social transactions was predictive of the infant's compet-

ence at age .two on the Gesell Oevelopmental Schedules, a 

sensorimotor scale,~a measure of receptive language and the 

8ayley Mental Scale. These authors conclude that s~cial 

transactions as early as one month reflect sorne quality of 

relationship between the caregi~er and the infant that is 

important to the chi Cd's later mèntal performance. Also, 

they suggest that the infant's and caregiver's readiness to 

engage at one month in positive social interactions with 

each other as in mutual gazing, mutual smiling, social play, 

and talking, may be somewhat important to the infant's nine. 

month test performance, but appears to become even more sig-

nificant as the infant advances from the first to the second 

year of 1 i fe. That is, earl'y social smiling behaviour of 

the infant and caregiver appear to be the components of a 

social relationship between the members of the dyad and if 

continued, promotes mental development. Thus, it is useful 
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to th 1 nk' of ç. . \u~u,l at 1 ve effects of careg Iv 1 n9 ba.ed 

on some cO~~~~lty in caregiving over time (Yarrow, Ruben-

ste i n and Pederson', 1975). 

, The importance of id el the forementioned studies 
\ 

dealing with mother/child interaction and stimulation is 

revealed'when considering the applicability of such theor-

etical notions to practical situations. According to Hunt 

( 1 9 7 3) and Gor don ( 1 9 6 9) ev e n s ho r t \.- ter min ter ven t ion e f for t s 

produce significa~t effects on both the mother and chi Id. 

"For example, Rheingold (1956) Invested an eight week' stimu­
\ 

latlon effort, following which the experimentaJ chi Idren 

maintained verbal superiority one ~ar after programme com,-

pJetion. It has been postulated that this fact resulted 

due to the increased ski 115 in eliciting verbal stimulation 

fr,om caretakers in the family setting, thereby leading, in 

neral, to the maintenance of higher vocal ization levels 

orowitz and Lade~, J973}~ 
j 

Thus, to summarize, relati,ng these points to the 

alender and Heber (19151 ~tudyÔdisc"ussed e~r1ier it is 

the consistency in'the caregiver's behaviour 

from the early months until two years of age and sorne of 

the relationships between the early careviging and ,the' 

child's later competences are mediated~y the interaction 

with the caregiver. An i nt e r ven t ion i n the chi 1 d '5 e a r 1 y 

years may potential1y produce significant effects upon his 

cognitive development, 

\ .1 
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High Risk Infants and 

• Intervention Strategies 

a) Intervention Programmes 

-" 
~ Research in the area of chiJd DeveJopment has often 

\~ , 
1 

su g 9 est: e cl th a t d if,f e r ~ nt e a r 1 y r e a r i n 9 fO n dit ion s that are 
1 

associated with v~rio~s levels and types of caregiver-intant 

interaction are capable, of influencing a wide range of dev-

-/ '~Ioping -behaviour. The iffects of early experience on 
... ' / 

~ 

. visually directed reaching (Whi-te and'Held, , , 196]), crawling 

and walking' (Oennis and Najarian, 195]) and independence in 
.. . "~" 

a d u 1 th 0.0 d (S k e e 1 s, 1 966 ) h a ve s p e c i fic aIl Y b e e n no t e d . 1 n 

particular, infan~s experiencing 'prenatal an'd pernatal. 

ha z a rd san d s u b s e que n t poo r "c are ta k j n 9 exp e rie n ces h cl've b e e n 

ci\ed as being parti-cularly vulnerable to deficits and delay 

in la'ter life .. flowever, a~cording to Bra~ne, Heimer, Wortis 
c 

and Freedman (1966l'. Orillen (1964), Weiner. Rider and Appel .... , , 

b:19631.; this"\vulnerability may-be atten'uated by careful ~n'd 

~ suitably organzied environmental conditions. That is. it is 

'othe dimensions of th~ caregiver behaviour that are responsible. 

in part, for the dev~lopmental outcome of the child. However, 
"', 

it must be acknowledged that although there is a correlation 

between ~cio-economic class 

to stimùlus deprivation. 
o 

and I.Q., poverty i s not analogou} 
" 

SUPP9rt for this 
;) 

new perspective came regularly. 
-

Fo~ example. in a st~dy ~onducted by Robinson and Robinson 
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(J971) it was foul')d that infants and toddlers attending 

a day care anê stimula~ton programme for two years per­

formed better on the Bayley Scales of Infant Devetopment than 

did the home reared controls. 
• 1 

Furthermore, over the course 
, 

of two decades many attempts at intervention programmes were 

initiated based on the previously outlined pdncip1es.-

One popular programme was the DARCEE Infant Programme. 

BasicaJJy. Ît was aoparent-oriented research project con-
. 

ducted at the Demonstration and Researcn Centre for Early 

Education of the J. F. K. Centre for Research on Education 

and Human Development at George Peabody Col rége (Gray, -1977). , 
The goal of the proje~t was to enable p~rents to bécome more 

effective educational change agents ana to instruct them in 

the importance of taking the initiative in planning for the 

ch il d. The training was designed, as weIl, to help parents 

develop better coping skills. Results ,on the Bayley Test 

of Infant Development, the Stanford-Binet test. the Gi Imor'e 

Basic Concept Test and Caldwel J HO~E Inventory were positive 
, 

ln that the children who attended exhibited higher develop-

-
.mental scores than did a control group. 

Another siudy showing positive effects was the 
.,/' 

'(psilanti lnfant Education Programme (Lamb'fe. Bond and 

\rie i ka r t, J 974} • Following the Piagetian modeJ, this 
)-

programme was established to asslst parents in realizlng' 
(' 

tnJtr indtvidual potential as teacners of tfleir children. 
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The Mi Iwaukee Ho'del (Heber 'and Gerber, 19-751- used fami Iy 

• interv.ention in order to prev~nt cJjltural familial mental 

r e ta rd a t ion. The goal 'establ ished of this programme was 

to {orestall deÎlelopmental d,eFiciencies charact'er(stic of, 

the disadvantaged child by training mothers to be the prim-

ary intervention age~ts. They followed the development 

of the children From the age of three months unti J they 

turned six years old. The results tended to suggest 
.' 

that the I.Q. and verbal measùres of the experimental 

children as weIl as of their siblings were higher than 

those in the control group. 

The Houston Model encouraged parental béhaviour 

that was th?ught to improve cognitive abillties, self 

est e em and em 0 t i on a 1 adj us t men t (B,e Ile r, 1 979 ). Because 

of the theoretical supposition tnat the home provides an 

important learning environment, the programme was con-

ducted there. The New Orleans Model also acknowledge the 

importance of the home situation and thus, although it was 

centre-based, it too Incorporated home visits into the pro-

9 r a mm e ( Be Ile r, 1 9 76) . This latter programme was created 

to educate parents as to the developmental process and thereby 
"-

change their attitudes toward their children and child-rear-

lng practlces. The programme attempted to develop parental 

capacit {es as' teachers in order to ensur'e that they play a . ' 

more active role in arranging thelr child's envtronment. 



( 

1 

'1 
f 

f 
(J 

i 

1 
1 

! 
- '< 

() 
.1 

45. 

The aim was to increase the socraJ, emotlonal and intel" 

lectual deveJopment of ~he chi Id. Thus, the programme 
) 

..r 
had the dual.components of child development and parent 

deve 1 opment. The teaching techniques used with the 

mothers encompassed modelling, demonstration and role 

playing during a parent-child laboratory, group di5CU~-

sion and direct teaching during a lecture session. The 

childré~ entered the programme when they were two months 

and remained for two years. Whereas the results of the 

Houston Model showed greater intellectual gains for the 

children in the study than for a control group, the res­

ults of the mb~e comprehens~ve New Orleans Model wer~ 

even more impr-essive. ln particular. compar~d to a 

control group, there was greater sensitiyity and more 

positive attitudes in the involved mothers; they used 

f 

more elaborate language, affection and positive relnforce­

ment, and the chlldren exhibited higher sensorimotor com- . , 

petence on the Uzgiris-Hunt scales and the Bayley test. 

The Birmingham Model, another centre-based pro· 

gramme followed ,<~hi ldren". from the age ~f~ix months to 

thirty·six months (BelIer, 1979). Once again, the esta,b-

lished goal was to tncrease the mother's active participa-

tion in.the mothering role and to Increase the facilitation 

of the child's use of materials. 
(. 

An attempt was made to 
-

~han,ge maternaI attitudes and competencfes and to increase 
----ç 

1 
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communication, planning and so<;ial interaction skills; 

The programme was highly structured in that the emphasis 

changed wi th the age of the, chi Id. For the youngest 

group' (the six month old bables), the focus was placed 

on strengthenlng the attachment between motner and child 

and enabling the infant to explore stimuli. For the 

six to twelve monç,h old children, experience with aIder 

children was includëd. At twelve months of age the child 

w~s iseparated from his mother in order to increase his 

responsiveness to the environment, to improve his manipu-

lation ski Ils and his Nerbal control. The oldest child-

ren (twelve through thirty-six months) were taught by 

other mothers. Results of this programme show an even 

better increase in the experimental children than nad been 

previously expected. That Is, the chi ldren i llustrated 

more exploratory and interaction behaviour and more vocal-

izing and smiJing. They exhibited a longer duration of 

play and more age-approprlate attachment in separation 

behaviour. Speciftcally, they had greater tolerance of 

brief separations. Thus, ear1v intervention programmes 

appear to have beneficial effects. An interesting result 

of these programmes ~entioned briefly earlier is that often 

,positive effects extended beyond the !;lubjects involved. 

Specifically the phenomenon of "vertical" diffusion to sib-

Ji n g 5 and .. ho ri z 0 n t a 1 Il d i f fus ion ton!, i 9 h b 0 urs 0 f the ben e fit s 

of these typ'es of programmes were noted (Klaus and Gray, 1968). 

- __ ~_.01';1~ ___ """""" ___ ,_ 
------------~~~-------_.~------~---- , . , ' 
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T~e success of so many models of intervention on 

various populations of children naturally leads to the 

question of whether similar results can be achieved with 

aIl types of children. 
\: 

b) High Risk Children 

Encouragement for the development of early approaches, 
\ 

to, intervention for high risk children Cornes from the growing 

appreciation of the noted plasticrty of the centre nervous 

s y ste m dur i n gin fan c yan d e a r J y c,h j 1 d ho 0 d , the ben e f i ci a 1 

effects of early stimulation on developing animaIs and 

humans and the reports of the positive effects of early 

intervention programmes that have already been established. 

As mentionéd previously; in~ervention efforts seem to point 

to the mother-child interaction system as the primary source 

'. responsible for producing lasting developmental gains. 

Up until the present, ctear evidence of delay or 

disorder has been used as the basis for initiating inter-

vent ion, 
<, , 

ThJs, most programmes have been com~ensatory 

in n,a tu re. The indicators of prospective disorders exist 

in both medical and social factors which contribute to 

risk for faulty development.,'~' 
f 

Three types of vulnerable 

infants can be identified which can be regarded as in need 

of special early intervention to ensure their optimal 
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cognitive development and life adjustment (Tjossem, 

1976) . They include: 

{a} Establ ished risk fnfants whose early appearing 

abér'rant development is rela,ted to diagnosed 

medical disorders which bear certain expectancies 

for develop~ental outcome wÎthin a specified range 

of development~1 delay. 

(b) .Environmental risk infants are those blo'logically 

normal infants who experience limited maternaI and 

family care, health carel and physlcal and social 

st i mu 1 a t ion. Without corrective" intervention, 

these conditions impart a high probability for 

delayed development. 

(e) BiologicaJ risk infants are those who, possess a 

history of prenatal, perinatal, neonatal and/or 

early developmental trauma that has resulted in 

, biologie.al insult to~6ping nervous system 

whlch thereby increases the probabi 1 i ty of later 

appearing aberrant development (Tjossem, J976, p.S). 

These categories are not mutual1y exclusive and 

often elements from aIl thre'e categories lnter:act to 

produce deveJopmental deJay. For example. there exists the 

situation of. biologically vulnerable premature and low btrth 

weight infants born to adolescent motf\ers who, themselve""s, 

[ 
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live in poverty tTJossem, 19.76) .. The, interactions of 

environmental and biological risk factors that act to 

1imit the deve10pment of these infants are indeed per-

'vas Lve. That is, once ,they possess an earJy deve·Jop· 

ment'al disability they often ob1:ain various interaction 

patterns that systematically act to diminish the child r s 

developmental potential and opportunities for normal life 

experiences. Intervention strategies designed to prev-

ent' or ameliorate endu.ring developmental deficlts in hlgh 

risk childre~ involve manipulatfon of the infant's early , , 

experience with an understanding o~ his needs and response 

capabil ities. It is thought that such an adapted s.timu-

lus environment which, by its very nature, creates a weIl 

suited Jearning environment, leads ultimately to improved 

~1unctional levels of cognitive and adaptive behaviour for 

many high risk children. However j i t i 5 st i J 1 necessary 

to determine whether the underlying processes of central 

importance for inteJ'lectual functionlng, including moti­

vation and socialization ~focesses, have been so fundamental1y 

changed that the effects of the intervention wi II endure. It 

Is hoped that in the long run, longitudinal research ln this 

c area will provide information that is essential for both the 

prediction of intellectual deflcit and ald in the deveJopment 

of th.e most efficient methods of amelloratlng inte11ectua1 

delay or deficit. 
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One research programme carried out by Scarr-

Salapatek and Wi 11iams (1973) attempted- to determine 

whether there were positive effects of early stimulation 

on low-bi rth-weight infants. Noting that such infants 

born to impover~shed mothers are at a double disadvantage, 

t h a t i s, t h a t the 1 r b i 0 J 0 9 i cal v u 1 n e rab i lit y 'a n d poo r _ 

social circumstances interact, they instituted a stimula-

tion programme in order to enhance sensorimotor develop-

ment (which in turn increases Intellectual performance) 

in the Iligh-rïsk infant's first year of life. Thirty 

consecutiveJy born Jow-birth-weight infants (weighing Jess 

. " 
than J,800 grams) were alternateJy assigned ta experimèntal 

and control groups. The former group received visu-al, 

taetile and kinaesthetrc stimulation during its six week 

st a y . i n the n urs e r y, folIo win g w Il i ch we e,k 1 y ho m e vis i t s t 0 

improve maternai care were made unti 1 the infants reached 

twelve months of age. ResuJ ts revealed toat newborn tests 

at four weeks and Catte) 1 I.Q. scores at one year showed 

grea'ter developmental progress for the experimental group 

than for the control group. Fur the r me r e, 1 n the nu r 5 e r y 

period, the newborns in the experimental period were observed 

to be engaging in' Illooking" behavlour that is otherwise not 

present for the three pound infant." That Is, these bables 

seemed capable of benefitting from the increased amount of 

stimulation. Since premature infants are often treated as 
. 
Il.: .' , . . ~ 

(' 
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to them in the typical hospital 

s'imuLtôon ls 

nurse~~. 
offered extra-uterine fetuses, not much 

Th u's, 't he e a r lys t i mu' a t ion pro 9 r a mm e pro v ; de d 

for low-birth-weight disadvantaged infants was shown to 

'.' be effective in promoting behavioural development. How-

ever, unless,parents are educated in stimulating chi Id 
• 

care, the effects may only be observed in the short run. 

Therefore, the authors conclude that knowledge of bath 

child develapment princip.les and the Importance of stimu-

lating maternai care should be imparted to the expectant ' 

motner. 

Other studies using l'remature infants (Berflar,d, 

1976; Beckwith, Cohen, Kopp and Parmalee. 1976; Kas 5, 

Sigman, Bromwich and Parmalee. 1976; Rice, 1977; Ross and 

Leavitt, 1976) found that early intervention may ,prevent a 

compounding of prob}ems when the environment can1t adjust 
f 

appropriately to the infant at risk (Brazelton. ]976). In 

par t i Ç. U 1 a r, p r e'm a t ure i n fan t sap p e art 0 bel e 5 s a b 1 e t 0 

compensate for disorganized and/or depriving environments. 

Compoundi ng the problem, 'the mother often teel s gui 1 ty and 

suffers from a grief reaction over the loss of a perfect 
\, 1 

chi 1 d ( B raz e 1t 0 n, 1 9"76) • T h u S J S t i mu 1 a t ion n 0 t' 0 n 1 y t end s 

to prev~rl~ developmentaJ disabilities associà'ted with premat-

url t Y ( t h a t i s, s t j ,m u J a t e d j n fan t ste n d top e r for mat h i 9 h e r 

levels than control-group infants oh measures of sensorimotor 

and motor development) (Corne1l and 'Gottried, 1976; Rice, 1977) 

,.cM! 
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but ~lso, stimulation pro9r~mmes provtde the mothers with 

needed support structures, The present nature of early 

care for, the premature lnfant does not include adequate 

env i r 0 n men t aIs t {m u 1 a t ion ( S car r - SaI a pat e kan d W i IIi a ms" 

19731. As a result, a distinction'must be made between 

compensation for environmeRtal deprivation and extra early 

stimulation. The intervention regarding the former 

situation involves creating an optimal environment for the 
' .... ... 

mother and infant. ft usually involves including parents 

in the caregivi~g procedures in the neonatal period which 

usually leâd to 'an increase in attachment behaviour (Klaus 

and Ke n n e Il, 1970). The latter situation is' that cfes-

cribed in the Sèarr-Salapatek 'and Wi Il iams study. 1 n both 

cases, stimulation is considered beneficiaJ. Results of 

these and o,ther programmes (Williams, 1977 & Chestnut, 1977) 

indicate that although it is true that only certain groups 

of children are 'Iikely to benefit from such large scale pro- \ 

grammes (developmental progress is related to organic 'damage­

\. 
and degree of intellectual hal)dicap), the majority of infants ". 

ex h i bit f n gin cre a ses 1 n' the i r d ev e 1 0 pme n t aIr a te h a ve mot h ers 

-
who rate highly in terms of parent-chi.ld 'interaction. Thus, 

.. --1~~- l ':1 

if nothing else, successful programmes of this nature,appear 

to be riducing the fear and anxieties of the parents inv~lved . .. 
They become cognizant of the multidimensional aspects of 

their child's funtions, they become more sensitive observers 

--------"'---~-

'1 
1 
i 
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of their child's actions and reaction, thetr {nvolve .. 

ment in intervention gives new perspectÎve on the value 

o f a pp r 0 p rî a tee duc a t,'i 0 n a 1 mat e ria 1 5 ( s' U cha s t 0 ys) and 

they learn to manage and stimulate their chi Idren (Gordon 

andSchwarÙ.1976). 

