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CHAPTER I
RATTONALE AND REVIEW OF THE LITERATURE

General Statement of the Problem

The purpose of this study was to determine whether or not it is
posslible to enhance the ability of lower class children to play
imaginatively. More imaginative play is here defined as play in which
there 1s more preternding, more "as if" characteristics, more elements
introduced into the play situation that are not directly related to the
overt tangible play stimuli. It is suggested that imaginative play is
a dimension of fantasy ability and that it is the most appropriate and
age-sultable mode of fantasy expression at kindergarten age. It is
likely that imaginative play is a dimension of an ability that may be
expressed by older children, when fantasy becomes more internalized, in
writing orliginal compositions, stories amd poems, or painting unususl
and creative artwork. The importance of erhanecing a child's ability to
engage in imaginative play, as a dimension of fantasy, seems impliecit
in the current view of fantasy within moderate limits as a constructive
and useful cognitive skill, in contrast to the older Freudian drive-

reduction notion.

Theoretical Conceptions of
the Nature of Fantasy

Freud (1962) believed that fantasies are unfulfilled wishes or
expressions of unreleased drives. He thought that fantasies allowed for



some cathartic effect by reducing small quantities of the unreleased
energy. This Freudian drive=reduction or wish~fulfillment view of
fantasy has dominated thinking about linner experience until recently.
It should be polnted out that Freud thought of play as closely related
to fantasy; as fantasy woven around real objects. He thought that play
shares many of the unconscious determinants that shape dream life.

Imagery, which is related to fantasy, had been investigated prior
to the time of Freud's writings on the subject by Wundt and later by
Titchener. However, Wundt and Titchener's work dealt with short-term
imagery, closely related to perception. Imagery was seen by Wundt in
the context of a structural organization of the mind, not as fantasy in
the sense of a possibly useful function of the individual. Despite the
fact that the Freudian view of fantasy, as developing out of the hal-
lucinatory image of the absent breast or bottle, has been so wldely
accepted, neither Freud nor Rapaport has ever spelled out clearly how
this early hallucinated image is internalized as fantasy. Nevertheless,
it is clear from the writings of the members of the Freudlan school
(A. Freud, 1937; Greenacre, 1959; and Klein, 1960) that they view the
play behavior of children as cathartic or drive-reducing and make use
of play as a major therapeutic tool with children.

Plaget (1962) considered fantasies and imaginative play of
children as a necessary step in their cognitive development toward
opentional thought. Through imaginative play, the chlld is able to
assimilate elements of the enviromnment into his existing schema. The
child can thus develop the abllity to manipulate the symbols of his



environment internally, so that he is no longer as dependent upon
external cues as he was in the preconservation period and can also
role~play by internal manipulation of images to shortcut the overt trial
and error behavior characteristic of the infant and young child. Plaget
reogarded imaginative play as the secord of three main stages of play
(i.e., practice play, symbolic play, and playing games with rules)
through which each child must pass. Flay ls regarded by Plaget as
being closely linked with fantasy and dreaming, since in all of these,
reality is bent to fit exlsting concepts or thought patterns. He
refers to the joy which comes to the child through self=-assertion or
efficacy in symbolic play. Piaget also notes the adaptive aspect of
symbollic play in that it develops, fixes, and retains new abilitiles,
as well as its compensatory aspect, that is when it "improves upon
reality” to render it more agreeable. Erikson (1940) considered play
an infantile way of thinking over difficult experilences and restoring a
sense of mastery, thus stressing the coplng effects of symbalic play.
Werner (1948) also regarded play as a necessary part of a child's cog-
nitive develomment. He demonstrated a relationship between degree of
motility and the child's perception of movement responses in the
Rorschach Test, generally regarded as being related to capacity for
inner experience.

Beginning with the work of Hartmann, Kris, and Lowenstein in
1947, there has been increasing suppert, especlally among psychologlsts,
for the conception of an autonomous ego, separate from the struggles
between impulses and the envirorment. White (1963) has stressed the



notion of competence or effectance which implies an ego that has a
positive lnterest in learning to deal with the world effectively, apart
from a simplistic interest in its drive-reducing properties. Schachtel
(1959) has also effectively challenged the drive-reduction view of human
functioning with convincing data from numerous studies particularly
those involving natural observation of young children.

In recent years any energy notion of ego and cognitive function-
ing has been seriously questioned and new models such as those involving
the information-processing capacities of the ego and its cognitive
functions have seemed to fit the data well and be more parsimonious.

It should be noted that White still spoke of ego energy as leading to
exploring and testing reality and to the develomment of dynamlc struc-
tures: abilities, skills, knowledge, etc. The information~processing
approach emanated originally from the work of Wiener (1948) in the
physical sciences and has been developed and used by Miller (1953) and
Tomkins (1962) in explaining cognitive functioning, The implications
of this model for the study of fantasy would seem to be that how fantasy
develops in any particular individual has to do with the balance he
develops between attention to inner and outer experience, as the notion
of channel implies a limited capacity for processing.

Tomkins (1962) views personality as a two-way communication with
the social and physical enviromment. This conceptualization is an
information-processing feedback model which rejects drive-reduction as a
major motivational concept and emphasizes human efforts to amplify and
seek out stimulation. Tomkins suggests that affect is involved in the



development of the image that governs man's purposive behavior. For
Tomkins, the purpose of the organism is a centrally-emitted blueprint
called the image, that is the intention of doing something. The organism,
by using the feedback information about the discrepancy between the
present state and the image, activates the affect system which is
motivational and cue-producing.

Singer (1961) has speculated that imaginative play is a dimension
of fantasy, a predisposition that the child may ér may not develop
deperding on his own constitutional capacities and a facilltating set
of environmental conditions. Singer and his assoclates (1966) have been
the first to begin systematic research in the area of fantasy (not
ignoring the few occasional insightful writings on fantasy such as
those by Willlam James) and have shown some evidence that fantasy
ability at moderate levels is a cognlitive skill related to self control,
delay of gratification, and the development of creative thought. He
suggests that imaginative play, the ablility to pretend, to project 1ife
and verballzation onto inanimate objects, to act "as if" may, at age
five or six, represent the fantasy dimension 'appropriate before the
internalization of role-~playing and other fantasy behaviors takes place.
Singer's conception of fantasy is consistent with the ldeas of Schachtel,
White, and Tomkins, that human functioning is motivated by positive
seeking of stimulation and not drive~reduction. It should be noted that
in speaking of fantasy as a useful cognitive skill, Singer is referring
to moderate levels of this predisposition within normal functioning and

does not mean to ignore the regressive aspects of extreme and



idlosyncratic fantasy behavior found in serious psychopathology.

While there has been little experimental support for this, Singer
(1966) has suggested that some capacity for imaginative play can be a
useful tool for a child in handling of anxiety and in exploring future
roles. Singer (1961) fourd, for instance, that children who were high
in fantasy predisposition (based on interview questions about play pre-
ferences) were able to remain waiting for longer periods of time than
children judged as low in fantasy predisposition, presumably because
the former had been pleasurably engaged in fantasy. Thus, in a situa-
tion in which a child must delay gratification or inhibit his natural
motor tendencies, it might be expected that a highly imaginative child
would have a greater ablility to pass the time pleaswaialy and could rely
on his fantasy sklll to help make the delay period more tolerabls.

More support for this idea comes from the study of Riess (1957)
who found that six- and seven-year-old children who saw more human move-
ment (M) on the Rorschach Test (which is related to fantasy ability)
spent a greater amount of time in fantasy or imaginative behavior than
in more muscular play with balls, jump ropes, etc. which were avallable
for play. Books and puzzles that lent themselves to less motoric
behavior and more imaginative activity were also avallable and were
chosen for pla;r more often by the more imaginative children. Out of 30
children in the M group, half received the lowest possible score in
motor activity, while only six of the non-M group received this low
score.

A study by Lesser (cited by Singer, 1966, p. 131) found that



less imaginative children chose playthings rquir;’i.ng vigorous motoric
behavior (basketball, baseball, etc.). More imaginative children were
found to choose toys that did not require motor behavior, but rather
more imagination in play (such as a fort with soldiers, a science kit,
ete.). It is suggested that the less imaginative child, without some
fantasy resources may have to resort to physical contact with his
envirorment, even when such contact may be inappropriate or unrewarding.
Of course, there ls the other extreme, where a child is lost in his own
imaginative world most of the time and who is thereby prevented from
obtaining important learnings from actual interaction with the
environment.

It should be noted that fantasy viewed as a desirable skill has

had many detractors, not only Freuwd and Janet who related it to the
onset of hysterlcal symptoms, but also the famous child educator, Marila
Montessori. Montessori (1948) designed her play materials to suppress
fantasy which she felt would 1ead to character defects. In passing, it
should be noted, however, that researchers in creativity, such as Getzels
and Jackson (1962), Guilford (1956), Torrance (1962), Taylor (1964), and
Wallach and Kogan (1965), have all sought ways to increase imaginative-
ness in chlldren as a way of enhancing their cognitive functioning.
De Mille (1967) developed methods of exercising children's imagination
which he found could be improved with practice. Davidson and Greenberg
(1967) , working with fifth~grade lower class Negro children, found that
high achievers (grade level and above academically) saw an average of

two M's on the Rorschach (in contrast to an average of less than one for



the low achievers) and were also rated by clinlcal psychologists, on the
basis of interviews and projective techniques, as b.e:l.ng more able to
draw upon their inner resources, and as having greater capacity to
exercise control and to cope more effectively than lower achlevers with
feelings of hostility and anxiety. The mighf of the evidence that
exists seems to suggest, therefore, that the development of a moderate
amount of fantasy ability may aid a child in developlng cognitive skills
available for dealing with certain kinds of conflicts that ilnevitably
arise in development and which offer pleasurable alternatives to

inappropriate overt behavior.

Fantasy Ability and Social Class Factors

On the basis of admittedly sparse evidence, there seems to be
some justification for viewlng imaginative play as a useful and pleasure-
giving skill that might be erhanced in children to their ultimate educa-
tional benefit. It would seem that kindergarten would be a very sultable
age to attempt such training, since much of the fantasy life of the five-
year~old is played out overtly, and since the cognitive benefits that
might follow such training would exist prior to the beginning of formal
educational efforts. It also seems appropriate to begin with children
who are in most urgent need of help. In 1964, forty to seventy percent
of the total school population in our twenty biggest metropolitan areas
consisted of children from lower class homes and it was then projected
that by junior high school 60% of these children would be acedemically
retarded by one to fowr years (Deutsch, 1964). This academic



retardation has broad social implications and represents a great loss
to our society in terms of needed resources. While evidence for the
close relation of imaginative ability and soclal class is scant, and the
role of imaginative ablility in effective cognitive functioning not
clearly established, it seems that it would be instructive to determine
if this ability could be enhanced in lower class children, with the hope
that thls would stimulate other researchers to do longitudinal studies
to assess long-term gains from such training. It is also hoped that
this investigation will provide some information about the factors that
contribute to a child's ability to engage in make-helieve behavior.

There are some studles dealing with the factors involved in the
development of fantasy ability, although there is considerable disagree-
ment among them. The findings of Singer and his associates (1966) sug-
gest that cultural background, soclo-economic level, and verbal facility
are related to fantasy development. Singer and his associates suggest
that it is likely that children who have experlienced greater frustration
of biologlecal nee&s 6:- who lack a consistent and benign parental figure
have never had the opportunity of mastering the skill of imaginative
play. Such children, frequently from lower class homes, are often
found to be hyperactive and impulse-ridden when they are seen in clinical
settings. Marshall (1961) found a high relationship between fantasy
play of young children at school and the number of imaginative play
topics that the child talked about with his parents, according to
parental report.

Plaget (1.962) spoke of the need for the opportunity and freedom
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(from axxiety or grossly ummet needs) to play in order to achieve
higher cognitive development. Tomkins (1962) has suggested that, when
strong biological needs are not met, other personality subsystems, such
as affect and cognition, are more dominated by the blological, need-
reduction system, and thereby less able to develop. White (1959, 1964)
and Schachtel (1959) have pointed out that manifestations of exploratory
ard creative play are most likely to be found among chlldren whose
blological and most elemental needs are reasonably well gratified and
anxiety kept to a minimum. The latter is likely to more often be the
case with middle class children.

Singer (1961) found high daydreamers (middle class children, six
to nine years old) reported significantly more assocliation between them-
selves and thelr parents than did low daydreamers, thus suggesting a
relation between fantasy ability and identification with one or both
parents. He also found a tendency for high daydreamers to be only
children or first-born in the family, the former belng much less likely
in the lower c¢lass family. (Davidson and Greenberg found no differences
between their high and low achlievers in ordinal position or number of
children in the family.) From his study, Singer suggests that an
important environmental factor in the development of fantasy predisposition
may be the opportunity for reguler contact with at least one parent whose
actions and speech patterns are availahle for imitation. Thus, parents
vho are physically absent or absorbed in many demanding household
responsibilities, as lower class parents frequently are, may not be able
to provide this opportuﬁity. Singer also points out that the child needs



the opportunity to be alone to practice his developing fantasy skill.
This would imply that an overprotective mother (which actually could be
a more frequent phenomenon in the middle class home) who will not allow
her child to do his own thinking, or & houseful of closely-spaced
siblings and lack of physical space in which to be alone (more likely
in a lower class home) would lessen a child's opportunity to develop
this skill. (Davidson and Greenberg found no differences between their
high and low achlevers in person/room ratio.) As Singer (1966) says,
"The accident of birth into the middle of a large family, the fate of
growing up in conditions of . . . severe poverty, where crowded condi-
tions prevail may impede development of sensitivity to inner experience
[p. 164]." The inability of many lower class children to delay gratifi-
cation and their frequent lack of baslc trust may reflect the lack of
inner continulty and integrated self-differentiation which an opportun-
ity for fantasizing may have been able to provide.

Bandura and Walters (1959) have emphasized the important influ-
ence of the parent as a model for children to use in the develomment of
thelr fantasy and make-belleve activit:l.es; Growing up with parents who
present models of aggressive, limpulsive, or distrustful behaviors,
chlldren are probably less likely to engage in fantasy or internalize
long-range goals. Singer also suggests the importance of the attitude
of the parents ard the subculture group toward imagination as playlng a
slgnificant role in fantasy development in particular individuals.

The importance of varied envirommental stimulation in fantasy
development is strikingly demonstrated by the differences found by
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Singer and Streiner (1966) in the structure and content of play habits,
daydreams, and night dreams of blind and sighted children. Plaget
(1962) stressed that the stimulation from the external world is
assimilated by the developing child into the existing schema, thus
incorporating the outside world into the child's inner experience. It
would seem reasonable that the richer, more varied enviromment of the
middle elass child would permit the bullding of a wider basis for a
more varied inner experiencs.

Deutsch (1964) who has worked extensively with children from
lower class homes also fourd that the crowded conditions, few toys or
even household objects with which to play resulted in stimulus depriva-
tion in many lower class familles. Dr. Newton S. Metfessel, Director of
the Center for the Study of the Education of Disadvantaged Youth of the
University of Southern California (in Frost & Hawkes, 1966) found that
lower class children studied at the center were frequently under-
developed in the use of symbols and concepts existing apart from con-
crete objects. He found that lower c¢lass parents were much less accept-
ing of imaginary playmates than middle class paremts and also more likely
to look upon imaginativeness as lying and to punish it when it is
observed. He alsc found that lower class children need to ses the con-
crete application of what they are dolng to immediate satisfaction
which brings them into conflict with the school situation where delay
of gratification is often essential for learning. Metfessel also found
lower class children to have poor attention span, slowmess of thinking,

a narrow range of experience and poor verbal ability as compared with
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middle class children of comparable age.

Bronfenbrenner (1958, p. 425), in reviewing studies in the area
of social class and parent-child relationshlips, says, "Over the entire
twenty=five year period studied, parentwchild relationships in middle
class homes are consistently reported as more acceptant ard equilitarian,
while those in the werking-class are oriented toward maintaining order
and obedience.” Riessman (1962) cautions lest we overlook the differ-
ences among lower class children and also that we should not forget
about the cognitive strengths they do possess. He makes the point that
lower class life is not necessarily less varled and stimulating than
middle class 1life and that it often takes a great deal of lingenuity to
survive corditions of severe poverty. He cautions also that slowness of
thinking can be a cognitive asset at times and that he has found good
verbal ability among lower class chlildren in out-of=school situations,
in circumstances that do not converge with school values amd emphases.
| He found them particularly verbal in role-playing situations. Riessman
concedes that deficlenclies do exlist among lower class children in formal
language and in cognitive functloning, but he places emphaslis on the
great differences he has found between the formal language required at
school and the public language of the lower class child at whlch he 1s
much bettor.. This distinction between formal and public language 1s
one that is clearly made by Bernstein (1962) who sees language as being
anchored in socilal class structure. However, while Rlessman argues that
the lower class child can be just as verbal as the middle class child
in the appropriate circumstances, Bernstein argues that the lower class
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child has fewer structural possibilitlies available for use ard hence

his verbal ability is restricted. However, Bernstein and Deutsch see
much overlap between the middle and lower class children in cognitive
functioning, attributing the usually found statistlcal difference in

favor of the middle class to a hard-core very low subgroup within the
lower class group which is often found to be especially resistant to

remedial tecnniques.

John (1963) also points out the differences in cognitive
functioning among lower class chlldren, but speaks of a tendency for
lower class families to place less reliance upon language &8s a means of
communication and of cognitive exploration. She attributes much of this
to the noise arnd interference that comes with the overcrowledness of
many lower class homes. Brown (1964) has found that lower class chil-
dren generally perform less well than middle class children on tests of
verbal power, but not in measures of verbal output. He suggests that
this finding be further explored to assess the specific cognitive
strengths and weaknesses of lower class children.

A study by Deutsch et al. (1964) found that, when I.Q. was held
constant, differences in speech quality based on variety of verbal out=
put were not significant between lower and middle class children. Some
investigators (1like Davidson & Greenberg, 1967) specifically avoid
equating for I.Q. because they feel that this equates only for abilities
measured on standard I.Q. tests and may obscure other abilities that aid
in cognitive functioning or that could be bullt upon with speclal train-
ing methods. Deutsch (1963, 1964) also points out that lower class
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children tend to score within a fairly broad range on tests of cognitive
functioning, a fact that is often obscured in a literature that tends
to émphas:l.ze average differences rather than degree of overlap of groups.

Deutsch suggests placing more emphasis on identifying youngsters
vwho are deficient in cognitive sgkills, assessing the specific strengths
obscured by traditional tests and also finding innovative methods of
building upon the strengths of the lower class children. He points to
evidence that even in the most economically deprived areas, where school
retardation rates are highest, there are children who show considerable
school success. It can not be assumed that a so-cailed "underprivileged"
area possesses homogeneous characteristics. There are, as Deutsch
points out, considerable variations in the home enviromments of children
from such areas. It should be noted also that both Deutsch (1960) and
Davidson and Greenberg (1967) found that lower class Negro girls have a
better personal, soclal, and emotional adjustment than their male counter-
parts and usually do better in school.

Ausubel and Ausubel (1963) argue that there is sufficient con-
sistency of experlence for lower class urban chlildren to speak of such
experience as having some deleterious effects on these children's cog-
nitive functioning. Deutsch agrees that there is a statistical differ-
ence between lower and middle class children, but is more interested in
finding out how to enhance and biild upon the atrengths of the lower
class children arnd to lsolate the factors associated with the subgroups
within the lower class that do relatively well and those that do rela-
tively poorly in thelr cognitive functioning.
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In an article in the New York Times Magazine Section of July 6,
1969, it was reported that researchers in the Harvard School of Educa-
tion Pre-~school Project (under the direction of Dr. Burton L. White)
found that middle class children engaged in role-playling five times
more frequently than lower class children of the same age. These
researchers who vislted the homes of the children for observational pur-
poses fourd that children with interested, involved mothers spend about
one=-{ifth of their time in make-belleve and pretending activities and
that children of overwhelmed mothers who do not have much time to inter-
act with their children almost never engage in such activities (Pines,
1969).

