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Taday, an increasing number of women
in their childbearing years are in the
waork force. It is estimated that almost
60 percent of mothers of young
children work, requiring some form of
child care for their children, What will the
percentage of warking mathers be as
we enter a new century? Experts predict
a continuing rise.

early childhood education—

Term encompassing developmentally
appropriate programs that serve

children from birth through age eight;
a field of study that trains students to

work effectively with young children.
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Increasing nuinbers of women are entering the
wark force. Almost 60 percent of mothers of
preschoolers now wark and require child care for
their youngsters.

There are significantly more single parents today
than ever hefare, mastly hecause of the increase
in divorce. These parents need care for their
phildren while they work,

combat poverty and dysfunction. There has also been increased atten-
tion to the needs of special populations of young children and how to
bring them into the the mainstream of society, for instance, children”
who are disabled, abused, or culturally different. In addition, recent re-
search on the amazingly complex and rapid development of very young
children’s brains has given us much greater insight into the importance
of the early years.

Finally, many professionals are outspoken and eloquent advoacates
for the rights of children.

Lfe leawis (L1

Changes in Family Life

“Typical” family life has changed considerably since the end of World
War II. Demographic information indicates that increasing numbers of
women are entering the work force. No longer do most mothers stay at
home to rear their;young children. Economic necessity forces many
families to rely on two paychecls because one simply does not provide
for all of their financial needs. In other families, both parents work be-
cause of the desire for personal and professional development rather
than from economic need.

Whereas in 1950 only 12 percent of the mothers of children under
six worked, that number has risen to about two-thirds of these mothers
(Children’s Defense Fund, 2000). This growth in the number of families
in which both parents work has dramatically increased the need for
child care.

Another family change that has affected the demand for child
care is the increase in the number of single parents. The majority of
single-parent families are created through divorce. The divorce rate
has been steadily increasing. At the beginning of the millennium, 56
percent of the adult population was married and living with a spouse_
(Bureau of the Census, 2000). The increase in divorce has been steadily
rising, and is almost 15 percent higher now than it was just 30 years
ago. The divorced single parent who has custody of the children is
probably the mother.. ., although an increasing number of fathers now
gain custody or joint custody of their children. Not only will she expe-
rience a significant decrease in income and standard of living, but she
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will also, most likely, have to work (or work longer hours) to support
the family. Of course, to work outside the home, the single parent needs
to find appropriate child care. In addition to the increased number of
families headed by a divorced, single parent is a growing number of
never-married parents, some still finishing their high school educa-
tion. Today, far more teenage mothers opt to keep their babies than in
past years. They also need child care while they are at school or work.

A third change in family life is the increasing mobility of many of
today’s families. Work demands cause some families to move away from
relatives who might otherwise provide support. Family mobility, in-
volving only the small nuclear family, has contributed to the declin-
ing influence of the extended family, that network of relatives such as
grandparents, uncles and aunts, or adult brothers and sisters beyond
the immediate family. .

Until relatively recently, the most prevalent form of child care was
that provided by a relative. Parental and relative care, combined, con-

tinue to be most widely used for infants and toddlers, although center

care for this age group has been increasing, and is now the norm for al-
most half of all preschoolers (Capizzano, Adams, & Sonnenstein, 2000).
In the mid-1970s, less than 10 percent of infants and toddlers and 20
percent of preschoolers were in center care. Two decades later, that
number jumped to 24 percent of children under three and 45 percent of
preschoolers (Shonkoff & Phillips, 2000). This change in family support
is another reason for the increased demand for outside child care.
Changes such as increasing numbers of dual-income families and
single-parent families, and a decline in the impact of the extended
family, have dramatically raised the demand for child care and
brought early childhood education to the forefront of public attention.
“Child care is now as essential to family life as the automobile or the
refrigerator. ... [TThe majority of families,;including those with infants,
require child care to support parental employment” (Scarr, Phillips, &

McCartney, 1990, p. 26). /

Benefits of Early Childhood Education

The need for child care among working parents makes early childhood
education a topic of national prominence, but this is not the only rea-
son for its increasing importance. On a parallel though separate track,
there has been extensive discussion and research about the benefits
of early education for special populations of children and families.
Thus, children from low-income families, children with disabilities, and
children at risk for other reasons have been enrolled in publicly funded
programs. Since the mid-1960s, federal, state, and local support has in-
creased as a result of mounting evidence that high-quality early child-
hood programs can and do make a long-term difference that carries into
adulthood. Researchers have concluded that good early childhood pro-
grams not only improve the lives of the children and families involved
but also result in substantial economic benefits for society. Although
early intervention programs are expensive, their cost is more than re-
covered in subsequent years through greater schooling success, de-
creased need for special education, lowered delinquency and arrest
rates, and decreased welfare dependence (Barnett, 1996; Schweinhart
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Families today mave more than families did in
the past, Mability takes them away from relatives
wha might have been available to provide child
care while the parents wark.

nuclear family—The smallest
family unit, made up of a couple or
one or two parents with child(ren).

extended family—Family members
beyond the immediate nuclear family;
for instance, aunts and uncles, grand-

parents, or cousins.
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Research has shown that goad early childhoad
education programs have a lasting effect on
children from disadvantaged backgrounds.

Investment in early intervention programs has
substantial sociaf and financial benefits for society.

“
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Research has shown that programs such
as Head Start offer many positive
benefits for children from low-income.
families.
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Many professionals participate in child atvocacy,
bringing to public and legistative attention the
needs of children and families in poverty as wall
as the need for affordable child care for families
with moderate incomes.

If-you were-given-“tree-wishes" to bring about
changes for yaung children and their families,
what would they be? Share these with athers in
your class. Fram a combined fst, develop several
child and family issues that you think child advo-
cates might address.

child adveeacy—Political and
legislative activism by professicnals to
urge change in social policies affecting
childran.

& Weikart, 1997), We will discuss more s ecific aspect; i
research in Chapter 5. i pects of some of this

Child Advocacy “ek

.A.. third f'actor that has brought early childhood education into the pub-
lic consciousness is the urgency with which many professionals view
the plight of increasing numbers of children and families. Of particular
concern are the many families that face abject poverty, lacking the most
basic necessities. Yet the social problems reach beyond the needs of the
poor, f‘.o working parents with moderate incomes who are beset by the
scarcity of affordable, high-quality care. Dr. T, Berry Brazelton (1990)
a we'lll-knctwn pediatrician and child advocate, concludes that America;
is failing its children because they are subject to more deprivations
than any other segment of saciety. As the poorest group in America, 20
to 25 percent of children live in poverty. o

In its 2000 yearbaok on the state of America’s children, the Chil-
dren’s Defense Fund expresses deep concern about the numl;er of chil-
dren who grow up in poverty:

How long will we stand mute and indifferent in a nine trillion dollar economy
as poverty, poor health and housing, poor education, and family and commu-
mty'd1§|utegration rob millions of our childrens lives and futures; gnaw at their
bellies; chill their bodies and spirits ta the bane; scratch away their resilience;
snatch away their families and sense of security; and make some of them wisl';
th'ey had never been born? When has the time ever been riper to end immoral
Chlld' poverty, hunger, and homelessness and to make America a safe and com-
passionate home for alf our children? (Children's Defense Fund, 2000, p. xi)

) Organizations such as the Children’s Defense Fund -
thnalAssociation for the Education of Young Children activ:lr:ly'daglwifzj\a]?e
cl'u_]dren’s rights. Their frequent lobbying for children’s rights through
chﬂc? advocacy in the nation’s capital has promoted legislation related
to child care, mandatory education for children with disabilities, Head
Start, health care for poor children, and other vital services, it was
largely through their efforts that the ABC Bill (Act for Better Child
Care) was developed and presented to Congress in the late 1980s. In its
1990 session, Congress finally passed a child care bill that succeeded to
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a large extent because of the relentless effort of thousands of early child-
hood professionals and other advocates who inundated members of Con-
gress with letters, visits, and phone calls (Mann, 1991). This legislation,
however, achieved only part of what was originally envisioned by those
who advocated it. In 2000, Congress passed a budget that included large
increases for child care, Head Start, and other early childhood pro-
grams, largely because of the efforts of child lobbyists.

The needs of children and families have become political concerns.
They have come to the attention of both political leaders and the pub-
lic through the astute efforts of those dedicated to advocating the rights
of children, including early childhood professionals. But there is a con-
tinuing need to promote a common concern for the welfare of all chil-
dren. Based on current trends, researchers predict that the problems
facing children and families will intensify, the gap between the well-to-
do and the poor will widen, and the number of children who grow up in
poverty will incréase (Halpern, 1987).

WHAT IS INCLUDED IN EARLY CHILDHOOD
EDUCATION?

We have looked at some of the concerns that have made early childhood
education, as one aspect of the needs and Welfare of young children, a
current issue. But early childhood education is a bfoad term and in-
cludes a variety of approaches and programs. We will now examine
some of the ways in which this term is used and some of the classifica-
tions into which programs can be grouped. -

Purpose of Programs

We have already touched on some basic differences in programs that
stem from their underlying thrust. The major purpose of many pro-
grams is to care for children while their parents work. The rapid rise in
recent years in the number of children in full-day care, jither in child
care centers or in family child care homes, has paralleled the increasing
prevalence of working mothers. The primary goal of child care programs
is to provide safe and nurturing care in 2 developmentally appropriate
setting for children.

Enrichment is a second aim, prevalent particularly in part-time
preschools. Such programs usually include specific activities to en-
hance socialization, cognitive skills, or the overall development of
young children. The underlying notion is that children will benefit from
experiences that they may not receive at home; for instance, partici-
pating in group activities, playing with a group of age-mates, or learn-
ing specific concepts from specially trained teachers.

A recent phenomenon that has proliferated is hothousing, an apt
term that has become popular. Hothousing is aimed at accelérating” -
some aspect of young children’s development and is of considerable con-
cern to many early childhood professionals. It differs from enrichment
by the nature of its activities and by its lack of developmental appropri-
ateness. Programs that are highly didactic, have high teacher contral,
focus on “right” answers, and expect children to perform inappropriate
academic tasks have been found to be harmful to young children.

‘

Early childhood education gragrams can be
defined by their purpose. The main purpose of
many programs fs child care. The geal of others
is enrichment. A third category includes
pragrams whase main aim is compensation for
some fack in the children's hackgrounds.
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Visit an early childhood program in your commu-
nity and share this information with other mem-
bers of your class who have visited different pro-
grams. Classify the programs according to their
characteristics; for instance, purpose, setting,
ages of children served, and source of support.
Does your community have a variety of pro-
grams? Which types of programs predominate?
What family needs are met by these programs?

hothousing—Term taken from horti-
culture in which plant growth is
speeded up by forced fertilization,
heat, and light; refars to accelerated
leaming programs for young children,

.
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Many young children are cared for in
family child care homes rather than in
center-based care facilities. Typically,
farnily child care homes have children of
various ages, spanning infancy through
the preschool years.

family child care homes—Care
for a relatively small number of
children in a family home that has
been licensad or registered for that
purpose.

Most disturbing is that such programs result in stress and undermine
the children’s sense of motivation and initiative (Stipek, Feiler, Daniels,
& Milburn, 1995). Such programs are generally designed to meet the
expectations of “upwardly mobile ‘yuppie’ parents, who want designer
diapers and designer degrees in Greek, Suzuki, and computer pro-
gramming for their infants” (Clarke-Stewart, 1988, p. 147).

A third major purpose, found particularly in publicly funded pro-
grams, is comfensation. Compensatory programs are designed to make
up or compensate for some lack in children’s backgrounds. The basic phi-
losophy of programs such as Head Start is to provide experiences that
will help children enter the mainstream of society more successfully.
Such experiences include a range of services, encompassing early child-
hood education, health and dental care, nutrition, and parent education.

These categories, although descriptive of some underlying differ-
ences among programs, are not mutually exclusive. Few child care cen-
ters are concerned with only the physical well-being and care of children.
Most also provide :grichj.ng experiences that further children’s develop-
ment. At the same time, preschool programs have to be concerned with
appropriate nurture and safety while the children are in their care. Sim-
ilarly, compensatory programs are also concerned with enriching experi-
ences and caring for children, whereas child care or preschool programs
may serve to compensate for something lacking in the backgrounds of
some of the children. In fact, many Head Start programs now are offer-
ing wrap-around services to provide extended care for children of work-

ing parents.

Program Settings

Programs for young children can be divided into home-based and center-
based settings. In the United States, when all ages of children are con-
sidered, the largest number are cared for in family child care homes.
Infants and toddlers in particular are cared for in such homes (Capizzano
et al., 2000) because parents of very young children seem to prefer a more
intimate, homelike setting. Most states require licensing or registration
of family child care homes, although it is estimated that a great majority
of homes are unlicensed (Halpern, 1987).
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About 17 percent of infants and toddlers and 14 percent of
preschoolers are cared for in family child care settings. These figures are
in addition to the 27 percent of infants and toddlers and 16 percent of
preschoolers who are cared for by relatives (Capizzano et al,, 2000). In
the first extensive study of family child care settings, Galinsky and her
colleagues (1994) found that many of the homes were less than adequate.
Only 9 percent of the homes studied were rated as good, 35 percent were
rated as inadequate, and the remaining 56 percent were considered cus-
todial, neither good nor “growth-enhancing.” The study also found a clear
relationship between program quality and children’s development.

Center-based programs are located in early childhood centers
and usually include larger groups of children than do home-based pro-
grams. Center-based programs represent the greatest increase in the
types of programs offered in the United States. In the 1960s only about
6 percent of young children were cared for in centers, but that number
increased to 45 percent by the mid-1990s (Capizzano et al., 2000). At
the same time, the number of preschoolers cared for in family child care
homes decreased slightly, while the percentage of those cared for by a
relative dropped considerably.

Ages of Children

Another way early childhood programs can be grouped is by the age of
the children. The classification of early childhood spans birth to age
eight, which includes infants, toddlers, preschoolers, kindergartners,
and children in the primary grades. Needless to say, working parents
need care for children of varying ages.