A group of 'high risk children that has been 

extt!nsively studied is the environmentally disadvantaged 

group. ln order to forestall the developmental retarda-

tion that often results due to poverty or institutional-

i z a t ion (R a m,e y, Cam bel 1 and' N j c ho 1 son, 1 9 7 6) a deI i ber a t e 
t: 

attempt tb provide an enriched environmE;-nt tor children is 

needed (Lally and Honig, 1976). According to Tannenbaum 

(1969) the amount of stimulation available tO"'a' child in 

his home.is a strong indicator of his performance in a 

cen,t re. At the same time, the stimulation received in a 

centre builds on home experiences and broadens the differ-

ence between children from rich versus sparse home environ-

-
ments. There are subtle connections among children, fam-

/ 

ilies and intervention programmes that plan to fill the 

/ 

child with needed experiences, information and values. 

" The r e for e, the r e i s . the n e e d for a c 0 - 0 rd i na t e d e f for t 

between parents and programmes in order to- provide the appro-

priate life space for the child. Efforts have involvêd 

the teaching of mothers (individually or in groups), a vari-

et y of games which can the" be pJayed in the home to aid 
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infant and toddler learning (Sadger, 1977; Lambie et 

al. 1975; Ramey et .a 1. 1976). These programmes 

focussed rather intens ively on the cogn i tive aspects 

of toys, games and tasks in order to supply a stron'g 

fntellectual base. Furthermore, these interventions 

pronounce the promfnen t effect of, act ive 1 nte 11 ectua 1 

and affect: ionate interactions of adults wi th i nf~nts 

in optimizing child competence by three_years of age 

(Watts, Barnett and oHafar, 197-3). Thus, the serv i ces 

must supply cognitive information alon'g with a suppo~t­

rve environment where parents can feel better about them-

selves and can 'see themselves in positions of respons'ibi­

lit y and pride with regard to the education of thei~ young 
"-

children {Lally and Honig, 1975}. lt is important to note 

at tnis t ime that infants need not advance along aIl deve 1-

opmental levels simultaneously and that the kinds of experi-

ence encountered determine the branch along which advancement 

d®s occur (Hunt et al. 1976). 

The Parent .. Child DeveJopment Centre fJohnson, 

19751 conduG:ts a programme with Mexican Americans incQ,rpor-

attng these aforementioned suppositionos • . ' 
The 90a 1 of the 

centre is to help parents to become effective teachers of 
o 

their own children and to continue in this ro1e from infancy 

throu9n the school years. Th.e're is an interesting, prin-

ciple, however, that ts incorporated ~nto this programme • 
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The "problem of match ll (Hunt. 1961) plays a significant 

role. That is. it Is often difficult to match task 

c om pIe x 1 t yan d chi 1 d r e a d i ne s s • On the other hànd, sorne 
~ 

researchers believe many rnothers are usually a (or the) 

most 'subtle observer of her child and often has a good 
, 

intuitive grasp of his readiness to learn. The r e for e -. a 
\ 

major prlnciple of the programme is that the teachers dem-

~, on,trate an actlvity, the mother practlces that activity, 

following which the teachers provlde feedback to the mother • 

. The end point is the mother adaptlng the actlvlty to suit 

herself and her child. Since one of the greatest probJems 

in education Is to provide training' that general izes From 

one instructional setting to broader llfe experiences 

(Johnson, 1975), the settings of training are varied and 

the principles underlying the skilJs are presented. The 

latter instruc~ion Is provided since rnothers appear to be 

better able to generaJize From one situation to another if 

they have some understanding of the reasons underlying a 

particular acitivty. 

Res u 1 t S 0 f the se e f for t sin die a tes i 9 n' 1 fic a n t 

irnprovements for the chi Idren involv,ed in the programme, (over 
\ 

1 

control chi ldren not in the programme) on the Bayley Mental 

DeveJopment Index. 
t5~ 

Furthermore, programme mothers were 

found to be warmer. Jess intrusive and more sensitlvely res-

po,:,slve to the!r children than are controls ln videotaped 

----._-- --------------
----~----- --~., .. _---"--------_ .• ~+ 
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structured mother-child interactions. Flnally, pro-

gramme ,homes have more play materials present and have 
-, ' 

, 
more maternaI involvement with the chi Id. These results 

. h a'v e i m p 0 r t a p ces i n ce. a c cor d i ~'g t 0 B r 0 n f en b r en ne r ( 1 975') t 

effective fnterventton programmes of thi~ nat~re w~rk 

toward chi Id competence' in school through the parent-~hi Id 

sysJem and imprgves the health con/ditions and 'general 

emotlonal stabi 1 ity of disadv~aged fami,' ies . 

. The.: intervention ~,rQ9rammes mentioned in the 
\ 

'fore90ln9 ~,ectio'1 were dis cu s ~d i n de ta i , . toI end j n sig h t 
"l' 

jnt~;the current st~te 
"".,r 

of the research in this area. 

Because of the Many pO,siUve fin'twgs the areâ' 15 ripe for 

future considerations. B y. i n cor p 0 rat i n 9 man y. 0 f the "'O.u t -
'" , 

lined prineiples and practical considerations inst1ant stimu,,. 

D latton/parent education programmes can prove successful as 

a means of intervening in the caregiving process and, there-

by, faeilitating the cognitive development of bables. 

A Programme Example 

Ouring the latter pa;t of 197~ the Cin~innati 

MaternaI and Infant Care ProJect initiated a comprehensive 

intervention progr~me forhigh-risk, adolescen~ mothers 
...... 

and ,theïr Infant,>Y{Badger, 1977). The project was service~ . '. 

orre~ted and preventive in nature. Intervention began at 

bfrth and emphasized medical and nutrltlonal, services as 

1 
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weIl as Improved family style through training with the 

mothe r. 

The experimental design lncluded a total of 

forty-eight socially disadvantaged mother-infant opairs 

recruited during the post-partum period and were randomly 

assigned to either class or home visiting treatment gro~ps. 

AlI infants were first born, gestationally mature and were 

matched with respect to age and sex. The educational 

intervention programme contlnued until the infants were 

~i9hteen months old. flOld" mother (eighteen years or 

older) and young mothers (sixteen years and younger) met 

separately. Various profe~sionals such as doctors, nurses 

and social workers were consistently avallable for consulta-

The major inte~~ of these sessions was to stimulate 

the development of infants by supporting and extending the 

mother's role as primary teacher (Badger, 1977>. The con-

trol group received the services of a n~rse oi social worker. 

'During the monthly home visits, infant development was asses­

séd and va~io~s health an~ nutrition problems were discussed, 

however, no aspect of the infant stimulation programme was 

offered. 

The Cilft'Innati Programme was, initiated since 

there had' been some concern regard i n9 the Feas i 6111 ty of' 

inltiating intervention during the first year of life. A 

mother tr~inlng model had introduced the mutual1y reinforcing 

J 
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nature of health, nutrition and educational intervention 

along witn the importance of early maternaI-infant attach-

ment in order to maximize the potential of aIl infants, 

especiàlly high-risk ones. Thus, in thïs study the 

intervention for the "class" mother-infant pairs (i.e~ 

the experi~ental group) provided the qpportunity for nèw ..... 

mot he r 5 t 0 exp e rie n ces a t i 5 fa c t ion. i n the i r ne w roI e sin 

that they l'''earned to foster the sensorimotor, cognitive 

and language development of their bables th~ou9h a curri­

culum that matched/the developmental levels with sequenced , 
skills. Besides developing the m9t~er's self-esteem ih 

their primary role as teachers, the p~ogramme provided a 
~- "'-1 

1 

setting where personal problems could be openly discussed. 
J 

Finally, comprehensive health care replaced crisis oriented 

medical treatment as the mothers' awareness of the health, 

nutritional and psychological needs' of their children in-

creased . • 

ln the mothers' training model, mothers were led 

to understand that how they interact with their infants 
/' 

affects them as they grow older. . They were encouraged to 

respond to vocalizations al.ong with other behavioural indi-

cators with interest as their infants played. They were 
.. 

als~ taught a sequence of i~fant development skflls which 

enabled them to choose approprÎate materiats for stimulating 

their child's development. The group leader served both as 

. ! 

1 

·1 
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(i a resource person and a mother model. Furthermore. 
. 

group pressure pro~i~ed a valuable motivati~g fbrce to 

initiate stimulation. Mothers who were adept infant 

stimulators were often imitated as weIl. 

During t~e first few months. "the mothers were 

ale rte d t 0 the i n d i vi d ua 1 d i f fer e n ces i n i n fan t san d t 0 the 

Importance of respond!ng promptly to the needs of their 

infants. l'n.this ways they were told. infant attachment 

~evelops as the babies learn that their mothers can be 

trusted to answer their needs. They then develop greater 

confidence in mastering their environment. ,The motherS 
. 

learned that their infants' reflexive behaviour could be 

incorporated in and adapted to learned social and manipula-

tive skills. For example~ as a preface to vlsually-directed 

reaching and the grasping of objects near the midline of the 
. (' 

body, ,infants begin to notice and study their hands. To 

encourage this behaviour, 'each,mother is provided with small 

bells to attach,to elastie bands ~nd place on her baby's . 

wrists. Babies wave the'ir arms more in order to produce 

the tinkling sound of the bells. ln the process, eyes 

connect with hands. About this time, mothers 'are glven 

Jong-hand!ed rattJes to offer their babies. If the mother 

touches ba~y's hand with the rattle as she offers it, he 

will find it easier to open hls fist and grasp the rattle. 

Coincidental with the infant's earliest success in purposeful 

1 
i 
1 

\ 
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, grasping of an object cornes his purposeful shaking of 

l 

a ra t t 1 e • ln terms of cause and effect behaviour or 

cognitive development, he has come to understand that 
~ , 

If he shakes theJrattle, he can produce sounds (Badger, 

1977, p.51). 

Whén the infants were between three to ·six 

months, mothers learned that the babies' want new and 

novel experience and thus develop in relation to the 

variety of sensory input that they receive. For example, 

something to 'look at becomes somethlng~ to touch, whereas 

something to hold becomes somet~ing to ~outh. Therefore, 

they were encouraged to adapt household items as instru-

ments of activity for thelr bables. Between six and 
./~ 

twelve months of age, the infants Increased their activity. 

The physicaJ arrangement of the classroom changed provid-, 

ing an ever~changing array of materials in order to 

stimuJate the deveJopment of the infants examining behaviour, 

fine manipulation co-ordination. tactile awareness. release 

of objects in relation to a target. sociaJization and imita-

tive learning (Badger~ 1977. p.53). At this time too. 

infant-infant interaction became part of the teaching-Iearn-

fng format in the classroom. During the infant develop-

mental period From twelve to eighteen months, the mothe~s 

learned that the Inner force which propels their children 

From one stage of development to. another, ts the drive to, 

-~----------_ ... 
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become, independent, the drive toward mastery of their 

environment and the drive"to fit in socially'and to 
-/ 
'1 
J 

please. The mothers were instructed,to satisfy' their 

infants' needs to please and to become part of the 

sciai environment by taking time to play with them as 

th Y mastered new skil Is and by rewarding them with 

th~ r presence as weIl as with praise. 

Results of infant tests at twelve months on 

the ~.!iriS-Hunt Infant Ordinal Scale of Psychologlcal 

Development and Bayle.y Infant Scales indicated that in­
-.,. 

fants of young mothers attending weekly classes performed 

significantly better than infants of young mothers in the 

home-visited comparison group (in fact, the latter infants 

had alre.ady begun to fall behind). This treatment eff~ct, 

however, was not noticeable in infants of slightl~ older 
\ 

and more mature mothers whose infants performed equally 

weIl in class and home-visited groups. It was also noted 

that two sociological variables negatively influenced 
i' 

infant performance. That is, infants of mothers living 

alone,performed less weIl than infants of mothers' 1 iving 
r_~_r 

within extendeâfamilies or with a husband. Secondly, 

infants of mothers categorized as having multiple problems' 
i 

performed less weIl than Infants of mothers who were not 

50 described. 

Although,this programme was only a pilot stüdy, 

results suggest that the mother-infa~ts group ~pproach 

.. ' , 
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incorporating special class and stimulation techniques 
f. 

i s e f {' e c t ive, es pee i ail Y w i th' h i g h ris k, ad ole s c e n t 

mothers./ Furthermore, the postpartum ~eriod appears 

to be the optimal recruitment time. 

Replication of this type of study (although 

with a different population), using similar stimulati-on 

and classroom approached appears desirabJe. Finally, 

the infant development .tests used to assess the child-

ren in this study seem to be' sensitive enough to recog-

nize the cognitive gains made by the chiJdren. 

Conclusion 

ln conclusion, the stimulation and intervention 

programmes dealing with high risk children lend a great deal 

of insight as to the malleability of the child's cognitive 

Jevel and his susceptibiJity to both his environment in gener- -

a Jan d the mo the r - chi ) d i ~ ter a c t i Oil he exp e rie n ces i n par tic u Jar. 

The question remains, howev~, as to the importance of programmes 

of this nature with respect to physically and mentally normàl 

infants living in middle class environments. ln particuJar, 

noting the success of the stimulation intervention programmes 
1 

mentioned ft is interesting to determine whether normal in-

fants can enhance development. Because of the battery of 

tests used in the various studi:s reported it becomes imp,ortant 

to note which infant developmentaJ test (if any) ts in fact 

-~----------,..-
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sensitive enough to pick out cognitive gains. Many suc-

ces~ful intervention programmes a~pear based on the assump-

tion about parents that "progressivism" purports: 

(a) that ~parents need expert knowledge and training in 

infant education, 

(b) that parents can run effective programmes, and .,,, 

(c) that parents and educators can be resources for e~ch 

other (Lamb i e et al, 1975). 
,.J 

The overal1 ~upposition is that aIl mothers have the poten-

tial to raise competent children and ~hat stimulation pro-

grammes can be designed to support mothers into reallzing this 

potential. Thus programmes that are de~igned to assist 

mothers gain a better understanding,of developmental pro· 

cesses and ta involve them as co-equals with teachers in 

evolving goals for their children are berteficia(. Indi-

vidualization, (the establishment of specifie goals) hélp make 

it meaningful to eaeh m6the'r and compatible with both her 

own and her child's personal needs and preferences . Fi~ally, 

. the continued motivation and attendance of mothers is of crit-

Ica! importance. 

When examining the literature in the area of 

infant stimulation, it appears that many questions have been 

left unanswered. For example, which childre~ receive the 

most benefit From which types of programmes? How specifie 

should the guidelines and instructions be to the mothers? 

Furthermore, can developmental accelerations of chiJdren in 

._---~~-------+:- ~ ;-
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intervention programmes be picked up accurately via 

infant assessment measures1 These questions became the 

foci of the present study. 

• 
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oCHAPTER III 

RESEARCH DES 1 GN 

PRINCIPLE AIHS 

The principle aims of this study, folJowing 

From the introduction, are to develop qn infant-stimu-

Jation, parent-education programme which can facilitate 

individual deveJc;>pment and award parents f~>r their care-

taking efforts in a positive manner. Another aim is 

to determine whether-certain developmental te~ts are 

sensitive enough to pick up developmental gains. Posi-

'tive results were expected with respect to these hypotheses 

as a~resuJt of previous work in the area of infant develop­

ment and its relationsh-jp to the experiences of early mater-

nal practices and stimulati'on on children. l, 

A second !Ine of query is to deter~ine whether 

the nature of the _~intervention programme (structured versus 

non-structured) or !ength of. time (twenty-two'sessions 

versus eJeven sessions) affect the results. Again, 

research in the area suggests \hat the se two factors mày 

be of significant importance. 
~ 
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METHO 0 

SUBJECTS 

The study initially contained eighty subjects 

(twenty per group) but through attrition, the number 

decreased. The infants who participated in this study 

were ail between the chronological ages of 2 15 mon th 5 

at the time' of the prelîminary tes_,~ing session and exhibited 

no known cogni~ive or physical abnormal ities. Three of the 

chi ldr.en were premature infants. Although it was not a 

necessary criterion, aIl the babies were members of white, 

middle class backgrounds in the Montreal ar:ea. The mothers 
, . 

of the children were ail highly motivated as exemplified by 

the fact that they sought out the programme of their own 
j 

accord, and those who registered in the actual programme 

experimental groups paid a tuition Fee. 

The .mean ages of the chi Idren varied for each of the 
\ 

four groups involved in the study. The two twenty-two session 

groups contained children of an average of 7.6 months. The 

eleven sessio~ group of children waS aIder, being approxi-

mately 2.0 months. The chi ldren in the .control group fell 

into a middle age range, being an average of 8.2 months (refer 

to Table 7 for exact means). 
\ 

The mothers were' mostly young 

(mean a'ge of about 30 years) and, thus, had only one child t~ 

çare for, although there were several who were in their mid-
I 

'thirties or older and/or did tend to other children at home. 