Evidence from Projective Technlgques on
Fantasy Ability and Soclal Class

There is some evidence from studies using projective techniques
indicating differences between lower and middle class fantasy behavior.
Rorschach (1942), Klopfer (1954), Schachtel (1966) and others have
related human movement (M) responses, large number of responses (R),
varied content, low number of populars (P), and low percent of animal
responses (A%) on the Rorschach Test to imaginativeness and fantasy
ability, or sensitivity to inner experience. Rabin and Haworth (1960)
indicate that the length of the story in the Thematic Apperception Test
(T.A.T.) is frequently associated with imaginativeness and fantasy
ability.

Korchin et al. (1950) reported their middle class subjects gave

significantly longer stories than Jower class subjects (no differences
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were found between Negro and white subjects). Rlessman (1958), however,
contends that results such as these are obtained because of the fact
that storytelling is more familiar for middle class children than for
lower class children. Pasamanick and Knobloch (1955) caution that, in
evaluating the results of test data with Negro subjects, raclal aware-
ness and/or lack of rapport between Negro subject and white. examiner can
play significant roles in results and should be taken into account before
drawing conclusions. Downing et al. (1961) and Ames (1966) found Negro
lower class elementary school children less productive (fewer R), less
accurate (lower F+%), more banel (higher P, lower 0), less imaginative
(lower M) on the Rorschach Test than white children of comparable age,
intelligence, and socio-economic levels. Stainbrook and Siegel (1944)
fourd Negro high school students gave fewer D, S, m, M, K, and CF, as
well as fewer responses of any kind on the Rorschach, than white stu-
dents, but these investigators did not equate for intelligence.
Megargee (1966) fourd no significant differences between white and Negro
lower class juvenile delinquents (males) matched for Mental Age on 69
T.A.T. variables, nor on seven variables of the Rosenszwelg Plicture
Frustration Test. The only significant differences he found were on the
Holtzman Inkblot Tests the whites gave more popular arnd the Negro more
anatomy responses. The Downing and the Ames studies do suggest that
middle class subjects tend toward higher fantasy predisposition than
lower class subjects, but admittedly the evlidence is only suggestive.
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Studies Related to Enhancement

of Imaginative Play

As Singer (1966) says, "It would be most desirable to see if a

long-term plan of training could result in greater intermalization amd
sensitivity to inner channels [pp. 169-170]," and, indeed, the whole
area of training in imaginative play regarded as a dimension of fantasy
is largely unexplored. The only relevant research that could be located
prior to the undertaking of thls investigation was that of Marshall and
Hahn (1967) who worked with middle class children. They matched three
groups of twelve children for sex, age, ordinal position in the famlly,
status of father's occupation, and length of school attendance. The
children were rated initially for evidence of imaginative play by a classe
room observer. During a six-week period, one group received no training
whatsoever, one group was assisted in dolng puzzles by the investigator,
and the experimental group was given four fifteen-minute training ses-
slons of imaginative play instruction with dolls and creative play
e@uipnent. Four other types of interactlion among peers were recorded
(in addition to imaginativeness of play) before and after the training
period: assoclative play, friendly approach or response; conversations,
and aggressions. The purpose of the study was to determine whether more
imaginative play would enhance assoclative play with other children.
After the training, the experimental group significantly increased the
frequency of imaginative play and the other groups did not. The experi-
mental group also increased significantly in assoclative beshavior with
peers after the training, but not in the other kimds of reactions with
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other children. The factor of warmth and attention of the investigator
as a possible cause of the increased frequency of imaginative play and
assoclative play was ruled out by the exlistence of the group which
recelved help with pwzles. The results of this study support the
hypothesls that children may be trained toward increased ability to
engage in imaginative behavior. The authors found support in their
study for the model theory of Bandura in that the children imitated the
behavior of the adult investigator. Marshall and Hahn's study was car-
ried out with middle class children only and 1t is quite possible that
the subjects low in imaginative play were only low relative to their
peers ard not on an -absolute basis. It is possible that lower class
children wuld be fourd to be less developed in this area of function-
ing and would not be able to improve as readily from such methods of
training.

After the present investigation was completed, a study conducted
in Israel by Dr. Sara Smllansky of the Szold National Institute was
located in vhich it was found that disadvantaged kindergarten children
wore less able to engage in sociodramatic play than middle class chil-
dren. {(Sociodramatic play was defined by the author as having a major
imaginative and role-playing aspect.) Dr. Smilansky engaged in the
systematic training of the disadvantaged children using techniques
very similar to those of this study and was successful in inecreasing
their sociodramatic play significantly. This study will be discussed
in considerable detall in the Discussion section and the findings
compared to those of the present investigation (Smilansky, 1968).
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Sumnary of Rationale of the Hypotheses

The selection of lower class subjects in this study was based on
the statistical finding that, on the average, lower class children do
less well than middle class children in cognitive functioning and are
therefore in the most need of special help. That fantasy ability may be
a useful cognitive skill finds support in the work of Singer (1966) and
Davidson and Greenberg (1967) who, while finding a wide range of cogni-
tive functioning among lower class Negro children, found that the high
achlevers were more capable of drawlng on imner resources, had better
control of impulses, dealt more successfully with feelings of hostility,
were more original and creative, and were superlior in language functions
to the low achievers. (High achlevers gave more Rorschach responses,
saw more human movement, and wsre able to give more uses for objects.)
However, it should be noted that the largest differences fourd between
high and low achlievers were on skills emphasized in the schools. Dif-
ferences in curlosity, creativity, and linguistic complexity were smaller.
Support for the hypothesls that specific training can enhance imaglina-
tive play, which is related to fantasy predisposition 1in this study,
comes from the research of Marshall and Hahn, although their sub;jeg‘l:s
were middle class children, and from Bandwra's work (1961, 1963) which
suggests that teachers' actions in demonstrating use of toys and
vocabulary may be effective in stimulating imaginative behavior in
children through imitation. The hypothesis that the experimental group
will be rated as having more pleasurable affect in their play after
training receives some support from the work of Singer that éhildren vho



21

are high daydreamers are able to tolerate waiting situations longer
presumably because of their pleasurable cognltlve or fantasy activity.
Hartley (1952) and Lieberman (1964) have both described the joy and
delight of children engaging in spontaneous and original play. The
hypotheslis that the experimental group will, after training, be more
absorbed and concentrated in their play receives support from the find-
ings of Singer, Werner, and Riess, relating fantasy ability amd
inhibition of motility.

The hypothesls that "high" fantasizers will improve more than the
"low" fantasizers receives support from the evidence, such as it is,
that on the average lower class subjects tend to be less imaginative than
middle class subjects. This seems to imply that a "high" lower class
fantasizer would probably not be "high" in an absolute sense, but at
least a child who had developed some fantasy abllity, while still
retaining considerable scope for improvement. However, the "low" lower
class fantasizer may be so deficient in the fantasy skill that it can
not be developed in him within this short amount of time. He may well
be part of that hard-core, severely deficlient subgroup of lower class
children referred to by Deutsch (1964) and Bernstein (1962). Neverthe-
less, it is predicted that, despite fantasy predisposition, the training
factor will be the most powerful one. It should be pointed out that the
designation of "high" and "low" fantasy predisposition in this study was
based on one projective test, one short interview conducted on one day,
and a teacher's evaluation based on three months of focused observation

and not on extensive testing and observation on a long=term basis.
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Clinlical H@othesis

Following the experimental phase of the study, six of the lowest
and six of the highest fantaslzers were selected for further study in an
attempt to explore what envirommental factors tend to facilltate the
development of fantasy abllity. This was accomplished by the investi-
gator comducting an interview with the head of household of the children
involved to determine ordinal position of child, number and spacing of
siblings, person/room ratio, presence or absence of father, amount of
time parents and child spend together and in what kinds of activities,
child's favorite play activities, parent's attitude toward imaginative-
ness, pafrents' educationasl and occupational level, to whom the child
seems closest in the family, and some assessment of the general concern
of the parent for the chlld. These are some of the factors that Singer
(1966) has suggested as possible predisposing conditions for the develop—
ment of fantasy ability. Davidson and Greenmberg (1967) found very low
and insignificant correlations between achievement of the child and
cccupational or educational level of: parents, person per room ratio,
number of siblings, and order of birth. The most significant factor they
found to relate to the child's achievement was general parental concern
for the child, as judged by a clinical interview. The interviews of
the present study were sufficiently open-ended to allow for spontaneous
comments that might offer some new and unexplored leads. It is hypo=-
thesized that the major envirommental factors distinguishing the "high"
and "low" fantasizers ares time spent with the children by one or both
parents, the kinds of activities undertaken together, and the family
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attitudes toward imaginativeness. The prediction is derived from the
study of Davidson and Greenberg (1967) vhich was specifically done with
Negro lower class children in the same urban area. The hypothesis also
would seem to derive from the work of Barndura in regard to imitation of
parents. Obviously class varlables influence the factors to be assessed,
but it is important to look at them more closely because of the large
differences in the home conditions and in the cognitive functioning
within the same soclial class.

Hypotheses of This Study

Accordingly, after careful review of the literature, it 1s
hypotheslzed that:

l. Lower class kindergarten children who receive training in
imaginative play will play more imaglnatively than a group
of children who do not receive the training.

2. Lower class kindergarten children who receive training
in imaginative play will play with more positive affect
than a group of children who do not receive the training.

3. Lower class kindergarten children who recelive tralning
in imaginative play will play with a higher degree of
concentration than a group of children who do not recelve
the training.

4, Children designeted as "high" fantasizers will be rated
higher in Imaginativeness, Affect, and Concentration
after training than children designated as "low” fantasizers.

5. Parents of children with "high" fantasy predisposition
will report more time spent with the child, more playful
and imaginative interactions with him, arnd more encourag-
ing and tolerant attitudes toward imaginativeness than
parents of children with "low" fantasy predlspositlon.



CHAPIER I

PROCEDURE

Subjects
The subjects of this study were eighty lower class five-year-olds

who were in four kindergarten classes at a Speclal Services public
elementary school in Central Harlem. The soclo-sconomic status of each
child in the study was determined by obtaining the occupational level

- and the educational level of the head of household from school records,
teacher's files, and in some cases from the parents themselves. The
fact that the school had been designated as a Speclal Services school
and its location in Central Harlem insured that the overwhelming major-
ity of the school population came from lower class homes.

It was found that the head of household for all eighty subjects
was either on welfare or engaged in unskilled labor. No parent of these
children had completed more than eight years of schooling. Seventy-
seven percent of the fathers were living at home, 23% being absent or

dead. Eight percent of the families were welfare recipients.

Individusl Interviews of Children

For the purpose of determining the fantasy predisposition of the
subjects, all children who could speak English in the four different
kindergartens were individually interviewed in a separate room by the
investigator. After a few moments of friendly conversation, the child
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was told that the investigator wanted to ask him a few questions about
what he llkes to play. In the majority of cases, the children were
friendly and responsive to the investigator and cooperated fully in the
interview. The four following questions which comprise Singer's {1961)
Imaginative Play Interview were then asked each childi

1. What do you like to play best? What is your favorite
game?

2. What do you like to do best when you're alone?

3. Do you ever have plctures in your head when you're awake?

4, Have you ever had a make-believe friend or playmate?
For the last two questions, if the child replied affirmatively, the
investigator asked for examples to make sure the child really under-
stood the question. All replles were recorded verbatim. No more than
two repetitions of the questlons was given to any child, but a repeti-
tion of the guestlion was seldom necessary. Later, replies were given a
rating of one if they temded to indicate a preference for solitary or
fantasy activity and a score of zero if they did not. For lnstance, a
child whose favorite game was baseball or who plays structured box games
or watches television when alone would receive a score of gzero. Chil=-
dren preferring to play house, or pretending to be Superman, or who
like to read books when alone received scores of one. The total scores
ranged from zero to four, depemding upon the number of questions receliv-
ing a score of one. The majority of the children's scores were 0, 1 and
2, with a small number having a total score of 3, and only five children

attaining a total score of 4. The mean score was 1l.48 and therefore
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children whose scores fell below this (zero or one) were designated the
"low" group and children whose scores fell above this (2, 3, and 4) were
designated the "high" group.

Following the Imaginative Play Interview, the investigator
administered the Barron Inkblot Test (1955) to each child. This test
conslsts of a graduated series of twenty-eight inkblots in which it is
progressively easier to see human movement. This instrument was tried
out on a few children in the kindergarten (before the formal interviews)
whose families were planning to move and therefore could not be subjects
of the study. One child first saw human movement on card 17, and the
other two on card 19. Based on thls suggestive finding and Pulaski's
(1968) finding that the first eight cards of the Barron series were
too difficult for five~year-olds, the investigator began with card 9
for each child.

The instructions were, "Now, I am going to show you some pictures
and I want you to tell me what each one looks like to you. People see
many different things, but I want to lmow what it looks like to you."
Then each card was presented to the child until he saw human movement
on two cards. The numbers of these two cards were recorded, the number
of his first cholce card becoming his M thresold score. The purpose of
recording the card number of the second choice was to dimlinish the
possibility of using a first choice score that was an atypilcal finding.
The children enjoyed this test, frequently laughed at the pictures, and
wore highly cooperative. Most of the non-M responses were animals and

seemed form-determined. Most of the M responses were men or ladies
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walking, running, or talking. There were few original or elaborated
responses. All reéponse were recorded verbatim. No more than two
repetitions of instructions was given to any child, but more than one
was seldom necessary.

The range of first choice scores was from 10 to 26, with a mean
of 19.99. Actually the distribution was a bimodal one with high group~
ings at card 17 and at cards 24 and 25. Children whose scores were 20
and above were designated the "high" group and chlldren whose scores
fell below 20 were designated the "low" group. The mean of the second
choice scores was 21.44 and the distribution was also bimodal with high
groupings at card 18 and cards 25 and 26, This indicates that the
second choice was in most cases one card after the first, strongly sug-
gesting that the first card choice was truly representative of the
child's human movement threshold and not an atypical, acclidental occur=

rence.

Teacher's Ratings of Imaginativeness

In January, 1969, before the pre-training observations were begun,
the teachers were given a list of each child in their classes that was
prepared by the inve-tigator on which they could rate each child on a
five-point scale of imaginativeness. The teachers were then asked to
observe the children for the next three months during their free-play
time and, at the end of March, to rate each child on the rating scale.
The criteria for the ratings of imaginativeness were carefully explalined
to the teachers and examples of behavior for each scale polnt were also
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provided in writing. Imaginativeness was defined for the teachers in
writing as play in which the child pretends, acts "as if," introduces
elements into the play situatlon that transcend the stimulus materials,
and in which he engages in actions and/or verbalizations which indicate
that he or hls play materials are someone or something other than what
they really are. The investigator showed some unidentified observatilons
done on a pilot basis of a few children amd rated by the investigator

in order to give the teachers a clear urderstanding of what the cii-
teria represented. The teachers were also asked to rate a few observa-
tions in the presence of the investigator to determine if their ratings
agreed essentlially with ‘those of the investigator. It was found that
the teachers were qulckly and easlily able to apply the criteria in rating
in the same manner as the investigator so that there was essential
agreement in their judgments.

The ratings were completed at the end of March by the teachers
and it was found that the mean rating was 2.37. The scores ranged from
one to five with most scores falling between one and three, a small
number at four, and only three children at five. Children receiving
scores of one and two were designated the "low" group and those receiv-
ing scores of 3, 4, and 5 were designated as the "high" group. The
criteria for the ratings of imaginativeness were as follows:

1. Is extremely unimaginat:i.ve in his play. Introduces no
pretend elements into the play situation. Extremely
stimulus-bound by the play materlals. No role-playing
and very concrete in use of play materials.

2. Is slightly imaginative in his play, occasionally intro=-
ducing fleeting pretend elements into play situation,
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but does not stay with any pretend situatlion for very
long. No originality or organization found in pretemd
situations. A few pretend elements added to otherwlse
very stimulus-bound play.

3. Shows a moderate amount of pretending in his play, but
not very original or removed from the actual stimulus
situastion. Little organization or consistency of pre-
tense or role~playing. No volice changes or simulated
vocalizations. Considerable changing from one activity
to another.

4. Shows a substantial amount of pretend elements in his
play, spontaneously creating make=belleve situatlons,
showlng some originality in his pretending, not chang-
ing activities very often. Some organization and con-
sistency in pretense or role-playling, including simu-
lated vocalizations.

5. Shows high originality in the ways he uses toys and
play materials. A very high number of pretend elements
in his play. High organizatlon of activity and role-
playing. Is able to go well beyond what the play
stimull in themselves suggest. Reslsts interruption
of play by others.

Determination of Overall Fantasy Score

Children who were in the "high" group on at least two of the
three measures (Imaginative Play Interview, Barron Test, and Teacher's
Rating of Imaginativeness) were considered as being in the "high" fan-
tasy group ard those "low"” in at least two of the three measures were
considered as being in the "low" fantasy group. There was complete
agreement of all three measures for 79 of the 85 children in the source
population as to "high" or "low" fantasy level. However, the distance
from the mean was not always the same for the same children from measure
to measure. Since only eighty subjects were needed, only one child

whose measures were not in full agreement as to "high" or "low" fantasy



predisposition was included as a subject. A "low" fantasy girl was
needed for the establishment of the experimental and econtrol groups amd
therefore a child whose scores placed her in the "low" group on two out
of the three measures was selected from the source population to serve
as a subject.

An experimental group and a control group of forty subjects each
was then established by assigning the "high" fantasy girls, the "low"
fantasy girls, the "high" fantasy boys, amd the "low" fantasy boys ran-
domly to the experimental and control groups. This was done by placing
cardboard circles with the subjects' identification numbers on them into
a box, one group ("low" boys, "low" girls, "high" boys, "high" girls) at
a time and selectling ten of the twenty clircles for the experimental
group and ten for the control group. Thus, the experimental and the
control groups had equal numbers of males and females and equal numbers
of "high" and "low" fantasizers.

Comparison of Experimental and Control Groups

Since the children were assigned at random to the experimental
and control groups, there was no reason to expect systematic differences
between the two groups. However, it was decided to ascertain definitively
if there were any signiflcant differences between the two groups in
abilities usually related to I.Q. In order to do this, each child was
given the Vocabulary Subtest of the Stanford-Binet Test durling the
individual interview. Slnce scores on the Vocabulary Subtest correlate
highly with I.Q. on the complete scale (.67), it has been frequently



1

used as a quick device for assessing intelligence. The Vocabulary
Subtest of the Stanford-Binet was used in this study to ascertain that
there were no systematic differences between the two groups with respect
to abilitles usually related to intellectual functioning. The words
*I.Q." and "Mental Age" thus derived are not intended in any way to
denote fixed categories of mental functioning in the subjects. The
Vocabulary Subtest does not appear on the Stanford-Binet Scale until the
year six, but pilot work with some children who would not be in the
study strongly suggested that these five-year-olds would be familiar
with the easiest words on the 1list (orange, envelope, straw, puddle,
tap, etc.). The norm for six-year-olds is six words correctly defined
and eight words for eight-year-olds. From this the Mental Age of each
child could be extrapolated by determining the number of words correctly
defined. In this way, the Mental Age was established for each chilld.
The Vocabulary Subtest was given to each child after the Barron Inkblot
Test. The investigator said to each chlild, "Now I am going to say some
words to you and I want you to tell me what they mean."” Then each word
was stated slowly and distinctly. If the child did not reply after a
few seconds, the investigator said, "What dces = mean?" The word
was not repeated more than once. One minute was allowed for a reply
after the repetition. The test was discontinued after three successive
failures (lack of reply or wrong definition).