Infants and Toddlers. One of the most dramatic increases in recent
years has been in infant and toddler programs. In fact, center-based
care for infants and toddlers represents the fastest growing type of pro-
gram today. The majority of children under age three are cared for in
family child care homes or by a relative; however, 22 parcent of infants
and toddlers were in center-based programs in the mid-1990s (Capiz-
aglgg\,lei El" 2000). Across the country, child care centers have been con-
verting part of their facilities to care for infants and toddlers, and many
states have iné6ip6iated new sections in licensing standards to con-
sider the special needs of this youngest sé‘éﬁ‘fent of the population.

Not all infant/toddler programs fall under the rubric of child care,
however. A number of compensatory programs enroll children from in-
fancy, starting with early parent-child education as a way of interven-
ing in the poverty cycle. Notable is the Early Head Start program for
children under the age of three.

Preschoolers. The largest segment of children in early childhood pro-
grams are preschool-aged, including youngsters from two or three years
of age until they begin formal schooling. Some programs consider the
preschool period as beginning at age three; others enroll children once
they are out of diapers.

Programs for this age group include a wide variety of options. The
majority of preschoolers are in all-day programs that provide care while
their parents work. Some children attend part-day preschool or nursery

an
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Programs are either home-based, such as family
child care hames, or center-based, located i ¢
school facility and usually serving large gidups of ©-
children.

center-based programs—
Programs for young children located
in school settings, usually include
larger groups of children than are
found in home-based programs.

i4

Programs are specially designed for children of
varying ages, such as toddlers, preschaolers, and
school-aged children.
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Center-based infant and toddler
programs are among the fastest growing
types of programs today.

integrated curriculum—A
program that focuses on all aspacts of
children’s development, not just
cognitive development.

SRR KENS P OIS
Centers that serve school-aged children before
and after schoal are an alternative to leaving
these children, termed latch-key children, alone
at home.

i

latch-key children or self-care
children—School-aged children
who, after school, return to an empty
home because their parents are at
worlk.

Part! The What of Early Childhood Education
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school progiams for social and educational enrichment. We will examine
more specific components or developmentally appropriate practice for
preschoolers in the remaining chapters.

Kindergarten and Primary Children. Many definitions of early child-
hood include children up to age eight. Thus, directions for curriculum,
teaching strategies, and the environment in kindergartens and pri-
mary classrooms derive from what is known about the development
and mode of learning of young, school-aged children.

Developmentally appropriate practice for this age group, just as for
earlier ages, involves an inf8gi& ok approach. Integrated curriculum
acknowledges the importance of all aspects of human development—
social, emotional, physical, cognitive, language, and - cative—rather
than focusing primarily on the cognitive. It also involv«.: iearning expe-
riences that promote all aspects of development rather i w0 separating
the day into diScrete times, such as for math, reading, physical education,
or social studies. Tl'lu*ough the use of learning centers (t¢ be discussed in
Chapter 7) and themes (Chapter 8), such subjects are fully integrated
and considered an inseparable part of each other (Bredekamp, 1987).

Before- and After-Scheol Care. Young school-aged children whose
parents work full time also require care when they are not in school.
This is often provided through before- and after-school programs and
full-day holiday and summer care. Such programs generally focus on
recreation rather than education, particularly self-directed and self-
initiated activities, since the children spend the bulk of their day in
school (Bumgarner, 1999).

While many young children are enrolled in such programs, mil-
lions of others, labeled latch-key or self-care children, return to an
empty home after school. Concerns about the safety, vulnerability, and
lack of judgment of young school-aged children have prompted an in-
crease in before- and after-school programs.

Sources of Support for Programs

Yet another way of grouping early childhood programs is by the base of
their support, especially financial. Many early childhood programs are
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privately owned, for-profit businesses, whereas others are not-for-profit
enterprises operated through public funds or sponsored by an agency
or church. A growing number of early childhood programs are also sup-

ported by employers.

For-Profit Programs. About 60 percent of all child care programs are
operated for profit, either as a single, independently owned businfas§ or
as part of a regional or national chain (Wash & Brand, 1990). Thisis 2
rapidly rising figure, and it is expected to continue to increase. For
many years, the majority of child care in most American communities
was provided by local owners who operated one or two centers. Over
the past four decades, however, child care chains, which have experi-
enced tremendous growth—increasing by as much as a thousandfold—
have moved into virtually every metropolitan area (Neugebauer,
1991). The expansion of large child care chains appears to have slowed
down toward the end of the 20th century, partly because so many new
centers opened during the previous decades (Neugebauey, 1991). Child
care chains are big business! Some even sell stack that is traded on the
New York Stock Exchange, deal in mergers and takeovers, and utilize
sophisticated marketing strategies. ~

Not-for-Profit Programs. In for-profit early childhood programs, what
is left over after expenses are paid is considered profit, which goes back
to the owner or stockholders. In not-for-profit programs, such monies
are incorporated back into the program or are returned to the sponsor-
ing agency. Not-for-profit centers gain that status through incorpora-
tion or sponsorship from an entity that is itself not operated for profit.
Churches are the most common sponsors of early childhood programs,
and other groups, such as YMCAs, YWCAs, city recreation depart-
ments, hospitals, colleges, and universities, also are frequent sponsors.

Many religiously sponsored programs came into existence in the
1970s and 1980s. Often, religious buildings included nursery, preschool,
or recreational rooms that were used primarily on the day of worship.
As the need for child care for working parents became a more pressing
social concern, many religious groups responded to that need by open-
ing their facilities during the week. Some such programs are affiliated
with and incorporate their religion, but many are secular.

Franchised child care centers are one of
the fastest growing providers of child
care for children of working parents.
KinderCare is the largest of these chains
with well over 1,000 KinderCare
Centers, most in urban areas.

R KEVA P O INE SRR

The majority of early childhood programs are
privately owned and operated for profit. Among
these, the number of child care chains has
increased dramatically over the past three
decades, particularly in metropolitan areas.
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Religious houses of warship are the most
comman spensors of not-for-profit pragrams,
although other erganizations and agencies also
spensar early childhood programs.

AT
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parzai-cooperative—A program
staffad by one profassianal t2acher
and & rotating staff of parents.

Anather rapidly grawing type of early childhaod
pragram is sponsared or supported by an
emplayer for the children of employees. Child
care as a work benefit has proved to increase
worker productivity and loyalty.
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A unique form of not-for-profit early childhood program is the
parent-copperative. Parent-cooperatives, usually part-day preschool
programs, are based on a staffing structure that includes a paid pro-
fessional head teacher and a rotating staff of parents. As part of en-
rolling their children in the program, parents are required to assist a
specified number of days in the classroom. This arrangement serves
both a staffing and a parent education function. With increasing
numbers of parents entering the work force full time, however, fewer
parents have the time to participate in cooperative programs. The
popularity of cooperatives, which was high in earlier decades, has
waned considerably, and many communities today do not have such
programs available at all.

Employer-Supported Programs. One of the fastest growing groups
with a stake in early childhood programs are employers. Many com-
panies have found that their interest in the needs and concerns of
parent-employees has resulted in a more productive and stable work
force. For the working parents of young children, work and family are
not separable and, in fact, often overlap. Child care, in particular, is
not just a family issue but also a concern to employers. Employees
with young children, compared to other workers, more often are late
for work, leave work early, miss work altogether, and deal with per-
sonal issues while at work. When employers support child care in
some way, the result is lower absenteeism, greater stability and loy-
alty, better morale, decreased stress, and less distraction among their
employees (Oekerman, 1997).

There are many ways in which employers can support their work-
ers’ child care needs. Some large companies have created child care cen-
ters in or near the place of work. In some instances, several employers
band together in supporting a child care center that meets the joint
peeds of their employees. Another way in which employers help their
workers is through arrangements with community child care centers,
for instance, through a voucher system or direct subsidies. Such an
arrangement can ensure that employees are given priority when child
care openings are available,

Other employers provide referral services to help match the em-

ployee’s need with available resources in the community. Some compa-
nies have helped develop and train a community network of family
child care homes to meet their workers’ needs. A growing trend among
emplayers is to provide more responsive scheduling options, for in-
stance, job sharing or flex-time. Child care is increasingly becoming a
benefits option as companies allow their employees to select from a
menu rather than providing a common benefits package for all. Some
companies, recognizing the significant problem posed by children who
are mildly ill, have begun to explore sick-child care options (Friedman,
1989; NAEYC Information Service, 1990).

An increasing number of companies is providing employer-
sponsared child care for its workers. Facilitating this increase is one of
the mare recent trends, the rise of employer child care management or-
ganizations. Such organizations contract with businesses to provide
child care services for their employees. The best known of these man-
agement organizations is Bright Horizons Family Solutions which, in
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1999, managed almost 250 centers for companies across the country
(Neugebauer, 1999).

University- and College-Affiliated Programs. A sizable group of early
childhood programs is linked to higher education. The institution in
which you are enrolled may, in fact, have such a program. Some are
specifically laboratory or training programs that support student
practicum and provide subjects for research; others serve primarily as
campus child care centers for the young children of students, staff, and
faculty. The trend since the 1980s has been for campus programs to com-
bine these two functions, offering child care to the campus community
while utilizing the children and families for practicum and research
purposes (Everts, Essa, Cheney, & McKee, 1993).

Such programs are operated either as a campuswide venture or
are affiliated with a specific department or unit, for instance, early
childhood education, child development, or psychology. Because of the
involvement of professional educators, campus programs are generally
high quality, incorporating what has been learned ahout young children
and early childhood programs through research, theory, and profes-
sional practice,

Publicly-Supported Programs. Another significant supporter of early
childhood programs is the public sector, whether it is the federal gov-
ernment or state and local agencies. Head Start is probably the best
known federally supparted program. In addition, Child Care and De-
velopment Fund block grants allow states to provide child care support
for low-income working parents. There are also federally subsidized
early childhood programs at the more than 400 US. military bases
around the world. We will discuss two types of publicly supported pro-
grams, Head Start and public school preschools, in mare detail,

Head Start. In 1964, in response to a growing conce;‘n about the per-
ceived handicap with which many children from poverty environments
entered elementary school, Project Head Start was initiated. The goal
of Head Start was to help break the poverty cycle by providing children

* and their families with a comprehensive program that would help meet

some of their needs. Today, there are Head Start programs in every
state and territory, in rural and urban sectors, on American Indian
reservations, and in migrant areas. Head Start serves over 800,000
preschoolers; it is estimated that this figure represents only about 20
percent of the eligible children in the country. Altogether, more than 17
million youngsters and their families have been involved in Head Start
since its inception.

Although Head Start is an education program aimed at providing
a high-quality early childhood experience for three- to five-year-olds,
it also encompasses several other components. An important element
is the provision of health care through medical, dental, nutritional,
and mental health services for all of its children. This recognizes that
children who are hungry or ill cannot learn. All children receive med-
ical and dental examinations, immunizations, a minimum of one hot
meal and a snack each day, and the services of a mental health spe-
cialist if needed,

v
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Early childhood programs affiliated with instiy
tions of higher leaming provide training for

students, and child care for student- parents, &
faculty, and staff.

»

Head Start is the largest publicly supported early
childhaad program, providing educational, nutri-
tinal, health, and parent support to enrolled
children and families.

N KEN O ESTIORE IR
Visit @ local Head Stari program. What benefits
do you see for the children? Talk ta a staff mem-
ber and find out what services are provided for
the children and their families.

jH
FEd
£
B

Meeting Many Needs

inding affordable, quality child care is diffi-
cult for many parents, especially parents
with infants and toddlers. My job is to help
them in this quest. Our resource center is sup-
ported by local businesses and the university,
which contract with us to help parents find af-
fordable, high-quality care. We do this through
two separate but complementary components of
our program. )
One major element of our resource center is
to recruit family home care providers. Some are
already in the business, while others are new
providers. We screen applicants carefully to en-
sure that our philosophy and practices are com-
patible. We provide training, ongoing support,
start-up funds for licensing fees and equipment,
and monitoring to the providers. In exchange,
those invited to become part of our network make
a commitment to give priority to children whose
parents come to the resource center. Our main
goal is to expand the selection of high-quality
home care programs, particularly ones that care
for infants and toddlers. One way for us to vali-
date quality is to encourage the caregivers in our
network to apply for home child care accredita-
tion, which many pursue.
The second element of our center is to
help parents find a good match to meet their
child care needs. We keep track of all available
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child care openings in the community so that
we can inform parents of various options. Part
of our service to parents is to help them iden-
tify elements of quality in child care programs.
We try to educate and sensitize parents ta what
they should look for in seeking a high-quality
program for their young children through
brochures, checklists, videos, and conversa-
tions with staff. Some children of university
families are placed in the university’s child
care facility; other children are placed in one of
the network homes; still others find what they
need in a community facility.

‘We monitor information about the various
available options for child care and match
these to what parents need; the age of the
child, the location and distance between home
and work, cost, and type of program are some of
the considerations we put into the equation. In
addition, we try to impact the community by
recruiting and {raining new home care
providers so that the choices for high-quality
care are increased. :

A combination of employer support and
trained professionals can make a difference in a
community, as this child care resource center
has shown. Increasingly, families, employers,
and professionals are finding innovative ways of
meeting the needs of children, parents, child
care providers, and the community.
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Parenting education and parent involvement are also integral ele-
ments of Head Start. Many parents have found employment through
the program because it gives them priority for any available non.profes-
sional Head Start jobs. Another component involves social services for
families to provide assistance, information about community Tesources,
referrals, and crisis intervention. Finally, Head Start also serves chil-
dren with special needs, following the congressional mandate that at
least 10 percent of its children must be handicapped (Head Start, 1990).

Since 1994, Head Start has also begun to serve children under the

age of three. The Early Head Start program provides child dev.el_opme:nt
and family services to pregnant women and low-income families with
infants and toddlers. Early Head Start was developed in response to the
growing recognition of the importance of the earliest years of children’s
lives, acknowledgment that infant and toddler care were woefully lack-
ing in most communities, and realization that Welfare Reform wox_ﬂd
create new child care needs. Some Early Head Start programs provide
center-based services while others rely more on home visitafion and
support. The goals of the program are to enhance children’s develoP—
ment, including health, social competence, cognitive and .language &.bﬂ-
ity, and resilience; support family development, including parentu':g,
economic self-sufficiency, and family stability; staff development (for in-
stance, providing training and educational opportunities); and commu-
nity development. Toward the end of the 20th century, nearly 40,000
children were served in Early Head Start programs. Early Head Start,
like Head Start, mandates continuing staff training and education. One
basic requirement is that all staff must have at least a CDA by the year
20083, and at least half have a two-year degree in early childhood edu-
cation or child development at a minimum.