", 

\ 
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, 
~y the end of the programme, the Structured Twenty-two 

Session group included seventeen mother-child dyad's. 

The Unstructured Twenty-two Session group included sixteen 

mother-child pairs. The Structured Eleven Session group 

and the control group were composed of thirt~en and eleven 

mother-infant dyads respectively. 

TREATHENT 

"Fhe HcGi Il University Rea~dy-Set-Go Infant-Chi Id 

Parent Programme is an infant-stimulation/parent-education 

programme designed to enhance the development of infan~ cog-

nitive compet~ncies. Usi~g Research, Service and Tra~ning 

a 5 i t s bas i ete net s, i t 5 go aIs e n c om pas se d a w ide 5 pee t ru m 

-in the field of child psychology.' P rima ri 1 y, t h'e i nt e r-

vention programme consisted of a two-and-one-half hour time 

schedule. The first hour was devoted to infant stimulation, 

at which time mothers, through the aid of a comprehensive 

staff (psychologists, pediatricians, speech therapist, audio-

logist, occupational therapist, child care workers acting as 

teachers, models and resource person~el) provided their off-

spring wi,th exercises and ac-t;.Ivities designed to facilitate, 

cognitive, language, fine motor and gross motor development. 

Mother-child dyads were often divided in~o smaller groups, 

thereby allowing the staff to concentr~te more closely on 

specffic age groups. Questions were often asked and discus-• 

sion sessions often accompanied the activities. 

---------------------------------.--------
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The second hour of the programme w~s devoted 

\ 

to parent education ~n a classroom-type $eminar in which 

mothers (after havi~g left their ehidlren with child eare 

wo r k ers) par t i e i pat e d . Here, t~ey experienced the 'ed~ca-

tional ' component of the intervention. A nutritionist and 

pediatrician, as weIl as the other staff members mentioned 

previously, offered lectures in their various areas of expert-
, 

Ise. VÎdeo equipment, overhead projections and other audio-

visual techniques were often used. Team teaching, group dis-

eussions and specifie lectures were incàrporated. Each mother 
1) 

r e c e ive dan eOl a b 0 rat e han d bop k., 0 f r e adj n 9 s d e a"1 i n 9 w i t h rel e-
''< 

vant areas of child development. Topies in the curriculum 

'included cognitive development (focussing on behavioural 

sequencing, the object concept, initiation, manipulation, quan-

titave thought, aspects of Piagetian developmental t~eory), 
~ 

motor development (stressing the~relevance of toys, play 

materials and equipment and their age appropriateness), 

language development '(outlining the mechanisms of the way in 
, 

.which children learn to talk and the stages of language acquisi-

t ion), n u tri t ion and i t s rel e van cet 0 co 9 oTt' 1 ve de v e 1 0 pme nt, 
" 

and beh~viour ~odification. 

The final half hour of the'programme was allotted for 
, 0 

individuaJ consultation at which time, motHers experieneing 

problems with their offspri-n-g-were approached.--An important--
, , 

element of the programme was the opportunlty for the mothers 
, 

to share the experiences they encountered wi~h others in simllar 

situations. A fourth component of the p~ogramme not pr~yi-
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ously mentioned was the inclusion of several parent 

evenings in which both mothers and fathers of the chi ld-

ren attended. The curriculum was similar to thàt 'previ-

ously outlined and was also presented in a classroom fashion. 

This aspect of- the intervention afforded the fathers an 

apportunity to participate in the parenting programme. 

The design of the study incorporate~ a two-by-two 

matrix incorporating total time involved in the programme, 

and nature of the curriculum. The time element was based 
" ' 

either on.a twenty-two week consecut.Lve session programme or 

an eleven sessio~, ~lternate week programme. l'he nature of 

the programme was based on either a structured (behavioural) 

or unstructured (ec.1ectic) approach. 

Upon admission into the programme the chiJdren were 

_randomly assigned to one of three experimental (intervention) 

groups or to a control group. The specif'ic conditions of 

each were: 

-(A) 
, , 

Structured Twent1y .. two Sessions. ~In this group, the seven-

teen mothers and babies experienced a one-hour session in 

which they were, in:>tr~cted ];>y a pstychologist, occupational 
~ 

thera~ist ~nd/of speech therapist and had an opportuniti ta 

work together", That Is, the pr~fessio!hal involved would , 

describe the child's development in a particular area, 
, 

following which'·an-exercise would be modellèd._ 

The mothers ~ould then actively engage thei r eh·i ldren. 

l , 
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~ 

in the activi ty. Supervi~ion and explanation was 

'c;arefully provJded. To ensure that ail participants 

received the information, the group was often divided 

into small~r sub-groups "according to t;jl.e age of the 

chi Idren . Following this part of ,the programme, the 

mothers left thei r chi Idren and attended' a one-hour 

lect~re deal ing with a relevant area of chiJd development. 

The curriculum for this part of 'the programme was care-
1 

.fully prepared in adv~nce. Mothers were raught specifie, 

predetermined lessons and were t~en give~ a ho~ework 
, ' . 
,assignment to ~pply to their, own children. 

was dealt with fo~ ~wo consecutive weeks. 

~ 
Each subject 

1 n the second 

week, the formaI lec"ture was replaced boy a practical work-
o 

sha.p . 'A handbook a~d assorted readings were distributed ,. 

, t 0 the mo the r s . 

(Refer" to Appendix) 

..". 

Oppor~unity for individual private consultation presented 

itself f~ll0Wi~g the lecture: . ihis t~eatment group also 

expe~ieneed the benefits of six parent education eveni~gs 

to which fathers were also ·invited. 

-Unstructured Twenty-two Sessions. This treatment condi-

tion was sJmi lar to the structur-ed twenty-two session (A) 

except that the sixteen paren~s lnvolved indicated the 
{ 

topics they wished to, ~eal with ln the lecture hour (there-

,- ) 

.. -- ---_.,-------,_.~-"--_. 
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fore, the currfculum was not as riif(dt~ preset). 
fi 

ln addition, the mothers 'received no homework assign-, 

,ment and no workshops were included." The teams 

included the same personnel. 

~\ 
\ 

Structured~Eleven Sessions. This treatment differed 

from the others in that the thirteen mothers an~ infants 

attended thi s,programme every second week as oeposed to 
~, 

every week as in conditions (A) and (8). Thus, they 

received ~~orkshop sessions, had half the numbe: of 

... sessions and only three parent even'ings were scheduled 

. 
for them. Howeverq the duratiQn of ail treatment 

remained ~onstany~SePtember - April). 

It is importan~,~,!ote at this time that the 

design of the programme has a flaw in that one cell from 

the two-by-two format was not included. 

th'ere' was no unstructured, e ?even sess ion 
, -' 

Specifical.Jty 

programme. 

Hence, the design was ,not appropriately counterbalanced. 
~ , 

This could not be co'ntrolled far due ta the elaborate 

parameters of the existing sè,rvice programme artd the' 
't .cf# 

resources (bath in t,me and personnel) available,in\,the 

Ready-Set-G~ Programme. 

fontrol Group. 
; 

This group of eleven children received 

no pro,gramme other than the dellelopmental testing. 

The entire ~~amme ran for a total of eight months. 

"'-'. _; ,r ./ 
• 

t· 
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There was J one-month midterm winter break. For the 

~ twenty-two sessi.on groups· ..... (Groups A and B) eleven ses-

sions occurred before the break and eleven occurred 

a f ter i t ':: F 0 r\'\ he e 1 e ven ses s ion 9 r 0_ u p (G r 0 u pC) , 

five sessions oF9~rred before the break, whi le six 
.,~-/ 

o4j:curred following i t. AIl pa ren t even i ngs took pl ace 

following the brea~. 

TESTS 

FolIo win 9 the w 0 r k o~ a d 9 e r (1 9 77), B rad 1 e yan d Cal d weil 

( J 9 7 6), Che s t n u t (1 9 7 n, Fie 1 d set. a 1. (1 9 7 8). Wa c h (1 9 7 3) , 

Wach, Uzgiris and Hunt (1971), ,the developmental measures 

selected for- this study iJJ..clude ,the Bayley Infant Mental 

Developmental Index (Bayley. 1969), the Uzgiris-Hunt Ordinal 

Scales of Psychological Development (Uzgiris and Hunt, 1975) 

used for the assessment of Piagetian stages 1)f sensori ... motor 

development and the Denver Developmental Screening Test 

(Frankenburg and Dobbs. ) 96]). 

Wi th respect to.the Uzgi ris-Hunt Test. each of the sub-

sc'ales that are included within it (eight in total.) were ad-

mini~tered independently of each other or were analyzed sepa-

1 rately. (Please refer to the Results Section for the maoximum 

scores obtainabJe on each subscale.) 

.. 
ADMINISTRATION OF INSTRUMENTS 

The three tests were administered to aIl the subjects in 

random order by a staff of trained examiners. AlI examiners 

-------.-----._---_._ .. _~-._.----~--------~~,_ .. ~--.----
'fi' 'v" ':. ".J.~ oC. " 



c 

1 

~ / 
( 

" 
~YI - ~~"l"'!~ t ,~ .. "1 .. \ ........ )l, ........ "" ,~,. ~-!~r ... ~-~ '::: -~."'tl'./f<"',--~-~r'· ... --'" .... 'k~ ' .... l'" 'I_~~ ...... '''' ~ """"~ ... _,.....,. .. , "\- .~~~<- "'.!'--<J&-~\" t ...... '~ .. ':...,it." "" ... ·"}T~. .r-r-~ '"(f~" ~",_""",_~"""T_"' ___ ~ ___ ...... _. __ 

/ 
! 

J 
/ / 71. 

of the Bayley and Hunt tests (five in tot~J) were tr,ained 

by a single researcher according to the.appropriate manuals, 

and we,re carefully supervised in order to ensure Ithat reli-

ability and validity standards were maintained. The two 

examiners administering the Denver Developmental Screening 
" 

Test followed the same rigid standardization. No constralnts 

were established as to the amount of time allotted for the 

administration of any tests. However, each examiner was in-

structed that no test session should end befor~ she was cer-

tain of the results of each presented item., To avoi'éJ prob-

lems regarding'varying test performances élue te interruptions 

in the child's daily schedule, aIl the tests were administered 

randomly during the day, except when fatigue entered. 
~ 

The 

assessments were separated by three month intervals, thereby 

resulting in pre-tepm, mid-term and post-term scores. 

The assumptions that are built int9 this research are 

that the sample of mothers and children involved are psychol-

ogically normal and are experiencing no major detri'mental 'in-

fluences in the home; that they are a re)atively homegeneous 

group (al{ middle class, Caucasian) and that they are ail equally 

as likely to follow the prescriptions of the programme. The 

developmental tests used for the study are presumed val id and 

reliabJe but not predictive ln nat\Jre. Furthermore, it is 

assumed that aIl examiners have equal effects on aIl the chi-14-

r e n and t ha t a JI the 9 r 0 u P 5 r e c e- ive d e qua Lat t e n t ion and i n 5 t r u c -

tion by the professional team (except for the predetermiried 

areas of study). 
( 

, .'- . -,- ---~--'------
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CHAPTER IV 

- RESULTS 

The results of this study will be 

examlned and discussed with J"'espect to the 

test used for analysis. That Is. first of 

aIl B a y 1 e y r es u 1 t s, the n H un t r e sul t san d , 

finally, Denver results will be described. 
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(A) BAYLEY TEST- SCORES 

'. 

Results of the descr:iptive statistlcs _indicate/ 

that males and females .did e<ilually weil on aIl deveJ-

opmental tests. AI though ma 1 es in i t i aIl Y s co red 

h!gher than their fêmale counterparts, females gained 

slightJy more in terms of developmentaJ scores by th~ 

end of the programme.' the Bayley Test for tlntellectual 

Oevelopment corrects for age prior to attributing a 

nume,rical value (mental developmental index score - MOI) 

to the child's performance. 

Ta b 1 e 1 s u mm a riz est he me a n li 0 1 and s tan da rd' de v i -

ation scores for aIl the subjects on the Bayley Mental 

Scale of Development.~ 

TABLE 

MEAN MDI SCORES AND . 
STANDARD DEVIATIONS ON 

THE BAVLEY TEST OF MENTAL DEVELOPMENT 

GROUP* s,do O.S. S • 0 • 

1 ' 100.06 ~O 109.06 13, j3 n 8.12 11 . 25 
, 

2 96.69 14.48 102.23 10.60 . 112.15 14.98 
l, " J 10 J • 36 13.48 102.82'. 11 .55 118.12 14.97 

4 102.80 11 .60 101. 82 13.20 1 06 ~12Q 13.48 ' 
.-, '" . ., 1 

*Group l Structured Twenty-two Ses5- ions 

Group 2 Uns tructured Twenty-two Sessions 

Group 3, Structured El even Sessions 
" Group li Con t ro 1 ,- ...... 

\ , 
' "-

,. ,-'~~7~ ,--'1 1 •• '\'~''''''' ___ ~ __ • __ ._,_ ... _lt>oIô_'oIlo 
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As can be seen From Table 1. ail the children 

From a Il the groups score at an equa 1 and average 

level during the first testing session with means of 

100.06,96.69,101.36, and 102.8'2, {or groups one 

through four respectively. An analysis of variance 

indicated no significant differences between groups. 

By the second testing session Group one, the structured 

twenty-two session group, shows a marke~ advance'over 

the other three groups (which are obtaining mean scores 
1 

of approx'lmately 102) with a mean of 109.06. By the 

end of the programme, both the structured twenty~two 

ses~jon group and the structured eJeven session group 

have the highest mean scores (118.12 and 118.2]) res-

pecti~eYy with the unstructured twenty-two session 

.g r 0 u p 0 b t a t n i n g a s cor e 0 f 1 1 2. 1 5 . The control group 
f 

shows the least improvement with a final mean score of 

106.27. 

ln terllJs of the standard deviations of the groups, 

d~oup one has the most homogeneity white Group two 

shows the most deviation. At mid-term, however, Group 

two becomes slfghtly more uniform. Sy the er!.~L9i~e 

programme, however. this group pnce again shows as much 
.r' 

deviation as Groups two, three and four (the standard 

deviations betng 14~97~ 14.98 and 13.48 respestively). 

Only Group one stiJl maintalns mor~ homogenelty, obtain~ 

ing a standard devi'at-ion of 11.25. 1 . 

. _._------:------~_........:.~------_. -
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The three groups that actlvely participated 

in the programme ail show marked gains in terms of 

mean MDI (mental deveJoptnental index) scores frpm . 

the pre-test to the post-test' scores. Tha't is, as 

can be seen in Table 2, the structured twe"-~y-two 

session group gains 15.46 points and the structured 

eleven session group gains 16.91 points. 

TABLE 2 
\ 

MEAN DI FFERENCES, BETWEEN 

TESTING SESSIONS ON THE 

BAYLEY TEST OF MENTAL DEVELOPMENT 

Group* 

1 

2 

3 

lt 

*Group 1 

Group 2 

-Group 3 
Group 4 

TESTING SESSION , 

T2-Tl T3-T2 - T3-T1 

9.00 .- 9.06 18. q 6 

5.54 9.92 15.46 

0.46 15.35 16. 91 

1. OQ 4.45 3. q 5 
1 

Structured Twenty-two Sessions 

Unstructure'd Twenty-Two S.essions 
'1 ç..-

Structured Eleven Sessions 

Control 
• 

The cOhtrol group, not havlng had the experiences of 

the sti~ulatiQ~, education ~nd attention of the staff, 

<~t 

however, gains only 3.45 points over the olne month span 

of the programme. Although Group one gains virtually 

. ] 

t • 
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-the same amount betwe,en the fjrst and s.econd testing 

sessions and second and third testing sessions, the 

other three groups exhibit more g'ains between' the 

latter two testing periods. ln particular, Group 

three (the structured, eleven session group) appears 

to have minimal improvement between the pre and mfd-

../'- ter m tes t s ( 0 . 46 po·i n t s) but the n es cal a tes 1 5 . 35 

points between the mid and post-test sessio~s. 

The results of the analyses of variance follow in a 

simi lar pattern. When the dependent variable is 'test-

ing session' it is clear that there are no significant 

differences across groups over ail three experimental 

groups, although the results of the third testing are 

approaching signifrca~ce. F ratios for testing sessions 

one, two and three are F(1,3) • 0.61, F(1,3) • 0.06 and 

Fel,3} = 2;65 respectively, .Q) .05 in aIl cases. 

When the dependent variable is 'difference score' 
\ 

on an analysis of variance, ,the results are differenJ. , 
.-----

When O~ (the difference betwe,n the scores on the first 

two testing sessions) and O
2 

(the difference between the 

second and third testing session) are examined, there , 

are no significant differences (F(1,3) • 0.17,2).05 and 

F(1,3) = 2.55, R) .05 respectively)._ 
1 

Howeve r, the di f-

ference between the first and fina1 ,testing session -(0
3

) 

"" .' 

. .1 . 

1 

,t. ~~~ 
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is statistically significant with H1.3) - 4.24, 

.2(.05. These results are summarized in Tables 3 

and 4. 
, 

The analysis of variance with respect to the dif-

ferent groups Indi ca~es the success of the programme. 
,l 

Groups one, two and three, (the structured twenty-two 
~./ . 

session group, the u.nstructured twenty-two session 

group and the structured eleven session group) all have 

significant F-values as can be seen in Table 5. Group 

four (the control group) has a non-significant F-value 

of .37, indicating that this group achieved no statistj-

cally signifjcant differences over the course of the year. 
,{ , 

However, it is important to note that the members of thi,s 

g r 0 u pst i 1 1 rem a i n w i th i n t he il 0 r mal r a n 9 e 0 f de ve 1 0 pme n t. 