The mean Mental Age for each of the two groups was computed and
found to be 5.35 for the experimental group and 5.38 for the control

group. A t test was not computed because the difference is obvliously
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not significant. The mean chronological age for each group as of Janu-
ary 1, 1969 was also determined and found to be 66.92 months for the
experimental group and 66.66 months for the control group. The mean

age of each group was slightly under five years arnd seven months and
there was obviously no significant difference between the two groups.

It was also noted that there was the same proportion of blacks ard non-
blacks (Puerto Ricans, Cubans, Chinese, and whites) in the experimental
and control groups, as well as the same proportion of children from the
classes of the two different teachers. (Each teacher taught two of the
kindergarten classes.) Seventy-three percent of the children in the
experimental group had thelr fathers or foster fathers present in the
home in comparison with 83% in the control group. Eight percent of both
groups were welfare reciplients. From these findings, it would seem that
the experimental and control groups were not significantly different

in any of the varlables thought to be in any way related to fantasy

predisposition.

Pilot Work

For one month prior to the beginning of actual data collection,
the investigator and her co=observer visited the four kindergarten
classes (two morning and two afternoon classes) regularly. During this
time, the personal data on each child were copied from the teacher's
record cards. The observers learned the names of all the children, so
that the protocols could be labeled guickly with the correct names
during actual observations. A complete listing of all toys and play
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equipment in the rooms was also complled.

The investigator made a record of common play themes and inter-
ests of the children in order to have some basis for deciding on themes
to be utilized in training. Notes were also made on the patterns of
play of the individuval chlldren, so that the observers could later
ascertain that randomly obtained protocols reflected and were representa-
tlive of the child's usual patterns of play. The kirds of toys commonly
used ard most enjoyed by the children were noted as a gulde in planning
the training sessions. The investigator spent many full sessions of the
kindergarten classes with the children, so that the toplies discussed
during their lessons could be incorporated inte training. (For example,
vehicles and their different uses was a major theme of discussion at
this time, around which their learning experiences were centered.)
Another purpcose of sperdling time in the classrooms was to accustom the
children to the presence of adults other than the teachers. At the
beginning, the children made many attempts to talk to and interact with
the observers. This was gently discouraged during the pilot period
until the children began to ignore the observers' presence and go about
their play as usual.

During the pilot period, the observers practiced making their
observations and recording behavior. These protocols were used to
establlish inter-observer rellability. The two observers recorded
behavior of the same children simultaneously. These protocols were
shown to members of the dissertation comnmittee and to participants in a

seminar on daydreaming and there was strong agreement that the protocols
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same basic items. Examples of the sets of protocols are included in the
Apperdices. The observations obtained during the pilot period were
utilized in training the teachers to rate the imaginativeness of the
children, as well as in training the raters to apply the rating criw-
teria to the observatlonal protocols.

During the pilot period, several children who were not going to
be included as subjects because they were going to move from the neilghbor-
hood were given the Vocabulary Subtest of the Stanford-Binet Test and
the Barron Inkblot Test to ascertain their suitability for children of
this age and soclo=economic backgrourd. The investigator also engaged
in some training of imaginativeness with these children. Several dif-
ferent types of plots were enacted by the investigator with them in
order to gain some ldea of which kinds of themes and equipment were most
enjoyed by these children, with the assumption that they would be
representative of their classmates. Family situations, school situa-
tions, and anything to do with cars, trains, buses, or airplanes seemed
to have the greatest appeal of all the themes presented to them.

Observatlons of the Children

Following the individual interviews, the children in the four
kindergarten classes were observed during their free-play period (about
45 to 50 minutes at the beginning of class), each child for six five-
minute periods by two independent observers for a total of twelve proto-
cols per child. The behavior was recorded in minute detail, including
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physical movements, faclal expressions, soclal interchanges, play equip-
ment used, all verbalizations, and tone of voice. One of the observers
(Observer A) was the investigator and the other (Observer B) was a
doctoral candidate in clinical psychology who had no knowledge of the
fantasy predispositlion of the children. The observers were present in
the same classrooms on separate days, so that they were never recording
the same class simultaneously. Both observers have Master's Degrees in
psychology and have had specific training in the recording of children's
behavior.

The observers stood to the side of the area in which the child
being observed was playing. Usually the children did not try to inter-
act with the observers, but when they did, this was discouraged, and
another child was then observed. Al)l first observations were recorded
for all children, before going on to the second, third, fourth, fifth,
and sixth. Children were randomly chosen for observation in the hope
that this would result in obtaining protocols representative of the
children's usual patterns of play. The observers did, however, record
three segments of behavior from the first half of the free-play time for
each child and three segments during the secord half in case fatigue,
boredom, or other factors were operating differentially dwuring the
different time segments. of the play perilod.

During free-play time children were free to do as they pleased
and to play with whatever they wished. There is a block corner in
which there are blocks of every size, shape and color to the left of the
entrance. Boxes of Creative Playthings dolls, plastic animals, cars,
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ard trains are on shelves in the block area. There are drums, a plano,
eymbals, and a phonograph with records in the far left corner of the
room, Shelves all arourd the room contain books, magazines, paste,
crayons, palnts, clay, and wooden jigsaw puzzles. All kinds of con-
struction sets, box games, work benches, sewing sets, clay amd play doh
are also found on the shelves. To the right of the entrance, there is a
house corner, inecluding household appliances, doil beds and carriages,
table and chairs, play food items, dress-up clothes and household fur-
nishings and equipment. In various boxes around the room, there are
animals, doll houses, trucks, trains, tracks, boats, airplanes, jump
ropes, puppets, stethescopes, anmd costumes. The room includes a sink
with running water on which there are all kinds of paints and art
supplies. There are clusters of tables and chairs all about the room.
The pre-training observations were recorded over a period of about seven
weeks.

When all twelve protocols were obtained for each child, his name
was removed from the record sheets and a code number substituted, so
that his identity would be unknown when the protocols were rated. After
all the protocols were collected for all children, the two observers
and a third person who is a speech theraplst who worked in a public
elementary school Bégan the task of rating the protocols. Before the
actual rating began, the three raters discussed the criteria and the
investigator provided examples for each point in the rating scales from
some of the pilot observations. The raters then independently rated

pllot observations and then the sets of ratings were compared. There

I
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was, in general, high agreement. Wherever there were situations which

seemed to generate substantial disagreement, these were rediscussed ard

rating standards established for them. Each protocol of each child was

rated separately by the three raters on the following scales for

Imaginativeness, Affect, and Concentration:

1.

2.

b,

5.

1.

Imaginativeness

Is extremely unimaginative in his play. Introduces no pre-
tend elements into the play situation. Extremely stimulus-
bound by the play materials. No role-playing and very con=-
crete in use of play materials.

Is slightly imaginative in his play, occasionally introduc-
ing fleeting pretend elements into play situation, but does
not stay with any pretend situation for very long. No

originality or organization fourd in preterd situatlions. A
few pretend elements added to other wise very stimulus-bound

play.

Shows a moderate amount of pretending in his play, but not
very original or removed from the actual stimulus situation.
Little organization or consistency of pretense or role-play-
ing. No volce changes or simulated vocalizatlions. Consider-
able changing from one activity to another.

Shows a substantial amount of pretend elements in his play,
spontaneously creating make-believe situations, showlng some
originality in his preterding, not changing activities very
often. Some organization and consistency in pretense or
role-playing, including some simulated vocalizations.

Shows high originality in the ways he uses toys and play
material. A very high number of pretend elements in his
play. High organization of aotivity and role-playing.

Is able to go well beyond what the play stimuli in them-
selves suggest. Reslsts interruption of play by others.

Affect

Shows no interest or pleasure in the toys or play activities;
much tangential behavior, conversations with observer,
teacher, armd others; critical remarks about toys or play
activities; no smiling, laughter, or evidence of pleasure

in playing.
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Shows only mild pleasure and interest in toys or play
activities; much looking around and/or desultory manipulation
of play material. Occasional smiling or laughter.

Shows moderate interest, pleasure and enjoyment of actlvitiles
and toys; talking freely about the play actlivities; somewhat
lost in quiet enjoyment, considerable smiling and/or laughter
during activities; some animation.

Shows deep pleasure and interest in play activity, smiling or
laughing frequently. Expresses frequent pleasure, describing
spontaneocusly or acting out fantasies in play.

Shows extreme delight in play; laughing, singing, smiling;
thoroughly enjoying self in play, reluctant to leave play
situation.

Concentratlion

Shows brief or little attention to or absorption in
activities; aimless wandering, high distractibility, many
questions to teacher; responding to noises or talk of chil-
dren in room. Hyperactivity with no real interaction with
play material.

Engages 1n superficial play with toys and play material
while looking around the room, staring passively, talking
to teacher, or wardering aimlessly. Changes toys and/or
activities frequently.

Respords with moderate interest to the toys or play activie
tles. Changes activities only once durlng the five-minute

segment. Some distractibility and no real loss of self in

the play situation. Some response to outside stimull such

as nolses and the talk and play of other children.

Shows good absorption in play activity; very little response
to outside stimuli, no change of activity durlng five-minute
segment; no tangential behavior or conversation pertaining
to activlities other than the one at hard.

Shows intense absorption in play activy; stays with one
activity for a long time; oblivious to outside stimuli,
may not even respord to direct questlons from teacher or
children not included in the play situation at hand.

The scales for Affect and Concentration were based on those used

effectively by Pulaskl (1968) in her study of children's play.
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Pulaski's scales, however, were somewhat modified to better suit the
purposes of this study.

Since the Kerndall coefficlents of concordance were high and sig-
nificant between the three sets of ratings, it seemed justifiable to
average the ratings of the three raters to arrive at a mean for each
child for pre-training Imaginativeness, Affect, and Concentration.
Pre-training means for the group were computed for each of the three

dependent variables.

Training Sessions

Following the observations, the investigator gave eight twentyw
minute training sessions to small groups of four experimental group
children at a time. The investigator told the children that she was
taking them to another room to play some games with them. Groups of
children were chosen for compatibility and an attempt was made to
separate the extremely hyperactive children into different groups. The
play materials that the children found spread on a large table in the
training room :!.ncludgd a large assortment of fabrics of various colors,
sizes, and shapes, pipe cleaners, clay, play doh, blocks, tinkertoy
sets, and a large assortment of wooden pleces (Creative FPlaythings) in
many sizes and shapes. During each of the eight sessions, the investi-
gator introduced a separate theme (based on the children's interests)
and began to enact small plots in which pipe-cleaner people were made to
talk and engage in a make-believe plot, using the play equipment
imaginatively as props. Verballzations were made by the investigator
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in different tones of voice for the different characters of the story
plot. Soumds of sirens, wind, water, etc. were simulated. Children
were encouraged to adopt a role, using play equipment of their own
choosing and to engage in verbalizations as though they were one of
the characters in the story. All children were given an opportunity to
participate in each story plot.

There were four themes, each one used twice in the eight sessions.
One theme was devoted to a boat story and it was the overwhelming
favorite of all groups. A blue plece of fabric was lald out by the
investigator to represent the water and then she encouraged the children
to select items from the pile of play equipment to represent boats, a
bridge, rocks for the side of the water, stc. Pipe cleaners were formed
into little saillor men and then the investigator initiated a plot in
which a boat was lost in a storm. (Wind and splashing water sourds were
made by the investigator and children.) The different sailors talked
about the boat in distress and how to save it from crashing against the
rocks. Role~playing conversatlions were initiated by the investigator
and most of the children were able to carry the conversations along in a
simulated voice in the context of the role. The sailors in their
separate boats come to rescue of the boat in distress and there was
much conversation about saving the sailor on the boat and gettling him
to the hospital, etc. A more detalled description of this theme and
the others is included in the Appendices.

Another theme was devoted to a family situation. There were

roles for a mother, father, and children, each role to be taken by
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another child (except for the mother who was the investigator). Chil-
dren chose play equipment to make a pretend kitchen (table, chairs,
sink, plates, food, etc.). Father comes home and he and mother engage
in conversation about the day's events. Then father and mother ask
children about what they did in school. The family sits down at the
table and conversations, initiated by the investigator, continue about
the day's events and the food they are eating. The family figures are
made of plpe cleaners. Mother announces that they are soon going to
have a new baby and a conversation about what to name the baby is
initiated. After dinner all the famlily members have a chance to speak
to grandmother (voice simulated by investigator) on the telephone and
talk about the new baby that is coming soon. Thls theme was also very
popular with the children. A third theme which seemed to arouse some-
what less enthusiasm than the others was a school sltuation. The chil-
dren set up a make-believe classroom of chairs and tables, using various
blocks amd wooden pieces. Pipe cleaner figures were used for teacher
(played by investigator) and pupils (played by children). Conversations
in simulated voices are initiated by the teacher (investlgator) about
familiar classroom toplcs. Then the teacher begins to talk about a
trip to the zoo that the class had taken. Makewbelleve animals made of
various materials by the children (pipe cleaners, clay, play doh, etc.)
were introduced as visitors into the classroom and their usual sounds
were simulated by the children. There was some conversatlion between
the teacher and pupils about the animals in simulated voices. A fourth

situation which was of intermediate popularity involved a magic genie
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made out of pipe cleaners who could fly on a magic carpet, cause people
to disappear, turn frankfurters into apples (clay), and make beans dis-
appear from under paper cups. The chlldren took turns playing the genie
and engaging in her magic talk and varlous tricks with appropriate
equipment that had been introduced by the investlgator.

The children in the control group were also taken to a separate
room in groups of four for eight twenty-minute sessions. These.sesslons
were devoted to helping the children put together wooden jigsaw puzzles
and make tinkertoy constructions. A supply of ten puzzles and five
large tinkertoy sets was placed on the table and the children were
allowed to select what they wished to play with. The investigator made
friendly conversation with the children, helping each one either build a
replica of a structure pictured on the tinkertoy box or put together a
puzzle of his choice. The chlildren showed moderate interest in the
puzzles and structured bullding and the investigator attempted to have a
warm and pleasant interaction with them. Thelr productions and efforts
were generously praised. The level of positive affect or degree of con-
centration was never as high during these sessions as in the training

sessions with the experimental groups.

Post-training Observations

Following the training period which extended over four weeks'
time, the children were observed again during their free-play time for a
total of twelve five-minute segments (six for each observer). The

person who had done the pre-training observations was unable to continue
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in the study and consequently a substitution had to be made. The person
who had served as the third rater in the pre-training phase was then
trained to be an observer in the same fashion as the original co-observer.
Inter-observer agreement was established by discussions of criteria and
by obtaining observatlons of the same children simultaneously. When
the protocols of the investigator and the new co-observer for the same
children were compared ari reviewed by particlpants in the seminar on
day~dreaming, they were deemed to be virtually identical. Samples of
these protocols are included in the Appendices. After the twelve
protocols of recorded behavior were collected for each child over a
period of about seven weeks, as in the pre-~training phase, they were
rated independently by the same three raters who judged the pre-train-
ing protocols. The rating was done exactly as it had been on the pre=-
training protocols using the same rating scales. Kerdall coefficients
of concordance were computed for the three sets of ratings and fourd to
be significant. Then the ratings for each child for each dependent
variable were averaged across the three raters. Group means for post-

training Imaginativeness, Affect, and Concentration were computed.

Results of the Egpgrimental Phase

Three separate analyses of covariance were performed for Imagina-
tiveness, Affect, and Concentration to determine 1f the training sessions
had a significant effect in increasing the imaginativeness of play,
the positive affect displayed during play, and the degree of concentra-
tion exhibited in play. It was also possible to determine by these



two-way (fantasy and training) analyses of covariance if the "high"
fantasy group improved more than the "low" fantasy group as hypothe-
silzed. The analyses of covariance were used in order to ellminate the
varlance due to individual differences on the pre-tralning scores in
determining the effects of training. The small differences between the
boys' and girls' scores did not seem to necessitate separate analyses

by sex.

Clinical Phase

The final phase of the study consisted of the investigator's
conducting clinical~type interviews with the parents of six of the
children with very "low" fantasy predisposition and of six of the chil-
dren with very "high" fantasy predisposition. The "high" children who
were chosen were those receiving the highest scores in the group on the
Barron Test, Teacher's Ratings of Imaginativeness, the Imaginative Play
Interview, and on the pre-training Imaginativeness rating. There were
just about six children who were rated as especlally "high" in the group,
though they were not very high in an absolute sense. There were many
more than six children who recelved extremely low scores on the above-
mentioned measures and therefore six were chosen at random. Ten mothers,
one father, and one granimother (mother substitute) were interviewed.
One of the teachers spoke personally to the twelve families and urged
their cooperation with the investigator. No famlly approached for an
interview refused to participate. The investigator went to the home of
the children during the day so that, in most cases, the children were in
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school. The parents were told that the investigator was studying the
play of kindergarten chlildren in an attempt to find new ways of teaching
things to chlildren. The interview lasted about forty-five minutes. The
following information or assessments were sought:

1. Ordinal position of child in family.

2. Number of people in family and living in how many rooms.

3. Number of children in family and how closely spaced
in age.

4. Presence or absence of father.
5. Occupational and educational level of mother and father.
6. Did mother work during child's preschool years.

7. How much time parent or parents spend doing things with
child.

8. What kinds of activities, if any, are engaged in with
child.

9. What kinds of games the child usually plays at home.
10. Attitude of parent toward and interest in imaginativeness.
1)l. To whom is the child closest in the family.
12. Some general assessment of parent's interest in and
concern for the child and his activities as judged by
the investigator. '
The findings of the parental interviews are presented in tabular form in

the Results sectlon of this paper.



CHAPTER III

RESULTS

Interrater Reliability

In a study such as this one in which naturalistic ohservation was
utilized as a method of investigation, as well as rating scales and
criteria specially developed for this particular study, it is most
important to examine the agreement among the indeperdent raters who
Judged coded protocols of behavior without knowing which subjects'’
behavior was being evaluated. Before one may place confidence in con-
clusions drawn from such an investigation, it must be established that
the raters were ln essential agreement in applying the criteria to the
behavioral data obtalined by the observers. In order to obtain estimates
of the degree to which the three indeperdent raters of this stuly agreed
with one another, the scores of all eighty subjects were ranked
separately for Imaginativeness, Affect, and Concentration amd for Pre-
training and Post-training observations and then six separate Kendall
Coefficlents of Conct:;rdance (Kendall W) were computed. Table 1 presents
the correlation coefficlents thus obtained.

The coefficlients for the pre-training observations for Imagina-
tiveness, Affect, and Concentration are .89, .87, and .88 respectively,
all significant at the .0l level. The coefficlents for the post-training
observations for Imaginativeness, Affect, and Concentration are .87, .85,

and .86 respectively, all significant at the .01 level. The six
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significant Kendall coefficients establish that the three raters in this
study were in essential agreement in applying the established criteria
of Imaginativeness, Affect, and Concentration to the behavioral proto-
cols obtained by the two observers. This would indicate that the
ratings made by carefully trained judges were essentlislly the same and
this fact lends substantial support to any conclusions to be drawn about

the effects of the experimental manipulation.