State and Public School Involvement. Funding for early childhood ed-
ucation programs is coq_ngpg from a wider range of sources than ever be-
fore, Some states have allocated funding out of their budgets for early
childhood programs. Georgia, for instance, is providing universal access
to prekindergarten education through funding from a state lottery. ’In
California, early childhood programs are offered through use of monies

from that state’s Tobacco Settlement funds.

Almost half a million children are served
every year through Head Start programs,
but it is estimated that this program
serves anly about onefifth of those
children eligible.

S I K ENE R O TN TGS
Increasing numbers of schaal districts acrass the
country are offering pragrams for preschaalers,
particularly for thase cansidered at risk for schaal
failure.
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Funding for early childhood gragrams is increas-
ingly being allocated through state budgets, and
mare public schoal districts are also offering
services for prekindergarten children.
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When an adult is in charge of tog many children,
the behaviars of bath the children and adults are
Adversely afiected by this high child-adult ratio.

More pervasive is the involvement of public schools in sponsoring
early childhood programs. Public schools have, of course, always been
the providers of kindergarten, first-, and second-grade programs; chil-
dren in these classes have, by definition, been included in early child-
hood, as a category. In addition, a few states Have provided services to
young children below kindergarten age for a number of years, but in-
creasingly more school districts are extending their programs to
preschoolers. In another way, public schools have, for many years, pro-
vided early childhood centers as part of high school or vocational school
training programs.

Public school sponsorship of early childhood programs is, of course,
subject to the same limited supply of money that constrains other pub-
Licly supported programs. Typically, therefore, existing programs serve a
limited group of children. In most states, such programs give priority to
children who are considered at risk for school failure. Some states spec-
ify low-income children, while others indicate that participants have to
be Head Start eligible. This focus on poor children or children at risk to
a large measure responds to the 80 percent of children who are eligible
for Head Start but are not included in that program. Some states provide
programs for three- as well as four-year-olds, although the majority are
structured to serve only fours. In a few states, prekindergarten programs
are designed for children who come from non-English-speaking families.
Educators, however, are calling for a broader constituency in public
schocl early childhood programs, one that includes all children rather
than only a limited group,

DEFIMING QUALITY IN EARLY CHILDHOOD
PROGRAMS

Up to this point, we have discussed early childhaod programs in fairly
concrete, descriptive terms, looking at characteristics by which pro-
grams can be grouped. Programs can and should also be examined in
terms of how they best meet the needs and consider the well-being of
children. Such considerations are related to quality.

Current research is, in fact, focusing on identifying factors that
create good early childhood programming for young children. The old
questions about whether child care is good or bad for children or what
type of care is best are now obsolete; today’s research questions seek to
find out how to make child care better for young children. Current re-
search is attempting to provide empirical support for the reasons com-
monly cited as indicators of good programs. The emerging picture tells
us that quality in child care is not dependent on single, separable fac-
tors but is a result of the presence of and interaction among a variety
of complex elements (NICHD, 2000).

Child-Adult Ratio

It has generally been assumed that when caregivers are responsible for
large numbers of children, the quality of care is adversely affected. A
number of studies have addressed this assumption and found that the
ratio significantly affects children’s behavior and child-adult interac—
tion (Helburn & Howes, 1996; Howes, 1997).
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For instance, when there are larger numbers of children per adult,
there is less verbal interaction among adults and children than when
the child-adult ratio is lower, Teachers in classrooms with lower ra-
tios were more sensitive and responsive to the children than teachers
who had more children in their care (Howes, 1997). A significant factor
in providing quality care has to do with giving children individualized
attention, confirming their unique identity and worth as individuals.
When an adult is responsible for a large number of children, that adult
is less able to provide such attention end is more concerned instead
with controlling and managing the group.

What i an appropriate child-adult ratio? There is no definitive
answer, although the literature does provide some suggested guide-
lines. For instance, the National Association for the Education of Young
Children suggests a ratio of 3 to 1 for infants, 6 to 1 for toddlers, 8 to 1-
for three-year-olds, 10 %o 1 for four- and five-year-olds, and 15—18 to.1.
for children in the primary grades (Bredekamp & Coppls, 1997).

Keemthat child-adult ratio is one variable that
interacts with other factors, such as group size and teacher qualifica-
tions. For instance, in France, child-adult ratios are considerably higher
than in the United States, but French preschool teachers are ‘highly
trained, adequately paid, and accorded greater status and respect than
their American counterparts (Howes & Marx, 1992),

Group Size

In the late 1970s, the large-scale National Day Care Study (Roupp, Tra-
vers, Glantz, & Coelen, 1979) published its findings. These indicated
that group size was one of two consistently important variables that de-
fine quality of care for young children. In smaller groups, adults and
children interacted more; children were more cooperative, innovative,
and verbal; and they earned betier scores.on cognitive and language
tests. Another study summarized that, with a moderate number of chil-
dren in a group, children seem to demonstrate greater social compe-
tence (Clarke-Stewart, 1987b). When caregivers are in charge of large
groups of children, however, they tend to be less responsive to the chil-
dren and provide less social stimulation (Howes, 1983).

An optimal ratio of adults to children is
one indicator of quality in early
childhood programs. A low ratio
facilitates interaction and allows for
more individualized attention to each
child. According to research and the
advice of experts, what is an appropriat
ratio for young children? What other
factors are important in determining an
appropriate ratio?

child-adult ratio—The number of
children for whomn an adult is respon-
sible, calculated by dividing the total
nurber of adults into the total
number of children.

BREY ROINTER R
Research has shown that a moderate group size
results in children who are mare socially and
intellectually competent than those wha spend
their day in large grouns.
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Both younger and older child[en peneﬂt
from mixed-age grouping, as in ttgns
class, which enrolls children between

“the ages of three and six.

Grouping children of varying ages together has
benefits in many development areas for both
younger and older children.

mized-age grouping—Programs in
which childran of differant ages—for
instance, three- to six-year-olds—are
together in one class.
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less, research suggests that children receive some unique benefits from

n- being placed in groups that contain a wider age-range of children. For

:n . this reason, mized-age grouping is included as a criterion of quality.
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20 Developmental Appropriateness of the Program
Child development theory and research have given us a good under-
standing of what young children are like and under what conditions
they thrive and learn best. From such information, we are able to plan

4 environments, develop activities, and set expectations that are congru-
to g ent with children’s needs and characteristics (Bredekamp & Copple,

- 1997). Throughout this book—particularly Chapter 7, which considers

2 how to structure an appropriate environment; Chapters 8 through 11,

a, which examine how various components of the curriculum reinforce de-

n velopment; and Chapters 15 through 17, in which we consider guidance

8 principles—we will focus on developmentally appropriate practice.

e In recent years, there has been increasing concern that public ed-

1) ucation is not adequately preparing children for the challenges of the

1t future. This concern has been accompanied by a push to return to “the

15 basics” in education. Some have interpreted this to include young chil-
dren, with the idea that an éarlier introduction to academics will result

d in better prepared and educated children.

e As we will consider in various contexts in this book, early childhood

E professionals and researchers have expressed grave apprehensions

LI about this trend, aptly termed hothousing, which pushes preschoolers

d into inappropriate tasks for which they are not developmentally ready.

I Young children can learn a lot of material in a mechanistic, rote manner,

T but if these experiences are meaningless, such information has little rel-

d evance (Sigel, 1987). Thus, for an early childhood program to meet qual-

. ity criteria, it must respect the emerging abilities of young children

- ; without imposing inappropriate expectations.

. §  Child-Adult Interaction

- ] Although many factors contribute to the quality of an early childhood

- program, perhaps the most important factor on which quality depends is

Warm, responsive interaction among
adults and children is an important
element in defining quality in early
childhood programs.

¢6rfthe ability of many early childhood pro-’

. grams to provide high-quality services is" -
in jeopardy becatise they Jack .sufficien
sources to fully caver the costs of qiiality As &
sult, the development and well-b
of children may’ be ‘at risk”.

These words captire the' esse
‘position staterent, revised in
pensation, affor;

High-guality programs have developmentally
appropriate expectations and activities, and do
nat push children into inapprapriate, accelerated
activities.

Frequent and responsive interaction between
adults and children is a necessity in high-quality

programs.
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the interaction between the adults and the children.. In a good program,
adults are involved with children, they are gurtur}ng and responsive,
there is ample verbal exchange, and interactions aim to teac_:}f, not just
to control (Clarke-Stewart, 1987a). A wonderful physu.:al facility, an ex-
emplary child-adult ratio, and a favora]'ole group size W‘ould all be
negated by uncaring and unresponsive child-adult interaction. It is, af-
ter all, the teachers who determine the tone and the character—in ef-
fect, the quality—of a program.

siaff Qualifications

Research has given us some indication about teachers who are most
Iikely to provide a high-quality early childhood program. Earlier we
discussed how the National Day Care Study (Roupp et al., 1979) fom}d
group size to be one of two important quality variables. The other sig-
nificant variable that emerged from this study was the importance of 2
staff with specific training in early childhood education and dgvelop-
ment. Such teachers engaged in more interactions with the children,
and the children showed greater social and cognitive abilities compa:red
to those whose teachers lacked such training. These findings, particu-
larly in relation to children’s more advanced cognitive 'and language
ability, have been supported in other research (Burchinal, Roberts,
Nabors, & Bryant, 1996; Phillipsen, Burchinal, Howes, & Cryer, 1997).
In addition, teachers with early childhood training were rated as more
positive and less punitive, employing a less authoritarian style of in-
teraction with the ¢hildren (Arnett, 1987).

Staif Consistency
A serious concern among professionzals and parents alike is the high
rate of staff turnover in early childhood programs, estimated at 41
percent per year in a recent national study (Whiteboo'k,.L!-Iowesi &
Phillips, 1989). Many young children spend the bulk of t‘;'lelr v_v'akmg
hours in child care with adults other than their parents. One impor-
tant task of the early years is forming a secure attachment relai;lon-
ship to adults. Although primary attachment is with parents, researc‘h
has shown that young children certainly do become attached to their
caregivers. But when children lose an adult with whom they have
formed such an attachment, the loss can be profound (Essa, Favre,
Thweatt, & Waugh, 1999). o

One study found that there is less child-adult interaction in cen-
ters with a high teacher-turnover rate (Phillips, Scarz, & McCartney,
1987). This is not surprising when interaction is dependent in part on
establishing a relationship, something that takes time to develo.p. An-
other study (Howes & Hamilton, 1993) found toddlers Yvho experienced
changes in their primary teachers were more aggressive as four-year-
olds. Similarly, McCartney and her co-researchers (1997) found that
children who experienced more changes in caregivers during the first
year had more behavior problems as preschoolers. In fact, t}.le effects of
stable caregivers early in life were still evident when the chJ'ldren were
nine years old (Howes, Hamilton, & Phillipsen, 199_8). This research
supports the importance of a stable, secure relationship between young
children and their caregivers.

AKEY: PO IECY SRR

Research shows that teachers with specific early
childhand training are important in 2 high-quality
program.

Staff cansistency is important, because high staff
turnover has a negative impact on young
children,
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A physical enviranment that is child-
centered, organized, and stimulating is
integral to the overall quality of a
program.

(RN R EVIP QNP RS
A guod staff, which pravides an appropriate
program for young children, has to be respected
and nurtured, .

M A KEVE P CIRE IR

A child-orientzd environment and family involve-
ment also coritribute te the quality of a pragram.
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Respect and Concern for Staff

As we have discussed, a nurturing, well-trained, and consistent staff
is important to a quality program, but a reciprocal concern for the
well-being of the staff also is needed. Working with young children is
a demanding, challenging job. Thus, it is in the best interests of the
children, the families, and the employer if staff members receive ap-
propriate pay and benefits, and work in a satisfying environment. In
such a setting, the needs of the staff are seriously considered, an atmos-
phere of camaraderie is fostered, autonomy is encouraged in planning
an appropriate program for the children, and the physical environment
includes space for adults (Jorde-Bloom, 1988a). Chapter 4 will discuss
some of the parameters and issues associated with providing such an
environment for the staff.

Physical Envﬁéonmenft

Even though we will discuss the physical environment of the early
childhood program in greater detail in Chapter 7, it is necessary to note
here that the physical facility is another important factor that con-
tributes to program quality. According to research, children demon-
strate higher cognitive skill levels and greater social competence in
schools that are safe and orderly, contain a wide variety of stimulating
equipment and materials, and are organized into learning centers on
the basis of similar materials and activities when compared to children
in programs that lack these features.

A child-oriented environment conveys to children that this place is
meant for them. There are interesting and worthwhile things to doin a
child-oriented environment because it was designed with the character-
istics, ages, and abilities of the children in mind. A child-centersd envi-
ronment also requires fewer restrictions and prohibitions because it was
fashioned specifically for children. This contributes toward a positive
and pleasant atmosphere. In short, a good environment conveys to chil-
dren that this is a good place to be, that people here care about them,
that they are able to satisfy their desire to learn and their innate cu-
riosity, and that it is safe to try without fear of failure.

{




Family Involvement .
With increasing numbers of children spending many hours per day in
child care, parents and teachers are, more thaq ever, partners 11;1l r:atiy
aspects of child rearing and socialization. Studies have shown tha e
children benefit when parents and the early chﬂ.dhood staff s a:reta
common commitment to the best interests of" the chﬂfiren, communicate
openly, and have mutual respect. However, if there is a lack of commué
nication so that parents do not know what h§ppened 'at’ school an,
teachers are not informed of significant events in the child’s .home life,
there is a lack of continuity for the child. In Chaptez: 3 we will explor:”
this home-school link in much greater detail. In adr}ztmn, attheenda
each of the remaining chapters, we will look at the importance of fam-
ilies in relation to the topic of the chapter.

Quality as a Combination of Factors

or the oses of discussion, we have isolated a numbe; of compo-
ients thimntribute to quality early childhood programming, mcludi
ing child-adult ratio, group size, m%xed-age grouping, developm:r%.;,
appropriateness of the program, child-adult interaction, staff quali i
cations, staff consistency, coneern for staff, the physical environment,
and family involvement. It is important t9 keep in mmc%, ho?vever, that
quality can best be understood and studleq as a combination of com-
ponents. As you further your understanding and knov‘_rled:ge of the
field of early childhood education, remember that ql:{ahty is .not de-
fined by a single factor but depends on the com_plex mteractlog of la
variety of elements in which you, as an early childhood professional,

play a key role.