TABLE 3 

A N A LYS 1 S ,0 F V A RIA NeE W IT H 1 TE 5 T -"'1'fG~ SES S ION 1 

AS THE DEPENDENT VARIABLE ON 
THE B A Y LEY TES T 0 F HE NT AL 0 ~.v E L 0 PME NT 

Source df Mean Squares 

*T5 1 1 89.03 

T~2 1 a'.81 

TS'; " 1 501.43 

*TS Testing ' Session 

F 

0.61 

0.06 

2.65 

' J2.-

.44' 

.81 

• 1 1 
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TABLE 4 

ANALYSIS OF VARIANCE OF 'DIFFERENCE SCORES' 

ACROSS ALl FOUR GROUPS ON 

THE BAVLEV TEST OF MENTAL OEVElOPMENT 
, 

Source df Mean Squares F 

T2':T
1 

T
3

-T 2 

T
3

-T 1 

1 41J.83 O. 17 

1 643.14 2.55 

1 1,013.02 4:24 

TABLE 5 -J 

A N A LYS 1 S 0 F V A R ~A N C E B Y GR 0 U P S ,­

OVER TESTING SESSIONS ON 

THE BAYLEY TEST OF MENTAL DEVELOPMENT ,.. 

Source df Mean Sq ua res F 
. 

*Group 1 2 1.386.02 10. 5~ 

Group 2 2 797.67 4.38 

Group 3 2 965.94 5.3] , 

G<toup 4 2 60.09 ' 0.37 

.Il. 

.6fl 

.12 

.04 

.Jl 

l 

.0002 

.02 

.01 

.70 

*G,roup 1 Structured Twenty-two Sess'i ons' , 

Group 2 Unstructured Twenty-two Sessions 

Group 3 S.,t r.u c t u red Eleve!, Sessions 

Group 4 Control 

.' 
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UZGIRIS/HUNT TEST SCORES 

The r e sul t s 0 f ëh e U z 9 i ris - Hu n t a rd i na 1 S cal e s 

of rsychologlcal Development can be examined both in 

terms of total scores of the test as a whole and in 

terms of scale scores in order to determine where ad-

vances, if any, are occuring. Looking first at to~a1 

scores (Table 6) it appears that during the pre-test 

session all four groups obtain approximate1y equal 

total s~ores with Group three showing a slight non-

significant deve]opmental advancement (the mean scores 

b.eing 2'4.28,25.23,30.27,27.73 for groups ,one through 

four respecti~e1y). The maximum possible total score 

i s 67. During the second testing se~sion the structured 

twenty-two session group shows a slightly higher mean 

total score than the other three groups. Sy the end of 

the year, the three programme groups aIl demonstrate 

htgher scores than the control group. with Group three 

obtaining the highest mean score of 58.00, Group one 

scoring 56.65 and Group two scoring 51.00. ,The cor t ro 1 

'n ter ms 0 f 5 t\.n.d.a rd 

most homogeneous whi1e the 

group obtains a mean of 45.27. 
'. 

deviations. Group one i~ the 
! 

.' ->' 
cont')oJ group,shows the most deviation throughout arlJ ,., 
thr~e tes~in9 sessions. 

,.J. 
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GROUP 

1 

2 

3' 

If 

1 

** 
24.88 

25.23 
, 

30.27 

27.73 

o' 

8.2... 

TABLE 6 

TOTAL KEAN SCORES AND 
STANDARD DEVIATIONS ON 
THE UZ,G 1 k 1 S/HUNT TEST* 

TESTING SESSION 

6 2 

s . d . .. s.d . 

12. 13 39.88 13: 50 

16.74 35.38 18.10 

13. 73 37.64 15.78 

19. "'7 35.09 18.27 

-

3 

s .d. 

56.65 10.44 

51 .00 14.8'8 

58.00 13·77 

45.27- 15.13 

* Uzgi roi s/Hunt Test wi Il be used)s the abbre· 
viated oame for the Uzgirls-Hunt Ordinal 
Scale~ 'for Psychological Development. 

** Group J Structured Twenty··two Sessions 

Group 2 Unstruc~ured Twenty-two Sessions 

Group 3 Structured Eleven Sessions 
~ 

Group 4 Control. 

The scores in this ..age related test are expected 

to improve from testing session to ~estjog session due 

to the fact that the ctd Idren increase ln age. Table 

7 9 Îves th~ mean ag es fo.. the groups a t each tes t i ng 

session. 
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TABLE 7 , 
-', 

MEAN AGES FOR All GROUPS 
<:> 

ACROSS AlL TESTI"NG ~ESS IONS ON 

Tt E UZG 1 R '1 S/HUNT TEST . . 

, nST 1 NG SESSION , 

1 2 3 
. 

Group 1* 7.71 ~ 9.59 14.5' 
u 

Gr,oup 2 7.31 9.31 13.77 
D 

Group j . 9.09 il 10.73 15.27 
, '\ , , 

la " 8.00 ,13.36 Group '\ HL 91 , 

\ - " 

. 
, 

, a 0 

\~Structured Twenty-t~o Sess ions ~ 
Gr~up 2 Unstructured Twenty-two Sessions' 

Group 3 
Group ,. 

1 

St ructured El even' Ses si ons 

Côntro,1 
"', 
\ 

1 

Ta1b 1 e 8 summa r izes- the ,mean ga i n seo res on the 
, " 1 . 

Uzgiris/~u.nt. It iltustrates that fromtheoutsetof . , 
, 

the programm~ ,unti 1 fts éompletion, the structured 
. , 

twenty"-two:'sesslon group gains t'he most (31.77) whi ~e 
Ji ',r 4 

,) 

the con t r 0 ) , 9 r 0 tJ P 9 a in s the 1 e a 5 t (ï 7 ' 54 pOo i nt 5 , " 

Group two tunstructured twe~ty-'two,sesslion gr~up) 9aln~ , " 

~~ .,V po i nts wh Il e G.roup three (s.truc t ured el even ses­, 
5 ion 9 r 0 ~ p ) gai n,s 2"1 ~ ? 3 po i n 15 , 

,/ , 

Be ~)'e'n t ~~ fi r's t two () 

\ testtng sëss ions and fina l, two tes t.i.ng" ses's ions, Group 

"\ 

(. 
~ 

~, 

• 

, ' 
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( 
one continuou~ly exnibits the greatest gain scores 

wnen compared to the other groups. ln general, how~ 

ever, mOlt of these improvements occur be~ween the mid 

. and post-test span. Group thrée exhibits the largest 

gains in performance in that from the pre-test to the, 

mid-test session'ft gains virtuaJJy' the same,number of 
l -

points as does the control group (7.37 as comp~red to 
~ ~ 

7.36}. However, from the mid-test, tO the post-test 

pertod, infants in this group gain a substantial 20.36 

points . The c'ontroJ group gains only 10/18 points. ' 

Groups one and two gatn )6.77 and 15.62 points respect-

ive 1 y. 

It must be noted before proceeding that the 

scores that have been discussed up unti! this point are 
1, 
raw performance scores representing total number of items 

, 
answered correctly and the data presented in the tables 

th.us far for the Uzgiris/Hunt Test are not, as yet, 
~ 

t .... 
va ri ed for age. il 

TABLE B "î 

MEAN GAIN SCORES ON THE UZGIRIS/HUNT TEST 

Testi'ng Session TS 2-TS 1 
TS

3
-TS

2 TS 3 -TS l 

Grè>Up 1* 15.00\ 16.77 31 .77 

Group 2 J a. 15 15.62 25.77 

Group 3 7. 31 20.36 27.73' 

Group ,. 7.36 10.18 17.54 

* Group J Structured Twenty-two SÊssions 
Group 2 Unstructured Twenty-two Sessions 
Group 3 Structured Eleven Sessions 
Group 4 -Control Group 

\, 

co-
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The res u 1 ts of the s ubsca 1 es of th j·s tes t 

(Tables 9 - 12) indicate where tbe advances are 

occuring when, in fact, they are Ileing made. The 

maximum' subscale scores are as follQws: 15, 12, 6, 

4, 7,1'-, 10,2. On the fjrst scâle measuring obJect 

permanence and visual pursuit (maxim~m score being 15) 
" ' 

th; structured twenty-two session group scores approxÎ-

mately one point, below the other three groups at the out-

1 set of the p rog ramme (the me~n be i n9 4.41 as campa red ,to 

5.46, 5.36 and 5.55 for the unstructured twenty-two ses-

sion group, the str~tured eleven-session group qnd the 

control group respectively). H ow'e ver, b Y t h e" end 0 f 

the programme it achieves as high a mean score as Group 

three (12.41 versus 12.45). The unstructured group 

follows with a mean score of 11.00 whi1e the control 

group lags behing with a score of 10.00. 1 n terms of 

gain scores, Group one gains the most between the fi'rst 

two testing sessions when compared to the other groups 

~.53 pointsl while Group two gains the least (0.92 points). 

However, between the second and ,thlrd session, Group'two 

makes up this difference by maklng the most progress (4.62) 

while the control group begins to show a lag. gaining 

only 2.45 poi'nts. Q.yerall , Group orle ..shows the most 

gain over the three testing sessions (8.00 points') fol-

Ipwed by Groups three (7.09 points), two {5.54 points} 

and the control group t4.45 points). 

----- . - -
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On the second scale measuring the developmenr of 
,,,1 

means for obta in i ng des i red envi ronment.a 1 
~ 1 ~ 

mum score belng 12) aIl the groups start 

events .{maxj­
~ 

out at approxl-

matefy the same developmentallevel (4.29, 4.46, 4.91,. 

4.91. for Groups one through four respectively). Dy 

the final testing se·ssion the.control gr~up achieves' 

sI ightly below the other three, obtaining a mean score 

of 8.64 poin.ts as çompared to the other three groups 

(l0.35, 9.46 and 10.36 points for Groups one through 

three respectively). Again, with respect to gain 
l. 

scores, Group-'Ojne gains the most points ~ver the .three 

testing sessions (6.06 points) while the control group 
. 

gains the least (3.73 points). Groups two and three 

gai n 5. 00 and 5. 45 po Î' n t s r e s p e c t ive 1 y . Wh il e Groups 

one, two'and fo.ur gain p<frnts consistently between the 

three testing ~essrors, Group three gains relatively 

little between the. pre-test and mid-term test but ex-

hibits greater gains than the,~th~r three groups between 

the \mid-term and post-testing sessions." 

The th'ird scale, .which measures imitation, is fur-" 
i 

ther divided into two subscales: vocal {m'aximum score 

being 6} and gestural (maximum' score being 4). On the 

frrst subscalé (vocal), Group three st"arts out at a 

sltght~advantage oveT the 'other three ~(3.09 points as 
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compared t,o 2.47·,2.62 and 2.36 points for G.roups one, 

1 two and, four respectively). By the final testing ses-

si-on, h.owever, again Group one has the highest mean 
, " 

'"score '(4.88) whiJ.e the control group has the lowest 

(3.'64) . Groups two and thrèè- fall ln the mlddle with 

sc~res of 4.00 and 4.82 respectively. Al J the groups 

,g~ln almost nothing bètween the first two testing ses-

5 ions. T,hus, any advancement that occurs, a(ppears 

betwe~n the mid-term and 
. . 

shows a 51 ight advantage 

post-~erm tests. G\OU P one 

in ov~ra\l1 gain scoreS (2.41 

. as ,compa red to 1.38, 1.78 and 1.28 for Groups two 

th'r:ough four). 

" . '\rIi th r~spect to th!,! second subsc,ale (gesturaJ)' the 

results are slightly divergent. Although the control 

group fnitially obtains a higher scbre than the other 

three groups (1.36 as compared to 0.59, 0.92 and 0.82 
, \ 

for Groups one, two and three) by the final testing ses· - " 

:', s ion, i t i s· t ~ est r U c t ure deI ev e n 5 e 5 s Ion' 9 r 0. u p t h a t h a s 

th~ adva n tage. The control group scores the lowest. 

AI L t,hree programme groups demonstrate gains between 

tes t Î n 9 s. es s Ion s ( e s pee i ail Y b e t w e eJ1 the 1 a t ter t w 0 ) 

white the control grtlup appears to remain constant, the 

mean scores befng 2.65, 2.16, 2.54 and 0.73 polnts for 

the f 00 r 9 r 0 U P s r e s p e c t f ve l y • 

( 
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Scale four measures the(developmént of opera-

tional causality and ante.cedent-consequent reJatlon-

ships (maximum score being 7). Res u 1 t s 0 f t h i s S'u b -

l test indlcate that a11 groups start out approximately 

) equal; although Group two (the unstructured twenty~-, 

session group) scores stlghtly below the other th~~ 

The post-test scores reveal that Group three achieves 

thi highest final sco~e (6.45) while the ~ontrol group 

obtains the lowest (4.36). Groups one· and two fall 

in t~e mld~le wlth scores of 5.82 and 5.23 respecti~ely. 
, ) 

The control group begins to lag behind the other three 
1 

groups by the mid-terme Thus; the cont"ro 1 group shows 

minimal, development between testing sessions. Group 
\ 1 ~ 

three gains the most overall (2.81 as 'compared to 2.17, 

2.54 and 0.91 fOr.,.?uPs one, twô and four), and shows 

this developmentbetween the la.tter ,two testing sessions. 

On the other hand, Group two has ~\s 'most marked gains 

between the two primary testin~ sessions • 
. , 

Scale flve measure the construction of object rela-

t i on sin spa c e (max i mu m, s co r e b e t n 9 11). Initlally, the 

groups obtain divergent scores, wlth Group two scorlng 

10west, while Group three scores the hlghest. Durlng 

'" the second testtng session aIl the grO,ups become equal, .. ~, 
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\' 
obtaining about

/
S.5, points. By the ena of the .. , 

, , 
programme, Grou,p three obtains the.high score of 

9.73 points, .follo~ed by Groups' one (9.06 points), 

t wo ( 8 .. Q 0 po i n t 5 ) a n' d fou r (6 . 9 1 po i n t s) . Overall, l' 
1 

, .,' \ 

all the- partic~pating groups gained over fo~r points 

over the course of. the programme while thé control 

froup 
c 

Group·thr:e~ ga i ned on Iy 1. 36 P,o i n'ts. Aga in, 

shows very 1 i t t 1 e ga ,i n between the fi r st two testlng 

,sessions (O. 1 9 points) but - the Iflrgest gain of aIl 

.the,groups (4.09 points) between the se'cond and thlrd 

testing sesstons. 
o 

The slxth and final scale measures the develop~ 

men t 0 f s che mes f 0 'r rel a tin g 0 b j e c t s ( ma x i mu m seo r e 
, 

being J2}. . For this scale,' Group three ha5 the initial 

advantage but by the post-test, the three programme 

groups score equally ,(10.82,10.15 and 10.82-'for Gr9ups\~ 

one, t~o and t.h(ee respectively) while the cont.rol group 
\ . ./ 

scores the lowest • 
,-

'Group one (thE; 'S,tructured twenty-, 

two sesslon group} shows the most overall gain (5.64 

poin,ts} while the control group shows the: least. Once 

a9ai~, most of the developmental gains of.Grciup· three .....-- . 

occur between the latter two testing sessions! 

',1 
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TABLE 9 ... 

MEAN TEST SCORES FOR GROUP 1 
(STRUCTURED TWENTY-TWO SESSIONS) 
FOR EACff TE S,T 1 NG SESSION BY SUB-
SC~LE ON THE UZGIRIS/HUNT TEST 

1; RS 1 RS2 ~ RS3B Rs4 lli R'S6A Rs6B TOTAL -
4.41 4.29 2.47 0.59 3.65 4.59 4~47 0.71-24.88 
7.94 7.'69 3.29 1. 59 4.94 5.5'9 6.88 1. 71 39': 88 

12.41 .10.35 4.88 3. 2,4 5.82 9 . .06 8.82 2.00 56.65 
Subscale 

TABLE 10 
'MEAN TEST SCORES FOR GROUP 2 
(UNSTRUCTURED TWE~TY-TWO'SES~ 

•• .. IJ S·IONS) FOR EACH TEST'NG SESSION'" 
BY SUBSCALE ON THE UZGIRIS/HUNT TEST 

RS1 \. RS2 RS3A RS3B Rs4 RSS 
5.46 4.46 2.61 '0.92 2.69 3.53 
6.38 7.15 .3.30 1. 61 4.46 5.46 

11 . 00 9.46 '4.00 3.07 5.23 8.00 

1 

TABLE 1 1 

MEAN TEST SCORES FOR GROUP 3 
. (S TR U,CTU RE 0 ELE\YEN,SESSIONS) 

FOR EACH TESTING SESSION BY 
SUBSCAL~ ON THE UZGIRIS/HUNT TEST 

RSJ RS2 RS)A R!3B RS4 RSS 

5.36 4.§O 3.09 0.81 3.63 5.63 
8.54 6.54 3.09 1. 54 4.54 5.45 

12.45 10.36 4.81 3.3~ 6.45 . 9.72 

• ";\ . 
/' 

,/ 

'" 

Rs6.A 
4; 61 
5.76 
8. 15 

Rs6A --5.36 
6.27 
8.90 

RS6B TOTAL 

1. 00 25.23 
1. 61 35.38 
2.00 51.00 

l' 

RS6B TOTAL -
1. 36 30.27 
1.45 37.64 
1.09 58.00 

, 

'" 
;\r~ 

.;. ... 