Table 1

Kendall Coefficients of Concordance for the
Three Sets of Ratings

Pre~tralning Post~training
Imaginativeness .89 p=<.01 87 p= <01
Affect .87 Pp= <.01 085 P= <.01
Concentration .88 p=<.01 .86 p=<.01

All coefficlents were corrected for ties

It was also important in this study to determine how highly the
mean ratings of the protocols recorded by the two observers (A and B)
correlated. The findings of this study were predicated on the assump-
tion that the trained observers would be able to report objective amd
reasonably bilas-free data, as well as on the assumption that the
observers would not elicit differentia) patterns of behavior from the
subjects. This latter polint is important because one of the observers
was the person who trained the subjects and there was a possibllity
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that she might serve as a cue for more imaginative play to the subjects
in the experimental group in the post-training period. Therefore the
ratings for all subjects (mean of the three raters' ratings) were divided
according to those obtalned by Observer A and Observer B. Separate
Pearson Product-Moment Correlations were computed for pre-training and
post~training Imaginativeness, Affect, and Concentration betwsen the
ratings of protocols recorded by Observer A amd those recorded by

Observer B. Table 2 presents these correlations which are highly

significant.
Table 2
Correlations Between Ratings of Protocols of
Observers A and B
Pre-tralning Post=training

Imaginativeness .96 .97
Affect «97 «95
Concentration «96 «95

In view of these very high correlations between the ratings of
Observer A and Observer B, it would seem reasonable to conclude that the
observers did not ellcit differential patterns of behavior from the
subjects and, in addition, were objective recorders of rather consistent
patterns of behavior of the subjects. In view of this finding and the
significant Kendall coefflclents, it would seem justifiable to place

confidence in the findings of this investigation.
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Construct Validity

For the purpose of this investigation, the subjects were divided
into high and low fantasy groups and an equal number of each category
were randomly placed in the experimental and control groups. Fantasy
predisposition was measured in three ways for the purposes of this study:
Teacher's Ratings of Imaginativeness, Barron Inkblot Test, and Singer's
Imaginative Flay Interview. It should again be noted that these fantasy
designations were not based on intensive or long-term testing and
observation. It was important to determine if these measures of fantasy
were in essential agreement for this sample of subjects and if these
measures were independent of sex and intelligence as measured by the
Vocabulary Subtest of the Stanford~Binet. Accordingly, phl coefficients
were computed between the following: Barron Test and Imaginative Flay
Interview; Barron Test and Teacher's Ratings of Imaginativeness; Barron
Test and I.Q.; Imaginative Play Interview and Teacher's Ratings of
Imaginativeness; Imaginative Play Interview and I.Q.; and Teacher's
Ratings of Imaginativeness and I.Q. for the eighty subjects of this
study and for the eighty-~five children in the source populatlion. Each
child was glven an overall fantasy rating of "high" or "low" based on
his status as above or below the mean in at least two out of the three
measures of fantasy. A phl coefficlent was then computed between over-
all fantasy rating ard pre-~training score for Imaginativeness. These
phi coefficients are presented in Table 3 from which it 1s clear that
the three measures of fantasy--the Barron Test, the Imagimtive- Flay
Interview, and Teacher's Ratings of Imaginativeness--are closely related



Table 3

Fhi Coefficients Between Fantasy Measures

= = — L e —

Experimental Source
Sample Population
Barron Test—=Flay Interview «98* .Bo*
Barron Test--Teacher's Ratings «98% «.90*
Barron Test--I.Q. .08 .06
Play Interview--~Teacher's Ratings «9O* o 92%
Teacher's Ratings--I.Q. .08 .07
Play Interview--1.Q. .08 .08
Overall Fantasy--Imaginative Flay .81* .82+

(pre~training)

*Significant at the .01 level

ard appear to be measuring the same dimension of human functioning. The
higher coefficients for the experimental sample, as opposed to the source
population, are accounted for by the fact that subjects whose three
fantasy measures coincided exactly were chosen for the study over those
whose measures were not all in agreement. From these data, it would
seem reasonable to conclude that the dimension of fantasy predisposition
is a stable, consistent one that can be measured reliably in a number
of different ways; a projective technique, an interview about play
preferences, and by teachers' ratings of imaginativeness based upon
their relatively long-term observatlons. That fantasy 1s unrelated to
I.Q. and is related to ratings of imaginative play lends support to the



assumption of this study that fantasy is an enduring dimension of
human functioning related to imaginativeness of play in young children
before internalization of role~playing takes place and that it is
indeperdent of intelligence. That fantasy can be measured reliably in
such diverse ways as in this study also supports the notion of fantasy
predisposition as an enduring personalily dimension that manifests
itself in qualitatively different behavioral manifestatlons.

Table 4 is a correlational matrix which presents all the inter-
correlations between the twelve variables of this study: Pre-training
Imagination Scores; Pre~training Affect Scores; Pre-training Concen=-
tration Scores; Post-training Imagination Scores; Post-training Affect
Scores; Post-training Concentration Scores; Overall Fantasy Rating;
Sex; Mental Age; Barron Test Score; Teacher's Rating of Imaginativeness;
and Imaginative Play Interview Score. The correlatlions in this matrix
are point biserial correlation coefflclients utilized by the computer
program that analyzed these data. Downie and Heath (1965, p. 191)
state that the point biserial correlatlion coefficlent is functlonally
equivalent to the Pearson Product-Moment Correlation but is adapted for
use when both dichotomous and continuous data are included in the same
correlational process. Notable are the correlation coefficients in the
high 90's between the three dependent variables, Imaginativeness,
Affect, and Concentratlon both before and after training. A possible
explanation to be explored in the Discussion section is that this study
deals with one unified construct--not three--that ls characterized by
pretense and role-playing, positive affect, and absorption. Another



Table 4

Intercorrelations Between the Twelve Variables of the Study

Pre- Pre- Post- Post-~ Post- Inter-

Imag. Aff. Con. Imag. Aff, Con. Fantasy Sex M.A. Barron* T.R. view
Pre-~Imagination 1.00 .97 .96 .76 .72 .73 .81 A7 .22 = .79 .80 .81
Pre-Affect «97 1.00 96 W76 W72 .72 .80 JA6 .26 - .78 76 .78
Pre~Concentration .97 .95 1.00 .72 .68 .69 77 21 Jd8 - .73 .75 .76
Post-Imagination 76 75 .72 1.00 .98 .98 .61 A3 .21 - .6 65 64
Post-Affect .72 .72 .68 .98 1.00 .98 .56 A6 W24 - .56 62 .61
Post=Concentration 73 W73 69 .98 .98 1.00 .57 dF 22 - .57 62 .62
Fantasy .82 .80 .77 .61 .56 .57 1.00 01 15 -~ .88 87 .87
Sex A7 a6 21 W3 a7 Ok 01  1.00 .15 - .02 A3 .13
Mental Age 22 .26 .18 .21 W24 .22 .15 a5 1.00 -~ .22 16 .21
Barron* Test 79 = 78 = 73 = .6l = .56 = .57 = .88 = .02 ~-.22 1.00 =-.78 -.8
Teacher's Rating 80 .76 .75 4 .62 .62 .87 A3 W16 = .78 1.00 .92
Imaginative Play
Interview b1 .78 76 & 61 .62 .87 A3 .2 - .8 .93 1.00

*A11 the Barron correlations are negative as, in contrast to the other measures, a low score on the
Barron is related to high fantasy amd a high score to low fantasy.

(49
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possibllity that must be considered is that there was some halo effect
operating in the rating of the protocols, despite the well~delineated

criteria for each of the three variables, Imaginativeness, Affect, and
Concentration.

The highly significant correlations between the pre-training and
post-training scores for each variable (range of .68 to .76) indicates
that a child's post-training score was more influenced by his pre-train-
ing score than by any other factor. The significant pre-~ and post-
training correlations of Imeginativeness, Affect, and Concentration
with fantasy (range of .56 to .81) again supports the relationship
postulated in this investigation between fantasy predisposition and
imaginative play. The lower correlations between fantasy and post-
training scores (as compared with pre~training scores) reflects the
introduction of the training factor in addition to the fantasy pre-
disposition in determining the imaginative behavior.

It should be noted that correlations of all variables with sex
are not significant, although in a few cases the coefficlents apmroach
significance, owing to the fact that the girls did slightly, but con-
sistently, better than the boys before and after training in all three
deperndent variables. Likewlse, all intercorrelatlons with Mental Age
are not significant. The reason that these correlation coefficlents
with Mental Age are higher than the phl coefficlents between I.Q. and
the fantasy measures is that chromnological age (which ranged over a
span of twelve months among these subjects) was not taken into account

when Mental Age was correlated with the other variables. The lower phl



coefficlents are therefore more representative of the relationship of
intelligence and fantasy predisposition (.08), as chronological age was
taken into consideration. |

The significant correlations between the three fantasy measures
(Barron Test, Imaginative Flay Interview, and Teacher's Ratings of
Imaginativeness)--range of .56 to .80--with pre-training and post-train-
ing scores of Imaglnativeness, Affect, and Concentration indicate that
these instruments may be used to predict this type of play behavior in
young children with considerable accuracy. The postulated relationship
between fantasy predisposition and imaginative play is agaln supported.
It should be again noted that the correlations are lower between fantasy
and post-training scores (as compared with pre-training scores) because
of the introduction of the training factor. All correlations between
fantasy predisposition (however measured) and imaginativeness are some~-
what higher than the correlations between fantasy predisposition (how-
ever measured) and Affect or Concentration. Although the differences
are not large, they are consistent throughout the matrix.

In concluding this section, it i1s important to state that fantasy
predisposition was found to be indeperdent of sex and intellligence, is
highly related to play that is characterized by pretense and rolew
playing, positive affect, and concentration in young children, and that
it can be reliably measured by a varlety of instruments, tapping dif-
ferent behavioral manifestations.
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Pre~ and Post-training Scores

Table 5 presents the means and standard deviations for Imaginative-
ness, Affect, and Concentration of the pre-training and post-training
scores for both experimental and control groups, as well as the total
group. It can be readily seen that for Imaginativeness, Affect, and
Concentration the experimental group's post~training means are sub-
stantially higher than the pre-training means, while the control group's
means remain almost the same., It is also noteworthy that the standard
deviatlions are smaller for the pre-training scores than for the post-
training scores, indicating that the training increased variability
within both the experimental and controcl groups, although somewhat more
in the former than in the latter. It should also be pointed out that
the experimental group improved more in Concentration with training,
than in Imaginativeness, or Affect. Lack of training did not lower the
control group's scores (on the average) in any of the dependent variables.

Table 6 presents the mmber of subjects who improved, remained
the same, or declined in Imaginativeness, Affect, and Concentration from
pre=training to post=training period, broken down into high ard low
fantasy predispositlion and experimental and control groups. As can be
seen from this table, the majority of the subjects improved, with smaller
nmbers remaining the same or declining, with the exception of the low
fantasy control group where none of the subjects improved. Most of
this latter group remained the same, with a smaller number declining.

It should be remembered that, for the purposes of this table, a decline
or improvement may represent as little change as one one-hundredth of a
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Table 5

Means and Standard Deviatlions for Imaginativeness,
Affect, and Concentration

Experimental Group Control Group Combined
N = 40 N=1U40 N =80
Mean S.D. Mean S.D. Mean S.D.
Pre-training
Imaginativeness 1.80 .84 1.68 .84 1.74% « 84
Affect 1.91 .77 1.77 .76 1.84% .76
Concentration 1.73 66 1.68 .69 1.70 .68

Post-training

Imaginativeness 3.03 1.45 1.72  1.34 2.38 1.40
Affect 3.09 1.32 1.90 1.20 2.50 1.26
Concentration 3.15  1.44 1.87 1.33 2.51 1.38




Table 6

Number of Subjects Improving, Remaining the Same, or

Declining with Training
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High Fantasy Low Fantasy
Group Improved Same Declined Improved Same Declined
Imaginatliveness
Experimental 18 2 0 13 2
Control 14 L 2 0 13
Affect
Experimental 16 1 3 16 2
Control 12 3 5 13 b
Concentration
Experimental 18 2 0 14 1
Control 16 2 2 15 3
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point. By inspection of the individual subjects' data, it was determined
that no decline for any subject in any category ever exceeded what
amounted to & lowering of one of twelve ratings by one rank. This is a
result easlly attributable to the chance sampling of a subject's free-
play behavior.

Table 7 presents the mumber of subjects by sex who improved,
remained the same, or declined from pre-~ to post-tralning period in
Imaglnativeness, Affect, and Concentration. As can be seen, the pattern
of improvement or lack of improvement is very similar for males and
females. From these data, it is justifiable to assume that the train-
ing methods used in this study were equally successful with males and
females.

Table 8 presents the Pre- and Post-~training scores broken down
into High and Low Fantasy groups. The high fantasy group appears to
have ii:nproved more than the low fantasy group in Concentration,
Imaginativeness, and Affect in descending order. t tests between
these means will be presented after the results of the analyses of
covariance.

Table 9 presents the pre-~ and post-training scores of Imagina-
tiveness, Affect, and Concentratlion broken down by sex. All means
favor the girls, but the differences are small enough to justify
combining the boys' and girls' data into one analysls of covariance
for each deperdent variable. It will be remembered that none of the
intercorrelations betwsen sex and fantasy (however measured) amd sex

and pre- and post-training scores of Imaginativeness, Affect, and
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Number of Subjects by Sex Improving, Remaining the Same, and
Declining After Tralning

High Fantasy Low Fantasy
Group Improved Same Declined Improved Same Declined
Imaginativeness
Experimental
Boys 9 1 7 1 2
Girls 9 1 6 1 3
Control
Boys 6 L 0 6 4
Girls 8 0 0 7 3
Affect
Experimental
Boys 7 1 8 1 1
Girls 9 0 8 1l 1
Control
Boys 5 1 5 3 2
Girls 7 2 8 1 1
Concentration
Experimental
Boys 8 2 8 0 2
Girls 10 0 6 1 3
Control
Boys 9 0 9 1 0
Girls 7 2 6 2 2




Table 8

Mean Scores of the High and Iow Fantasy Groups
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High Fantasy Low Fantasy
Pre Post N’ Pre Post N
Imaginativeness
Experimental Group 2.53 4,02 20 1.06 2.04 20
Control Group 2.1 246 20 1.05 1.03 20
Affect
Experimentsl Group ' 2.58 3.93 20 1.24 2.26 20
Control Group 2.33 249 20 1.2 1.32 20
Concentration
Experimental Group 2.28 4.12 20 1.17 2.18 20
Control Group 2.17 246 20 1.18 1.27 20
Table 9

Mean Scores for Boys and Girls

L ———— .

Boys (N = 40) Girls (N = 40)
Pre Post Pre Post
Imaginativeness 1.59 2.20 , 1.88 2.57
Affect 1072 2-29 1-96 2.71

Concentration 1.56 2.32 1.85 2.69
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Concentration were significant. 1t tests were not computed between the
means for boys and girls because the differences were small. It should
be noted that the amount of change from pre-‘ to post-training is

approximately the same for boys and girls.

Test of Hypothesis 1
Three 2x2 factorial analyses of covariance were computed to

analyze the findings of this study, separately for Imaginatlveness,
Affect, and Concentration. The two factors were Fantasy Level ard
Training-<No Tralning. The analysis of covarlance eliminates the
variance due to the individual differences among subjects on the pre-
training scores in determining the effects of training on post-training
scores. This was important here because the high relationship between
the pre~ and post-training scores might have masked the tralning effects.
Analysis of covariance was chosen instead of analysls of variance with
difference scores because of the exlistence of some minus scores and
because the common regression coefficlent (b,) was greater than 1.00
for Imaginativeness, Affect, and Concentration. Edwards (1950) advises
against the use of an analysls of variance with difference scores when
by is greater than 1.00. Table 10 presents the analysis of covarlance
for Imaginativeness.

It can be readily seen from Table 10 that the F ratioc of .09 for
fantasy is not significant, nor is the overall interaction F ratlio of
«91. This indicates that fantasy predisposition, without regard to
training, was not a signmificant factor in determining the post-training
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scores of Imaginativeness, nor was there any significant oversll inter-
action between fantasy predisposition armd training vs. no training.

The F ratlo of 49.10 for training is significant well beyond the .01
level, thus supporting Hypothesis 1 that the experimental group which
recelved tralning in imaginatlive play would be rated higher in Imagina-
tiveness than the control group which did not receive this training.

Table 10

Analysis of Covariance for Imaginativeness
e ]

Source Sum of Squares af Mean Square F

Fantasy -0"’838 1 .04838 +09 n.s.
Training 25.74519 1l 25.74519 49.10 p = <.01
Interaction 47856 1 47856 «91 n.s.
Error 39.32257 75 52430

Covariance 91.16217 1

Total 156.75684 79

Test of Hypothesis 2

Table 11 presents the analysls of covariance for Affect. From
this table it may be seen that the F ratio for fantasy is .33 and for
overall interaction .60, both not significant. This means that fantasy
predisposition alone, without regard to training, was not significant
in determining the post-tralning scores in Affect, nor was there any
overall interaction between fantasy level and training vs. no training.
The F ratio of 40.09 for training is significant well beyond the .0l
level, thus supporting Hypothesls 2 that the experimental group which
received training in imaginative play would be rated higher in Affect
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than the control group following the training period.

Table 11
Analysis of Covariance for Affect

Source Sum of Squares af Mean Square F

Fantasy «17151 1 17151 33 n.s.
Training 20.84596 1 20. 84596 40,09 p = <.01
Interaction +31287 1 .31287 .60 n.s.
Error 38.99776 75 « 51997

Covariance 66.42586 1

Total 126.75366 79

" Test of Hypothesls 3

Table 12 presents the analysis of covarlance for Concentration.
From Table 12 it may be seen that the F ratio of .85 for fantasy and
3.07 for overall interaction are not significant. Thlis means that
fantasy predisposition alone (without regard to training) was not sig-
nificant in determining the post-training scores of Concentration, nor
was there any significant overall interaction between fantasy predisposi-
tion and training vs. no training. However, the F ratio of 48.13 for
training is significant well beyond the .0l leve)l, thus supporting
Hypothesis 3 that the experimental group which received training in
imaginative play would be rated higher in Concemtration than the con-
trol group followlng the training perlod.
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Analysis of Covariance for Concentration

Source Sum of Squares ar Mean Square F

Fantasy « 52786 1 « 52786 .85 n.s.
Training 30.03256 1 30.03256 48.13 p = <.01
Interaction 1.91434 1l 1.9143% 3.07 n.s.
Error L6.79756 75 62397

Covariance 71.81877 1 62397

Total 151.09082 79

Test of Hypothesis 4

While the overall interaction effects for Imaginativeness, Affect,
ard Concentratlion were not significant, it was declided to perform t
tosts to determine any differences between individual cell means. Winer
(1962) provides a formula to adjust post-treatment means® to eliminate
the variance due to individual pre-treatment differences to be used

after analyses of covariance amd a fomulaz to be used for testing the

lrormula for ad justing post-treatment means after analysis of
covarliance; _ - - -

Y' = Y5 - b(Xj - X), where Y' is the adjusted post-tralning mean
for the particular cell of interest (ex. High Fantasy Experimental
Group) ; ¥j is the unadjusted post-training mean of the same cell; b is
the common_regression factor; Xj is the pre~training mean of the same
cell; and X 1s the total group pre-tralning mean.

2‘(‘. = -Y-l__: Tz
(2_§__M§,error) x 1 4+ ABxy/(p-1)(q-1)

Exx
where ABxx 1s the sum of squares for interaction in the analysis of
covariance of the covarlate; Exx 1s the error sum of squares in the
analysis of covariance of the covariate; and (p-1)(q-l) = 1 in a 2x2
analyslis of covariance.
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differences between individual cell means after analyses of covariance
which takes into account the overall error variance. By using the

ad justed post-treatment means (with variance due to pre~treatment scores
removed) and taking the overall error variance into account in the t
tests, you eliminate any variance not due to the experimental variable.
Table 13 presents the adjusted post-training means and t ratios for
Imaginativeness, Affect, and Concentration for high and low fantasy
groups urder both the experimental and control conditions using Winer's

formulas.

Table 13
Adjusted Post-training Means for High and Low Fantasy Groups

High Fantasy Low Fantasy t
Experimental Group
Imaginativeness 3.10 2.82 2.,35%*
Affect 3.13 2.91 1.92 n.s.
Concentration J.46 2.78 5 o dglpex
Control Group
Imaginativeness 1.80 1.83 <26 n.s.
Affect 1.96 2.00 «35 n.s.
Concentration 1.92 1.86 48 n.s.