THE FUTURE OF EARLY CHILDHOOD EDUCATION

is point, we have examined social forces that ha hglped to
:{fa;(; gluesﬁpeld of early childhood education, lookc-?d at the mulhf?cetfed
descriptors that define the field today, and examined some qualitative
aspects of programs for young children. As we have entered the 21st
century, we can look back and unravel some of the factors that have
shaped the field as it exists today. ) )

But what lies ahead? Are there more changes in store? Wﬂ.I unre-
solved social issues be addressed? Will early childhood e_ducatmn_ be-
come an important force in considering these issges? Lachpg the aid of
a crystal ball, we might, nonetheless, try to predict what lies ahead by
extrapolating from current trends.

% From all economic and social indications, it is reasonable to expect
that a high percentage of families will eontinue to have tvy'o par-
ents in the work force. Thus, while they are at work, &.iual-mcome
families, along with working single parents, will continue to need
care for their young children.

At the same time, the increase in the percentage of women in the
childbearing years has slowed down in the late 19995. Nonethe-
less, the number of children potentially requiring child care after

173
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Suppose yau were asked by the parent of 3
yaung child, "How do | find 2 good child care
pragram?” What wauld you answer? How can
you help a parent recagnize quality indicators?

MK EVZ U ESTFIONSERER

Prajections for the future, as we have discussed,
indicate an increased need for good eary child-
hiood programs. What changes do you thinle are
needed ta bring about improvements for children
and for early childhaod prafessionals?

Econormic and social factars point to a continual
grawing need for early childhood education.
These include an expected increase in the
number of women in the wark force, an increase
in the number of children in poverty, and greater
emgloyer spansorship of child care.
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the year 2000 will be higher than in the middle to late 1990s
(Wash & Brand, 1990).

% . Employment opportunities in early childhood education will con-
tinue to increase. Bureau of Labor Statistics projections indicate
that employment in the child care field will increase faster than
for all other occupations through the year 2008 (Bureau of Labor
Statistics, 2000b). -

The number of young children who live in povertyis also expected i
to increase (Children’s Defense Fund, 2000). Federal funding for :
programs such as Head Start, and local and state allocations to
serve children at risk, are likely to increase, along with programs
and job opportunities for teachers of young children.

i

Employer involvement in child care sponsorship has been one of
the fastest growing trends in recent years (Neugebauer, 1999),
This interest is likely to increase as employers recognize the need
to provide child care benefits for parent-employees to help main-
tain a productive work force. A shift in type of program sponsor-
ship, along with new job opportunities, is likely to accompany such
a trend.

% Allindications are that the number of positions for early childhood
professionals will continue to rise because of the ongoing need of
families for child care, welfare reform creating a larger work force,
projected expansion in publicly funded programs for children at
risk, and increasing numbers of employer-sponsored programs, Yet
there are and will continue to be grave concerns about the stabil-
ity of the early childhood work force. In no other industry is there
such a high turnover of employees as in child care.

b
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The need far qualified early childhood educaiors
will increase,

% As we have discussed, stability of staffis an important element in
the quality of early childhood programs hecause children’s trust
and attachmert to the adults in their lives depends on that sta-
bility. As a result, there has been increasing concern about the in-
terplay between the needs of children for quality care, the needs
of parents for affordable child care, and the needs of early child- \
hood professionals for appropriate compensation and status. This |
concern, expressed both from within and from outside the early :
childhood profession, will continue to be articulated. We can ex-
pect greater focus on and increasing public awareness of this is-
sue in the future.

# As issues related to early care and education continue to occupy
public attention, it becomes more and more apparent that our
country lacks a cohesive and consolidated social policy within
which to consider child and family matters. For instance, a wide
variety of agencies initiate, license, administer, and evaluate vary-
ing programs for children and families, often relying on disparate
philosophies, approaches, and regulations. But, at the same time,
because of increased public attention, there also seems to be
greater willingness to address such issues with more depth, inte-
gration, and forethought. Sharon Kagan (1990), in her examina-
tion of legislation in this field, came to the following conclusion:

The early childhoad profession will continue to
address issues related to quality care and the
neads of staff,
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A review of [such] bills . . . indicates that there is a clear and pervasive real-
ization that grave injustices exist, and that structural changes in our ways of
doing business have never been mare necessary. Recognizing the severity of
the fragmentation among systems, nearly every bill, ranging from large fed-
eral to small municipal inftiatives, including those that foster single sector de-
livery systems (e.g, the schools), calls far the establishment of inter-agency
and/or multi-disciplinary committees to facilitate cross-sector planning and

program implementation. (p. 15)

2. There is considerable diversity i
¢ ersity in the t: ;
grams with variations according to: ypes of early childhood pro-

A. Purpose of programs
B. Program settings !
C. Ages of the children - A '
D. Sources of funding support

A most important factor in describ;

) ; escribing early childh, ;
quality. The following elements contribute to the o:).ld ?rograms -
childhood programs: quality of early

A. Child-adult ratio :
B. Group size

co

It can be expécteti, therefore, that efforts to coordinate early child-
hood policies and approaches will continue in the future.

% Publicly funded programs for young children, including many
Head Start, Barly Head Start, and kindergarten programs, often
_are operated only part-day. Such scheduling is problematic for
working parents who need full-day care for their children. This
conflict may prevent youngsters, who would potentially benefit,
from participating in such programs (Washington & Oyemade,
1985). In recent years, however, more efforts have been made to
provide funding for more wrap-around services, providing ex-
tended hours for children who participate in 2 part-day program
such as Head Start and Early Head Start. N onetheless, the prob-
lem continues to exist and, because . . . limited funding is the ma-
jor stumbling block to extending these programs to meet working
parents’ needs, this issue will continue to be raised.

% Within the early childhood profession, there is a continued focus

on the pluralistic nature of our society and the shrinking world
in which children are growing up. Many early childhood pro-
grams can be expected to focus more than ever on curriculum
based on nonbias and inclusion of children and families from dif-
ferent cultural, ethnic, and economic backgrounds, as well as chil-
dren with disabilities. We will explore this topic in more detail in

Chapter 13. /

C. Mixed-age grouping
D. Developmental apprapriateness of the program i'
E. Quality of adult-child interaction

F. Staff qualification

G. Staff consistency
H. Respect and concern for the staff l
I. Quality of the physical environment
J. Family involvement f
K. Quality as a‘combination of factors .:

4. There are trends and jacti
projectio:
holds for early childhood egi oo tri?n.that suggest what the future

center-based programs integrated curriculum

% TFinally, because of legislation ensuring that young children with
disabilities are included in early education, there will be contin-
ned efforts to integrate them into programs with children who do i child-adult ratio latch
not have disabilities. As we will see in the next chapter, such in- ! child advocacy > c—lkey or Sdf‘f“are children
clusive programs benefit everyone invelved. early childhood education xliluczlza-age g-.rloupmg
[ ext i T family
E fmﬁfiﬁﬁ?ﬁ; homes +  parent-cooperative
hothousing self-care children

1. A number of social factors have contributed to the expansion of
early childhood programs and brought early childhood education
into the public consciousness, These include:

A. Changes in family life such as an increased number of two- 1. Ifyou were given “three wishes” to bring about ch £
; . -, change
children and their families, what would they be? Shagesth?al;z :ﬁ?}f

others in your class. From a combined list, develop several child

earner families and single parents
and family issues that you think child advocates might address

B. Growing evidence of the benefits of early education for children

from poverty, children with disabilities, and other children at risk_ ]
O O has helpod b he needs of young chl . ; 2. E'Slt'an early.childlfmod Drogram in your community and share
dren and their families to public and legislative prominence vi I'St 13%? o ith ofher members of your class who have 1%1
; sited different programs. Classify the i
- D 15. programs accordi
their characteristics; for instance, purpose, sael:ting, ages ofrjziitl? E
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: dren served, and source of support. Does your community have
a variety of programs? Which types of programs predominate? 3
What family needs are met by these programs? -

3. Visit a local Head Start program, What benefits do you'see for the
children? Talk to a staff member and find out what services are
provided for the children and their families.

4, Suppose you were asked by the parent of a young child, “How do I
find a good child care program?” What would you answer? How
can you help a parent recognize quality indicators?

5. Projections for the future, as we have discussed, indicate an in-
creased need for good early childhood programs. What changes do
you think are needed to bring about improvements for children
and for early childhood professionals?

E Chapter 1.

Children’s Defense Fund. The state of America’s children. Annually
published yearbooks. Washington, DC: The Children’s Defense Fund.
) Elkind, D. (1987). Miseducation: Preschoolers at risk. New York: Knopf.
Kagan, S. L., & Cohen, N. E. (1997). Not by chance: Creating an early
: care and education system for America’s children. New Haven, CT:
The Bush Center in Child Development and Social Policy, Yale
University.
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Child Care Information Center: / .
http://www.necic.org

The Children’s Defense Fund:
http://www.childrensdefense.org

Kids Count:

hitp//www.aecf.org

For additional early childhood education resources, visit our Web site at

hitp//www.earlychilded.delmar.com

Early childhood education is made up of
: different people. In Part Il we will explore
} " : the who of this field by examining the
characteristics and needs of three
groups—children, families, and teachers.
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. , ar g chi the topics
t the heart of early childhood education are young c%ﬁtﬁinx;ﬁclllers:angin i
isouiss nsuing chapters are aimed at gaining a e understanding o
discuss lélflow together with their families, we cal;t teskee o thelr needs AL
tho ghir;rnfszls Wﬂl’be” on children, it is alwagvrst m;];ofrta:}y Soyste ; e s
u, . ¥ Al o B D ;
e oy iy iti In this chapter
D restyle. \ulture, heritage, and traditions. In ;
s and:iientitly tb:img ihhiﬁﬁyleﬁey éhc’)ﬁld also seen as part of their community
: ill take a close: ] 1d - ee
Z’?dwcltl}ltural contexts; which shape much of :t;helr identity.

CHILDREN—SIMILARITIES

i inni i rt because of the
* Children are generally wonderfully engaging and winning, in pa

freshness with which I:hey approa s. Most children possess a sense of
‘ & ch all expenence
trust that the W’ orld and the people in it are fnendly and klnd, and the y will taCkle that

X ; Jearn in the
) information that children lears
world with joy and enthusiasm. The aﬁ;ﬁ:ammf mf g. At no other time in life will there

ife i aralleled in T I :
e ye?:rs Og ]llit\:fa ﬁnfslg toward dequiring skl_lls and kl}gwledii < ronment in which
e ek in o king with young children is to provide an d or even destroyed.
bis st ?vorimtgred and sustained rather than bdut:erz; e < they ot
gxls en%?si‘iima;: eager to learn, but sach efage‘me e o This is an ayie.
fr?iixiﬂy overwhelmed by developmentally inapp e ch eam be mt
soxge respdii;:‘ibilityv_oq the shoulders, arly & o avteristics and needs
through careful and sénsitive study an ar : ;
of young ghildr'eq.“ L
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The early chilthood ecucator's understanding of
child development is vital in providing a
supuortive and developmentally appropriate
program for young children,

[ S
CiET S

Ghserve several children of the same age. These
might be ehiluren you wark with and now wiell
or childran that you are abiserving for the first
time. What traits do they shara? Haw are they
similar? Can you draw some conclusions about
children of that paticular age?

Infants vapicly gain slills in all areas of develop-

ment, relying on information about the world
from movement and their senses, They acquire
strong attachments to significant adults in their
lives; stable, consistent, and loving.care are.vitaf
far babies.

Part il The Who of Early Childhood Education

Age-Related Commonalities among Children

Although children are each unique, they nonetheless have much iy
common. All children share the need for nurturing and trustworthy
adults, for stability and security, for increasing autonomy, and for 5
sense of competence and self-worth, Similarly, there are common at-

reasonable time range (Allen & Marotz, 2003). Following is a brief over-
view of some developmental characteristics of infants, one-, two-, three-,
four-, five-, and six- to eight-year olds.

Infants. The first year of life is very crucial in establishing a founda-
twgg,s_qf_dﬁmelopmemkAstounding changes mark the first

year; within that time newborns, whose existence is totally dependent |
on adults, become mobile, communicating 12-month-olds. Professionals
who-care for inifants need & sound understanding of the developmental |

changes that take place during infancy,

Newborns’ earliest movements are reflexive, but they quickly de- 7
. ) ‘?“___“L . EH
velop into more purposeful activity. In addition, their senses operate re-

markably well, providing a wealth of valuable information about this
new wor! 1
year, babies are reachingfor_and‘gzgsging objgg:t_s,_qo_,ll@p‘g_gyer, and sit-

ting up with support. During the latter half of the year, infants master -
the pincer grasp (holding objects with thumb and forefinger), crawling, |

pulling themselves upright, and_perhaps walki alone. Through in-
creasing skill in motor activity and use of all the senses, children learn
sbout and make sense of the world.. e

Socially, infaqfs}ignal their recognition of giggi.ﬁ_gg;}t‘_ggqple, es-
pecially parents and caregivers. This burgeoning affinity shifts from
foliowing With the eyes to smiling apglg,tex:.to_cnawlmg,aﬁ&e,r,ﬂaﬂulﬁ- By
the end of the first year, babies show strong attachment to parents and
caregivers and may show considerable fear or reluctance toward
strangers. Infants are amazingly adept at communicating and demon-
strate increasing understanding of language. They “converse” with
adults throug_l_l_b_@_hbjing_anddabbepingJong.befnre_thgy . ¢an produce
recognizable words. First words also appear by the end of the first year
usually velevant to social relationships, especially, “ma-ma” and “da-da”
(Allen & Marotz, 20083; Gonzales-Mena & Eyer, 2001).