'" ---:--~--;i-,~;-('~_?~'--' -
'.. ~ --
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TABLE'12 
, .. 

t:tEAN TEST SCORES FOR' GlROUP 4 
(CONTROL GROUP) FOR EAtH TEST-
SESS ION. BV SUBSCALE ON THE 

'UZGIRIS/HUNT TEST 

TS RSJ RS2 RS3A 'RS3B ~~4 RS5 RS6A RS6B TOTAL -.--
1 d , 

, 1 5.54 4,'90 2".36 1. 36 3\\ 54 4.54 4.27. 1.18_.27.73 
2 7.54 6,72 2.81 1. 45 3.63 5.36 6.09 '1 .45 35.09 
3 10.00 8.63 3.63 2.09 . 4:3~ 6.9q 7",09 1. 63 45.27. . 

Tables 1,3 through 21 Indlcate the mean gains betwee~ each 

testin9 session for all_9 rroups and aIl the subtests. 

TABLE 13 

MEAN DIFFERENCE SCORES aETWEEN 
TE,ST'NG SESSIONS 'FOR EACH GROUP 
AND SUBTEST RSl OF'THE UZGIRISI 
HUNT TEST 

.. 
Testing Sessions T 2 - T 1" T

3
-T

2 T 3-T 1 

Group 1 3.53 4.47 8.00 

Group 2 \ 1. 92 4.62 5.54 

Group 3 3. 19 3.9p 1 7.n9 i , 

Group 4 2.00 2.45 4.45 
, , 

" 

( 

... 

, 
\ 

• 
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TABLE 14 

MEAN DIFFERENCE SCORES B~TWEEN 
TESTING SESSIONS FOR EACH GROUP 
AND SUBTEST RS2 OF THE UZGIRIS/ 
HUNT T E.ST 

- . 
Testing Ses~ ions T

2 
-T 

1 T
3 

-T 
2 

T3 
-T 

Group 

Group 

Group 

Group 

~ 

1 3.36 2.10 6.06 

2 2.~9 2.31 5.00 

3 1. 64 3.81 5.45 

4 1. 82 1. 91 3. 73 

TABLE 15 

'" 

MEAN DIFFERENCE SCORES BETWEEN 
TESTI NG 'SESS IONS FOR EACH GROUP 
AND SUBTEST RS3A OF THE UZGIR(S/ 
HUNT TEST 

Testing Sess ions T 2- T 1 T
3
-T

2 T 3-: 1 
. . 

• , 

Group 1 '0.82 1. 59 2.41 

Group 2 0.69 0.69 1.iS 
. 

Group 3 a.' 1. Z3 1.13 

1 

Group .4 
, 

0.46 0.82 1 .28' .. 

1 

\ 

r 

'" 
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TABLE 16 

MEAN DIFFERENCE SCORES BETWEEN 
TESTING SESSIONS FOR EACH GROUP 
AND SUBTEST RS3B OF THE UZGIRIS/ 
HUNT TEST 

Testing Ses!iion T 2- T 1 T3-T 2 T
3
-T 1 

~ , 

Group 1 1. 00 1. 65 '2.65 
\ 

Group 2 0.70 \ 1.46 2.16 

Group 3 0.73- 1. 81 2.54 
, 

-
Group 4 , 0.09 0.64 0.73 

.. 

TABLE 17 

MEAN DIFFERENCE SCORES BETWEEN 
. TESTING SESSLONS FOR EACH GROUP 

AND SUBTEST RS4 OF ~HE UZGIRIS/ 
HUNT TEST 

. 
Testing SessÎons T 2- T 1 T 3- T 2 T

3
-T 1 

, 

Group 1 1. 29 0.88 2.17 . 
Group 2 1. 77 0.77 2.54 

Group 3 0.91 1. 90 2~. 81 

Group 4 0.09 0.72 0-.91 

. 

.r 

\-

.' 
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TABLE 18' 

MEAN DIFFERENCE SCORES 'BETWEEN, 
TES'TING SESSIONS FOR EACH GROUP' 
AND SUBTEST RS5 OF THE'UZGIRIS/ 
HUNT TEST ' 

" 

Testing Sessions T.Z-T 1 ·T -'1 3 2 T
3

-T
1 

Group 

Group 

Group 

Group 

1 "1',00 3.47 - -'4--;-47-

2 L 15 2.38 3.53 

3 0,91 2.64 3.55 

. 
4 1. 82 1. 00 2.82 

TABLE 19 

MEAN DIFFERENCE SCORES BETWEEN 
TESTING SESSrONS FOR EACH GROUP 
AND SUBTEST RS6A OF THE UZGIRIS/ 
HUNT TEST 

Test:,j n9 Se~s ions T 2'-T 1 T3-T2 T
3

-T l 

Gr:..-Oup, 1 2.41 1. 94 4" 35 
tJv 

Group 2 1.] 5 2.38 3.53 
~ 

Group 3 0.91 2.64 3 55 

Group 4 1 .8'2- \ 1.00 2.82 

______ • .l:~-

/ 

.. 
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TABLE 20 
, . 

ME AND 1 F FER E N CES COR ES B ~ TW E E N 
TESTING SESSIONS FOO EACH GROUP 
AND SUBTEST RS6B OF THE UZGIRISI 
HUNT TEST 

Te sAi ng Sessions T 2- T 1 T 3- T 2 ~3-Tl 
0 -

Group 1 1. 00 0.29 1. 29 
- . - --

, 

Group 2 L' 0.62 0.38 1. 00 
- --- ~ 

a 

Group 3 0.09 0.46 0.55 
, . 

Group 4 0.27 O. 19 0.46 

TABLE 21 

ME~ • DI FFE R ENCE SCORES B ETWE EN 
TES ING SESSIONS FOR EACH GROUP 
AN SUBTEST RS6(A + B} OF THE 
UZG 1 RIS/HUNT TEST 

, 

Testing Sessions T 2 -"(1 T 3- T 2 T
3

-:T
1 

Group J 

Group 2 

Group"3 

Group 4 

G 1 
1 

roup 
-/ Group 2 

Group 3 
Group 4 

3.41 2.23 5.64 

J. 77 ~. 76 4.53 
. 

J. 00 3. 10 4. JO 

2.09 1. 19 3.28 . 
Structured Twenty-two Sessions 
Unstructured Twenty .. two Sessions 
Structured Eleven Sessions ">' 

Control 

\ 

.. 
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Th ère sul t s o'f a n a 1 He s 0 f 'va ria n c e i ri' die a te' 
c 

,that du~ing the firs,t testing sess~on·, acr~ss, aIl ~roups. 
i i 

no,,!e of the subtests nor the to't'al ;,scor:e reaches signifi-

- "-
cance. That" i~, all groups st~rt ?ut on a!l ~ubscales 

equally.. At the s~cond testing se'ssi.on, h?,"iJ!ve,r, RS
2

, 
1 0 

RS 4 , Rs6A a'nd t~e total scores, do reach signifi,cance-

(Il (05) <that is, there is a difference between grooups) 
-- -

"""0 b t a i n i n 9 F v a+u-e s 0 f F ( 3 • 24-) • 3. 52" F ( 3 • 24 ) or 3. 66 , 

.f(3,24) • 3.97 and F(3,24) • 4.36 respectivety. By the , 

t h i r d tes t ; n g' ses 5 ton, the r e /j 5 n 0 J 0 n 9 e r a n y 5 i 9 n i ~ fic a n t . 
di fference between groups on RS'2 (F(3,24) • 1.2,8, 12.(.05). 

On the other hand, RS3B; RS4, Rs6A, Rs6s and the total score 

al} reach significance with F values of F(3;24) = 5.20, 

F(3,24) • 4.87, F(3,24) .-4.66, F(3,24) .3.08, F(3,24) • 5.80, 

and F(J.24) Il 3.93, E(.05) respectlvely (see Table 22 for a 

complet~ ~ummary). 

i 
"\ 

TABLE 22 

ANALYSIS OF VARIANCE FOR THE THREE 
TESTING SESSIONS 'ON ALl THE SUBTESTS 
ACROSS THE GROUPS ON THE UZGIRIS/HUNT TEST 

d SOURCE . df MEAN SQUARE F 

TEST"'G SE SS J OJ~ 1 
RSl 3 19.88 

.-
1. 36 

RS2 3 4.43 0.30 
RS3A 3 t .63' 0.58 
RS 3B J ft.8S 2 ~ 01 
R~ft 3 5.39 1 .\ 22 
RS5 

0 3 7.30 2 _'.23 
.Rs6A 3 3.21 0.33 
RS68 3 " 1. 99 1. 68 
TOTAL 3 35.41 0.28 . 

, 

e 
~ 

.27 

.82 

.63 

.12 

.31 

.09 

.80 

.18 

• 84 ' . 
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TABLE 22 (Cont i nued) ~ 

SOURCE df 

. 
TESTING S~SSION 2 "< 

RS 1 . 3 
RS2 3 
RS3A 3 
RS38 3 
Rs4 3 
RS5 3 
Rs6A 3 
Rs6B 3 

TOTAL 3 

TEST! NG S E5S'1 ON 3 
RSl 3 
RS2 3 
RS3A . 1 3 1 
RS)8 1 3 
Rs4 i 3 
RS5 l 3 1 

Rs6A i 3 
RS68 3 

1 

TOTAL 1 3 1 

\ 1 
L. 

9., . 

.'. 
- f--,_ 

MEAN SQUARE F e 

22. 18 ~ 1. 45 ,-23 
36.38 3.52 .02 

6.31 1. 58 .20 
2.8B 1. 00 .40 

23.99 3.66 • (}Z 

1 
8.38 1. 42 .25 

20.24 1 3.07 .04 
1. 57 1 2.07 12 

677.76 ~I 4.36 .OO~ . " 
! 

, 
1 

1 , ", 
1 .. 06 .37 , 12.73 

1 8.43 1. 28 .23 
6.03 2. 16 • 1 1 
6.89 5.20 ,'004 

16.09 4.87 .005 
i 24.79 4.66 .006 

10.98 3.08 .04 " , 
O."~ __ 1 5.80 .002 

1 

433.18 - 3.93 ·01 
, 

At aIl t.imes, it is the structured, twenty-two 

'-

session group (Group 1) that is scofing the highest of the 

four groups, whlle is is the control group (Group 4) that 

i s performi ng the lowest ~ .. 

The results of the analyses of variance determih-

Ing where the differences between test scores of the different 
. 

sesSions~c.ur ind'cate that the only differ,ence b~ween the 

first tw esting sessions for the groups'appears for RS6B 

B'e twe,en tes t ing ses 5 tons "two and 
"",,--$- -..... ! 

three, the 
, • / '1 

~nly statlstlcally sig"'nificant difference appe'ars 
~ f· 

-~-~ \(. "', 
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for R S 5 (F (3 • 24) • 3. 56, e <. 05). R S 3 e ( F- (3 f 24) • 7. 55 , 

e <.05), Rs4 (F(3,24) :1 4.50, e (.OS),'RS5 (F(3~4) .3.44. . \ 

e (.05), RSGa (F{J,24) :. 3.49. 'e (.05), and on t e total 

score (F(3,24) • 6.52. e (.05). Table 23 summarizes the 

results of the analyses of variance of the differences bet-

ween testing sessions. 

TABLE 23 
ANAL YS 1 S OF VAR 1 ANCE OF THE 'D r,iFFERENCE 
IN SCORES BETWEEN TESTING SESSIONS ON 
THE'SUBTESTS AC ROSS ALL GROUPS ON THE 
UZGIR1S/HUNT TEST 

SOURCE df MEAN SQUARE F' . 

1:"-T 'RSt 
2 1 RSi:' 

3, 53.41 2.48 
3 25.°78 , . 1. 36 

RS3A 3-
1 • 

4.94 0.92 0 

RS3B 3 5.81 1. 08 
Rs4 3 

1 
17.44 1. 99 

RS5 3 2 t .65 2.22 
Rs6A 3 20.58 1. 53 
RS6B 3 5.99 3'.45 

TOTAL 3 572~99 2.48 
., 

T 3- T 2 RSt 3 3 t .04 1. 34 
RS2 3 25. 11 1. 70 
RS3A 3 10.42 1. 81 
RS3B 3 8.51 2. 05 
!\S4 3 14.28 1. 44 
RSS 3 47. 17 3.56 
RS6A 3 15. 13 1. 78 
Rs6B 3 0.49 0.50 

, 

TOTAL 3· 567.73 2.48 

T 3- T 1 RSl 3 99.07 4.10 
RS2 ' 3 38.42 2. 16 
RS3A 3 11 . 12 ",83 

" RS3B . 3 28.10 7.55 
Rs4 3 28.69 4.50 
RS5 3 34.69 3.44 
Rs6A 3 15.65 1. 31 
Rs6B . ]" 4.97 3.49 . 

1,378.0~ 6.52 TOTAL 3 

\ 

e 
:07 
.27 
.44 

1 .37 
1 • t 3 
1 .10 
' .22 

.02 

.Ô7 

.27 

.18 
· t 6 
.12 

t .24 
.02 
• t 6 
.68 
.07 

.01 
• 10 

, · 15 
.003 
.007 
.02 

. .26 
.02 

:OO~ 
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Results of analyses of variance for each group 

separa,tely acr5SS testfng sessiàns (each being co-varied 
.. 

1 for age) for each of the subtests and totat's of the test 

(Table 24) reveal that whereas Group 1, the structured 

twenty-two session group, shows significant gains on ma~y 
- , 

of the subscales (e.g. RSl (F(2,16) :. 4.25, e (.05). 

RS2 (Ft2,16) :. 5.63, e(05}, RS3B (F(2,16) • 4.91, e (.05), 

Rs6B (Ft2,16) - 9.87, e !.:05) and total score (F(2,16) ... 7.35, 

e (.Os) the control group makes no significant gains on any 

subtest. Group 2. the unstructured twenty-two session group, 

and G r 0 u p 3, the s t rue t ure d e 1 ey 1 n ses s ion g r 0 u P. e a ch 0 b t a i n 

on 1 yon e sig nif i ca n t d i f fer en ce v Il u e (f 0 r G r 0 u P 2 i t, i s 

;RS4 (fP,1(~~ 5.39, e COS) and for Group 3, it ·is RSS 
, 

tF (2, 16) -- 4.42, e ~ ~ 05) ) . Many of the other F values tend 

to approach significance although they never do reach the 

significance levels" 

, 

TABLE 24 

ANALYSES OF CO-VARIANCE FOR EACH GROUP 
ACROSS TESTtNG SESSIONS ON EACH OF THE 
SUBTESTS OF THE UZG'RIS/HUNT TEST 

SOURCE df MEAN SQUARE . F 

GROUP 1 RSl 2 38.61 . 4.25 
RS2 2 47.37 5.63 
RS3A 2 2.90 1. 53 
RS3B 2 6:32 , 4.91 
RS4 2 8.32 ,2.22 
RS5 2, 5.85 2.08 

~ 

\ RS6A 2 16.85 2.99 
Rs6B 2 6.13 9.87 . 

TOTAL 2 689.21 7.35 

e . 
.02 
.006 
.23 
.01 
• 12 
.14 
.06 
.003 

.002 
, 

, 

-, 

',' . . 
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TABLE 24 (Continued) 

SOURCE f d f MEAN SQUARE F e 

GROUP 2 RS1 2 10. 16 1. 00 ~ .38 
RS2 2 11. 24 '2.04 · 15 
RS3A 2 3.31 1. 69 .20 
RS3B 2 1. 51 1. 09 .35 
RSlt 2 . 9.71 5.39 .009 
RSS 2 4.60 1. 44 • 2-5 ' 
Rs6A ~ 0.34 1.0T .99 
Rs6s 2 1.39 2.63 .09 
TOTAL 2 41.32 0.47 .63 

0 ( J 

GROUP 3 _ RS1 2 1 34.84 2.90 .07 
RS2 2 22.03 2.75 .08 
RS3A 2 1. 45 0.69 .51 
RS3B 2 4.47 2.62 .09 
RS4 2 4.87 1. 38 .. 27 
RS5 2 17.58 4.42 .02 
Rs6A 2 _1.07 0.24 1.79 
Rs6a 2 0.09 0.17 1. 85 

.~ 

TOTAL ,1 281.08 2.83 J 2 j.78 
',' 1 

1 
1 

GROUP 4 RSl 2 ~ 1. 35 0.34 1 · 71 
RS2 2 1.43 0.27 .77 
RS3A 2 0.42 0.16 0 .85 

, RS3B 2 - 1.71 0.98 .39 
RS4 2 4.54 1 .'08 .35 
RS5 

) 

2 2.33 ,0.62 .50/ 
Rs6A ' 2 0.67 O. 18 .83 
Rs6B 2 0.04 O. 12 .89 
TOTAL 2 35.18 0.54 1. 59 . 

" 

, 

GROUP 1 Struetured Twenty-two s .. s~s 
GROUP 2 Unstructured Twenty-two Se Ions , 

GROUP 3 , Struetured Eleven Sessions , 
GROUP ,. Control , 

---
... 

, .. 