*Significant at the .05 level
**Significant at the .01 level
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It can be seen from Table 13 that none of the small differences
between the high and low fantasy control groups are significant. How-
ever, the difference between the high and low fantasy groups under the
experimental corditlon in Imaginativeness is significant at the .05
level, but not the .01 level. The difference between the high and low
fantasy groups urnder the experimental condition in Affect is not sig-
nificant. The difference between the high and low fantasy groups under
the experimental condition in Concentration is signlificant at the .01
level. Thus, the fourth hypothesis that the high fantasy group receiv-
ing training would be rated as having improved more than the low
fantasy group receiving training ls supported for Imaginativeness and

Concentration, but not for Affect.

Qualitative Results

The significant statlistical results reported above attest to the
finding that the experimental group improved more than the control
group in Imagimtivenesq. Affect, and Concentration. However, these
statistical results do not give any inkling of the rich clinlcal data
that could be gleaned from the actual behavioral protocols. It 1ls the
purpose of this section to glve some idea of the qualitative changes
that took place in the experimental group children's behavior during
the course of the study. The behavior of the control group children
changed very little with somewhat more play with puzzles and tinkertoys
than before. It is interesting to note that in a small) number of

instances control group children who were speclal frlends of children
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in the experimental group were drawn into imaginative role-playing
situations and learned from them how to play more imaginatively. This
probably accounts for the finding that a small number of control group
children improved considerably from pre- to post-training period.

A major finding that should be noted is that there was very
little imaginative play shown by the subjects of this study prior to the
training sessions. What imaginative play there was was fleetlng and
mainly concerned with repetitive and stereotyped themes of eating,
driving vehicles, and family illness. There was very little role~play-
ing or elaboration of themes. Seldom was a pretend situation concerned
with themes not in the child's direct experience. The only exception
was occaslonal Batman and Superman themes derived from watching these
programs on television.

The post-training behavior was dramatically different. Beside
the fact that more chlldren were pretemding more in their play, the
type of imaginative bahavior was qualitatively different. There was
much more organization in the pretend situations which often involved
themes not in the child's direct experience--imaginary trips to the moon
ard other planets, visits to the hairdresser, hospital operations, boat
rides to Africa, etc. Another striking difference in the post-training
imaginative play was the greater use of role-playing with changed
volces. This was practically non-existent prior to training. There
was also simulation of sirens, wind, water, fire engines, etc. which was
almost completely absent in the pre-trailning perlod. The use of toys

ard other play equipment involved a considerable amount of originality
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in the post=training period--neckties used for a dog's leash, thread
spools for salt and pepper shakers, ropes used for firemen's hoses,
etc. Before training, there was very little use of toys or play equip~
ment that was not obvlously suggested by the objects themselves.

Another change was the great increase in dialogue in the post-
training imaginative play. For the most part there had bBeen only
fleeting comments tacked onto otherwlse unimaginative play in the pre-
training period. Conversatlions were longer, more complex, and sustained
over longer periods of play time in the post-training behavior. There
was also much more labeling, attention to detalls, and names of small
items woven into the pretend themes (car keys, door bells, seat belts,
etc.). The trained children were more absorbed in their plsy and would
often resist interruption when the teacher tried to gain their attention.
Their great enjoyment of the role-playing and pretending was obvlious to
all who came into contact with the children. The teachers of both
classes and the observer who did not do the training were often able to
plck out the children who had received the training in imaginative play.
The play of the experimental group children became consistently
imaginative, that is, nearly all their free-play time involved pretend-
ing and role-playing.

It is also noteworthy that whenever the experimenter entered the
classroom, the experimental group children rushed over to her and
pleaded to be taken to play games with her. The control group children
would occasionally ask to go with the experimenter, but the difference

between the behavior of the two groups in all four classes was marked.
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The experimental group children apparently went home and told animated
stories about their experiences with the training. Reports came back
from the parents to the principal, teachers, and upon a few occasions
to the investigator herself when parents would meet her in front of the
school or in the neighbhorhood.

Two short case histories will illustrate the dramatic changes
from the pre-training to the post-training perlod. J. was a pathetle,
forlorn little girl who sat in the corner of the room during the entire
time of free-play each day, sucking her thumb and staring dully into
the room. She was reluctant to leave the room with the investigator at
first, but then was very responsive to the imdividual attention she
received in the sesslons. She particlpated in all the training sessions
and began hearty laughter and active role-playing in the second session.
Thereafter, when the investigator entered the classroom, J. would leap
into her arms and plead to be taken to play games. She began to engage
regularly in role-pla.yi.ng and pretending in her free-play time, although
she never was very original in her themes or in her use of play equip-
ment. She nearly always smiled, talked to the other children much more,
and stopped sucking her thumb. J.'s marked change was instrumental in
gaining greater cooperation with this investigation from the teachers
and principal who had all madé efforts to invelve this child in
activities with her classmates. '

D. was one of a set of triplets--all girls--in the same kinder-
garten class. Before training she nearly always sat with her two
sisters, unsmiling and detached as they were. 'They seldom smiled or
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spoke, but would color together or play with construction toys or box
games in a very uninvolved, unsustained manner. D. became a member of
the experimental group and her two sisters were in the control group.
Following training, D. was usually found in the housekeeping corner
playing house with several other girls, role-playing and smiling as she
spoke in adult-like tones. Her two slsters remained as before, passively
and unsmilingly manipulating toys in a desultory, uninvolved manner.

One of the other slsters asked the investigator why she had played
"better games" with D. than with her. Once D. was pretending to be
sitting on a park bench, wearing high heels and a big floppy lady's

hat, rocking her baby in the carriage when her two sisters came over to
her and asked her to come sit with them. "Can't you see I'm trying to
get my baby to sleep. Don't talk so loud,”" D. sald to them with great
-gseriousness ard never stepping out of her role. The two sisters
shrugged, looked puzzled, and walked off to resume thelr usual activities.
The training resulted in D. separating herself from her sisters to

engage in imaginary play with other children who regularly played in
that mﬁﬂer.

The overwhelming majority of children in the high fantasy
experimental group improved in Imaginativeness, Affect, and Concentra-
tion. The majority of the low fantasy experimental group improved also,
but there were more in this group who did not improve than in the high
group. Those who did not improve tfiz_-e‘_nearly always children who did
not fully participate in the training sessions, either bhecause they ran
arourd and could not settle dowmn to the activities of the group, or
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because of overpowering passivity and detachment that held them back.
Back in the classroom after training, the non-improvers frequently
displayed flashes of imaginative play, but in many cases their hyper-
activity got the upper hand and they would run and chase and wrestle
with other children who regularly engaged in aimless jostling. Some
other non-improvers, extremely passive children, just did not seem to
have the initiative to begin role-playing or pretending, although they
would often stand and observe imaginary play with smiles on thelr faces.

Test of Hypothesis 5

After the main part of the investigation, the experimenter
selected six children with extremely low fantasy scores and six chil-
dren with fantasy scores at the extreme top of the group, in order to
study their famlly backgroumds. Limitations of time, a very tense
interracial situation in the area of the school at the time of the
study, and the lack of more than six children who could, even in a
relative sense, be considered high in fantasy predisposition were the
reasons why a broader sample was not chosen for further study.

The parents of the twelve children were interviewed in their
homes by the investigator in an attempt to determine whether there were
differences in the famlly situstions of the "high" and "low" fantasy
groups. It was hoped that this kind of information would provide some
clues about the type of familial envirorment that best fosters the
development of fantasy predisposition. Singer (1961) attempted to
assess such factors by asking the children themselves about their
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favorite play actlivlities, to whom they were closest in the family, and
other guestions about their families. He fourd a temdency for high
fantasy chlldren to be oldest or only children, who were closest to
their mothers, and who had time and opportunity to be alone in their
home.

Table 14 presents the findings of the interviews with the twelve
parents. As can be seen from this table, the high fantasy children are
more often oldest or only children than the low fantasy children who are
usually middle children. The person per room ratio is considerably
lower for the high group (1.25) than for the low group (1.80). There
were considerably fewer children in each family for the high group
(mean = 2.33) than for the low group (5.66), although in both groups
children are closely spaced. There were five fathers present and one
absent in the high group, while all fathers in the low group live at
home. One father in the low group, however, 1s nearly always at sea.
Father's presence does not seem to be a distinguishing factor between
the two groups. All parents of both groups were unskl]lled workers, but
the pareﬁts of the high group children are more highly educated than the
parents of the low group children.

None of the mothers of the low fantasy children worked during the
subject's pre~school years. All of them had several very young children
to take care of during this perliod. Four mothers of the high fantasy
children worked either full or part time during the child's pre-school
years. (One child was placed in a day care center in the mother's

absence and the rest were taken care of by relatives.) One high group
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Results of Interviews with Twelve Parents

- - — .= . _—___—

High Fantasy (N = 6)

Low Fantasy (N = 6)

1.

2.

3.

5.

Ordinal Position

4 oldest or only children
1 youngest child

1 middle child

Person per room ratlo

b/3; 4/3;5 5/%: 4/3; 5/4; 3/3
Overall ratio = 25/20 = 1.25

Number of children

3: 2 33 2i 3 1

Mean = 2.33 children
Father's Presence or Absence
5 present, 1 absent
Educational and occupational
level of parents

all parents unskilled workers

5 sets of parents finished
elementary school

1 set-=father--8th grade
mother~-5th grade

1.

2.

3.

4.

5e

Ordinal Position
4 middle children
2 oldest children

Person per room ratio

S/ 9/4=1/2; 7/4=1/2; 9/4=1/2;

11/5; 5/3

Overall ratio = 46/25-1/2 =
1.80

Number of children

3: 74 55 71 9 3
Mean = 5.66 children

Father's Presence or Absence

6 present,but 1 nearly always
at sea

Educational and occupational
level of parents

all parents unskilled workers

None of the parents finished
elementary school. Fifth
grade was highest grade
conpletd.
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Table 14=-Continued

—

e

High Fantasy (N = 6)

Low Fantasy (N = 6)

6.

7&

9.

10.

Did mother work in child's
pre-school years?

3 mothers worked part time
1 mother worked full time
1 mother did not work

1 mother abandoned family

8. Amount arnd kind of
interaction between parents
and child

2 parents report no time spent
with child in any activities

4 parents report very little
time spent with child, with
occasional reading, story-

telling, and guessing games

Child's usual play activity
A11 6 parents reported some

pretend activity, like playing
house, school, or detectives:

Attitude of parent toward
imaginativeness

all 6 parents expressed some
positive attitude

6.

7 &

10.

Did mother work in child's
pre~school years?

None of the mothers worked
during child's pre-school
years

8. Amount and kind of
interaction between parents
and chlld

3 parents report very little
time, occasional TV watching
together

3 parents report no time at
all spent with child

Child's usual play activity

2 parents reported they did
not know what child's usual
activity was

2 parents reported TV
watching

2 parents reported child
usually helps with housework

Attitude of parent toward
imaginativeness

2 parents could not express
any attitule

4 parents expressed negative
attitudes
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Table l4~-Continued

High Fantasy (N = 6) Low Fantasy (N = 6)

11. To whom is child closest? 11. To whom is child closest?
3==to mother l-~to mother
l-~to grandmother (mother 1-=to father
substitute) l--to older sister
1--to older sister l--to brothers and sisters
l--to no one in particular 2--to no one in particular
12. Interest and concern of 12. Interest and concern of
parent for child as judged parent for chlld as judged
by interviewer by interviewer
4 parents judged as highly all 6 parents judged to be
interested in and concerned only minimally interested in
about the child, much aware- and concerned for child
ness of his individuality because of own problems

2 parents judged to have
minimal interest in and con-
cern for child because of
own problems
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mother did not work in the child's pre-school years, and one abandoned
the family when the subject was fifteen months old. Thus, the high
group child was more likely to have a working mother during his pre-
school years and the low group child a mother tending a large group of
young children. This would seem to suggest that 1t is the quality, not
the quantity, of parent-child interaction that is important as it
influences the develomment of fantasy predisposition.

Parents of both groups reported that they were able to sperd very
little time with their children. Two high group parents reported no
time spent in activities with the child and four parents reported little
time, with occasional storytelling, reading, and guessing games played
together. Three low group parents reported no time spent with child
and three reported very little time spent with child, with ocecasional
television watching together.

The parents of all high group subjects reported that their chil-
dren engaged in some kind of pretend activities (plays house, fireman,
detective, etc.), whereas the low group parenfs reported their children
as elither helping in the house or watching television. Tio low group
parents said they did not know what play activitlies their chlild usually
engaged in. All six high group parents expressed some positive fﬁeling
about imaginativeness, while among the low group parents two expressed
no feelings and four expressed negative feelings (for example, one parent
thought making believe vould lead to lying).

The high group children were reported in five of six cases as

being closer to some older female, whereas there seemed to be no
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particular pattern of closeness for the low fantasy child. The inter-
viewer judged four of the six high group parents as showlng considerable
interest in and concern for their child, as well as awareness of his
individuality. Two high group parents appeared to be too overwhelmed
by their own problems to take more than a minimal interest in the child.
A1l six of the low group parents were judged as beling too overburdened
with their own problems of 111 health, finances, ard large familles to
take more than a minimal interest in the child or his activities. All
six low group children were reported as being very much on thelr own.
The interviewer's judgments about the parent's concern for the child
were based on such things as the amount of time parent addressed himself
to talking about the child, as opposed to his or her own problems,
awareness of child's interests and activities, and occurrence or non~
occurrence of spontansous expressions of concern about child's present
and future school functioning and/or general success in life.

The distingulshing factors between the high and low fantasy
groups seemed to be ordinal position, person per room ratio, number of
children in the family, parents' educational level, whether mother
worked or tended young babies during child's pre-school years, type but
not amount of parent=-child in;beraction. child's usual play actlvity,
attitude of parent toward imaginativeness, closeness to mother, amd
general interest in and concern of parent for child. The most striking
differences were in number of children in family, education of parents,
usual play activity of child, and attitude of parent toward imaginative

ness. The fifth hypothesis that parents of children with high fahtasy
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predisposition would spend more time with their child, have more playful
and imaginative interactions with him, and more encouraging and tolerant
attitudes toward imaginativeness than parents of low fantasy children is

supported except for the factor of more time spent with the child.



CHAPTIER IV

DISCUSSION

The Effects of Training on Imaginativs Play
As the result of eight twenty-minute training sesslons over a

period of one month, the great majority of the children in the experi-
mental group improved significantly in the limaginativeness of their
play, as well as in the expression of positive affect, and in the degree
of concentration shown in their play. These significant changes in the
play behavior were effected with a total of only two hours and forty
minutes of training. That these changes were not fleeting is attested
to by the fact that the greater imaginativeness of play continued con-
sistently for the next two months, with no decline in the later observa-
tions. The exlstence of the control group with which the investigator
engaged in some structured activitles with the children, along with
frierdly conversation, would seem to rule out the factors of warmth,
interest, and more individual attention as causes of the experimental
group's improvement. The fact that the trained child.z.. played more
imaginstively in the presence of the co~observer (who did not do any
training) would seem to indicate that the children had learned new
gkills as a result of traihing that they were able to apply in differ- .
ent situations and that they were not simply imitating the investiga-
tor's behavior in a simple, direct way when she was present to serve as
a cue.

How could these significant changes in the quality of play have



been brought about with such a brief training period? The answer must
certainly be that the children had the potential for more varied and
complex play activity than they were displaying. What appears to have
been lacking were the specific play technlques or skills to actualize
their potential perhaps because of lack of instruction or the lack of
adult nmodels after whom they could fashion thelr imaginative behavior.
This would seem to support the speculations of Bandura and Walters
(1959) who emphasized the influence of the parents and other adults as
models for children in the development of behaviors. Bamdura, Ross,
and Ross (1961), for instance, found that children witnessing an adult
who acted in a violent mammer in the classroom engaged in highly similar
behavior when they were aroused to anger in a similar situation.
Bandura and Walters (1963) report another experiment in w_hich exposure
to an adult model with high standards (in a bowling game) influenced the
child to hold high standards for himself and a model with low standards
influenced the child to set low standards of achievement for himself.
Bandura's work on modeling and imitation indicates that we can look to
using teachers' actions as models of imaginative-type activities in
order to stimulate such behavior in young children. It should be noted
here that Smilansky (1968) was also able to bring about increased
soclo-dramatic play in a relatively short time (67 hours over three
weeks for each experimental group of 140 children) using teachers as
models of imaginative role-playing behavior.

The relative ease with which the changes were brought about in
the present study would seem to point out that, despite lacks in the



richness of experience, some verbal deficiencies, crowled living condi=
tions, overburdened mothers, and other similar factors thought to be
assoclated with lower fantasy predisposition, most of these children
were able to learn quickly to engage in role~playing and more imagina-
tive play. As Smilansky points out, perhaps there are certain behaviors
that must be learned by means of adult intervention at particular points
in a child's develomment. This training by imitation of models may
happen more as a matter of course with middle class than with lower
class children because of the value placed on the advice of childcare

| books in the middle class home, the presence of fewer children, earlier
reading experiences, as well as the middle clasa mother's perception of
her role in the training of the child.

These points about the relative ease of changing the children's
play are not made in any attempt to minimize the importance of a rich
and varied set of experiences which Piaget (1962) has stressed, nor the
importance of the facilitating influence of discriminating use of
language upon cognitive develomment to which Deutsch (1963, 1964),

John (1963), and Ausubel and Ausubel (1963) refer. Differences in these
home factors seem to account for the fact that some of the subjects
wers able to engage in some imaeginative play prior to training, while
others were not. From the interview data, it can be seen that differ-
ences between children in their fantasy behavior seemed to be related

to level of parents' education, size of family, amount of living spacs,
and attitude of parents toward imaginativeness. That there was such a
paucity of imaginative play and of such limited varliety would seem to
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support the ideas of Deutsch and Ausubel and Ausubel that, despite some
variatlion, there is sufficlent consistency of experience for urban lower
class children to speak of this experience as having some deleterious
influence on the cognitive development of such children. There 1s
evidence even in this study that certain cognitive skills showed per-
sistent limitations. The "low" fantasy group after training did not
attain the pre-training level of play (and assoclated cognitive gains)
of the "high" fantasy group. It should alsoc be noted that the "high"
fantasy group after training did not attain the level of imaginative
play of the middle class group (which did not receive any training)
studied by Pulaski (1968). Smilansky (1968) found that a group given
training in sociodramatic play as well as some experientlal enrichment
(trips, discussions, etc.) improved more than a group given only train-
ing in play techniques. This finding underlines the importance of
providing enrichment experience in aiding the cognitive development of
poverty children.

There are, then, techniques that can be employed within the school
system to enhance abilities that appear related to cognlitive development
where it has not otherwise reached its potential. As Smilansky's study
demonstrates, it would be most efficacious for the training techniques
to be incorporated into the regular curriculum of the kindergarten
classes. In this way, children may learn to play more imaginatively
before formal schooling begins armd at a time when this kind of play is,
according to Plaget (1962), at its peak. Without follow-up studies,
it is only possible to speculate on what the long-range cognitive
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benefits of this training may be on the basis of some suggestive evi-
dence. It should be noted, however, that the very nature of make~believe
behavior requires the unfolding of longer sequences of activity built
around plots and themes. These are more complex schema than many other
kinds of play and involve retentlon of materlal to be shifted from
short-term memory. This is in marked contrast to kaleidoscopic or
motoric play whlich is more dependent on the external enviromment and
kinesthetic cues. It would seem that engaging in activities which in
themselves involve longer sequences ard more complex schema would be
beneficlal to cognitive development. It should also be pointed out
that the experimental group of this study included more vérbal communi ca-
tion, longer and more complex sentences, more sensitive respording to
the cues of others, more spontaneity, creativity, more labeling, more
discriminating use of language and increased attention span in their
post-training play. To the extent that this improvement 1s maintained,
it can probably be expected that these children will funetion at a
higher level than the control subjects in their first grade work. A
reason for optimism about the maintenance of gains (and this can also
help to explain the persistence of the improved imaginativeness of play)
is that the changes in the children seemed to be self-perpetuating.