Infants need responsive adults who recognize and meet their indi-
vidual needsin a consistent, nurturing, respectful manner. Caregivers of
infants must be extremely sensitive to the importance of establishing a
stable relationship through which trust and security are generated. They
provide daily routines that are tailored to ‘each child’s individual rhythm
and needs for care, food, sleep, play, and social interaction. Later, when
babies begin to be mobile, caregivers must provide appropriate space for
crawling and beginning walld g. There must be interesting things to ex-
plore, yet it must also be safe and hygienic (Bredekamp & Copple, 1997).

ne- a5 one-year-olds are also called, have access
toan expanding world of wonders to be explored. They gain increasing

into which they have been thrust, By the middle of the first

P



: : hing, wobbly
. i 1d, starting with a lurching, wobbl;
sg?,;nswm s e quickly refinig their X".l]iﬁfd?sr
it when they firsthegin to walk an emonth and steady and includes
the end.nﬁghﬁﬁemﬂd—l king-b S annce Sman' ing stairs. Soorlx1 they 'f\lsoal:fé
i i : ill with pushing
%ﬁ%ﬁ;zlme their newly developed locomotion Siﬂl wi . =t

i i icipati t meal times; they en-
en in their participation at meal ,
tﬁnger muscl.es ca: be se R ey a.nd Zig&%aﬁsy
Jt(l)nyotslzgu these endeavors are not alway; negot‘;attl;(:l gs;l;gr o
i dent, wanting to do man; hemse ves.
beconie m;i:;ﬁﬂ::omz ’during the second year, becoming Incr
an,

from
AT ied. Vocabula ; .
ingly more m‘.:elhgl:li:ni;’ zn : ords, and single words soon be
to an impressive mastery of up to 300 w

i cond.year,
ome two-ward sentences. Durin, ; e
c dd(i ainrizhe ability to internall represent.objec{;‘s :ﬁ;lr:vengage -
?(‘) - ien in play, when they imitate the actions of 0 e ,1 b
o opf:l riake believe play, or dress up. Toddlers have gr
Slm " . . . .
ildren, but their play is d "
m. They focus on their omuzants-at&d—ﬁe?ds.andﬁm-nﬂhl_'
tn i ile their
;%tmaﬂenge for toddlersis tl}e need ;g x;;feoirrm;rrowing
ert'al:ling desire for closeness to their caregivers alez-Mena e Eyor
cztdu;or independence (Allen & Marotz, 2003; Gonzal
n
. ; 3 i i fe, con-
2001’51;21;;/;3:2 one-year-olds must continue to pr:;';deT Eesain > con-
sistent, sensitive, loving, and supportive en‘gr:vr‘l,.z: n c‘aregivers -y
tions c’onversations,‘ and g'ive-alnd-taé{g1 pla’ydeielopment. Earosivers
ildr ibute immensely to toddlers iy
mirillssogznconstanﬂy vigilant because toc.ldiers ZI:Z I:'ee;yof oty
n;)‘ls t everything around them and have very hi_:t e alvil O by indh.
;‘h oud:i‘;e schedule provided for one-year—ol@s is st;h ey shi.
vid?lal rl};yth_ms and needs, but toddlers ].oegm toa; e ehodule
ity i ir daily patterns; thus, caregivers maj > b ry
llflf;atlysg; ‘:11;1;1:;'})}; li?he group, while still remaining sensitive to in
vidual differences (Bredekamp & Copple, 1997).

o
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Children’s enthusiasm and eagerness to
learn must be nurtured through a y
supportive envionment and l?y sensitive
teachers who understand their
development.

One-year-olds' rapidly growing mability, coupled
with their expanding desire for independence and
their curiosity about everything around the‘m, :
lead them to become avid explorers of ‘thmr envi-
ronment. Their growing mastery of l.anguage and
new ahility to mentally represent objects and
experiences help them move beyond the here-
and-now experiences of infancy.
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Two-year-olds, in transition from
babyhaed to childhood, are just
beginning to master many skills. These
are particularly noticeable in the
language and motor areas,

Two-year-olds, in transition from babyhood to
childhaod, quickly master many skills, Their
crowing independence and assertiveness are

lioth a source of enjoyment and a chaflenge for
adults,

... Stagger, and in their new-found finger contro] that allows
L~

though association with peers is m
side than by interacting. They are
and
well express their growing inde
grabbing a desired toy from a peer

child—language and motor control,

During this year, most children increasin,

gly gain bod control, in ,
their more self-assured walking and » running that ha—_T(;sLt_Ts_'baby

them to put F

" together gj or paint with a brush. At the same time, they |
experience tremendous language growth, Their growing vocabulary,

i I sorts of possibili- [

e also improving, includin the achieve ilet training )
for the majority of children during £ - Just as important as learn-
ing motor, language, and self-help skills is the process of gaining inde- |
pendence through this mastery.

Two-year-olds undertake ma:
ment rather than to reach a goal,

ities, whether paint-

ing, squishing play dough, pouring sand and water, or
They particularly enjgy_sgns,ozy_.exp i i
smell, as well as sight and sound. Tw
desiteto Tepeat, using newfound skil
is normal and should be encourage
lows children to fully assimilate ski
Two-year-olds are Jjust begin;

d, for it builds competence and al-
1ls before moving on to new ones.
ning to gain some social skills, al-
ore characterized by playing side by

generally not invelved in cooperation
ing. In fact, young twos, with their limited self-control, may
pendence and self-assertiveness by

or by throwing a tantrum, Tantrums,




" the ability to wait

in fact, are common among twos, reflecting, for instance, their limited
verbal skills, which are not yet adequately able to express what they
want. They are also not adept at delaying gratification; they do not have
ing they want “right now” (Allen & Marotz,
2003; Bredekamp & Copple, 1997; Trawick-Smith, 2000).
Teachers of two-year-olds need to provide a supportive, consistent,
. and safe environment in which rapidly growing skills can be practiced
- and mastered. Frequent and enthusiastic praise conveys that adults
value the acquisition of skills. Gentle guidance acknowledges children’s
growing sense of self while helping them develop self-control in relation
to others (Bredekamp & Copple, 1997).

Three-Year-Olds. Three year-olds have truly left babyhood behind, ot
only in appearance—with the loss of baby fat—but also in added skills.
Increased balance and control are evident in large-motor,-fine-motor,
and self-help areas. Threes like to use their new skills by being helpful
and wanting to please adults. Their added competence does not mean,
however, that they won't occasionally have accidents or revert to earlier
. behaviors when upset. Overall, however, their characteristic way of re-
sponding to school experiences is with enthusiasm-and-enjoyment.
. By three, children’s speech is intelligible most of the time and con-
sists of longer sentences. Language becomes much more of a social and
cognitive tool. Three-year-olds engage in more extensive conversations,
talking 1izh and not just to people, and answer as well as ask questions.
In fact, three-year. ually f; ions, constantly asking
y?” or “What for?” or “How come?” Vocabulary continues to increase
dramatically, and grammar becomes more accurate.

This greater language facility helps increase peer interaction
among this age group. Three-year-olds are much more socially aware,
than_yogggr,chi@a_r_z, and their make-believe play, which began in the
DPrévious year by imitating simple personal and home routines, at times
Includes two or three children. Short-lived friendships begin to form,
and childrey will play with each other as well as near each other. Social
broblem-golying gkills are Jjust beginnin e. With guidance,
mmmum behaviors dif-

. fleult (ATgy & Marotz, 2003).
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Three-year-olds’ budding skills allow
them to enjoy an ever-widening array of
activities and peer interactions.

ol KV P O N1

By age three, children are much more adept in
mator, self-help, and language skills and are
becaming mare socially aware of peers. They
enjay helping and pleasing adults,
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Four-year-olds need a stimulating
envirenment in which to channel their
abundant energy and curiosity.

R KEVEEOINGEE

Faur-year-olds have achieved considerable
mastery in their motor and language aiilities,
They tend to be quite self-confident, often
baasting or showing off. Social play is an
important part of their lives.

Teachers of three-year-olds need to respect the growing skills and

. competencies of their charges without forgetting just how recently they

acquired them. It is important to maintain patience and good humor,
remembering that the enthusiasm with which threes use these skills is
not always matched by accuracy and speed. Because three-year-olds en-
Jjoy helping as well as practicing self-help skills, such behaviors should
be promoted and valued. The emerging social skills of three-year-olds
should be encouraged in an atmosphere in which social exploration is
safe and where playing alone or not having to give up a favorite toy is
also acceptable (Bredekamp & Copple, 1997).

Four-Year-Olds. Four-year-olds have achieved a maturity and compe-
tence in motor and language development that leads them to assume a
general ai ity : ¢e, sometimes bordering.on.cacki-
ness. “Children test limits in order to practice self-confidence and firm
up a growing need for independence” (Allen & Marotz, 2008, p. 97).

Fours seem to be in perpetual motion, throwing themselves whole-
heartedly into activities. They have mastered the basics of movement
and now eagerly embellish on these. Climbing, pedaling, pumping on a
swing, jumping over or off objects, easily avoiding obstacles when run:
ning, a1l ¢oRE ¢ to greater flexibility and exploration in play. Four-
year. ry to show off with physical stunts, Improved muscle
coordination is also t throngh more olled use. of the fingers,
such as in buttoning, drawing, and cutting with scissors. In addition,
many self-care activities have become routines rather than challenges,
as they were at earlier ages.

If increased competence leads to noticeable embellishments in
motor activities, this is even more evident in the language area. By age.
four, most children’s language usage has beqq_m.elemazkably,s,qph_isti-
cated and skilled, This accomplishment seems to invite new uses for
language beyond communication. Fours love to play with language, us-
ing it to brag, engage in bathroom talk, swear, tell tall tales, and make
up silly rhymes. Four-year-olds are even more persistent than threes sin
asking questions.

" Tor four-year-olds, peers have become very important. Playis a so-
cial activity more often than not, although fours enjoy solitary activi-




ties at times as well, Taking turns and sharing become much easier be-
cause four-year-olds begin to understand the reciprocal benefits of co-
operation. Their imaginative variations of movement and language
skills extend into group play, , which is usually highly creative and in-
genious, touched by their sense of humor. ) )
Teachers of four-year-olds need to provide an enwron-ment in
which children have many opportunities for interactions with faach
other, with adults, and with a wide selection of appropriate and stimu-
lating materials, Because of their heightened social involvement; fours
need consistent, Positive guidance to help them develop emerging so-
cial skills, for instance, in sharing, resolying conflicts,.and negotiating

(Allen & Marot, 2003; Bredekamp & Capple, 1997).

Five-Year-0lqs, ned and controll
replacing some of their earlier exuberant behaviors with a calmer, more
o bure approach. They are competent and reliable, taking responsibil-
ity seriously, They seem to be able to judge their own abilities more ac-
curately than at earljer ages, and they respond accordingly.
ive-year-olds’ motor activities seem more poised, their move-
ment more restrained and precise than ever before. There is also
g'r?ateuntexe“jn~.ﬁ‘ne motor activities.as. children_‘hayeugajwmaﬁd,magy
Skdlls in accurate cutting, gluing, drawing, and beginning writing. This
Mnterest is SPuT;éamgfﬁle new desire to “make something” rather than
merely to baint, cut, or manipulate the play dough for the sheer enjoy-
pont of these activities, Five-year-olds’ self-reliance extends-to-assum-
. 8 eqpsiderable responsibility for selfare as well. N
Langu@ge,haaal.so reached a height of maturity for fives, exhihited
c gh% that contains thousands. of wa c}s, complex :.and
°mpound Sentence StFuctures, variety and_accuracy. in- grammatical
s and good articulation, Langiiage increasingly reflects interest in
:31 contact with 5 E1‘_0’adening world outside the child’s intimate fam.;‘liy,
revci) L and neighborhood experiences. The social sphere of ﬁve-year-oB s
ﬁveo o around special friendships, which take on more importance. By
€oo; 5 Chlqren are quite adept at sharing toys, taking turns, anc.?. plaj‘nng
v peratl\.rely. Their group play is usnally quite elaborate-and imagina-
~%20d it can take up long periods of time (Allen & Marotz, 2003).
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For five-year-olds, prolonged activity
involvement and completion of projects
become particularly important. These
five-year-olds had an end product in
mind when they began working with the
art media.

[ K=V E O NG5 G |

Five-year-olds, compared to their younger peers,
are much more mature, controlled, and respon-
sible. Many skills have been refined so that at
this age children are more interested in prajects
and activities that result in products.
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Siz- to eight-year-alds in hefore- and aer-sghoo!
pragrams are very independent, though they stil
nezd support and structure provided by caring
adults. Their mental abiliies allow them to think
much more logically and take into consideration
the viewipaint of others, which becomes an
impartant factor in their more involved peer
relations.

AR KEYVE O TN

Pasitive self-esteem is a need shared by all
children and is fostered by adults who canvey to
children that they are competent and worthwhile,

seti-concepi—Paieptions and
feelings children may have abaut
themsef: s, gathered largely from
how the important people in their

wWGild respond o them.

. self-egteem—Children's evaluation

of their worth in positive ar negative
terms.
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Teachers of five-year-olds, after providing a stimulating learning
environment and setting reasonable limits, can expect this age group to
take on considerable responsibility for maintaining and regulating
smoothly functioning program. Fives need to be given many opportun.
ties to explore their world in depth and assimilate what they learn
through multiple experiences. One way in which children can discuss,
plan, and carry out ideas stimulated by their experiences is through
group projects (Helm & Katz, 2001).

Six- to Eight-Year-Olds. Before- and after-school programs are de.
signed primarily for young elementary school children of working par-
ents, The children in such programs have remarkably mature skills ip
all areas of development. Physically, they show well-developed and re- |
fined motor skills. Their thinking has become much more logical and -
systematic than it had been during the preschool years, and they are
able to recognize and take into cgnﬁideraﬁmth&viewpomtjf,oth_e_z_s‘ ;
The language of school-aged children is impressively_gglgltlike, and .
they love to use these Janguage skills, -

Six- to eight-year-olds exercise considerable independence and -
are able to follow rules and standards withaut, the need for constant
monitoring; yet they certainly still have a need for__tggnllgz;tgw
anvd__s_gqurity,gf,caz:_ing_aidg_lis They also have a need for the world of
peers, within which they often form close friendships. Such friend- y
ships are, in most instances, with same-sex peers. For school-aged |
children, play is still a most important activity. It is more complex
and organized than at earlier ages, incorporating both formal and in-
formal games with rules, At this agg:,_childrmeqjoypmjectstheyxan ;
initiate, implement, and carry through to completion, exercisi
their sense of industry. I

"~ Adults who work with six- to eight-year-olds in before- and after- )
school programs must provide a safe, nurturing climate, Caregivers
should provide materials appropriate for the expanding interests of
this group and allow children enough independence to pursue these in ;
their own way. At the same time, adults should be available as a re- .
source and to provide guidance and limits. Particularly after school,
children also need opportunities to expend energy through large mator
activity and games, which adults can arrange (Allen & Marotz, 2003;
Click, 2000; Trawick-Smith, 2000).