.. -

( 

Ji 
1 
1 
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DENVER TEST SCORES 

. The results of the Denver Screenlng Test 

are not as clear as those of the Bayley and Uzglris/ 

Hunt tests. Tables 25 through 28 provlde the per-

centage means of passes for the four groups on each 

of t,he sub.t,est~ (personal-social, fine motor, 

_ 1 anguage and gros s mo tor) . ... That Is, because of the , 
"". ~, 

nature of this screening devlce, the number of items 

e a che b i 1 d r e ce ive son e a ch 5 u b tes t var i es 'w i t h the 

age of the chîld. However, each item Is jh\dge,d on 

a pass/fail basis. Thus, in order, to obtain mean , 

pass scores and thereby make aIl subjects comparable, . . 
the percentage~ of Ipasses Ils, the score that was con-

si dered'. The me~n derived scores (the ~erlved score 

belng 111" for' normal, 112 11 for questionable and 113 11 for 

delayed) are, included, although, in the future"t~e 

frequency within each discrete category would be more 
"J. 

.a p p. r 0 p ria tel y use d . The means ages for groups are 

noted as weIl. 
'./ 

With respect to the variables' (personal-

social, fine motor, language, gross motor) there Is 

very little difference from session to session for 

anyof the groups and, contrary to results on the other 

tests, ,the change t n the Mean percentage scores goes 

ln b~th posit!ve and negattve directions. The derlved 

., 

- ( 
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'rli. , 
for aIl thé -groups at aIl t'mes hover around scores 

"1 11 , indicating that aIl the children Inclù'éJ'ing those 

of the 'control group, fall Into the normal range. 

Finally, Ilf terms of the ages Involved at each,test--

ing session. aIl the chi Idren appear to be at appro-

ximately equal chronologicaJ levels, although-Group 

3 (the sfructured eleven-week group) is slightly' 

older than the others, 'whi1e Group 2 (the unstruc-
~ , 

ifr~·d twen ty- two ses sion group) 1 s the younges t.· This 

fact makes no signlficant dtfference since the test ts 

controlled for age. 

TESTING 
SESSION 

0 

1 
2 
3 

,TABLE 25 

MEAN PERCENTAGE SCORES 'FOR GROUP' 1 
(THE STRUCTURED TWENTY-TWO SESSIONS) 
FOR ALL THE TESTING SESSIONS ON PERSONAL­
SOCIAL, FINE-HOTOR, LANGUAGE AND GROSS­
HOTOR VARIABLES, MEAN OERVIED SCORES AND 
MEAN AGES ON THE DENVER TEST 

PERSONAL FINE- LANGUAGE GROSS- DERIVED 
-SOCIAL MOTOR MOTOR SCORE 

0.87 0.81 ~.89 0.87 1. 50 
0.90 0.83 0.83 0.73 1.11 
0.87 0.86 0.75 0.78 1. 11 

"-. ( 
\ 

AGE' 

/7.38 
9.77 

14.44 
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TESTING 
SESSION 

1 " 
. 

2 
3 

TESTING 
S,E S SION 

1 
2 
3 

TESTING 
SESSION 

1 
2 
3 

. 103. 

, TABLE 26 

MEAN PERCENTÂGE SCORES FOR GROUP 2 
(UNSTRUCTURED TWENTY-TWO SESSIONS) 
FOR ALL TESTING SESSIONS ON PERSONAL­
SOCIAL, FINE-MOTOR, LANGUAGE AND GROSS­
MOTOR VARIABLES, MEAN DERIVED SCORES 
AND MEAN AGES ON THE DENVER TEST ~ 

PERSONAL FINE- GROSS- DERIVED 
-SOCIAL MOTOR LANGUAG E MOTOR SCORE 

? 
, 

0.85 0.81 0.87 0.89 1 :' 13 
. 0.95 0.86 0.71 0.79 1. 15 

0.94 0.85 0.73 (. 0.77 1. 00 

'1'" 

• 0 

TABLE 2], 

MEAN PERCENTAGE SCORES FOR GROUP 3 
{STRUCTURED ELEVEN SESSIONS).'FOR ALL 
TESTING SESSIONS ON PERSONAL-SOCIAl, 
FINE-MOTOR, LANGUAGE, AND GROSS MDTOR . 
VARIABLES, MEAN DERIVED ~CO~E~ AND MEAN 
AGES ON THE DENViR TEST 

PER'SONAL FINE- LANGUAGE GROSS-
-SOCIAL HOTOR MOTOR 

. 
0.90 0.84 0.88 0.76 
0.87 0.77 0.75 0.77 
0.93 0.90 0.73 0.63 

TABLE 28 

MEAN PERCENTAGE SCO~ES FOR GROUP 4 
(CONTROL GROUpl FOR ALl TESTING 
SESSIONS' ON PERSONAL-SOCIAL, FINE­
MOTOR, LANGUAGE AND GROSS-MOTOR 
VARIABLES, MEAN DERIVED SCORES AND 
MEAN AGES ON THE' DENVER TEST 

. 
PERSONAL F'NE- lAN,GUAGE GROSS-
-SOC 1 AL HCTOR MOTOR 

0.85 0.80 0.82 0.83 
0.73 0.91 0.81 0.73, 
0.97 0.74 0.74 -

0.75 

DERIVED 
SCORE 

1. 18 
1. 09 
1. 18 

DERIVED 
SCORE 

1. 18 
1. 00 
1. 09 

~-~- --.f----- ~ ... ____ ... _ __,. ___ _ 
, ' 

.. -

AGE 

6.61 
9.07 

13.61 

AGE 

8.72 
10·72 
15.45 

AGE 

7.90 
10.81 
13.36 
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The re~ults of thé analyses of variance for 

the four groups across testing ,sess are summarized 

in Table 29. Stgnificant changes 

(F(2,10} .. 3.74, ~ (05) for Group l, for the gross-motor 

seo r e ( F,( 2 ,,"1 Q l ....:3. 9 0, e .( OS) for G r 0 \,1 p 2, for the g r 0 5 S ... 

motor/score (F(2.10') .. 4.15. e ..(05) for Group 3, and for 

the personal-social (F(2,'10) - 6.76,' e (05) a~d fine-motor 

scores (F(2,'10) a. 4.12, e (o~ for Group 4, were obtained: 

There Is vlrtual1y no meaningful dlffe~ence between groups 

on any measure of this screening Instrument. 

TABLE 29 ~/ 

, , 

ANALYSES OF VARIANCE FOR EACH GROUP ACROSS 
TESTING SESSIONS ON THE PERSONAL-SOCIAl, FINE­
MOTOR, LANGUAGE AND GROSS-MOTOR SCORES OF TKE 
DENVER SCREENtNG TEST 

SOURCE df MEAN E SQUARE 

0 

GROUP 1 Personal-Social 2 ' 0.02 0.53 
(Structured Fi ne-Motor 2 0.01 o. 14 
twenty-two Language 2 0.36 3.74 
sessionsl Gross-Motor 2 b.18 2.22 

" G~.OUP 2 Personal-Social 2 0.05 1. 53 
(Unstructured Flne-Motor 2 0.04 . 0.92 
twenty-two Language. 2 0.32 2.90 
sessions) Gr~ss-Hotor 2 ~.15 3 .. 90 

GROUP 3 
(Structured Personal-Soclal 2 0.01 , 0.39 
e J even Fine-Moto r 2 0.54 0.73 
sessions) Language 2 O. 11 1. 15 

Gros s -~oto r 2 0.53 4. 15 

GROUP 4 Personal-Social 2 0.28 6.76 

-
e -

~ . 
.59 
.89 
.03 
.12 

.23 

.41 

.07 

.02 

\ . 
.68 
.49 
.33 
.03 

.004 
(Control) . Fine Hotor 2 0.20 lt. 12 .03 

Language 2 
Gros s· Mo'to r 2 

-_ .... 1 ....... ' -----------, -

': ~ _ ~~.~l7f\ -,-: I~_'_,.::I~;:;>.'-'-:~'>~~_' "_-----'-_--" , 

0.02 0.12 .86 
O. t 4 2.ltlt • 11 

" ----- ------------

',' • < 
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Table )0 summarlzes the results of the 

" (1 analyses of variance at each testlng session, ~olt~psing 
). , 

over groups in order to assess whether there Is any one , \ 

of the four variables that 15 more affected by t~e pro· 

gramme than any other. rhe only slgnlflcant score 

appears for the personal-soclal scbre at the secon~ test-
, 

Ing session (F(3,15) = 8.56, ~ <.05)~ There is telatlve-

ly no change in score from any of the testlng sessions to 

any other of the sessions, the only exceptions being for 

the personaf-social variable that become slgniflcant at 

the second testing session ~hile It was not at the flrst 

(F(3,151 = 3.69, e (.05) and for both, the personal-sodal 

and ffne'-motor variables whlch change significantly from 

the initial to the fina,t,testing sessions (F(3,lS) A 6.45, 

./ 

e <.05) and (F{J,15) • 2.99-, e,<~05) respectively. R-e f e r-

ing to Table 31; it can be seen that there is no signifi·cant 
! 

change on any variable between the second and third testing 

sessions. 

" 

,1 

- +~ i" ~ j 

, 1 , ,' ••• ~ " ... ! r 
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TABLE 30 

ANALYSES OF VARIANCE FOR EACH TESTING 
SESSrON ACROSS GROUPS ON PERSONALpSQCIAL, 
FtNE-MOTOR, LANGUAGE AND GROSS-MOTOK~ 
SCORES Of THE DENVER SCREENING TEST . .. 

SOURCE df 
HEAN 

SQUARE 
( -

" " 

F e 

TES T 1 ~f4., pOe r s 0 n'a 1 - Soc i à 1 
SESSION' 

3 0.02 0.26 .8S ~ 
0.12 .95 
0.55- .~V 
1 .86 1. 'YS 

Fine"Mator 3 0.01 
J Language 

" 
3 0.04' 

Gross-Motor 3 O. 18. 
0 

TES TI NG' ~' Personal-Soci~l 3 0.39 8.56 '~Ol 
1.48 .y;3 
0.73 . 4 
0.40 . 7 

SESSION Fine-Mator 3 O. 12 
2 Language 3 0.14 r' 

Gross- Moto r 3 0.04 

TESTING Personal-Social 3 0.08 1. 82 
1. 68 
0.05 
2. 13-

SESSION Flne-Mator 3 O. 14 
3 

T2 
.. 

T -
3 

T) -

Language 3 0.01 
Gross-Mc;>tor 3 0.30 

TABLE 31 

ANALYSES OF VARIANCE OF THE DIFFERENCES IN 
PERCENTAGE SCORËS BETWEEN TESTING SESSIONS 
ON THE PERSONAL-SOCIAL, FINE-MOTOR, LANGUAGE 
AND GROSS-MOTO~ SCORES ACROSS GR~UPS ON THE 
DENVER SCREENING TEST 

, 
MEAN SOURCE df SQUARE F 

l' 

0.38 
t 

3.69 T'l Personal-Sacfal 3 
Fi ne-Mator 3 O. 15 0.74 
Lang uage 3 O. t 8 0.68 
Gross-Matar 3 0.21 1. 34 
. , 

T ' Personal-Sacial 
. 
3 O. 12 0.91 2 Flne-Mator 3 O. 12 0.66 

Language 3 0.04 0.14 
G.ross-Matar 3 0.03 0.26 . 

Tl Persorial-SacTal 3 0:61 ' 6.45 
Fine-Matar 3 0.51 2.99 
Language 3 0.13 0.32 
Gross-Matar 3 0.)6 2.14 

e .. 

.02 

.53 

.57 

.2] 

.44 

.66 

.94 

.85 

.009 

.04 

.8l 

.- Il 

\ 
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CHAPTER v 

DISCUSSION 

Wh~n analyzlng the results of tests administered 

ta both the children i~ the intervention p~ogrammes and ta 

those in the control group, it appears that those in the 

former category appear to ~cqulre a distin~t development~1 

advantage. With respect to the Bayley results, for 
, 

example, i31though initfally ail the children perform equally 

tapprQxlmately 100,ao} by the completion of ihe Intervention 
, , . 

programme the three groups which received the stlmulation-, , ' 

education programme score slgnlficantly' hlg"her than the'~ 

- Thts differentation begins to appear control group. 

during tbe second'testing session, espectal1y for the struc· 

tured tw~nty~two session group (Group t). Overall, it 

\ 

..... ,~--------~-- . 
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~ppears th~t this group benefitted most from the programme 

when noting a basic mental devel'opmental score such as "HOI" . . 
Prior to the proceedlng, it is of fundamental 

• 1 

Importance to refer once again to the different!al aspects 

of the programme offered to the experimental and control 

groups. Referril:'lg to the methodo,logy section (Chapter III), 

the resea~ch was based uppn the following group interventions: 

Group 1. the structured twenty-two session grôu~, received 

twenty·'two consecutive weeks of infant-stimulation, parent· 
. 

education treatment. During the parent classes, the gro~p 

members were "instructed", were provided with rigid guide-

lines and techniques as to how to handle their children, were 

presented with specified topics ,and were given specifie home-

work assignments that were later collected and graded. Each 

topic lasted two sessions and six parent evenings were also 

provîded, in which both mothers and fathers participated. 

These sessions were conducted in a simi larly rigid and 

behavloural fashion to the classroom experiences; 

Group 2. the unstructured. twenty-two session group,. parti­

cipated in twenty~two consecutive Infant-stimulation. parent-

education classes. However, 'in contrast to Group 1, its 



-
( 10'. 

classroom structure was less rigldly defined. That is, 

1 nad dit ion top r e sen ta t ion s b y the, 1 e ct ure r, the mo the r s 

a s s ume dan a c t ive r 0 J e i -n sel e c tin 9 the top i cs' 0 f dis eus s ion 

and in actively participating during the sessions. Home-
, , 

work assignments were not mandatory. 1 n 9 en e raI •. t h-~ 

atmosphere was more spontan~ous and less structured. although 

the six parent evenin~s were simitar to those of Group 1; 

G r 0 u P .3, the s t rue t ure deI ev e n ses s ion 9 r 0 u p, par ~ c i pat e d 

'in eleven,.aJ.ternate week sessions. Its programme wa~ 

.... 
rigidly outlined (stmilar to:)that of Group 1) and re-ceived 

(' half the amount of programme time. ln addition, only 

three pa ren t even i ngs were p rov 1 ded; j' " 

~roup ~. the control group, axperienced no intervention 

Keeping these fundamental differ-

ences of the groups in mind, the reader is now ~ble ta 

place the results in perspective. 

The desired gain scores are the most revealing part 

of the analysis in that whereas the programme groups aIl gained 

over fifteen point~ in MDI over the course of the inter-
" 

ven t ion prog ramme (seven mon ths) the con t ro 1 . group ga i Ded 

three and a half points. 
, 

This most probably represents 

J ___ ~~~ _____ .... -.. ... "" ... _ ~,,~-"' __ d. ___ " , 
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normal c!evelopment and is in part due to the attel'ltion 
" 

'given to these motner-child dyads by the examlners. One 

must also cons)der the possibility of the influeRce of 

test retest normal reliability that may weIl have accounted 

for o1)served differences. Interestingly, whem/eye-r' gains 
l " 

are made, the y occur durlng the latter part 04 the programme, 
1 

between the mid-term and post-term testl~g ~essions. 
) 

A ) th 0 u g h 0 n the B a y 1 e y d Tes t the t w e n t y - t w 0 ses s i 0"'5 -9 r 0 u p s 

(especially the structured one) obtain relatively equal and 

consistent gains throughout the CQurse of the year, 'this fact 

is especially obvious for the structured eleven session group. 

That is, on most of the tests (including those of the Uzgiris/ 
<> 

Hunt Ordinal Tests Of.PSY~IOgiCal Development) the chi Idren 

exhi~it little or no ,mproviment on the second set of tests 
. 

when compared to results of the first set, b .. ut exhibit a sigrii-

fieant improvement on the third-set of tests over the prevlo-us 
... 

two. It appears that although twenty-two week\y sessions seem 

most appropriate to provide the mothers and thelr children an 

advantage in obtaini~g early'pronounced beneflts, the eleven-

session, bl-monthly group takes considerable more time to be 

affected. It is as if, suddenly, after weeks of1partici~ation 
. 

in the programme, there is sudden insight as to what should be 

\ , 
-

7 : 
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occurring or..,. that di fferences' on thése tests tak.e longe. 
1'(~,,,, 

to come a bout. That f s, 
i 

after a period of week-s of 
.' ( 

wO,rldng wi th thè mother .. child dyads 0 
the mothers suddenly 

involve themselves more ~th t~eir children and/or the 

elements of the pr,ogramme while thte children suddenly 

accrue the benefits of the intervention programme, 
1 ~ .., • 

Furthermore, tt must be' noted that there is a chronologie· 

alJy longer time span between the latter two testing sessions ~ 

than between the foimer two, whieh mlght aceount partiaJly 

for this increase in development. Finally, it may weIl be, 
o 

especially for the bi~month)y group, that It takes approxi-
, , ' . 

o 

mateJy seven months of programmfng for the partlcipant~ ta 

feel relaxed ~nd comfortable enougn with the programme to 

accept any suggestions and, ln genèraJ, to be receptive. 

This, of course, iS"'only a conjecture. Pe rhaps the res u 1 t!> 

merely reflecf the attendance record (so~etimes pQor) of 
l' 

..>-
the gr~up participants. 

J 

Still, returnin'g once again to 

". th'e work of Badger iJ'9771 It appears that elabor~te inte,r-
c ~ 

vent~Qn programmes such as the HeGill Ready-Set-Go Infant-
" 

Chi Id Parent Progra~me and the Cincin~atj H.aternal and 

Infant Care Proj~ét discussed t both"wlth novel curricula 

and desjgned'to tap th~ re~ourees of the mothers involved, 

need an adequate perlod of time before adJustment is 

-It would be remiss'on the part of th"' 5 researcher 

f 

.. 
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,to proceed any further with this analysls wlthout noting 

that it is the structured groups (Groups One and Three) 

that do the best on ail the tests (with the Bayley and . . 
Uzgiris/Hunr subtests) at the' completion of the programme. 