Not all of the trained children initiated imaglnative play regularly,
but imaginative play situations with all their components always seemed
to spring up somewhere in the kindergarten room and, before long,
children were drawn into them and stimulated by them. Once the role-
playing and pretending began, it inevitably led to inventiveness, more



discriminating use of language, and greater verbal communication, as the
demands of the meke~believe situations developed.

In summary, it can be stated that modeling effects amd direct
teaching by adults can be very effective at certain points in children's
development in serving as a catalyst to develop skills which are
basically within the resources of the child. These modeling and teach-
ing effects can result in marked changes in the child's functioning
despite some long~term lacks in the children's experientlal background
and cognitive development. It should be pointed out that the gains in
imaginative play are considered positive develomments in thls study
because of the related cognitive gains that were found following train-
ing. In this study, we are dealing with essentially moderate levels of
fantasy behavior usually found in the majority of normel children's
play. This positive conception of imaginativeness is not intended in
any way to dismiss the regressive use of fantasy behaviors among dis-
turbed children. The findings of this investigation cannot be con-
sidered as a refutation of the Freudlan discharge theory of fantasy, but
it does provide strong support for the idea that in normal children
mnoderate amounts of fantasy ability are associated with useful cognitive
skills. Children who played more imaginatively after training engaged
in longer sequences of behavior, were more absorbed in thelr activities,
engaged in more labeling and verbal communication, and displayed more

originality, spontaneity and mors sophlsticated use of language.
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Imaginativeness as a Personality Trait

Prior to trainlng, the children with "low" fantasy predisposition
were elther extremely apathetic and passive, often staring around the
room watching other children play, or extremely hyperactive, engaging in
desultory manipulation of play equipment or in overexcited rumning ard
jostling behavior. The children with "high" fantasy predisposition,
prior to training, engaged in fleeting bits of imaginative play revolv~
ing mainly around repetitive and stereotyped themes of eating, driving,
ard family illness. For instance, a little girl would set the table in
the housekeeping corner ard then call several children over "to eat
dinner,”" but thé theme was not elaborated. Another typical situation
involved a group of boys buillding an enclosure of blocks, | sitting
ingide of it, and making some steering motlons for a few moments.
Sometlimes a little girl would hold a doll in her lap and complain to a
frierd that "her baby" had a temperature. There were also transitory
eplsodes of several boys running around the room together engaging in a
few typical phrases of Batman (ex. "Come on, Robin, let's get the bad
guys.").

The low group chlldren who did play more imaginatively following
training were able to engage in some pretend episodes, but did not sus-
tain them long or elaborate them. They were not very original in the
use of the play equipment. For instance, a 1little girl would stir ina
pot on the stove, call over some children for dinner, sit down with them
and pretend to drink from a cup., There was not much verbalization as
part of a role among the "low" fantasy children even after training.



The "high" fantasy group after training played imaginatively with great
conglstency and with highly organized plots. The themes were often
quite lmaginative and transcended the area of the children's immediate
experiences (trips to the moon, having one's hair fixed in the beauty
shop, Indian themes, etc.). The children became extremely absorbed in
their roles, using simulated volces, and maintaining the roles even when
others attempted to relate to them outside of the roles. Play equipment
was used creatively and there was greater use of complex sentences, more
labeling, and more attention to detail. The children were more responsive
to each other and obviously enjoying themselves in play more than they
did before training and much more than the "low" fantasy children before
and after training. Sequences of imaginative role-playing would some-
times last nearly the whole period of free-play time (forty-five minutes)
and fifteen to twenty-minute sequences were very common. To give one
example, a group of children would begin to play house, each with his
own particular role as mother, father, child, or family pet. A child
would become 111 and the mother would call the doctor. Father would
"drive” mother amd child in a pretend car to the hospital. Other chlil-~
dren would be drawn in as doctors and nurses and the "sick" child would
receive numerous operations and/or injections.

The hypothesis that high fantasy children would improve more with
training than low fantasy children was supported for the ratings of
Imaginativeness and Concentration. The basis for this hypothesis was
that the "high" group was only relatively high in the sense that it was
above the mean for this sample. The mean ratings of Imaginativeness,
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Affect, and Concentration for the "high" group before training were at
or below the midpoint (2.53, 2.58, and 2.28 respectively) of the a
priorl scales. As a basis of comparison, it should be noted that in a
study by Pulaski (1968) middle class children of comparable ages received
a mean rating in fantasy play of 2.64 on a scale from 0 to 5 which would
be equivalent to 3.64 on a 1 to 5 scale such as the one in this study.
Pulaski's "low" group received a mean fantasy rating of .83 or 1.83 on a
1 to 5 scale and the "high"” group 3.45 or 4.450n a 1 to 5 scale. It
would seem that the "high" group of the present study was more simlilar
to the "low" group than the "high" group of the Pulaski middle class
study, that is, they were children who had developed some fantasy ability,
but still had considerable scope for improvement.

The "low" group of the present study recelved a mean rating prior
to training of 0.06 in Imaginativeness, nearly as poorly as possible on
this scale and slightly higher in Affect and Concentration. The "low"
group did improve significantly in all three deperdent variables, but
they did not improve as much as the "high" group, nor did as many "low"
group children improve as "high" group chlildren. As noted previously,
the "low" group was substantially below the pre-training scores of the
"high" group even after training. From these data, it seems likely that
the *high” group of this study is similar to the "low" groups of middle
class subjects and that the "low" gréup Probably represents that hard=
core subgroup of lower=class children referred to by Deutsch (196k)
that lowers average lower class performance in relation to middle class

performance and who are considerably more resistant to special
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techniques of training.

It was primarlily to determine some familial characteristics
associated with the "low" subgroup that the interviews with a sample of
twelve parents were carried out. As Singer (1961) found, ordinal
position differentiated the "high" and "low" groups, with “high"” group
children more often being the oldest or only child and the "low" group
children being more often the middle child. This suggests that, even
if it is only for a short time, the "high" group child had more of his
parents' at-home time and attention. He also had more space, time, and
quiet for a few years in which to play and to engage in some fantasy
behavior.

The "high" group child was found to have many fewer siblings and
more living space at home than the "low" group child. Thils again sug-
gests that he has more of his parents' at-home time and moxre chance of
privacy and quiet. Singer (1961) speculated that an important environ-
mental factor in the development of fantasy skill may be the opportunity
for regular contact with at least one parent whose actions and speech
patterns are available for imitation. Singer goes on to speculate that
having parents who are absorbed in many demanding household responsibili-
ties, many clogely-spaced siblings, and a lack of physlcal space in
which to be alone would lessen a child's opportunity to develop fantasy
predisposition. His speculatlions and earlier findings seem to be sup=
ported by the interview data of this present study.

If the parents are important as models in fantasy development, it
is interesting to note that the "hlgh" group parents were more highly
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educated than the "low" group parents. This suggests that probably the
former were betier able to use language as a means of communicatlion and
cognitive exploration. It has been polnted out that verbal abilltles
play an important role in cognitive development. The higher education
of the "high" group parents may also be related to thelr more tolerant
ard encouraging attitude toward imaginativeness (in comparison to the
"low" group parents).

Apparently, the quality of the mother-child relationship is as
important or more important than actual time spent with the child. It
was fourd that more of the "high" group mothers worked part~time during
the child's pre-school years than the "low" group mothers. The latter,
vwhile physically present in the home more than the "high" group mothers,
were apparently too preoccupied with their other children to play with
the child or to serve as a model for imaginative-type behavior. The
"high" group child, who was most often cared for by a relative in the
mother's absence, had more of his mother's at~home time and was more
often able to engage in reading or storytelling with her than was the
"low" group child with his mother. It is also possible that the child
whose mother worked spent considerable time looking forward to her
return and fantasizing about their reunion. As Singer (1961) also
found, the "high" group child (according to mother's report in the
present study) was more often closer to his mother or mother substitute
than the "low" group child who did not seem to have any particular
pattern:of family closensss. This reported closeness to the mother on
the part of the "high" group child would suggest that this ldentiflcation



facilitated imitation of the behavior of mothers who were fournd in this
study to be somewhat educated, encouraging of imaginativeness, and
willing and able to engage in some linaginative~type activities with the
child.

These data about the families of the children with very low and
very high (relatively) fantasy predisposition support the notion of
limited channel capacity referred to by Singer (1966) and Tomkins (1962).
If a child grows up as a middle child in a large famlly of siblings in
few rooms (as the "low" group children of this study appear to have),
it would seem impossible for him to have developed the capacity to attemd
to his inner stimulation, as he must have 1lived in a constant state of
bombardment by outer stimuli in hls crowded living conditions.

Interrelationships Between Imaginativeness,
Affect, and Concentration

As can be seen in the Table of Intercorrelations of Varlables
(Table IV), the measures of Imaginativeness, Affect, and Concentration
correlate very highly (range from .95 to .98) both before and after
training. This high relationship suggests the possibility that what is
being measured in this study l1ls a unitary dimenslon. The fact that there
were differential interaction effects for Affect, as opposed to
Imaginativeness and Concentration would argue against the notion of a
unitary dimension. It is not possible to make a clearcut statement
about the relationship of the three variables, however, because there
was very poor development of any kind of play ékills in the group. If
there had been better development of nonimaginative play skills that



alse would involve positive affect and concentration, there would have
been more opportunity to determine how imaginative play is related to
affect and concentration in comparison with other play skills.

Another possibility is that a halo effect was in operatlon when
the raters were making their judgments. Whlle the operation of a halo
effect also cannot be completely ruled out, it seems unlikely because of
the careful training of raters and the well-defined criteria for each
set of ratings. Training of the raters included discussing types of
protocols where there was substantial disagreement and the establish-
ment of standards for these situations. An explanation for the high
correlations that seems more plausible is that there was a very narrow
range of behavior for all three varlables, clustered at the low end of
the scale. Given a strong relationship between varlables, amd the
relatively gross units of a flve=point scale, it 1s possible that the
measurements were not discriminating enough to pick up subtle differ-
ences in the operation of the variables. The instruments were simply
reflecting the gross movement upward of all variables from uniformly
low pre=training levels.

Another possibility that would take into account the high relation~
ship between the variables is one that is suggested by Smilansky's
(1968) study. It is suggested that by its very nature imaginative play
requires longer-~drawn-out sequences, so that there is the lmpression of
greater concentration on the part of the children. Smilansky defines
the type of play she is training as "soclodramatic" play although what
she means by it is very similar to imaginative play. She thinks of
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"sociodramatic” play as consisting of a mumber of separate but highly
related elements such as imitatlon, make~belleve concentration, verbal
communication amd soclal interaction. What this suggests in regard to
the present study is that perhaps the type of play that was belng
trained here involved more than just imaginativeness. Perhaps some
term like sociodramatic play or dramatic play (the name used by Marshall
and Hahn, 1967) or Imaginative Role-playing Behavior might be most
appropriate. It wuld appear likely that make-believe or imaginative-
ness would be one element in imaginative role-playing behavlior and that
some kind of perslistence or concentration another. There might be a
difference between concentration on solving a jigsaw puzzle or making a
replica of a geometric pattern and the concentration shown here which
implies carrying on a longer sequence along a story line. It does not
seem necessary to inciude verbal behavior as a separate element, as
Sﬁilansky does, as there would be no other way for a child of kinder
garten age to exhibit role-playing and imaginativeness except by means
of verbal exchange. It would be difficult to evaluate the imaginative
play of a kindergarten child without assessing his verbal behavior.
While Smilansky regards imitation as the key element in soclo-
dramatic play, it 1s readily apparent that make-believe or pretense is
specifically involved in three of her six componsnts. Therefore, with
the exception of interactlion with peers, imaginative role=playing and a
kind of persistence or concentration would seem to be the basic ele~-
ments in soclodramatic play, even as Smilansky defines it. The
inclusion of interaction with peers would have the effect of excludling
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imagingtive role~playing some excellent examples of children engaging
in some highly imaginative behavior by himself (ex. a child pretending
to be riding in a rocket to another planet). These solitary behavliors
are the exceptlion, but it is hard to see how they could be classified

as less imaginative because another child was not involved, as Smilansky
would do.

The disagreement between Smilansky and this investigator about
whether the basic element of imaginative role-playlng behavior is make-
believe or imitation will be further explored in another section of this
paper. However, it seems clear that Smilansky and this investigator
were training behavior that is highly similar and perhaps best termed
Imaginative Role~playing Behavior. It involves make-belleve role-play-
ing and a kind of persistence or concentration. The high relationship
of Imaginativeness and Concentration aml the similar interactlion effects
for both strongly suggest that they are highly related aspects of a kind
of play that is comprised of these two slements and perhaps others.

That the correlations were so high is probably due partly to the narrow
range of behavior in this group, the use of a rating scale with
relatively gross units, and the lack of other skills among these chil-
dren that also might involve concentration and positive affect.

Smilansky does not inclwude positive affect as an element of
sociodramatic play, but states that sociodramatlic play leads to deep
satisfaction, joy, and delight. She conterds that this joy and delight
involve a deep sense of well-being at finally possessing the skills to
express essential processes that were frustrated in development in the



culturally-deprived chlld. When the child learns the techniques of
play, his psychological structures (skills) are in harmonious adjustment
with his stage of development.

Hartley et al. (1952) and Liberman (1964) have both described
the joy and delight of children engaging in spontaneous and original
play. Erikson (1940) speaks of the pleasure derived from the sense of
coping and mastery invelved in imaginative role-play behavior of pre-
school children. It seems very likely that a cause and effect relation=-
ship exists between imaginative role-playing behavior and positive
affect. Anyone watching a child play.lng out a role and making=believe
can sense and plainly see his joy at trying out new experiences amd
having others relate to him in that role and reliving old experlences
in play that were pleasurable (such as a pretend birthday party).

That positive affect is a result of imaginative role-playing and
not a key element in it gains support from the different interaction
effects for Affect. "High" and "low" fantasy children gained equally
in positive affect with training. Since thils was not true for Imagina-
tiveness and Concentration, it would appear that these two varlables
were operating in the same manner and Affect operated somewhat dif-
ferently. The "high" group improved more than the "low" group in
imaginative role-playing behavior (Imaginativeness and Concentration)
but, despite this, the "Low" group's postetraining Affect had gained as
much as the "high" group's. The overriding solemnity and sullenress
(lack of positive effect) of the majority of the children prior to
training (assuring that any change could only be in an upward direction)
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and the use of a measuring scale with only five units contributed to
the high correlations because finer differences in behavior were
probably obscured. It is relevant to mention here that Pulaski (1968)
found that middle class high fantasy children played more imaginatively
and with greater concentration than low fantasy children. The high
fantasy subjects, however, did not receive higher affect ratings than
the low fantasy subjects. This finding does support the idea that
Imaginativeness and Concentration are both aspects of one kind of play
behavior. While imaginative behavior usually results in joy and pleas-
ure, apparently other play skills that create positive affect were

well developed in Pulaski's middle class subjects and not in the present
sample.

In sumary, it 1s likely that the type of play involved in this
study and that of Smilansky (1968) is comprised of at least two basic
elements, imaginative role~playing and a kind of concentration, and is
probably best designated as Imaginative Role-playing Behavior. This
behavior results almost invariably in increased positive affect probably
because of the pleasure ln tryilng new experiences and reliving old onss
that "improve on reality” (Piaget, 1962). Other types of more struc~ |
tured play can also lead to positive a.rfec't; but the high relationship
between Affect and Imaginativeness was emphasized here because of the
extremely uneven distribution of pleasurs ratings, the use of a rela-
tively gross measuring instrument, and the paucity of other play skills
in this sample that might lead to positive affect.
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The Measures of Fantasy Predisposition
and Their Relation to Imaginative Play

This investigation proiides slﬁrong support for Singer's proposal
that fantasy predisposition is an enduring personality dimension that
may be exhibited in diverse behavioral manifestations. Support for this
assumption is gained from the fact that three different types of measures
of fantasy predisposition were in very high agreement. One instrument
(Barron Movement Threshold Blots) is an inkblot test which measures an
individual's ability to project human movement onto amblguous inanimate
objects, the so-called M response. Rorschach (1942), Schachtel (1966)
and many others have related this M response to fantasy predisposition,
inhibition of overt motility, and introversion. This type of projective
test is presumed to tap less consclous levels of functioning and is
therefore quite a different measure from the Imaginative Play Interview
(Singer, 1961). In this interview, the child is asked direct questions
and the measure is presumably tapping more consclous levels of function-
ing. Yet these two measures were highly related for the subjects of the
pressnt study. It is also noteworthy that in the twelve cases where
parental interviews were conducted, the child's reported favorite type
of play activity agreed in each case with the report of his parent.

This implies that direct questioning of children about their play
preferences is a valid method of investigation.

A third measure of fantasy predisposition was the teacher's
ratings of imaginativeness over a relatively long span of time (three
months). That the ratings of naturally-occurring behavior by the
teachers over a period of time correlated highly with the projective



test and the objective data from the interview offers strong support
for the conceptualization of fantasy as an enduring dimension of per-
sonality functioning that is established by the age of five and may be
reliably measured in a variety of ways.

The finding that fantasy predisposition is not significantly
related to I.Q. is important because there is a verbal component
involved in fantasy amd in the measurement of fantasy. If it were not
clearly established that fantasy predisposition and intelligence were
independent, the differences in fantasy might well be explalined by dif=-
ferences in verbal ability alone since this ability is an important come
ponent of I.Q. It should be noted that Pulaski (1968) and Smilansky
(1968) also found that imaginativeness and I.Q. were not related.

Fantasy predisposition was fourd to be unrelated to sex in this
study. The girls, however, scored slightly higher than the boys in all
categories. It is important to note that the degree of improvement was
approximately the same for each sex, indicuting that the tralning
methods were equally effective with boys and girls. Pulaski fourd no
sex differences in fantasy predisposition or in imaginativeness of play,
although there were differences in toy choices and degree of motility by
sex. Smilansky, on the other hand, found that followlng training the
girls' sociodramatic play had improved significantly more than the boys'.

Smilansky offers three major possible reasons for the sex dif-
ference;: (1) that the experimenters were women and that therefors the
boys had more difficulty in using them as models; (2) that the toys and
equipment in their kindergartens were more femsle-oriented; amd (3) that



98

the lower class boys in general have a more difficult task in sex role
identification which, in turn, puts them at a disasdvantage in nearly
every area of functioning.

In the present study the consistently better performance of the
girls in imaginative play may well have been related to the fact that
the person who did the training was a woman. Unlike the kindergartens
in which Smilansky did her research, however, those involved in the
present study seemed as well geared to male as to female interests.

The minor differences in performance between girls and boys may be
related to the general finding (Deutsch, 1960; Davidson & Greenberg,
1967; Ausubel & Ausubel, 1963; and others) that lower class Negro males
have more difficult sex role ldentification problems amd that Negro
lower class females have a better personsl, social, and emotional adjust-
ment than their male counterparts. It should be noted that over 75
percent of the subjects of thls study were Negro, the others being
Puerto Rican, Cuban, Chinese and white. Perhaps if there had been an
insufficient supply of male-oriented play equipment, as in the Smilansky
study, the sex differences might have been larger.

Singer (1961, 1966) hypothesized that fantasy predisposition is
related to imaginative play in young children before the age when role~
playing and fantasy is internalized. Riess' (1957) finding that chilw-
dren (six to seven years old) who saw more human movement (had higher
fantasy predisposition) spent more time in imaginative behavior than
children who saw little or no human movement lends support to Singer's
speculation. Pulaski's finding that high fantasy children, as measured
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by the Barron Test, Singer's Imaginative Flay Interview, ard a
creativity rating of original drawings, played more imaginatively (amd
with more concentration) than low fantasy children regardless of I.Q.,
sex, or type of toys offered for play also supports the relationship of
fantasy and imaginative play in young children.