Self-Esteem
One commonality shared by all children is the need to feel good about

themselves. Young children are beginning to form a self-concept, per- |
ceptions and feelings about themselves gathered largely from Row the
important people in their world respond to them. One aspect of self-
concept is self-esteem, children’s evaluation of their worth in positive
or negative terms (Essa & Rogers, 1992; Marshall, 1989; Samuels,
1877). Such evaluation can tell children that they are competent,. |
worthwhile, and effective or, _alternatively, incapable, unlikable, and
powerléss. Tt is_particularly noteworthy that children who feel good
eem to be more friendly and he]p-fglE?WEdwaéTs

es
(Marshall, 1989).
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A healthy self-concept is vital to all areas of a child’s development.
Although readiness in the natural progression of development is trig-
gered internally and furthered by appropriate external stimuli, suc-
cessful mastery of new learning also depends on a child’s feelings of
competence and ability to meet new challenges. Perceived compe-
tence reflects the child’s beliefin his or her ability to succeed in a given

_“task (Marshall, 1989). Successful experiences result in self-confidence

that, in turn, boosts self-esteem. Thus, many appropriate yet challeng-
ing experiences help the child feel successful, confident, and capable

"(Essa & Rogers, 1992).

The child needs to feel competent and able to face challenges as

" well as have a sense of personal control—the feeling of having the

bower to make things happen or stop things from happening. When
children generally feel that what happens to them is completely out of
their hands, particularly if what happens is not always in their best in-
terest, they cannot develop this sense of control and will tend to see
themselves as helpless and ineffective. All children need opportunities
to make appropriate choices and exercise autonomy to begin to develop
the perception that they have control, which also contributes to their
emerging sense of responsibility for their own actions (Marshall, 1989).
. The early years are crucial in the development of self-concept,
since it forms and stabilizes early in life and becomes increasingly re-
Sistant to change (Samuels, 1977). Above all, children’s positive con-
Cepts of themselves reflect healthy parent-child relationships that are
fouhded on love, trust, and consistency. When early childhood teachers
enter young children’s lives, they also contribute to the formation of
at concept.

At the same time, if a child comes to school with a history of abuse

" 9% neglect, the teacher’s contribution of offsetting negative experiences

can help nurture self-esteem. Teachers strengthen children’s positive
self-esteern if they are sensitive to each child as an individual and to the
Deeds of children for affection, nurture, care, and feelings of competence.

s, teachers who understand children, know their characteristics, re-
SPond to them, and know how to challenge them in a supportive man-

“Ber contribute to this positive sense of self. In essence, everything the

®a1ly childhood teacher does has an impact on children’s self-concept.
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The child with good self-esteern has
confidence in his or her ability to
succeed and master his or her
environment. What elemenits of the
early childhood environment and what
teacher behaviors support and nurture &
child's growing sense of who he or she
is and what he or she can do?

IEREVEIPEQING

Children's perceived competence reflects their
befief in their own abiity to be successful; such
self-canfidence contiibutes to positive self-esteam,

perceived competence—
Children's belief in their ability to
succeed in & given task.

personal control—The feeling that
a person has the power to make
things happen.

| St ]
As you observe children, identify a child who appears
to be self-confident. How does the child express this
confidence? 0o you see a difference between this

child and anather who seems less assured?

NKEVIQEIESTICNT#24%
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Children who have a sense of personal control
and a feeling that they can make things happen
see themselves as effective, which also
contributes to self-esteem,
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T B4 KES OIS

Recent neurological research has validated many
lorg-standing zarly childhood practices, including
the need for stimulation fo facilitate the amazing
and rapid early learning that takes place, the
imporiance of consistent and rerturing relation-
shiips, and the lasting effects of highly negative
expeiiences.

myelin—A white, fatty substance
that coats nerve fibers in the brain,
thereby increasing the speed at which
nerve imipulzes are transmitted from
cell to cell

myelination—The gradual procese
by which myelin coats brain cells, thus
facilitating the developmient of skills
corteclled b difizeent parts of the
brain as thzse become miyelinated.

The Brain and Children's Development

Another commonality that all children share is the link between the
fairly predictable sequence of visible development, as previously dis.
cussed, and the development of the brain. Over the past few years, the
popular media has been full of reports of discoveries about the amazing

brain of young children. Recent neurological research has helped toval- -

idate many of the beliefs and principles that early childhood educatorg
have espoused for a long time. The rapid-fire development of brain cells
in infancy, the amazing learning that takes place as a result of deve]-
oping connections in the brain, and the lasting effects of negative ex-
periences have all helped to underscore just how important the early
years are. The most rapid brain development in relation to sensory and
language development takes place during the first year of life, while
cognitive de‘{elopment peaks by age two to three. Thus, the early years
are érticial Because the brain is most maleable; the brain’s capacity to
change decreases with age, especially after three (Perry, 2000; Shonkoff
& Phillips, 2000).

Developmental neurobicgogists explain how a young child’s many
experiences become m&'gﬁ'ﬁad in the brain. The newborn’s brain ex-
pects that certain experiences (for instance, exposure to light and
sound) will occur and, once they do, begins to organize these experi-
ences into structures on which future learning is built. In %g"dgtion, neu-
robiologists show how new experiences t%’g’g“é'fbb'r"ae?r? r’gro’w h while
modifying existing structures as needed to take in new information
(Shonkoff & Phillips, 2000).

There is a sequence of optimal experiences, tied to brain develop-
ment, which control the mastery of skills in childhood. We have always
known that babies follow a specific sequence, first crawling, then stand-
ing, walking, running, jumping, and so forth. BraiBJ Iesear ch has pin-
pointed the areas of the brain that develop to faciﬁtatel;]ea_rn_ing in
motor, as well as language, cognitive, social, and emotional, areas. In
addition, different areas of the brain are primarily involved at different
ages; the more primitive parts of the brain are dominant during pre-
natal and early infant development, while increasingly more integra-
tive parts of the brain, such as the cortex and frontal cortex, are
involved as the child becomes more mature (Perry, 2000).

Myelin is one factor that affects when developmental changes,
which are related to identifiable milestones in brain development, oc-
cur. Myelin is a white, fatty substance which insulates nerve cells and
speeds up the rate at which nerve impulses are transmitted from one
cell to another (Shonkoff & Phillips, 2000). The development of new be-
haviors is facilitated when impulses between cells move more quickly.
Myelination, the process by which myelin coats nerve fibers, takes
place at different rates in different parts of the brain. Thgs, for in-
stance, cells in the area of the brain that control motor functions related
to walking begin to be coated in myelin in the latter part of the first
year; myelination thus facilitates the child’s mastery of walking. Myeli-
nation of the cells involved in the mastery of different skills, therefore,
have their own timetable of development. :

Much of the recent neurological research strongly confirms what
early childhood educators have always known, especially about the




growth of relationships in early childhood. Youn i

) . g children need t
lovingly touch@r‘d, held, rocked, and cuddled. They need to experieonl:z
]a_ngu?ge, musie, az:zd other friendly sounds, They need many sensory
experiences that stimulate and broaden their repertoire of brain con-

children may grow u ienci

0 i . P never experienci

;i;ii relationships, only relating to others on a shallow ]ev;zll.J Lack of]‘J 5
8, Secure attachment to at least one caring adult can result in a

ild livir ng inan uneas ressfu, sta Vi -
h y or stre:
f; toril et (Perry 200( )) 1st; te because needs are never sat.

Play

sAenrz\;lée;Sc:mmonahty among all children is the need for play, which
But s thme:}lis of 1ea1:mng abqut and making sense of the world.
opmeng o) i:n at, 'pllay is e.ssefltlal to all aspects of children’s devel-
ing not-with an activity which is concerned with the whole of his be-
Dlay is gy ;uﬁggﬁeszggtﬁirﬁ of hizcall, and t(o deny him the right to
o : Ve and grow” (Cass, 1973, p. 11). P
\Ir}el :;g‘l::z ﬁ:stte;‘y as chll!i?-e_n Practice skills; it furthers cognitiire (1;2'
ouraging l;mWhlnkufg al?zhtles are stretched; it involves langauge, en-
Work et uses; it }nvplves Physical activity; it helps children
! ug. em.otmns; its inventive nature makes it creative; and it

way is playa trivi 1 1 derta kin, nec-
vial pursuit, but rathe: iti erious undaer i g
A T 10 1S a Seris
5&1} to healthy development for all children, (FI’OSt, 1992)

Socia) .
play was categorized. She found an age-related progression in

€arlig ' {

- rﬂiﬁ:‘ms of play, their play is typically more complex than it was
listeq y werg younger, Parten’s six categories of social play are
Oaf,?ld explained in Figure 9.7 i
For inst ail; ressearcher_s have viewed play from a different perspective.
childrgy ‘ ;.*, ara Snulan.sl.{y (19?8) Pproposed play categories based on
use plg creasing t_:ogj:xltl\{e abilities and measured by how children

Y materials. This view is complementary to Parten’s classifications
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MMKEWEGIHFEM
Play provides many opportunities for children to
practice skills, stretch thinking abilities, work

through ematians, socialize, and be creative,

SRS KEVIO UESTION 32528

Observe a graup of young children at play, Lagk
for examples af the various types of play dis-
cussed in this chapter, Do you see a relationship
between age and type of play?

Chﬂfiren often engage in salitary play,
playing alone and not involved in the
activities of peers.
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FIGURE 2-1 Parten’s Stages of Play

Definition

The child moves about the
classroom going from one area to
another, observing but not getting
involved.

Types of Play
Unoccupied
behavior

The child plays alone, uninvolved -
with other children nearby.
Children at all ages engage in
this type of play, although older
_children’s solitary play is more
complex (Almy et al., 1984; Rubin,
1977).
Quite common among two-year-
olds, a child stands nearby
watching others at play, without
joining in.
Children use similar materials or
toys in similar ways but do not
interact with each other.

Solitary play

Onlooker play

Parallel play

Increasingly evident as -
preschoolers get older, children
interact and even share some of
their materials, but they are not
engaged in a common activity.

Associative play

Cooperative play Typical of older preschoolers, this
is the most social form of play
and involves children playing
together in a shared activity.

Parten’s Categories of Social Play

Example

Sebastian wanders to the blocks and watches
several children work together on a structure.
After a few seconds he looks around, then
walks over to the art table, where he looks at
the finger painting materials briefly but does
not indicate a desire to paint. He continues to
wander, going from area to area, watching
but not participating.

Lorraine works diligently at building a sand
mountain, not looking at or speaking with the
children who are involved in other activities
around her.

Rajeef stands just outside the dramatic play
area and watches a group of children
participate in doctor play, using various
medical props.
Kalie alternates red and blue Legos on a form
board while Terrance, sitting next to her, uses
Legos to build a tall structure. They seem
influenced by each other’s activity but do not
talk to each other or suggest joining
materials.
Several children are in the block area working
on a common structure. Jolynne runs a car
through an arch she has built at one side of
the structure; Arlen keeps adding blocks to
the top, saying, “This is the lookout tower,”
while Akira surrounds the structure with a
“fence.”
On arriving at school one day, the children
find an empty appliance box in their
classroom. At first they climb in and out of
the box, but then a few of them start talking
about what it might be used for. Jointly they
decide to make it into a house, and their dis-
cussion turns to how this could be accom-
plished. While continuing to discuss the
project, they also begin the task of transform-
ing the box, cutting, painting, and decorating
to reach their common goal. It takes several
days, but the children together create a house.




— —

shown in Figure 2-1.

It is important for teachers to be aware of the different types of

because it focuses on a different; aspect of play. Smilansky’s categories are
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" The play of these children, engaged in
similar activities but not really interacting
with each other, car be described as
parallel,

RS KEYSPOINTE SRR

Play can be categorized by its social (six stages)
or its cognitive (four stages) characteristics.

play and to recognize that children develop increasing social and cog-
nitive skills as they progress. In particular, this awareness helps set ap-
propriate expectations for young children. For instance, infants need
appropriate objects, space, and time for observation, manipulation, and
exploration, which helps them learn about the properties of their envi-
ronment. Toddlers need the kind of toys and props that help them use
and integrate their growing ability to mentally represent experiences.
Preschoolers need sizable blocks of time to engage in self- selected play
and many open-ended materials that lend themselves to exploration
and mastery (for instance, play dough, blocks, sand and water, Legos).

GURE 2-2 Smilansky’s Stages of Play

b i,

Types of Play  Definition

F unctional play Characteristic of infants’ and
toddlers’ repetitive, motor play used
to explore what objects are like and
what can be done with them.

Construetive Involves creating something with

Play the play objects.

Dramaticplay  The child uses a play object to
substitute for something
imaginary.

Games with rules Involve accepted, prearranged
rules in play. This stage is more
typical of older children.

Smilansky’s Categories of Cognitive Play

Example

Clark picks up a block, turns it, and looks at
it from all sides. He bangs it on the floor, then
picks up another block with his left hand and
bangs the two blocks together. He alternates
striking the blocks against each other and on
the floor.

Clark uses blocks to construct a tower. His
activity now has a purpose.

Clark takes four blocks, puts one on each of
four plates placed around the table, and says,
“Here is your toast for breakfast.”

In kindergarten, Clark and a group of peers
play the game “Blockhead,” agreeing on the
game’s rules.
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Although these boys are engaged in the
same activity and are sharing some of
the materials, they are still working on
separate projects, as is typical in
assaciative play.

These children have worked together at
the sand table to build a zoo for their
animals. Their play can be described as
cooperative,

Think about the same children you ebserved ear-
lier for Key Question #1 and describe what
makes each of them unique. How do they differ?
Do you have any indications, about what factars
underlie these differences?

temperament—Children's inborn
characteristics, such as regularity,
adaptability, and disposition, that
affect behavior,

In addition, time, space, and materials that lend themselves to social

play should always be available, including dolls, dress-up clothes, and -}

blocks. School-aged children, while appreciating such open-ended ma-

terials, also enjoy some simple organized games with rules, It is impor- -
tant, however, to avoid highly competitive activities, which only foster .}
resentment and ill-will. We will discuss an alternative, cooperative

games, in Chapter 13.