Thus, it seems that parents benefit more From a programme 

based on rigid guidelines than from one that is more loose-

Iy constructed. 

The next area of importanc\concerns the benefits' 

derived From using each of the tes,ts ïhosen for this study. 

The Bayley Mental Dev'elopmental Scale is, a quantitative 

measure, presenting a form of intelligence measure pn which 

to compare infants. Age is easily removed as ~ factor as 
... 

the raw scores are comp~ted Into 'Mean ~evelopmental indices' 

(PJease reter to the section on Developmental Test~ and 

>i1teasures, Chapter l'). ln addition, because it is a 

standardized instrument (that is, standa!dized with three 

subscales), this test allows one ta determine whether the 

scores obtained'by the children are due to cognitive, 

language and {sometimes} motor abillties. The Uzglrls/Hunt 
o 

test, on the other hand, is a test which attempts to pick up 

the more conceptual nature of infant ~elopment. 1 t i 5 

lit 
based on Plagetian ratio':lale {again,_ which, in turn, is funda-

mentallv reiated to mos~ of the- aspects of the Réady~Set-Go 
-

intervention programme}. This test was selected as It allows 

the op~Qrtunity to determine if1'the children particlpating in 

\ 
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the intervention programmes wefe progressing conceptu~lly 

,(until they'would eventually rea~h the celling of the. test -

the end of the sensory-motor period - at 'ab'out elghteen 

m'onths) .but also, in whlch areas they were progressing most 

fluently and rapidly. The final test used in the present 

s tu d y, the 0 env. erS cre e n i n 9 Tes t, wa s sel e c t e d 1 n 0 l''''d e ~ ~t 0 . 
lend power to the battery of tests that was put together by 

confirming the results. It merely provided a qulck and easy 

means of assessing whether the c'hildren being testèd were, Ih 

fa;.;, normal. oln aIl cases, as will be recal1ed From the 

s(ction discuss~ing the review of the literature, predica-_, 
, . 

bit ity from these,'as weil as other Infant development tests, 

is not rellable due to later environmental "influences and, 

therefore, must always remain a question to be conteodèd wi~h. 

ln any event, noti~g these points and returning 
D 

once again to the discussion of the test results, it is inter-

est i n 9 t ha ton the B a y 1 e y tes t, the r es u 1 t s 0 f the var 1 o<u s " 

analyses of variance ta~s on MDI scores (Tables 3,4,5), 
, 

aIl the results on the testing sessions are not sfgniflcant.ly 

dtfferent From each. other across groups (Table 3): Howeve r, 

when the scores are scrutinized, it becom~s apparent that there 

{s a sfgnificant difference in' scores over the course of the 

prog ramme (rab J e 5). That is, although there are no sÎgni-

ficant differences fn scores on the two consecutive testing 
\ 

sessions, there,ls, tndeed, a noticeable (significand differ-
i 

en'ce between the Scoores o,btained by the chi Idren on ,the pre 

\ 

, 
.~ 
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and post test. This finding heJps support the notièn~ 

that the programme was successful. 

The question now remalns for which groups are 

these differences significant? As can be seen From Table 5, 

only the contr~l group, which receives no programme, do~ 

not achieve sny significant change from the outset of ~he 

programme to its completion. A Il three expe ri men ta 1 groups 

demonstrate marked changes in MDI scores due to programme 

'intervention, wi th the structured group ma~ing the most ,s~gni-
\ . 

flcant difference." Thus, to conclude, with respect to the 

Bayley MDI scores, although aIl the groups initially begin at' 

the_same developmental levels and there is minimal difference , 
between the. consecutive testing sessions, a marked differ-ence. 

in aIl the programme groups, when comparing their initj~1 and 

final performances on the Bayley Mentc\1 Scale for Infant Dev-

elopment, is e~ident. with the structured twenty-two session 

group showing the most significant change. .0 n 'y the co n t r 0" 

/ .group does not markably àdvance • con c , us ion, The ~ogica' 
1 -

th.erefore, is that thts intervention programme do~s produce 
. ' \ 

positive effects for its participating members and that this 

type of test can be used to fllustrate this facto 

The Uzgiris-Hunt Ordinal Test of Psychological Dev­
/" 

eJopment measures mental deveJopment ln terms of Piagatlan 

As recently mentioned. thrs int-ervention programme 

was de~tgned based 9n many of th~ Piagatian çoncepts that 

ha~e been expounded upon in other works (Piaget, 1952). 
',; 
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When examinlng the results of the varfous sub-

scales of the Uzgi ris/Hunt test (Tables 13 through 21) i t 

becomes obvious for whlch concepts the advantages of such 

lan Inter.vention programme are most pronounced. Further-
\. 

more, i t demarcates when these advantages occur. For 

example, on the first two scale? measuring object perma~ence ...., 

and visual pursuit and the development of means for obtain­

Ing desired environmental events, aIl four groups initially 

achieve equal scores. However, by th,e seéond testing ses-

sion, the c.ontrol group begins to 'Iag benind the programme 

groups in that the latter three are beglnning to show sub-

stantfal gains (although Group Three's gains are not as pro-

nounced) . By the end of the programme, the participants in 

the interven~ion strategy demonstrate marked benefits over 

the control group, especially for the structured twenty-two 

session group. Again, the eleven-session group Illustrates 

its escaJation in gàin scores between the mid-term an'd post-

term sessions. 
, 

The thÎrd scale measuring the development of imita-

tion i1lustrates simiJar results ln that the groups partiel-

pattng in the programme begtn to make_substantial gains during 

• 
the latter part of the program~e as campared to ~he control 

group which m~kes minimal gains. These resulis support those 

found by Eckerroan, \lhatby and HcGehee (1979) that infants 

$ystematlcally went to and contacted a toy that an adult'mani-
, \ 

pulated and proceede~ to iroitate appropriate actions. Sm Il i ng , 

f • 

._---- .. _--------~. 
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v 0 cal i z i n 9 a il d 9 est uri n 9 t 0 t ne a du) t, b e. i n 9 ne a r h e r and 

contactlng her were aIl also reliably linked in time to 

Furt11:rmore, the 'Infants 

duplicate~ the adult's actions on the toy reliably more 

often than expected by a chance matching of activity. This 

suggests that approacbfng and contacting the obJect a mother 

manipul~tes and then imitating appropriate behaviou! may be 

a bastc social skill of the one year old. Such behaviour 

func.tions to facilltate' the generatlon of social interaction. 

The scale,measurlng the development of operational 

causality and ~ntecedent-conse~uent relationships shows slightly 

dive r 9 e n t r e sul t sin t h a t the uns t ru c t ure d, t'w en t y ~ t W 0 • ses s Ion 

group gains benefits chiefly during the first part of the pro-

gramme, perhaps because the mothers in this group were given 

the opportunity from th~~outset to calI upon their own creati-

vit y to teach their,chlldren abo~t such relationship~. The 

mothers of the two structured groups, following rigid guide~ 

Ilnes, are more reserved and thus, perhaps, delay thelr children 

slightly. However, ultimately, performance by aIl three pro· 

gramme groups is slgnlfic~nt-Iy higher than the control group 

on the overal1 developmental leveJ. 

The results of the fifth and slxth scales, the ones 

measurin~ the development of schemes for relatipg obJects, both 

illus,trate similar results to the earlier scales ln that the 

structured group (especially th,e twenty-two session one) mal,n­

tains a slfght advantag'e O,ver the unstructured one ln terms of 

. , 
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overall developmental score. AlI tnree groups show 

marked achievement over the control group. Agarn, the 

eleven session group has its largest gain durlng the latter 

part of the programme. 

The question as to whether changes ln develop-

mental scores alone should be seen as a major goal' to In(er-

vent ion programmes has been asked by many r~searchers such as 

Yarrow, Klein, .Lomanace and Morgan {1975}. That iS t Yal"row 

et al. ha)ve expressed tl;le notion that 'an effective-Iy functiQn-

ing child is more than an intellectuaJ paragon. A, competent 

chi Id, they claim, must freely engage in creative exploration . . 
of his environment ànd must perslst in working on problems' 

that"pose difficulties. Cognitive-motivational factors are, 

therefore, necessary prerequisites for sustained Intellectual 

functions. As' a resuJ t, the goals of an enrichment programme 

should be the development of a sense of competence and a feel-

ing that the chi Id has an effect on his environment. Often, 

emphasis on ,purely cognitive development leads to the deve10p­

ment of programmes that stress the provision of toys and play 

ma te ria 1 • But the des ire to explore and master the envlron-
1 

ment is re1ated ta cognitive development as weil. For example, 

Hay (19771 conducted severa1 experiments that assessed the 

extent to which the experience of following persons (such as 

tneir mothersl around a novel envlronment a~d. he~ce. ~romote 

'i~n r n9 abou' 'fta, env 1 ronmen'. Res urt s revea red tha t , 
,', 
l 

t 
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Infants who followed their mothers to one place were more) 
. ~ 

)ikely Jater to lnvestigate a s'mllar place than those who 

either locomoted independently or were transported by their 

mothe rs. Such a situation occurred in the programmé'dls-

cussed ln this study. His results suggest that infants' 

transactions with the environment need not be considered 
, 

antithetical to their socipl behaviour (Hay, 1977, pp. 1624-

1632). 

ln a rather extensive experimental study with six 

month old black chi Idren, Yarrow et al. (1975) i llustrated 'r 

that the level of soc'al stlmul,ytj(:m, intensity of expression 
. 

of positive affect. responsiveness of mothers to their infant 
o 

and active stlmulatfon via kinesthetic mod~lity related to 

goal directedness, secondary circu'lar reaction and to the 

maniiPulati~n of novel objects. How a mother act ively engaged 

herself wlth her child, from her vocal reactions to her physi-

cal manipulations with him actually-âffected the way that 

child actively d~alt wlth his environment with respect to 

many of the Piagetian notions discussed in hi~ works (Piaget, 1952). , 
F~rthermore. these factors related to the variety responslve-

1" 
oess and complexity of the 'nanimate enviornment. These res-

-. ults paraI leI the results found in the presently discussed 

intervention programme. 
b 

Th us, wh a t i sin ter est i n 9 ton 0 t'e i s 

t,h.at Yarrow et af,-found a 

environmental va~iables \0 

positfve relationship of social, 

~hild'S expolratory b~haviour'at 
nineteen months and to the chfldl~ Hental Develo~mental Index 

, --- ----------------.- , 
J, ~ 

-
" 

, i ~ , 
: 

-
~ 
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on the Bayley Test also at nineteen months. Furthermore, 

almost ail six month measures were posltively related to 

nineteen-month maternai behaviOllr. Whether sueh flndings 

will occur for the mother-chlld dyads partieipat,ing in this 

programme has yet to be determined. However, because_of 

the forementioned parallels, there is reason to suspec~ 
, 1 

that they will. Although most of the chlldren were sti~1 

quite young, by the end of the first year programme it was 
~ 

still apparent that those who scored above average on the 

Bayley Test were'alsQ those who either scared weIl on the 

Uzgiris/Hunt Test or else had reached the ceiling of tha~ 

_ test. 

Thus, to conclude the discussion on the perform-

ance on the Uzgiris/Hunt Test, It is Important to;note that 

this test is, in fact, a sensitive measu~e deslgned to pick 
, 

up' the di fferences between the g,roups as early as the second 

testing session on the overall tcial score but can even -det-

ermine in which areas 'these differences ar-e occuring (see Uzgl-rls/ 
p 

,Hung,1975; Wach, 1973; Bradley and Caldwell, 1976; Field 

et al. 1978}. The fact that the di ffere'n ce appears t n sorne 

distinct areas at the thjrd testlng'sesslon Is fndieativé of 
,-

the fact that chi Idren are constantJy changing. and devélop,ing 
""'-

and. thus, development cannot always be 1-;1 tàbly prediated 

tsee Table 221. To retterate, when changes accur, they do 
.-/ 

so stgniffcantJ'i' he'tween the tnltral and final testlng ses$lons 

(that ,Is. they need the 't ime span of the programme). .although 
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. 
when examinlng gain scores one can see dlscreet gatns 

between the second and tht rd testing sesslons. Again, 

th~ two ,xceptions appear for the subscale RS6B! the sub-

5 c a I.e r e fIe c tin g the chi 1 dIs ab i.1 i t Y t 0 a ct 0 n sim pIe ob Je c t s , , 

which changes significantly between the flrst two testing 

sessions, and for RS~, the subscale deallng with the child's 

ability to construct object relations in space, which changes 

significant,ly between the second two tes,tlng sessions (see 

Table 23}. Finally, ft is the structured twenty-two ses-

sion group that achleves the most significant change over 

th.e course of ·the programme, not only in total score but On 
\. 

the subscales RS1, RS2, RS3B an.d RS6B, whereas ·the control 

group .obtains no sfgnificani: change in any area ove.r the 

year. The other' two groups change significantly only in 

one area each,_ Group Two on Rs4 and Group Th ree on RS5 
;). 

Cs e e Ta b 1 e 241. (AlI. results were covaried for age.) 
1 

The final instrument use.d, the Denver Developmental 

Screening Test, must cleârly be viewe'd merely as a screening 

device. The reason for this is apparent in that phanges in 
41'" 

the various areas noted by the test (personal-soclal, fine , 
, 

motor, language and gross motor skills) as weIl as der-Ived 
\ ..... 

S cor e s are no tas sel f - exp 1 a na t'o r y as the y are 0 n e 1 the r the 
. 

Bayley Hental Developmental Test or the Uzgiris/Hunt Test. 

'" The r e a son for t h i, s. 1 spa t t i aIl Y due t 0 the fa c t t h ~ t the 

changes ~re no~ additIve or cumulative. At each age, the 

" " 
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child experie~ces a different number of items and then a 

percen~age is tabulated, However" as a ~Iopmental 

measure, it is not sensitive enough to.pick out develop-

mental changes, even though it is a rather quick and easy 

device to use (see Table 29). 
, 

ln terms of the vartables themselves, lt Is -

fundamentally the personal-social- Item that seems ta differ­
-\, 

entïate the groups as a result of the programme. This 

becomes apparent as early as the second testing session, 

although the fine motor sub-test does.produce significant 
47 

differences between the groups by the' end of the programme 

(Tables 30 and 31), ln sum, although these results must 

be regarded cautiously, they do add sorne insight as to what 

t s 0 cc uri n 9 w i th i n the var i 0 U 5 9 r 0 U P s . 

Delimitations and Limitations: 
• t 

The study was based at HcGill Universi~y in 

Hon t rea 1. Canada. The subjects, there,fore, were ail resi-

dentJ of the city or its outlying region~. The programme 
" \ ., 

was conducted ln Engl ish, 50 aIl the mothe,rs necessari ly 

understood Engllsh. However, this dJd not have to be their 

mother ~ongue, nor was tt requlred that they speak Engli~h 

at home. The programme lasted seven months and aIl the sub-

jects involved were obI iged to commit themselves for the 

entire time. To ensure this'. a 'tultton fee was required -to 
J' 

Ele pafd in ad.vance. The faml1r"es were middle class in nature 

'1 
1 
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and ail parents wefe at least high school graduates. AIl 
. 

babies, were between the ages of two and fourteen months at 

the time of' the initiation of' the programme. 

As mentioned in the methodology section at the 

outset of this pap~r, because of resource and personnel 
\ 

1 imitations of the-programme, problems developed in the. 

actual design of the study. - One cell of the 2 x 2 

(structured versus unstructured and eleven-sessions versus 

"\ 
twenty-two sessions}, that of an unstructured eleven-session 

group, is mISSIj'- ln the future, it would be essential to 

include It within a study of this nature. 

The programme itself was designed with the notion 
b 

that in order to truly affec"t a thild l s development, both 

the ch.ild and the mother must be stiml-llated and instructed. 

Hence; the programme had the dual nature of being both infant-

stimulatory and educational for the parent. A cOIJlp'rehensive 

staff wa; hired with the purpose of imporving the globa~ 

elopment of the child. Possible influencing variabl~ on \ 

the child were examined and included within the scope of the 

study. 

The major lImitations of the 

fac't that infancy is a time of rapid devel()pmental 

and that an eight month programme may not be 'ong 

properly assess any sfgnificant gains as measured by a var}ety 

'Of developmental tests. It is possible that a longer span of 

time is needed to ensure th.a·t an Impact is belng made on the 

-- w~~~----~----~è~---- y---- ~--;-------------:-::,~ . ,)<:;(,~ 
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chi 1 dan don the mo the r - i n fan tin te' ra ct ion. Also, because 

no Infant test has\proven perfectly predicitive, it is impos-

sible to state whi ch gains (if any) will endure and which are 

<> n 1 y s ho rt ter m eV e c t s . However, the Ready-Set-Go research 

pro j e c t i salon g i t u d i na 1 s t u d y ,d e sig ne d t 0 ans w e r man y 0 f 

the predictive questions. Fin a 1 l, y, i t i s po s s i b 1 eth a -t " 

certain chi1ldren respond more positively to a stranger (the 

'examiner) and a strange sit~ation (the test) and thus show, 

greater cpgnitlve abilities, while other children who may 

have truly benefitted from the programme are not as comfort-

able and, thus, do not perform as weIl. Finally, there 15 

a possibility of the children experiencing 'sleeper effects' 

in that they may exblbit positive gains in the children's 
~~ 1 

functioning long after the programme ends. 