In the present study, this postulated relationship is supported
by the high correlation between Overall Fantasy (Barron Test, Imaginative
FPlay Interview, and Teacher's Ratings combined) and pretraining scores
of Imaginativeness of play (.81). The sigmificant correlations between
the three fantasy measures with pre-tralining and post~tralning scores
of Imaginativeness, Affect, and Concentration support the relation of
fantasy and imaginative play for five=year-old children. These corre—
lations also indicate that the Barron Test, the Imaginative Flay Inter-
view, and the Teacher's Ratings of Imaginativeness may each be used to
predict imaginative play behavior with considerable accuracy. These
instruments may also be used to predict which children will profit more
from speclal training in imaginative role-playling behavior.

Behavior Rating Methods
Since in this study there were no objective scores or outside

criteria for judging imaginative play, it was necessary to establish
rating scales specifically for this purpose. There are obvious risks
in this procedurs, involving the issues of subjectivity, rater blas,
differential cue value of the observers amd others that are frequently

discussed as psychometric problems in the use of such rating procedures.
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Therefore, it seems important that more than one observer be employed -
in the collection of behavioral data and that at least one of these
observers should not know to which experimental groups the subjects
belong, as was done in this study. The high correlations between the
ratings of the protocols of the two observers in this study indlicate
that, with proper training of observers, sources of error such as
observer blas and differential cue value can be eliminated. It will be
remembered that prior to the pre-~training observatlons the observers
recorded the behavior of the same children simultaneously and then the
protocols were compared and shown to outside judges. This was repsated
geveral times to insure essential agreement between observers. The
investigator also made it a point to spend considerable time vislting
in the classroom after the training period, so that the children would
not associate her only with the training experiences.

The employment of the observers in this study as raters is
Justified on the basis of thelr famillarity with the children ard their
behavior. However, it was believed that the extra precaution of obtain-
ing ratings by an outside person not involved in the study would add to
the reliability of the ratings. Prlor to the actual ratings, the
raters discussed the criteria for each dependent varigble and examples
of each point on the rating scales were provided by the investigator
from observations collected during the pilot period. Then the raters
independently rated the protocols, so that the same ten were rated by
all three raters. The differences in ratings were discussed and clari-
fied and standards of ratings were estsblished for situstions in which
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disagreement seemed frequent. The Kendall coefflclents of concordance
between the raters were high and significant, thus establishing that,
with the use of these kinds of safeguards, rating scales designed for
use in particular observational studies can be psychometrically sourd.
These psychometric findings are noteworthy as they establish more
justiflication for the use of these kinds of investigational methods.

Comparisons with Similar Investigations
Marshall and Hahn (1967) attempted to enhance the dramatic

(imaginative role~playing) behavior of twelve middle class nursery
school and kindergarten children in four fifteen-minute sessions in
which the investligator engaged in enacting small imaginative plots with
the children, using play equipment as props. The investigator attempted
to serve as a model for make~believe behavior including role-playing
with voice simulation. The trained children were compared with a
matched group of children with whom the investligator did mechanical
puzzles, but with whom she engaged in friemdly interchanges; and with a
matched group of children who had no special contact with the investi-
gator. A1l children were observed by one person for forty two=minute
segments before ard after training. The number of segments in which
there was some verbalization on the part of the child indicating that
he was someone or something other than himself was the child's score
for dramatic play.

It should be noted that the length and number of sessions is
greater in the present study than in Marshall and Hebn's. The rating
system of the present study includes more safeguards against observer
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bilas amd, since it involves more scale units, provides for a more dis-
criminating anslysis of the findings. Marshall and Hahn report no group
means before or after training, nor any deseriptive statistics with
vhich to make comparisons. They do report that all of the experimental
group children increased in thelr dramatic play after training and that
most of the children in the two control groups declined, with a smaller
nunber remaining the same. This finding is similar to the performance
of the high fantasy experimental group of the present study, that is,
nearly all of this group improved with training. It appears that the
very low fantasy group of the present study did not have a counterpart
in the Marshall and Hahn middle class group. More tralning sesslons
were provided in this investigatlon because of the low pre-training
scores in imaginativeness of play. It is interesting to note that
Marshall and Hahn use "imaginative" play and "dramatic" play inter-
changeably, but seem to imply that there are components in the behavior
in addition to imaginativeness. Thelr purpose in enhancing dramatic
play was to enhance the associative play with peers. These investiga-
tors found that the inocreased role~playing led to more assoclative play
with other children amd thus it was thought that dramatic play could be
used to enhance the social development of the children.

The only other investigation located in which training of
imaginative play was involved is that of Smilansky (1968) which was
conducted in Israel. A detalled comparison with the present study will
be made because of their basic similarity. A fundasmental difference
between Smilansky's study and this one 18 on a theoretical level.
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While the global behaviors under investigation are essentially the sanme,
Smilansky does not attempt to postulate the exlistence of any underlying
psychological process. Her study is an extremely worthwhile plece of
research for educational purposes, but it deoes not make much contribu-
tion to psychological theory.

Smilansky defines sociodramatic play as consisting of imitative
make-believe role-playing; make-belleve in regard to objects; make-
believe in regard to Iact:l.on and situatlion; perslistence andi concentra-
tion; social interaction; and verbal communication. The author states
that imitation of the real world and adaptation to it is the key element
in this kind of play. Make-belleve 1s a means to the end of imitation
shich serves the purpose of helping the child integrate more easily
into real-life patterns of their ilmmediate enviromments. This investi-
gator disagrees with Smilansky's stated purpose of make-believe, that
is to aid in the child's adjustment to the real world by imitation of
it. Piaget (1962) has stated that inner fantasy is the motivation of
symbolic play ard he 1inks the latter with general intellectual growth.
As the development of language proceeds, the chlld begins to be able to
conjure up mental images related to objects in reality. The mental
images can be manipulated so that the child is not limited by reality
and can create, explore and try out new roles and new combinations of
images. According to Plaget, this lnner manipulation of images is
essential to cognitive development. This seems similar to Tomkins'
image or centrally-emitted blueprint that governs man's purposive
behavior. Without some ability to delay immediate responsiveness to
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outer stimulation, the chlild is less able to think and plan and try out
new ldeas or roles mentally before putting them into action. The lack
of some fantasy ability deprives the child of the ability to "improve
on reality” when this is appropriate ami useful as in enforced delay
or waiting periods.

Accordingly, it seems lnaccurate to suggest that make-helleve
serves to help a child adjust to reality by imitating real-1ife experi-
encé. that=win Piaget's terms--it is more accommodation than assimila-
tion. Much of the role~playing behavior observed in both studies, it 1s
true, involved imitation of adult behavior. In the presont study, how- -
ever, there was also conslderable behavior that could not have been
imitation of cbserved adult behavior (riding to the moon in a rocket,
performing an operation in a hospital, etec.). Too much of the role-
playing behavior had to be spontansous and inventive, as quick responses
to other children's cues did not often allow for imitation of well-known
behavior patterns. In addition, considerable imaginative behavior
involved original combinations of different behaviors apparently wit-
nessed in rea) life.

Smilansky does not relate make~believe play behavior in any way
to fantasy predisposition as a psychological process. Nor does she
postulate the underlying process or processes by which the children's
experience in greater social interchange, more complex verbal usage,
greater persistence and ssquence in their play behavior can lead to
growth in cognitive skills which is the author's aim. There 1s no
explanation of how imitation could integrate experiences of the child in
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some way that would contribute to his intellectual development. As
one looks at the components of sociodramatic play, as Smilansky
defines it, it would seem quite apparent that even she considers make-
believe a much more common aspect of the different components than
imitation.

The flrst phase of Smilansky's study was a comparison of middle
class and disadvantaged Israeli children aged three to six years in
regard to their soclodramatic play. Five "field workers" observed
36 classes of 35 to 40 pupils (18 middle class and 18 disadvantaged)
ard obtained observations of the children's play. In contrast to the
present study, individual children were not systematically observed.
Instead, five centers of interest in the class were identified: block
corner, hospltal corner, house corner, doll corner, amd playground, ard
ten examples of play were recorded for each of these centers for an
unspecified period of time per observation.

The observations were then analyzed aml the findings were that
middle class children (A group) engaged in more sociodramatic play than
the disadvantaged children (D group) with and without play equipment.
The themes of play were similar, but the A children displayed more
diversity and variety of roles than the D children. These findings
support the speculations of this investigator that lower class children
on the average tend to play less imaginatively than middle class
children.

Smilansky found that most of the D children engaged in desultory
nanipulation of toys aml play equipment or in repetitive use of
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miniature adullt objects in Imitation of adult use, but without any
attempt to enact an adult role. It was also found that A children
spoke more than D children in play, used more vocabulary words, longer
ard more complex ssntences, more parts of speech, and did more labeling.
It should be pointed out that the pre-training play of most of the sub=
Jjects of the present study was found to involve mostly manipulation of
toys and repetitive, stereotyped activitles with play equipment. It
was also found that, prior to training, these lower class children
engaged in very little verbal communication with one another, made
minimal use of words in their play, and seemed to do very little label-
ing or talking about their play activitlies. As was previously mentioned,
this changed considerably following training. Smilansky found hyper-
activity, aggression and bossiness more prevalent in the dlsadvantaged
group. This author also fournd a high degree of aggression, bossiness,
running around, overexcitement, as well as extreme passivity among the
subjects which was considersably diminished followlng the increase of
imaginative play through training.

For the main part of her investigation, Smllansky had some
researchers (number unspecified) observe each child on & maximum of
three separate days and record in minute detall his behavior before and
after training. The observations were then used to place each child in
one of three categories: (1) no dramatic play; (2) dramatic play
(solitary socliodramatic play); (3) sociodramatic play. The elements
of sociodramatic play needing enhancement were noted for training

purposes, but not for statistical outcome purposes.
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Four groups of 140 children were then established and matched
for age, sex, I.Q. {on the Stanford-Binet test), attaimment of play, aml
family characteristics. One group remained as the control group and
received no training whatsoever. Three themes were chosen for training
purposes: (1) the clinic; (2) the grocery store; (3) a story well knowm
to the children, "Where's Ruthy?" One experimental group received only
enrichment experiences with trips to clinles and grocery stores, and
discussions about clinics, stores and the theme of "Where's Ruthy?"
Another group received these enrichment experiences plus 67 hours over
three weeks (for 140 children) of direct intervention into naturally-
occurring classroom play by the experimenter or the teacher who made
‘suggestions in role~playing to the children ard demonstrated how to
pretend to be a doctor, nurse, grocery clerk, ete. The children were
encouraged to contimue in the role begun by the experimenter or teacher,
using appropriate props. There was no attempt to equate the tlme spent
with each child and, once a child exhlbited all elements of socio=-
dramatic play, he was no longer trained., A third group received only
the role-playing training. Smilansky, incldentally, reports consider-
able teacher resistance to engaging in these techniques, but found
discussions useful 1n galning their cooperation.

Results were expressed in terms of percent of the group falling
into the categories of (1) no dramatic play; (2) dramatic play; and
(3) soclodramatic play. Improvement was defined as movemsnt toward the
third category. It was found that the group receiving emrichment

experiences alone did not improve and was similar to the control group
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after training. The group receiving role-playing training improved
significantly, but the group receiving role~playing training plus
enrichment experiences improved more.

The results agree with and are similar to those of the present
study and add considerable support to the idea that disadvantaged chll-
dren can be aided in thelr cognitive development through minimal amounts
of adult intervention at kindergarten age without extensive one-towone
remediation in speclific areas. Both investigators describe speclfic
methods that have been successful for them and may be adopted by school
psychologlsts, teachers, and other educators in their work with dis-
advantaged chlldren.

The Smilansky study points up the importance of combining enrich-
ment experiences with training in socliodramatic play and the advantages
of using teachers as part of the training procedure to insure a more
comprehensive and coordinated approach. The fact that observation ard
training time for each child was not equated, that only one rater for
the same children was utilized, and that only three rating categorles
were employed does not provide as much basis for confidence in the find- ’
ings as would be desired. The way in which the data were analyzed does
not allow for many comparisons to be made or for finer differentliations
or subtleties in the operation of sociodramatic play to be discerned.
However, the individualization of training, according to specific need,
has many obvious advantages and probably should be adopted in educational
usage. For evaluation purposes, it would probably have been better to
give equal tralning time to all subjects even if different elements of
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soclodramatic play were stressed with different children. It is
unfortunate that the data on change in the component elements of
soclodramatic play were not analyzed amd presented as part of the
results.

Implications for Practicing Psychologists

For the practiecing psychologist, the implications of this study
are that he can serve a useful function in the area of enhancing the
cognitive development of young children, as well as in increasing their
positive affective experiences. The findings imply that he can hope to
achieve this not by means of one=to=one methods based on deficit models,
but by working with teachers of the youngest children to help them
develop new techniques similar to those of this study (or Smilansky's)
to enhance their ability to engage in some imaginative activitles.
Psychologists can assist teachers in relating the training situations
to the children's interests and experiences and to weave the training
naturally into the regular curriculum of the class. In this way,
experientis«]l enrichment can be coordinated with imaginative play train-
ing as Smilansky (1968) did and found so effective. It would also be
part of the psychologist's function to evaluate the effectiveness of
different methods of training in terms of later cognitive gains, so that
the most efficacious techniques may be identified.

The findings of this study are especially relevant for psycholo-
glsts who are working in the rapidly growing urban ghettos and experienc-
ing difficulties in finding ways to enhance the cognitive skllls of the
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disadvantaged child. Psychologists will probably be minimally effective
in helping to bring about major social changes in conditions that may be
causally related to cognitive deficits in lower class children. This
study, however, demonstrates ways in which gains in cognitive dévelop-
ment can probably be achieved for large numbers of children through the
use of new teaching techniques which psychologists can help teachers to
develop for use in the classroom.

Smilansky's (1968) study also points to the benefits of combining
the new techniques with experiential emrichment. That experiential
enrichment alone is not sufficlent to bring significant cognitive gains
is suggested by Smilansky's findings and by the fact that thls has been
the approach employed in ghetto schools and Head Start-=type programs
without impressive results. Apparently, the children from disadvantaged
backgroums are most lacking in the specific skills through which to
express their potential. Traditional approaches of remediation or
enrichment experiences in specific areas of academle functioning, as
Smilansky points out, may exacerbate one of the major difficulties of
disadvantaged children, that of conceptual integration of experience.

It is here suggested that training of some fantasy ability is important
for such children precisely because it provides the means by which

greater conceptual integration of the child's experiences is possible,

Suggestions for Related Research

In order to assess the long-term consequences of enhancing

imaginative play, it would seem important to follow up children who
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were successfully trained to evaluate their subsequent academic per-
formance in comparlson with children who were not trained. The assess-
ment of academic achievement could be carried out at certain intervals
in the chlld's school career by means of the following measures, among
others: (1) teacher's ratings of academic ard behavioral performance;
(2) grades; (3) Metropolitan Reading Test scores; (4) Iowa Tests of
Basic Skills (Reading, Math, Study Skills). In this way, we could
ascertaln 1f there are cognitive benefits from enhanced fantasy ability
and how lasting these benefits may be.

Another important point brought out by Smilansky's study is the
use of teachers as trainers in the home classroom. In this method the
training may incorporate the children's naturally-occurring play themes
and interests and alsec enrichment experilences can be coordinated with
the training in play skllls. It might be interesting and enlightening
to compare improvement in imaginative play when (1) the training is
done by an outside experimenter outside the classroom as in the present
study and (2) when the training is done in the regular classroom by the
teacher. In this way, it can be determined if the use of the more
familliar teacher, the famlliar classroom, and the advantage of incorporat-
ing the tralning into naturally-occurring play does actually make a
significant difference in the level and quality of imaginative play.

In both methods, it would seem that enrichment experiences should be
added to the imaginative play training, as Smilansky found that this
combination results in greater improvement than the use of play training
alone. Hopﬁfully, the growing data on the effectiveness of these
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methods will help to gain greater cooperation from teachers and
principals, so that more comprehensive spprcaches are possible.

The development of more discriminating rating instruments
(employing more scale units) and the breakdown of imaginative play
into components for which sub-scales may also be developed would seem
to offer the possibility of increasing our urderstanding of the complexi-
ties of this kind of play. In this way, one could develop methods for
the individual play needs of each child where performance on components
is not even. More comparative studies-betmen lower and middle class
children using sub=scales for different components of imaginative play
that may be identified might elucidate the speclal strengths of the
lower class child upon which to build. It is possible that the lower
class chlld's strengths in some components may be masked by the use of
overall scales of imaginative play.

In order to increase our understanding of the construct of
fantasy predisposition and its relatlionships with other personality
dimensions, it would be useful to corduct studles in which we try to
relate measures of fantasy and measures of other personality dimensions
about which we have some knowledge. It would be enlightening, for
instance, to have a better understanding of the relationship of fantasy
predisposition and creativity, as both seem to encompass the elements of
originality and the ability to attend to and manipulate mental imsges.

Lieberman (1964) suggests that spontansous aml original playful-
ness may be used to predict cognitive style and creativity, defined as
divergency of thinking. It is clear, however, that "high" fantasy
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persons are not always creative in the sense of productivity. The
relationship can be investigated by determining if persons "high" on
fantasy measures (Barron Inkblot Test, Rorschach M, etc.) are also
"high” on standardized tests of creativity (Guilford Test Battery,
Torrance Creativity Test Battery, etc.). It may be that fantasy is
related to some components of creativity, but not others. Guilford
(1956) , a leading researcher in the area of creativity, has identified
five traits of creativity: fluence of thinking, flexibility, original=-
ity, elaboration, and ability to see problems in novel ways. In
Singer's (1961) study, the "high" fantasy children showed more
creativity in storytelling than the "low" fantasy children. It is
possible that some and not all of the traits Guilford defines may be
significantly related to fantasy predlisposition. Therefore, measures
of these separate traits should be developed ard related to fantasy
measures to explore their relationship.

It would be useful to determine i1f changes in imaginstlve play
as the result of training are assoclated with changes in creative
ability, as measured by pre- and posttests of creativity. Children could
be followed along through elementary Qchool to determine the correlates
of "high" and "low" fantasy predisposition, as originally assessed at
the kindergarten level. Possible correlates might be artistic oreativity,
literary creativity, general academic competence, and other séhoql
behaviors which could be appropriately evaluated and related to fantasy
measures. Proceeding in this manner, we can incregse owr understanding

of the construct of fantasy predisposition, its operation, and its
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relation to other personality varlables, and thus develop & nomological
network of psychologlcal theory as it relates to this area of human
functioning.



CHAPTER V
SUMMARY

The purpose of thlis study was to determine if it was possible
to enhance the abllity of lower class kindergarten children to play
imaginatively. Imaginative play is conceptualized here as the dimension
of fantasy ability that is age-appropriate at kindergarten level, before
internallzation of role~playing amd other fantasy behaviors take place.
It was speculated on the basis of Singer's (1966) suggestive findings
that fantasy abllity at moderate levels can be a useful and constructive
cognitive sklll and, that to the extent that such ablility could be
enhanced, there might be some long~term cognitive gains. Since tradi-
fiona.l methods of bringing the cogritive development of lower class
children up to its potentlal have not been notably successful, it was
thought that perhaps training in fantasy ability might aid in the cone
ceptual integration of experiences, an integration that many authorities
have identified as lacking in many lower class children.

The subjects of this study were eighty children in four kinder-
garten classes of a Speclal Services school in Central Harlem. They
were divided into "high" and "low” fantasy groups on the basis of three
measures, the Barron Inkblot Test, Singer's Imaginative Play Interview,
and Teacher's Ratings of Imaginativeness. A child was placed in the
*high" fantasy group if he was sbove the mean on at least two out of
the three measures, and in the "low”" group if he was below the mean on
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at least two of the three measures. "High" fantasy boys, "low" fantasy
boys, "high" fantasy girls, and "low" fantasy girls were randomly
assigned to the experimental and the control groups. The experimental
and control groups consisted of forty subjects each, including equal
numbers of girls and boys and equal mumbers of "high" and "low" fantasy
children.