CHILDREN—DIFFERENCES

Children have many characteristics in common and certainly share ba- |
sic needs for affection, acceptance, consistency, respect, and appropriate |
challenges, yet there are many variations among children. The “pro- |

files” of young children presented earlier reflect many common charac-
teristics of these ages, but they will rarely describe any one child. While

falling within the normal range of development, each child- possesses a

unique blend of attributes that makes him or her one of a kind.

Children’s differences reflect both inborn and external factors |
that have molded who they are. Some children are born with an easy- N
going temperament; for instance, they have a moderate activity level, -

predictable schedule of sleeping and eatin , and a positive attitude to-

S
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hgioughﬂd;en's ind.h‘/iduality is also shaped by the cultural, ethnic, re-
éa.r]y cﬂ:allgh économie background of the family. It ig important that
Fybne t;ocl teache.rs and caregivers he sensitive to family diversity
r e inely value d.lfferent cultures and backgrounds, Children mir-

e family -
. Wha:?gz’tl{ldudmg.the child, is in some way inferior and undesirable,
Timenta] mpact this would have on children’s self-concept!

C
SOZILSREN WITH SPECIAL NEEDS
e ch . -
7 side thce ‘tldT_EH are born with or acquire conditions that place them out-
ehplnelct Tange of development for their age, They might have a
ore develon al delay, meaning that they accomplish tasks in one or
Some by Pmental areag at a considerably later age than their peers,

at risk for delay, with a significant prob-

hi ren. Chitg some way different (_not Just slower) from that of
on, o mot;) d'l ren Wlth hearing or visual deficits, mental retar-
- T disabilities are part of this category.
neﬁtefc‘ome more .and more evident that children with special
servie Tom early intervention. In fact, the importance of pro-
€5 as early a5 possible has been underscored by national
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Although children of the same age share
many characteﬁstics, there is also a wide
range of differences among them, These
children all are four-year—olds, but, as
YU can see, there is a great variation in
their physical rmakeup. What are some
factors that contribute to physical and
personality differences in children?

Children have inborn temperaments that
contiibute to individyal differences. Some
children are predisposed tg he easygoing,
whereas others tend o be basically difficuft,

Children's uniqueness alsg derives from the

cultural, ethnic, religious, ar economic back-
ground of their fanilies,

i m&smzfmwmm
Children with developmental delays accomplish
tasls at an age older than their peers, whereas
the development of children with impairments is
in some way different, not just slower,

developmental delay—A child's
development in one Or more areas

OLCurting at an age significantly later
than that of peers,

at-visk children—Becayse of s
adverse environmental factors—for
instance, poverty or low birth weight—
children considered at risk for devel-
oprnerital delay.

deficit or impajrment—a
problem in development, usually
organic, resulting in below-normal
perfornance,

Individuzlized Educaiion
Plan (IEP)—iandated by Public
Law 94-142, such a plan must be
designed for each child with disabili-
ties and must involve parents as well
as teachers and othar appropriate
profassionals,

Tadividuslized Family Service
Plan (IF3P)—Required by the
1986 Education of the Handicapped
Act Amendments for handicapped
children under the age of three and
their families; the IFSP, often
developed by a transdisciplinary team
that includes the parents, determines
gozls and objectives that build on the
strengths of the child and family.

Legislation mandates services for infants,
toddlers, and prescholers with special needs.

least restrictive environment—
A provision of Public Law 94-142 that
children with disabilities be placed in a
program as close as possible to a
setting designed for children without
disabilities, while being able to meet
each child's special needs.

Many early childhood programs integrate children
with special needs. Such inclusion, when carefully
planned, provides benefits for all invalved,

AR ke e —Esumm

If you are able, abserve an early childhood pro-
gram in which a child with special needs is inte-
grated. Observe and talk to one of the teachers.
What special accommodations have been made
for this child? How does the child interact with
the other children in the class? How s the child's
indepéndence encouraged? Does the child partic-
ipate in a few, some, or all activities?

policies that mandate such services for young children who have Specig]
needs. In 1975, Public Law 94-142 (Education for All Handicapped Chy.
dren Act) was passed to ensure a“free and appropriate public educatig,
for all handicapped children between the ages of 3 and 21. As partof this
law, programs are required to seek the input and involvement of par.
ents, in part articulated through an Individualized Education Py

team. Public Law 101-476, the Individuals with Disabilities Education
Act (IDEA), was passed in 1990, reauthorizing the earlier laws but re-
flecting a change in philosophy away from labeling children as “handi- *§
capped” and referring to them instead as “individuals with disabilitie
In 1997, this law was further amended to provide comprehensive ser.
vices for infants and toddlers (Part C) and preschoolers (Part B). Finally,
Public Law 101-336, the Americans with Disabilities Act (ADA), was
passed in 1990, assuring all individuals with disabilities, including chil-
dren, full civil rights, including appropriate accommodations in child
care and preschool programs (Cook, Tessier, & Klein, 2000). These laws
came into being because of the commitment, dedication, and hard work”
of parents and professionals whose advocacy eventually led to legal -
remedies for the plight of disabled children who too often were excluded ;
from the educational system (Deiner, 1999).

Inclusion

century and more formally incorporated over the past several decades
into Head Start programs (Cook et al., 2000). It is also important to rec- K
ognize that inclusion may not be the best alternative for all disabled
children; thus, a decision to integrate a child with special needs intoa_’
regular classroom should be made only after careful eonsideration. 3

An inclusive program is founded on the premise that young chil-
dren, whether disabled or not, are much more similar than different.
Children with special needs can benefit from a good inclusion program 1
by experiencing success in a variety of developmentally appropriate ac- |
tivities, through contact with age-mates who can be both models aﬂfl
friends, and by exposure to the many opportunities for informal inci-
dental learning that take place in all early childhood programs (Dein‘el': b §
1999). At the same time, children without disabilities benefit from in- E

i

TR
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Many children with mild or moderate
disabilities are effectively included in
early childhood programs. The teacher
may work individually with the child in
s0me activities, but the child is a part of
the large group in most aspects of the
program.

Characteristics of Children with Special Needs
Itis beyond the scope of this text to discuss in de

tise of special educators, therapists, and medical personnel.
Most early childhood teachers, however, will inevitably find them.
selves in one or both of the following situations:

s

* One or more children w

ith special needs will be included in thejy
class. :

% They will have concerns about a child who seems to experience

consistent difficulties in one or more areas of development,
clusion by learning that children who are in some way different from

them nonetheless have far more commonalities than differences. An in-
‘creasing number of young children with disabilities are enrolled in
early childhood programs (Cook et al., 2000).

Although inclusion has many potential benefits, the benefits do
not happen automatically. In other words, inclusion does not simply
mean enrolling children with special needs in an early childhood pro-

In the former case, it is important th
and speciali

at teachers work with parents

Process so the child is seen by
. amine methods of obs
e lawg ' gram. Careful planning, DPreparation, modification, evaluation, and . ter 6.) For both of th
L work Support are necessary for successful inclusion. Early childhood teach- children have some ba
legal ers, because they know a great deal about children and how best to
luded . work with them, have m

any skills needed for working with children
with disabilities ag well,

B RS KEVAR O RE
But placement of children with special needs in their classes also in-
-Volves learning some additional skills,

Children with Physical Disabilities.

RO B Children can experience a wide
! | . Mator problems can range from slight awloward- range of motor limitations, from being slightly clumsy to having vir-
It often means having to acquire ness to complete helplessness. Special tually no muscular control. The causes of such disabilities can stem |
" and use new teaching strategies, new terminology, and different evalua- i ipment, careful gl and
tion tools. It also involves working with a wider range of professionals (for ! !

, from orthopedic problems, genetic defects, brain dysfunctions, or cen- ;
adaplation of activities aflow children with motor

tral nervous system damage. One of the most common motor impair

disabilities to be included, ments is cerebral palsy, a central nervous system dysfunction tha

cused involvement with parents, In addition, early childhood teachers can cause children to be uncoordinated and awkward or can leave

may find themselves with unexpectedly strong emotional reactions, S‘J?h them totally helpless, Children with cerebral palsy often have prob-

-85 pity for the child, anger that the child has to suffer, fear of the disabil- lems in other areas of development, but the fact that a child is se-
ity, or self-doubt in their own abilities, which they must face and resolve.
One f)f the keys to successful inclusion is to view each child,

verely impaired physically does not mean that he or she is
necessarily mentally impaired.

Some motor problems can be corrected surgically or with orthope-
dic aids such as casts, while many others can be improved through sys-
tematic physical therapy. For some children, improved functioning can
be facilitated through adaptive equipment; for instance, a special chair

led or not, as an individual with unique characteristics,
St{engthS, and needs. This involves an attitude that sees ¢ ¢hild, not a
Chl.ld With Down syndrome or a child who is blind or a child who stut- |
te1:s, For example, Teq may have Down syndrome but he loves to Ppaint, . f
15035 listening to storjes at group time, and gives terrific hugs. Simi-
arly, Noni’s visua) impairment does not diminish her enjoyment: of the

that supports weak muscles, or a wheeled board on which the child can
s N . s : . : scoot to get around. Generally, specialists make determinations ahout*
E?}?i:algf'il ii buddzng friendship with Connie, or her ab.lhty to ma.ke Lo ff correctivi measures, although early childhood teachers will be able to 3
Ping gye & d rough her language Play. And Manuel, while often tn}lf - ' carry out special procedures or help childrén adapt to new equipment. 3
is 4 ¥ words can throw and catch a ball acct.zrately. Many times he ' Itis important to help children feel as independent and involved ag pos- 3
. “1€ one who notices g colorful butterfly passing or the first buds of sible. Some ways of encouraging independence and involvement in- .}
Pring, and he hag 4 totally winning smile, Working with a group of chil-
€0 meang recognizing, encouraging, and building on each child’s

* Strength. In thi
. bGosted s0

clude placing materials within their reach, keeping paths accessibleto H
children in wheelchairs or using crutches, and adapting ongoing activ- °;
ities to facilitate as much participation as possible (Cook et al., 2000).

s way, children’s self-concept and self-assurance are
they can meet the challenges posed by their disabilities.




You Be the Doctor

rianne was one of several children with igg-
Acial needs included i.n our classroom. Ari-
anne’s language and social development were
both delayed. When she started school, she was

i i d then
shy and quiet, hardly tglkm%, an
Z;EI in); whisper. Most of Arianne’s time was

spent watching the other children. Only if a
teacher was directly involved would she engage
in solitary play. Group times seemed very un-

. comfortable for her. But, it was important to me '
* that she develop a sense of group belonging,

i development.
both for her social and language
We were unsuccessful for several months,

trying various strategies to encourage greater

participation. We decided to try an interver}t_lon
based on encouraging social pretepd play, giving
her adult support as needed. A.nanne had dle-
veloped a special relation with one adult,
Teacher Pam, and she was the one who took on
the role of facilitator in the pretend pl.ay scenar-
ios, We developed several themes, with appro-
Priate props, based on Arianne’s and the other
children’s common life experiences. Thgse
themes included taking care of babieg, cooking,
Visits to the doctor, and grocery shopping. )
At the beginning, we found that Anam:xe
- would be interested for a while, but then s!lp
away as the other children took over th.e activ-
ity. For instance, when we made cookies, she
readily joined the activity, but left when several
other children became involved with great en-
* thusiasm. Thus, for the next scenario, a c!octor
theme, Teacher Pam made sure that Arianne
had an important role and that particularly

TER 2

ad Teacher, Class of Thres-Year-0lds

competent peers were invited to partrf‘clpel:t;
With verbal cues and support from Teac o
Pam, Arianne, as the doctor, took center stage
the T?Il‘:aill;aeyl" Pam, for instance, said, ‘Mlchz;l,
you look sick. Come ?nd Iif down so Doctor Ari-
care of you. o
anne\‘i:;}?e:xaklevﬁchael );oined i‘n tl?e a‘ct1v1ty,
Teacher Pam gave Arianne specific dlrectlonts or}
how to treat Michael and gave her consganb ret
inforcement about her role as doctor an a:\' Zua
her attempts at speech. Later, Pa3n spgiti: e e
reversal of roles, and an enthusxast.lc artxhe
became the patient while another child was
d0Ctoz‘rradually, Arianne’s social participation
and language usage increased. Tpr.ough_ Otltlhe:
social pretend play theu.xes, she joined lln he
play more readily, choosing ‘her ov.vnbio t:s, 2
though Teacher Pam was still availal fe ;hose
gage her and help her find .the words obr e
roles. Pam’s support and remforcement. eclamd
more subtle as Arianne beqamg more m};/o ‘;1?\
and assertive in participating in play. nly i e
end of the year, Arianne was far lr.ess anor 30 ef
than a participant, shpt?ant iong::stfrnle }f::(?wi e:s
i out pe
g?ag; ialitﬁz}s”, Sa(i:dg becamcl: much more verbal
arith teachers and children. i o
Most children enter social play SpOl;
neously, but some need the gentle supfort Cc;ﬂ:an
adult to help them becomfa a part of Pplay. e;m
success in social play, as in Arianne’s tt:ase,tiae "
pave the way for the confidence to master o
skills.
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Children with Cognitive Disabilities, When children’s intelle
abilities lag significantly behind their chronologica] age, they are
sidered to have special intellectua] needs ('Deiner, 1999). Intelle
functioning is conventionally measured through 1Q tests (see Che
6 for a fuller discussion), which indicate whether a child’s score

below average. Fifty perce:
ithin the average range.