\. 
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CHAPTER VI 

CONCLUSION 

The conclusion reached by this experimenter 

as weI J as others interested in thts area {e.g. Clarke-

St.ewart •. 1973, Yarr,ow et al. 1975) is that. the cognitive 

mat i vat i 0 n.a 1 fun c t ion s t h a t are pre c urs 0 r s ·t·ô e f f e c tan ce 

motivation (the feeling'that one can significantly affect 

one' sen v ira n men t ) ca n , i n fa. ct, b e me a sur e d 1 n e a r 1 y 

i nfancy. These funct i ons are i nfl uence~ by ear 1 y env i ron-

ment both physical and emotional, and ln turn, are related 

to later intellectual performance. The effects of mathers . 
are c u m u 1 a ti ve and are bas e dan con sis te n c y 0 v~rne due 

ta the fact tQat these consistencies 'reflect maternaI attl-

tudes and basic orientations, thereby affecting the infant~s 

active interaction wlth the environment. 
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\::, 
Thus, by interv~~ing in the intèraction and stlmu-

1 a t 0 r y pat ter ~ s ,-,0 f the mot ~ ers w i t h the 1 r chi 1 d r e rv, a pro -

gramme such as Ready-Set-Go, with its three different inter­

v,ention strategies, .ca~ Influence the interactions betwee,n 

the chi lt-d and his envi ro-nment which,. in turn, 'can influence 

the ch i 1 d ' r intell'ectual performance. A child's 

development.occurs ln a 

field of reciprocal interactions with people and objects 

i~ his~nvironment. The child'elicits stimulation From 

hls careta~er~ by ~is signais an~ the quality of his res-

ponsivene~ to their responslve beha~lour to hlm. tn this 

way, he de(v~lops the feelings of competence and mastery 
~ , 

referred totearl ier in the w6rk of White (1959. 1960? 1963). 

Thereforc::... both the provision of stimu'at~on mé\terials for 

the child .and the interaction,wlth mothers and other SOèië;ll 

beings are important. The programme discussed above thus·
Q 

b{1t itself ar~und' th~se fundamental element's. Regardless 
~ . 

of t r e atm e nt, al") chi 1 d r e n 1 5 d ev ë 1 0 pme n t wa 5 f a c LI i ta t e d a s 

a result. 
o 

Hothers became more active agents and even more 
, Co 

competent,teacbers in their child's worlds. Ch il d ren became 
, 

more active ex·plorers. Im1tators and manipulators. As ~~s 

reyealed ï'n the results s.ectlon, it, Is true that some bene-

f{tted m6re than others. Still, no bne, not ~ven members of 

• the control group, did not oreap at least part~l, temporary 

<> 

, . 
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,gains from this type of Intervention strategy with its 

foci on attention to both the mother alone an~ to th~ 

mother-child dyad. 
-, 

Both aspects are important. 1 n 

oth~r words, stimulation alone i~ not likely to sustain 

, i n t,e ra c t ion e f f e c t s • It is environment which is neces-

sary for continued cognitive deveJopment. Th us, j t i s 

important' to modify a child',s overall arousal level so that 

he is more receptive to stimulation in general and learns to 

respond ada~tively to people and obJects ln the environment. f 

(There is, of course, the possibility of a Hawthorne effect 

taking place but this is an ever-p~esent problem whenever 

attention and intervention is provided). 
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CHAPTER V"I 

IDEAS FOR FUTURE STUDIES 

o 

The results of a study of this nature open 

many avenues of exploration. Sorne of the more interest-

ing possibilities include the questions of whether the gains .. ' 
that the children in this programme experience can be sus-

talned without further intervention (i.e. are ga~ns perman-

entl); do mothers u~ stimulatory techniques as tffe child 

matures '(i .e. in later childhood) wlthout any guidance 
/' 

from programme personnel; can children acquire similar 

benefits from a condensed eleven session weekly (as opposed 

to bi'-monthly) programme; should a programme of this nature 

be given twice weekly for an eleven week perlod; can similar 

results occur by simply provldlng parent education sessions 

and eliminatlng the infant stimulation aspect of th~ pro­

gramme (i.e. do chlldren, ln f.act, benefit from the, stimu­

lation?)? (This ~ouJd be, in fact, a less expensive, more 

convenient proposiilon. However, aslde fr.om 1051n9 the 

127. 
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stimulation aspect of the programme. parents would 10sé 

the opportunity (0 mode1 other good mothers and staff, as 

weil as the opportunity for staff feedback). 

With these questions in the foreground{ ft is 

apparent that the area of research of infant-stl"mulatlon 

and intervention i~ not on1y an interesting"one but also 

an Important one. This researcher hopes that others will 

1 
1 

continue 

similar 

body of 

" 

to study 

to the one 

11 terature 

, . 

, -
, " 

the nature 

dlscussed 

will grow 

"-

and potènt i al of p rog rammes , 

in this study. Hope fu 11 y. a 

1 n th~ process. 

" 

, , 



~ "- ~_"'-~"_"". __ '~._4 __ "" __ ~_"'~. ____ , _____ .,...,.... ... ----

~ ______ ~ __ ._.~, .. ~ __ ~ __ ~ ..... _d •• '~.b ..... l.b .... ~.8_n ..... nuu .......... I~" •• t .. A ................................. ~ .............. ~ .. ~~ .... ----------------------------

/ 

... 

APPENDICES 

," 

1-



. c) 

____________ • _______ .L_LW_ .. ~~œ __ ~~~~'~~J_&_D~I,.~I .. ~ __ &~~8& __ ~.~~A"_'.I'~b~ __ W'_M ___ • ____ • __ f __ HNrH __ ._tb~ ______ ._. __________________________ _ 

t 

- . 

APPENOIX No. 1 

ORIENTATION SESSION 

\ 
PART 1: We Learn about how our 

Children Grow and Learn 

1. DeveJopment: Thinking - Processes . 
DeveJopment: Thinking - Processes Il 

2. DeveJopment: Sensory-MO"tor 

Development: Sensory-Motor Il 

3. Develo-pment: Language 

Development: Language Il 

4. FamiJy Nutrition 

Family Nutrïtion " 

, i 

\ : . , 
" 

" -l' 



\ 

_, ... _____ .~ ___________ ........ _____ I _.U"li.""!':.OII! ..... t ..... di! ........ --------, ...... II~'O~ •• -, ... ' .. , .............. -.---------.-----

\ 

J, 

1 
! 

1 JI}. 

PART Il: Parent-teaching Strate91es 

5( Lesson Planning, - (C. Rahn) 

Teaching and Management Techniques 

6. Everyday Use of the Word Behaviour 

Zeroing-in on the Behaviours we Observe 

P r,a c tic e Ses s ion 

7. Review 

8. 

Another Look at the ASes 
1 

Consequences of Sehaviour 

( 

Pracfice Session 

9. Shaping 

Task Analysis 

Fading 

10. Practice Session .. . 
11. Decreasing Behaviour 

12.Practice Session 

13. General i zation of Learning 

14. Pr~ctice Session 
/ 

15. General Review and Practice 

16. 'Wrifp-up Sess ton 

f 

\ 

'1 

1 
1 

, 
, 1 

" 

., 
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5. 

6. 
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APPENDIX No. 2 

LISr OF CLASSROOM TOPleS F.OR GROUP 3 
(STRUCTURED ELEVEN SESSIONS) 

/ 

Orientation 

Cognitive Development 

Sens~ry-Motor DeveJopment 

language Development 

General Discussion ~n Oevelo~m;nt 

, 1 

Fami Iy Nutrition' 

Lesson Planni~g 

Teachlng and Management Techniques 

8. Everyday Use of the Work Behaviour 

Observing 8ehaviour 

9. 

10. 

Another Look at our ABes 

Consequences of Behaviour 

Shaping 

Task Analysis' 

11. Decfeastng Behaviour 

Guidel Ines 

, 
12. - Generaltza~fon of Learnlng 

" 

. 
,(" 
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APPENOIX No. 3 
/' 

HOME ASSJGNMENT No. 1 

Due Ita te: 

1. Re-read thls week's notl's. 

" 2: -Turn to the ACTIVITIY SECTtON of thls manual. 
Read section most relevant to your chilq. 

3. Use the form on t~e following page to complete 
Dai Iy Progr~mmas (for each day 'of the week 
until next class) including a FormaI Lesson 
for eac~ day. Plan .the environment '(i.e. 
your chl1d " s room,- etc.) and your time accord­
lngly. 

DAILY PLAN 

Name: (parents) 

~h 11 d: Age: 

Date: 

DAILY PROGRAMME 

, " 

,j 



........... _--"""'""' .. ,,-_-..::::::....~----------------------------------

'. 

- \ 

. ,. 
FORMAL ,LESSON 

Name: lpal\.ent} 

~ 

Ch il d: Age: 

'Date: 

, 
ACTtVrTY: .. 

Developmental arealsl involved: 

Purpose ' 

1. 

2. 

3. 

4. (etc.l 

\ 

Steps: 

/ 

'" ,. 
(~hat worked ~nd what d)d not work 
and pos~,l e reasons why) 
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APPENDIX ~o. 4 

HOME ASSI~NHENT No. 2 

Due. Da te: 

J". Re-read this week's notes. 

2. "Teach" this information to your husband. , 

3. Each of you should then complete the quiz. 

4. 

5. 

This should be done separately (in different 
rooms, etc.) and wlthout notes. Bring them 
to.hand-in during your next session. ' 

Observe your child carefully and "zero-in" on 
't h r e e b e h a v i 0 urs t 0 des cri b e . The s e b e h a v i our s 
should include one From the cognitive area; one 
From the language areaj and one From the sensory 
motor area. You may want to refer back to your 
Part 1 notes on Develop,ment to assist you. 

\ 
Record your descriptions on the forms provlded. 

6. Answer_the questions at the bottom of each,form 
after completing your desdriptions. 

7. Enough forms have been provided so that your 
husband may complete thls exercise as weil. 
If he does, then brlng his forms along wlth 
yours to hand in next week. 

, -, ; J.). 

\ 

./ 



t 
__ ... ~~_~_~ .......... _~ ____ ........ __ . ___ , __ u __ ..... _ ... ::ae .... _ ... ''''''ol"lt''''' ....... '''I!!lIGP_4!W''m __ q ::b.Z:Ql6II\tIi4I1!!iMlI!I:.!lIlIt!'II!OI( __ tn!!J!II!!!_II_ •• _~""zt ___ ltIIItlSl!J""' __ U __ "' __ , _________ --= __ _ 

[ 
1 

( ~) 
, 

1 

1 
! 
t 

1 

1 

APPENOIX No. 5 

HOMEWORK ASSIGNMENT No. 3 

OBSERVATION No. 

(use back if necessary) 

Name: Date: 

Chi ld's Name: Age: 

. BEHAVIOUR OBSERVEO: 

'Cognitive Language Sensory-Motor 

" 

1. Are you able to observe the behaviour (count 
how many t i mes i t happened} by us 1 n9 your des­
cription!, (If not, you ,may think of going 
back to'''polish" it up.} 

2: Are there any changes you think-you should make7 
If "yesu • what are they1 

, 

" \ -

'1: .. -... ~~,:,~.~~_·.i:~~.~.~~~~·.,~~~ .. ~~ .. ~~~~~~~~~~.~~~~~~~~~~~~~ - - ---~--
r- _ ~,~_.~___ )~<I __ .,~ '''.( ... ~-<;'~J ~,1-.~;.'~.:: .. ,"''';~J'..~...;~.'':t;t~,~ ~._~" .. _, ~"".,- .. :·"b.,t·,:.:j .. ',~-,t',~ .. 
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APPENDIX No. 6 • , , 

HOME ASSIGNHENT No. 4 

Due Date: 

Re-read this week's notes. c 

~ 

"T~ach" the ma'ter i alto your husband. 

Complete the Quiz. Have your husb~nd complete 
the Quiz as weIl (if possible). It should b~ 
completed without notes. (Each of you should 
complete the Qurz-by yourself.) Bring the 
completed Quiz(zes) with you to the next {~ession., 

(' 

Use the forms provided in this section to complete 
the following assignment: 

Use the ABC a n a 1 ys j s toI 0,0 k ' a t : -( 

(a) Five examples of your child's behaviourj 

(b) Thre, examptes 0' another adult's 
behavio'ur (i .e. husband, mother, other 
realtive, etc.); and 

(c) Two examp tes of 
your home (i .e. 
shopp j n9 in the 
a plaza, etc.). 

behaviour from outside 
when vou do your ~eekly 

supermarket, shopping at 

Two sets of forms have been provided 50 that your 
hU5b~nd may also complete the a55ignm~nt. 

\ 

, . 
1; ~ ..... , 



ft • 

5. . , 

C) 
.,' 

. " 
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APPENDIX No. 7 

Dàte: 

, 
1. An unbiased approach to observing behaviour is to 

describe only whai you can an 

lndividual doing. 

\ 
2. When we say: IIHarry acts that way because he 15 a 

cranky chlld", we are not actually desc-ribing Har1"'Y's 

• 
, 

3. A 'ilesson plan" is 

b lf1:'"""C a the r .. 
--------------------

, 

4.\ ln preparation for a "Iesson pIanu. it is first necessary 

ta on the behaviour(s) we may 

wa~ ta work with. 

-5. A good description gives 'a very clear plcture'of 

--
r-

to tne observer. 

o ' 

'. 

" 

~, 
'~ 
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.. 
6. \othen we say: "Sèhave your/self", the work behaviour 

has a d'efinite meaning but the meaning is ., 

7 •. How good a description is depends on 

8. There is no standard, correct 

/ of a behaviour. 

, (') 

9. 1 n everyday usage when we talk about beha'v jour we 

often actuaJ)y des cr i be 1) \ our 

2} and 3) of 

the behaviour. 

./ 

JO. Descrtbing only what you can see an individua,J doing / 

ts an method of taJking 

about behaviour. 

" , 

\ 

"'" 
C) 

./' 

~ 

"" 

. , 
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APPENDIX No. 8 

QUIZ (ASes) No. 2 

Name:, -'" 
--------------------------~---------

Date: ' --------

1. Consequ'ences of behaviour determine 

a behaviour may occur. 

2. s'e t the occas i on fo r 

th~ behaviour to occur. 
1 

3. Sall~ sees a toy on the shelf. 
, 

She screams: "G j 'Je 

i t tome " . . See 1 n9 the toy on the s hel fis the 

, Screamlng: l'Give it to me ll Is' the 

,. . If Johnny is whining more each day, It Is 1ike1y that 

his whining Is bei.ng fol1owe'd by 

5. A behaviour ls 1ess likely to occur l'f it is immediate.ly 

fol1owed by 

6. ,The ABC analysis' Is. a technique for 

7. 

behaviour. 

b 
T h.e ABC ~ n a 1 ys t sis use f u 1 for: 

(al 

. Lb) 

! 

\ 

, 
" 

" 

, 1 

, ' 

.,_ ... ~_ ....... -_._---~-----------~~ 
, 

! '\.1 
'~~ ____ ~~~:'1~~~~'"""""""",,,,,,,,,,_,,,,,i;.J ~ 



_ ...... ~ ...... ___ .......-__ ~ .. ______ ._. __ ......... ."....,_ ........ l)\I ... "' ... 41i8lP)i ............... _!OIIt' ... ~'*'!I;!!I.1I_ ........ ,,,,,IJlHI..,,, ......... lu ........ a ... _____ ...... a __ ............ _. _______ ; !L!i __ ' ___ ._. _______ _ 

145. 

8. A car approaches a traffic ILght. The sil:)nal is 

green 50 the driver proceeds to cross the intersection. 

ln thi5 example : 

the Antecedent was 

the Behaviour was and 

the Consequ«:Jlce was 

9. Baby smiles. Gramdma says: "Hello there!" Baby' 

smiles i'igain. ln this exampJe" 

the Ante cedent was 

the Behayiour was and 
" 

the Consequence was 

() 
-' 

10. Baby plays with mobile. Pulls on string. Tug of 

the string makes clown move. Baby pulls ~tring again. 

1 n'th i 5 examp 1 e: 

the Antecedent was 

the Behavlour was ............... -----------------------------; and 

the Consequence was 

o 
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APPENDIX No. 9 

REINFORCEMENT SURV&Y 

'Please thin\k about each question very carefully before 
an s,we r i ~ For e a c h que s t j 0 n, 1 j s t i te m s j n 0 rd e r 0 f 

'I1chi,ld's preference. 

.. 
1. What special' snacks does your ch j.} d enjoy? 

., 
t. 3. 

2. ,. . 
r 

------/ 

2. What mea 1 t ime foods does your ch j 1 d enjoy? 

1. 3. 

2 . 4. 

3. What drinks d6es your ch j 1 d enjoy? 
... 

1. 3. 

2. 
0 

4. 

.. 
"'. 

4 • What games does your ch il d 1 i ke to play wl th you 
or wi th others? 

1. 3. 

2. ,. . 

1) 

. ' 

ï 
) 
1 

1 

,1 
'. \ 

l 
... ' ~, 

, ' 

, ' 
" , 



() 

() 

5. 

at 11 ' J L(1 

'What activltie.s besides games; does your chlld 
enjoy (e.g. ening ta musi'c, watching lV,'etc.). 

\~}\ 

1. 

2. 

3 . 

4 . 

6. What words of praise or compliments does your chqd 
enjoy7 ~ 

1. 

2. 

\ 

3. 

4. 

7. What'person(s) does your child"enjoy being with l1)ost? 

8. 

1. 

2. 

3 . 

4. 

, 
" 

What does your child llke to do wlth his favourlte 
p.:;rson(s}? .. 

.. 

. .... 

J 

... 

- '1 
1 

I 

\ 
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