The children were observed during their free-play time by two
observers (one of whom did not know to which experimental groups the
children had been assigned) for six five-minute segments each, for a
total of twelve protocols of behavior per child, over a period of seven
weeks. Behavior of each child was recorded in minute detail, including
physical movements, faclal expressions, play equimment used, verbatim
verbalizatlons and tone of volce.

Following these pre~training observations, the experimental
group was then taken to a separate room by the linvestigator in groups
of four children for eight twenty-minute sessions of imaginative play
training over a period of one month. These sessions conslisted of enact-
ing four different imaginative themes with the children, with role-
playing and simulated verbalizations initiated by the investigator.
Creative use of play material as story props was also mtimulated. The
control group children were also taken to a separate room in groups of
four children for eight twenty-minute sessions, over a period of one
month, of play with wooden jJigsaw puzzles and structured build‘.'lng' with
tinkertoy sets. The investigator assisted the children in their tasks,
praised their efforts, and engaged in friendly conversation with them.
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Following the training period, the children were agaln systematically
observed in exactly the same manner as they were before training.

Three raters (including the two observers) rated the twelve pre=
training and the twelve post-training protocols of behavior for each
child on five~point scales of Imaginativeness, Affect, and Concentration.
After it was determined that the raters were in esgsentlal agreement, the
ratings of the three raters were averaged so that each child had one
score for Pre~training and Post-training Imaginativeness, Affect, and
Concentration. Two by two (Fantasy and Training) analyses of covariance
were computed separately for the three deperndent varlables. The hypo-
theses that the experimental group would improve more than the control
group after training in Imaginativeness, Affect, and Concentration were
supported. The hypothesls that the "high" fantasy group would improve
more than the "low" f#ntasy group after training was supported for
Imaginativeness and Concentration, but not for the factor of Affect.

After the main par't of this investigation was completed, six
extremely "low" fantasy children were selected, as well as six extremely
"high" (relative to the group) fantasy children on the basis of their
scores on the Barron Inkblot Test, the Imaginative Play Interview,
Teacher's Rating of Imaginativeness, and pre~training score of imagina-
tive play. The parents of these twelve children were interviewed by
the investigator in an attempt to identify some familial factors assocl-
ated with "high" and "low" fantasy predisposition. The most strildng
differences fourd were that the "high" fantasy children had many fewer
siblings than the "low" fantasy children, the "high" group parents had
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more education than the "low" group parents, the "high" group children
had a much greater preference for lmaginative-type games than the ”lou‘"
group, and the "high" group parents had more encouraging and tolerant
attitudes toward imaginativeness than the "low" group parents. The
hypothesis that parents of children with "high" fantasy predisposition
would sperd more time with their child, have more playful and imagina=
tive interactions with him, and more encouraging and tolerant attitudes
toward imaginativeness than mrents of "low" fantasy children was
supported éxcert. for the factor of more time spent with the child.

In conclusion, it may be said that, with eight twenty-minute
sessions of training over one month's time in imaginative play, the
majority of the children played more imaginatively, with more positive
affect, and with a greater degree of concentration. While it is not
possible to say what long=term cognitive gains may result from this
training without follow-up studlies, it can be said that the post-train-
ing imaginative play of the experimental group included longer sequences
of behavior, more complex and discriminating use of language, more
originality, increased attention to detail, more labeling, and more
sensitive respording to the cues of others. To the extent that these
changes ars maintained, there seems good reason to expect that the
children who played more imaginatively would exhibit a higher level of
cognitive functionming in their ensuing acadenmic perfoman_ces. It would
also seem that the longer sequences of imaginative role=playing behavior
would, by their very nature, involve more complex schema requiring more
retention of material to be shifted from short-term memory than motoric
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or kaleldoscoplc play which is more dependent on externsl cues. The
qualitative impressions clearly suggest that the children who learned to
pPlay more imaginatively were able to engage in activities which required
greater conceptual integration of their experiences than the kind of
play in which they formerly engaged.

The implications of this study for psychologists working in the
area of the cognitive development of disadvantaged children is that,
without major envirommental changes or intensive one-to-one remediation,
sigmM ficant changes can be brought about in children's cognitive skills
in a relatively short time by techniques which teachers can be tralned
to employ as part of their regular curriculum, The task of the
psychologlist here would include the training of teachers in these
techniques and the evaluastion of their effectiveness in>terms of later

academic performance.



AFPFENDIX A

EXAMFLES OF PROTOCOLS OF THE SAME CHILD RECORDED SIMULTANEOUSLY
IO ESTABLISH INTER-OBSERVER RELIABILITY

Pre~training Protocol of
Child A. H. by Observer A

S 1s sitting in a chair at a table near the door. She stretches

her arms over her head and backwards. S crosses her legs and looks
curlously about the room. She looks like she is talking to herself,
moving her mouth, but the sounds are inaudible. She Jjumps up quickly
and marches across the room, with her chest thrust outward, with large,
almost marching steps, and her arms swinging back amd forth. When the
teacher calls out, "Where's Brian?" she calls out "He went for the milk."
She has a lowd clear volce. She walks around the room stopping to look
at other children and asks several times of various children, "Whatcha
doing?" She laughs and smiles fairly frequently. She makes some
clowning faces. She walks over to the plle of plastic anlmals and

looks them over. She picks up an elephant and a horse and pushes them
together as though they were kissing. She shakes her head and smiles.
"You kiss each other, you love each other, now come on.” Then she holds
the elephant in her two hands and says to a girl, "This elephant is your
husband, you love her.” Then she throws the elephant back to the pile
and jumps up giggling. Her whole body is in motion. She turns to the
girl next to her anl says, "You something else.” St.le picks up a toy from
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the floor and says, "You're broken, just have to throw you away." She
throws it on the bottom shelf. She walks over to the house corner and
puts on a pair of high heels and prances around the room with her chest
thrust out and her hands on her hips.

Pre-training Protocol of
Child A. H, by Observer B

This child immediately begins to move around in her chair,

stretches her arms over the back of the chair, corsses her legs and then
turns her head in various directions looking at all aspects of the room.
She makes a few motions with her mouth, but not making sounds, but
acting as Af she was making sourds. Her whole body moves quickly and
agilely. She is somewhat taller and more sturdlly built than most of
the other children in the rocom. She marches across the room, making
large steps, swinging her arms actively amd with great gusto. Whenever
questlions were asked to the class by the teacher, she peels out the
answer in a strong clear voice. During the entire period she smlled
rather frequently. Often she opens her eyes wide and eagerly and she
reacts to practically everything happening in the room, frequently
asking other children how they are doing or what they are doing. She
tekes a gray molded elephand and a black horse and pushes their faces
together, saying with a brisk shaking back amxd forth of her head, "Now
you kiss each other, you love each other, now coxe on, come on, there."
Then she took the elephant amd turned to her friend saying, "This ele=-
phant is your husband, and you love her." She then gets up swinging
her arms back and forth, shaking her head and says to the same little
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girl, "You something else, you just something else." She picks up one
of the broken wooden toys from the floor ami says, "You broken, I just
have to throw you away." She gets up amd puts on some high heeled shoes
in the doll corner and swishes back and forth across the room with her
hards on her hips.

Posgt=training Protocol of
Child J. G. by Observer A

S gets up from her seat by the window with a pleasant 1little

smile on her face and walks over to a group of girls at the housekeep=
ing table. "Come on,” she says, holding the other girl's hand ard
attempting to pull her up. "Let's play house," she says with a smile.
She puts on an apron and has a sweet, pleased expression on her face as
she ties the apron sbrings. Then she puts on a necklace from a box that
is on the shelf of the ho;sakeeping area. She walks over to the mirror
ard looks at herself for several moments and smiles broadly. "I'm the
mother,”" she announces brightly. She takes & plece of materlal from a
box on the shelf and says, "Let’'s make believe this a table cloth,” as
she spreads it out on the table and smooths it out carefully. She takes
a pile of plates from the sink and puts them around on the table. "Let's
have dinner now," she suggests to the other girl, beginning to put some
cups at each plate. Then she takes some small wooden blocks and puts a
few on each plate and says, "Let's make belleve thls ls the food." ‘ She
sits down anmd pretends to be putting the blocks (food) in her mouth amd
she makes chewing motlions with her mouth. She has a big smile on her

face.
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Post=training Protocol of
Child J. G. by Observer B

This 1ittle girl is walking across the room with a pleasant look

on her face. She goes over to the house area and stands near the kitchen
table. Then she takes hold of another 1little girl's hand and pulls her
up from the chair. "Come on, let's play house,” she says eagerly to the
gir) as she puts on an apron. She then goes over to the shelf and takes
out a jewelry box and pulls a red beaded necklace from 1t and replaces
the box on the shelf. She puts the beads around her neck, still smiling
contentedly. She walks quickly over to the mirror on the wall and looks,
at herself with a big admiring smile. "I'm the mother,” she tells the
other children with obvious enjoyment in her volce. Then she picks up a
plece of cloth from the shelf and puts it on the table. "Let's make
believe this a table cloth,"” she says to the others, as she straightens
out the cloth. She begins to get some plates from the drainer part of
the sink and places them on the table. She also gets some cups from

the cupboard and places them on the table. She says with some
enthusiasm, "Let's have dirmer now." She goes to & pall on the shelf
and takes some very small wooden blocks in her hards and places some
blocks on each plate on the table. "Let's make belleve this the food,"
she says as she sits down. She puts a block to her mouth and pretends
to chew on it as though it were some food. She is smlling and obviously

enjoying her pretense.



APFENDIX B

DETAILED DESCRIPTIONS OF THE FOUR THEMES
USED IN IMAGINATIVE TRAINING

1. The Boat Story

"Now today we are going to play a game about boats. Now where
do boats go?" (water) "That's right and since we don't have any real
water here, we are going to make believe that thls blg blue piece of
materisl is the water. Now I'll put it down on the table anxd I want
everyone to help me make the waves." (Demonstrate how to make ripples
and encourage children to do so, then praise them.) "Now we don't have
any real boats, so we have to make believe about that toc. I'm going
to use this block as my own boat and each of you can pick anything from
that plle to use as your boat. Anything is OK to use, it's up to you,
use your imagination. Now put your boats in the water and make them go.
Come onh, let's hear those motors. BRRRRRRRRR." (Encourage them to make
motor sounds and praise.) "Now let's make a bridge and I want all of you
to help.” (Help children select various types of blocks and wooden
shapes to make the bridge.) "And now let's make some blg rocks, like
the ones you saw on your trip on the Hudson River, along the side of the
water. What shall we use for the rocks. I think I'l] make soms rocks
out of clay. You make some rocks, using anything you want to. Don't
you think we should have some sailors on the boats?" (yes) "OK, I'm

going to use this pipe cleaner to make a sallor man for my boat. Tou
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can use pipe cleaners or anything." (Help the children to make pipe
cleaner men.) "Now put your sailors on the boats and now let's hear
those motors." (I take my boat up close to another boat and begin to
talk in a deep volce as if to the sailor on that boat.) "Hello,
sallor, where you going on your boat. The water is rough today. I
think there is going to be a big storm."” (I would do this with each
¢hild and they would invariably change their volices and answer.) "Listen
to that wind howling. WHOO0000." (Encourage all the children to make
the wind sounds and rock the boats from side to side.) (Then I would
make my seilor man fall off the boat into the water, make splashing
sounds and then cries for help in a deep voice.) (The children would
make their boats come over and I would encourage the motor sourds.)
"Help me, help me, I'm drowning, the storm knocked over my boat.”

(The children would be encouraged to offer help and to talk in simu-
lated deep voices.) (One boat was dispatched to get some medicine and
& doctor and another was asked to throw me a rope. The child was
encouraged to select something for a preternd rope. When the sailor
was rescued by the rope, he thanked the others ard they made variable
conversations with the sallor in deep voices.) "I think my motor is
broken ard I want 8ll the sailors to help me pull in my boat before the
storm throws it against the rocks.” (I make wind and splashing sounds
and encourage the children to take string or pipe cleaners as ropes to
help rescue the boat. The pretend ropes are thrown out to the sallore
less boat, the wind and water sounds sre continued, the chlildren pretend
their boats are pulling in the bpoken one with the ropes, busily making
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their motor sourds. There is variable conversation as being sallors,
in deep voices about the close call, the bad storm, taking the sailor
who fell in the water to the doctor, etc. which is engaged in and
encouraged by the experimenter. After the sailor is taken back to the
shore, they are encouraged to go for rides on their boats, making
appropriate nolses, making their boats rock from side to side. They
invariably took up from there themselves, inventing places to ride to
and enacting collislons with each other, each time engaging in simu-
lated conversations and supplying appropriate sound effects.)

2. The Family Story

"Today, we are going to have a make~believe game about a family,

with a mother, a father and some children (number depending on number
of children in the group). I will make believe I am the mother, who
wants to be the father, the brother, the sister, etc." While speaking,
I am making people out of plpe cleaners. "We can make our people from
pipe cleaners or any other material you see on the table.” (Each child
is given a pipe cleaner doll unless he selects to form one out of clay.)
"Now the mother is cookling dinner; what can we use for the stove?

s you plck something out for us to use as a stove since we don't

have a real one here. And you find something that we can meke
believe is a table, and chairs. Who wants to find a make believe table~
cloth and dishes.” Putting very small Hoodén objects on the "table," I
say, "This is the hamburgers, this is the potatces, this is the milk,
etc.” I place the mother doll (plpe cleaner) between the stove and the
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table ard in a simulated voice call everyone to dinner and encouwrage the
chlldren to sit their dolls down on the "chairs." Then I as mother ask
the father how his work was today and encourage the child pretending to
be the father to reply in a deep volce. Then the mother asks the chil-
dren about school and they reply in somewhat changed volces with made-up
events from school. Then the mother says she has a surprise amd maline
taining their roles ard appropriate voices, the father and children ask
vhat it is. The mother says there is going to be a new baby soon and
the children in their children and father role ask when it is coming
and a conversation about what to name the baby 1s started by the mother.
Each child is encouraged to stay in hils role and maintain his particu-
lar volice. The mother preterds she is eating food. (E makes the doll
1ift 1ittle blocks to its mouth and make eating noises, saylng how good
the food is. The children are encouraged to have their own dolls eat
and make the assoclated noises and comments.) After each doll has said
he is finished eating the mother tells the children to wash their hands
and faces and a make-believe sink (block) is placed next to the stove.
The children are sncouraged as they continue to maintain their roles
and talk in the appropriate manner. Then the mother suggests that they
call Gramima to tell her the news about the new baby. The children are
asked what we should use as a meke~believe telephone since we don't have
a real one. The group selects usually a pole=~like block for the tele=-
phone and first the mother pretemds to talk and E also simulates another
voice for Grandma. Each fanily member, father and each child talks to
Grandma saying variable things in his own particular voice about the new
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baby that is coming soon and E talks for Gramdma. After this mother
asks the ciildren to help put the dishes from the table into the sink
and the children have the pipe cleaner dolls carry over the thin wooden
circles to the pretend sinlé. Then mother tells the children to go off
to do their homework and asks the father to put on the TV set. Wooden
objects are selected by the children for the TV set and couch. Some
fina] variable comments are made by the children and father at the emd

-

of this family game.i"

3+ The School Story

"Today, we are going to have a make-belleve story about school.
Let's all pick out what we smant to use as the teacher's deak, the
children's desks, and the chairs. What do you want to use to make our
make=believe people?" The teacher and some children (according to the
number in the group) are made from clay or pipe cleaners as each child
decides. E plays the teacher and changes her volce, asking the children
questlions, such as "What letter comes after B, what number comes after
6, what month is this, etc.?" Each child holds his make-believe pupil
on a chalr and answers for him or her with an altered voice. Then the
teacher asks the chlildren what games or activities esach one wuld like
to do for the aftermoon. Each child makes his pupil doll stand up amd
tell what he or she would like to do, like painting with sponges, etc.,
or making a collage and what colors he wants to use and why he llikes
this activity. Then the teacher doll asks each child to tell about his
family, how many brothers and sisters he has and what kind of work his '

g =
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mother or father do and they are encouraged to make up make-believe
families for their dolls and to use changed voices. Then the teacher
tells them that they are going to talk about the trip to the zoo that
they went on yesterday. (This is made up.) Each child gets a turn to
talk about what animals he liked best and the teacher tells each child
that it just so happens that that animal (an elephant, for instance) has
come to visit the class. The group decides on how to make a make-belleve
elephant (usually it was clay, but sometimes blocks or pipe cleansrs).
The child is encouraged to pretend now that he or she is the animal and
to make the sourds of the animal and do some of the things such an
animal would do. Sometimes the chlldren would make the animal walk,
give rides to the children, do tricks like roll over and even sing.
Each child had a turn at pretending to be an animal, and to make its
sounds and make it do certain activities. Then the teacher would ask
the children in her simulated volce to tell which animal was the
funniest and the children in their simulated wvoices would talk about the
antics of the animals. Then the teacher would make a bell sound and
tell the children that school was over and that they should get their
coats. Each child was encouraged to pick a piece of material as a pre-
tend jacket or coat andl then the teacher masde the sounds of opening the
classroom door and then said goodbye to the children one by one, with
the made-up name each child hed picked for himself. The children
usually made some variable final comments in their role ard simulated
voices as they had their dolls leave the classroomn.

- a™t ¥ ety ‘0
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4. The Magic Genle Story

"Now, tell me, who has heard about the Maglc Genle, who can do
very special tricks, can do anything at all, as a matter of fact? Well,
first T will have to make a Magic Genie; what should I use?" The Genle
would be made of whatever the group decided and the children were asked
to pick some material for her cape and then 2 plpe cleaner was put in
her hand as the maglc wand. Each child was given a turn at being the
Maglc Genle and was encouraged to use a simulated volce. "Now let us
see what tricks this Maglic Genle can do. I heard that she can change
frankfurters into apples, can you imagine that? Now what can we use
to be a frankfurter?” (Usually clay was suggested and E rolled the
clay into a frankfurter-shaped plece.) "Now Genle you have to wave
your wand over the top of the frankfurter and say 'Abracadabra, change
this frank into an apple.' Oh, you didn't say it loud enough. Come
on, everyone help the Genie say the magic words louder and everyone
close their eyes. When you open your eyes you will see an apple.” E
replaces the frank with an apple (a round red ball of clay) while the
ehildren have their eyes closed. The next child gets a turn at being
Genle. "This time the Genle will make someone disappear. Let's make
a make~believe person who can disappear.” The children make a person
out of clay or pipe cleaner andi E holds it in front of the Genle and
the child says in a simulated voice ‘'Abracadabra, make this person
disappear' and then E says "Oh, you have to say it much lowder and
- clo'se~your..eyes," Wh:.lle the eyes are closed, E takes away the person.
ﬁ ‘askseach Genie. "How on aa.::'l;.h dm” yoil' do th&t?". 'The next child gets

[ -
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a turn to make the Genie ride on a Maglc Carpet. The group selects a
plece of material for the Maglic Carpet and the Genle continues to say
"Abracadabra" and E tells the child to put the Genle on the carpet and
make her fly through the air. A1l the children and E make swishing,
flying sounds. Then E says it is her turn to be the Magic Genle amd a
simple trick is done with smal]l paper cups. The children are asked to
put beans under the cups and E switches them arourd quickly so that they
are never under the same cup where they had been placed. E plays the
role of Genie, using a simulated voice amd saying the Magic words
before the beans dlsappear. Each chlld has at least one turn to be
Genie and make anything he wants to change or disappear, each time

selecting the material to serve as the disappearing object or person.
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