Agniiive disalilities, who are clas-
ieamers or educalile mentally
fetaided, can hengfiy fram inclusive programs,

1 with il
213l irfimiaturity.

roticeable delays jn
maost arzas of development, including
“ognitive, but can function quite veell
in 3 regular early childhoad progrem,

fetal alcohol syndrome (FAS)—
Ireversible birth abnormalities
resulting from mother's heavy alcohol
consumption during pregnancy.
Children are usually retarded and
hyperactive, and may have smalf
?gﬁgﬁ:ﬁfﬁa&:? vartous limb or face eficits focus on activities. Because childrep
with cognitive deficits are usually less mature than their peers, they

fetal aleohol] effect (FAR)—

. > may need help in Jjoining in the social play of the class. The teacher’s asy )
Not as Se"DLfS Or noticeable as feta| sistance can he helpful by modeling appropriate socig] behaviors to thel
alcohof syndrome, FAE, nonetheless, child and by eéncouraging other children to be accepting, E
can leave children at 5 disadvantage

in ability to leam and reach optimal
development,

e KNG B O N TR
Learning disailities affect basic learning
Processes. Attention deficit disarder (ADD) and
attention defiit hyperactivity disorder (ADHD) are
Sometimes assaciated with learning disabities,

Children with Learning Disabilities,

have many meanings. Such disabilitieg affect basie Iearning processes3

and may be seen in young children whq have problemg listening, think:
ing, or speaking; in school-aged chi] ren, ] i

more apparent whenp children have difficulties with
and math,. Children with ]

average intelligence; their
mation. They often also have problemg with

balance, coordination, body image, awareness of Space, and directjonal
ity (Cook et al., 2000; Deiner, 1999).

Sometimes, though not always, learning disabilitie
Junction with attention deficit disorde: y
hyperactivity disorder (ADHD). It s important not tg confuse thé

normal activity anq exuberance of young children with ADHD. A child
who is truly hyperactive~with

attention deficit disorder (ADD)—
Difiiculty in concentration on an
activity or subject for more than a

few moments at 5 time,

S occur in con:
r (ADD) or attention defici

& very short attention Span, undue
attention dafieis hyperactivizy restlessness, Poor impulse control, inabih'ty to concentrate, ang great;
disordey {ADIE)._Mam‘fESted by distractibﬂity-needs medical help. Various treatments, particular
short attention Span, restiessness, Dsychoactive drugs, have helped many children gain better contyo] gv
Poor impulse contro, distractibility, their behavi

vior; however, thereis considerah
munity about the long-term effects of such
man, 1986). Be aware that drugs do not cure ADHD byt can help childre
manage their behayiop more effectively (Deiner, 1999). Medication i ef
fective for over 70 percent of children (Landay & McAninch, 1993).

P le concern in the medical com-
and inability to concentrate,

medications (Weiss & Hech



n in Jeopardy

i to early
oung children today come T
jlxl?lidiood programs with a fate over which
‘they had neither choice nor say. Innumera'ble
nbers of children have had their futures lim-

ed because of prenatal exposure to drugs, aleo-

. is estimated
], or diseases such as AIDS. Iﬁ Is estimat
2 (')vli;ell over a million babies are born esch

ear having been exposed to illicit dmgsor tole- .

cotine (Brady,

drugs such as aleohol and ;

994). Their circumstances qfté;i -fex';uiré"that; :

ut aie-

FAS or FAFE seems to be one that is stn;u:ture(di
and predictable. Consistency can help FAS an

FAE children learn the parameters of environ-
ment mqreféffé'ctively.: C
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Children with mild or maderate visual problems
can function well in 2 regular early childhoad
program. Children with severe visual impairments
will need considerable special assistance,

Many visual impairments can be
corrected or reduced through corrective
lenses.

care setting, the teacher’s reports can be invaluable. We will disey
various methods of observation, which can help you in thig taslk, ip
Chapter 6.

able to see imperfectly, less clearly than a normal person. Some Visua]

impairments, especially if they are caused by a defect of the eye, can be - ;

TS, par- E
ticularly those stemming from brain or optic nerve damage, are most_E

corrected or reduced through Surgery or corrective lenses, Othe

likely not correctable (Deiner, 1999).

important to look for signs of potential visual problems. Eyes that are ;
frequently red or watery, have discharge, develop styes, or seem unco-
ordinated should be checked. :

Some behavioral signs may also warn of possible visual problems, I

These include frequently rubbing the eyes, tilting the head, continually
blinking, frowning, squinting, or complaining about, headaches or dizz-
ness. It is also important to observe a child carefully who persists in 5
holding a book too close or too far, over- or underestimates distances .
when putting together manipulative toys, loses interest in activities =
such as group book reading (if this inattent;
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children'wit_h Hearing lmPairinents. Hearing is very much tied to
,_'On}mumcatm’n pecz_mse children learn to understand and talk by lis-
tening to and {nutatmg others. Thus, a child with a hearing impairment
usually experiences Problems in language learning as well. Because
Iang}lgge h:s alio a primary ‘togl in acquiring concepts about the world,
a_ch{l 1 whose language is limited by hearing loss may also experience
cognitive prqblems. Severity of hearing loss, anywhere on the contin-
uum from mll_d to profound, will affect the corrective measures as well
as th:a stratggles a tegcher might use, Some children benefit from hear-
ing aids, which amph..fy sounds. Others are helped to learn a combina-
tion o‘it"’ mtel:hods; fﬁr instance, sign language, using whatever hearing
capacity they might have, and speech readin i
communication approach. P g siclls as part of  total
Some children with mild hearin,
: . g loss may not have been identi-
. f}fd as having a problem. In addition, ear infections can affect hearing;
. B us,l sgtme c}}xldren are at 1"isk of losing some of their hearing capacityj
; }:a f ert to signs of potential problems. If a child frequently requests
.is 2 3:1);1.1 rgpeat, often seems not to hear when you speak to him or her,
ingil; t entive or bgfﬂed at group times that require listening, or shows,
. e Olor;)s that his or -her ears hurt, there may be cause for concern.
: 0 observe such signs more specifically and then share your ob-
servations with the parents.
dase Ift' lfllecgllg‘mth. an identified hearing disability is enrolled in your
adap;:in thu iologist or speech therapist can provide guidelines for
e g the program to maximize learning, possibly including some of
by aks:ggestzons listed here. Before talking to a hearing impaired child
i t:lilii ﬁlata}ltou have the chilc?’s attention and wait for eye contactr
cover yas mg(; tIw;vays face the child, preferably at eye level, and don’t
ment yous worgs AIWhenever appropriate, use body language to aug-
b . Also reduce background noise as much as possible to

.* belp the child .
- ofthe CIasslb focus on relevant sounds. Enrich the visual environment

" tures of the
terial.

dzl ;;iding.as many \{isual aids as possible; for instance, pic-
o Fthe o équtme af:tlwifles and pictorial labels of classroom ma-
ild is learning sign language, try to learn as many of the

signs as possib] A :
- well (Deiner, llS;gf d help the other children in the class learn some as

- Childr i ‘e )
proees‘;'zw“é'%cgfnmun_lc§tlon Impairments. Language is a complex
2 number of o, 1scuss it in more detail in Chapter 12) that depends on
stand, process | efrrelate.d factors. It involves the ability to hear, under-
understood 1 ;Ighonnatxon, speak, and articulate sounds so they can be
oty of cage yFo ers. Problems.in communication can stern from a vari-
ccause of in.a . T Instance, a child’s language learning might be delayed
cation could equate language stimulation in early life; poor communi-
‘heaningfy] wae 'a Symptom' of problems synthesizing information in a
in the Structurz’ t}:‘ ﬁoor articulation might be caused by a malformation
dlass s partion] 031 t e mouth. If, compared to age-mates, a child in your
What you say o arly d}fﬁcult to understand, has difficulty understanding
SDeech gios byl,11 ;‘ consistently refuses to talk, there may be a language or
COordinaty that. should be discussed with the parents.
accomplighay im?hwnh the speech therapist can ensure that what is
' 1 therapy is augmented in the early childhood setting.

Chapter 2 The Children &

total communication
approzach—Used with hearing
mpaired children, utilizing a combina-
tion of methods such as sign language,
speech reading, and hearing aids.

RKESE PO BN

Children with mild or moderate hearing problems
can function well in 2 regular early childhood
program. Children with severe hearing impair-
ments will need considerable special assistance,
usually including special equipment.

R KEYT ECITNTS
The early childhoad program can provide a

language-rich environment for a child with a
communication impairment,
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T e e e A L T i
Although display of some behavior problems is
noraal for young children, same have emational

deficits that require special attention.

autism—A socioemational condition
of unknown origin in which the child's
social, language, and other behaviors
are inappropriate, and often bizarrz.

pT TP TR L T

Chifdren who suffer from chronic or long-term
illnesses also have special needs.

part i The Who of Early Childhood Education

In addition, a stimulating, consistent, and language-rich environment }
can encourage the child to use language. Structure activities that will
result in success to build the child’s sense of confidence. Encourage the
child to participate in social activities by encouraging all forms of com- .
munication, even if it is nonverbal. When appropriate, create a need for
speech; for instance, by “misunderstanding” the child’s request made
through gestures. Particularly if the child does not talk, maintain rele-
vant commentary. If the child does talk, be a patient listener, giving |
your undivided attention. Never criticize the child’s incorrect speech, or
lack of speech, but praise appropriate speech when it occurs. )
Communication may also be problematic if a child has little or no
command of the English language. A child learning English as a second
language does not, however, have a language deficit, because the child
most likely is fluent in the family’s native language. Strategies for help-
ing children become bilingual communicators are discussed in detailin -

Chapter 12.

Children with Emotional or Behavioral Deficits. As an early childhood
teacher, you will inevitably be around children whose behavior is at -
times out of control. Most children will respond negatively to some cir- 3
cumstances or provocations, such as hitting out, using aggressive lan- -
guage, or being destructive. Such occasional behavior is normal and can .§
be dealt with by using suitable guidance techniques. All children need *
positive guidance to help them gradually develop self-control and ac- :
quire appropriate social skills and attitudes toward other people. Be- |
cause guidance is such an integral part of working with young children, :
we will devote two chapters to various aspects of guidance, including *
dealing with problem behaviors (see Chapters 14 and 15). E
A small percentage of children have much more severe problems |

that require intensive therapeutic intervention. One such condition is ¥
autism, a socicemotional condition of unknown origin in which the
child shows inappropriate, even bizarre, behaviors. It is not likely that -
a severely autistic child would be enrolled in an integrated classroom.
However, if a child in your class seems particularly distant from or
oblivious of others in the class, seems out of touch or disinterested in |
what is going on, generally reacts with inappropriate emotions or .
shows no emotion, frequently engages in self-stimulating behaviors, or
repeats words rather than responding to them, talk with the parents
and urge them to seek a professional diagnosis and help (Deiner, 1999). i
Some children are emotionally fragile because of life circum- -
stances that put them at risk. Such factors as family and community vi-
olence, homelessness, abuse and neglect, and poverty can take a great
toll on children’s emotional well-being. A consistent, loving, thoughtful ]
environment, provided by the early childhood program, can help give 8 ¥/
measure of stability for such children. We will consider how to help 7§
children deal with stress in greater detail in Chapter 16. E

Children with Health Problems. Arange of chronic, long-term health

conditions can cause various problems for children. In addition to the

physical symptoms of the illness, which are often painful, children
with health problems are frequently subjected to scary medical treaf:-
ment and hospitalizations, may well be excluded from participatingi? |

e o e A N RN
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chool more than other children. Thus, children with health impair-
- ments need special consideration, not only to ensure that their med-
jcal needs are met but also to help them cope as effectively as possible
with their illnesses.

having a chronic health problem, it is important to gather information
'gbout the illness. Parents, doctors, and therapists will be the best
“sources of information because they can give you not only general in-
formation about the illness but information about the child’s specific

ther children in sending get-well messa

lve : ges or telephon-

an% the ghlld Gf appropriate), visit the child at home or in the hospital,
send school activities that can be done at home (Deiner, 1999).

n

the th:t:d C!":dfen. Recently there has been increasing attention paid to
tha s Pecial needs of another group, those considered gifted children,
\om. oy g?s read the worg “gifted,” you can probably conjure up an image of
10 ! you have come across, one who, in some ways, seemed precocious

;’}?e(tiil:sr;t?d' Alt}fough we often can think of some characteristics of
word becau; precxﬁc children, it is much more difficult to define this
broad d ‘ti i feren‘t people have different concepts of its meaning. A
ance i o i%n of giftedness would include children whose perfor-
. samgnt : canj;l;r above Aaverage in intellectual and creative areas,
€ time, it is also important to acknowledge that some chil-

; Chﬂdren ma . - .
. clues o ghag, gifté?i EES:V ’I;‘i number of traits and ab1ht1es‘that provide

seen in Pmblem:r]ﬂie earlier than their peers. Giftedness can also be
w wig, B 0 ving ability as children like to play with ideas, come
abe solutions, and see more than one viewpoint. They are
ervant, catch on quickly to new concepts, and have a

gitted children—Children who
perform significantly above average in
intellectual and creative areas,

Another group with special needs are gifted
children, who perform above average in intellec-
tual and creative areas, Such children need a
stimulating and challenging environment,

A E OV NS
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Families of children with disablities alsa have
some special needs that the early childhood
program can help mest,

RPN ey

longer than average attention span (Cook et al., 2000; Deiner, 1999)
Children displaying such traits usually score significantly above aver.
age on intelligence tests, which is one (though certainly not the only)
measure of giftedness.

Some children’s gift is seen through special talent in art, music, op
another creative area in which they are particularly advanced. One £
such child, three-year-old Karen, continued to astound teachers as she i
drew careful renditions of objects in her environment. On the play.
ground Karen often lay on her stomach on the grass to observe bugs, =
which she then drew with meticulous detail. ki

Because gifted children often catch on quickly, they need a wide va. H
riety of challenging and rewarding experiences that help them develop |
positive attitudes about school and learning. At the same time, it is im-
portant to keep in mind that gifted young children are, although ad
vanced in some areas, still preschoolers with the social and emotional p
needs of those in their age group. Sensitive guidance can help them de
velop a good sense of self, recognition of individual differences an
strengths, and appropriate social interaction skills. The interests of
gifted children are similar to those of their age-mates, although the
may want to learn more about a topic or delve into it in more depth
Thus, it is important to provide a variety of activities that allow children

WORKING WITH PARENTS OF SPECIAL CHILDREN

All parents need support, understanding, and reassurance, something
that is particularly true of parents with children who have special *
needs. In addition to dealing with the common multifaceted aspects of
parenting, parents of young children with disabilities often also expe- .
rience greater emotional, financial, and physical strains. When a dis- ~
abled child is involved in an early childhood program, it is particularly -
important that open and accepting communication be established be-
tween parents and teachers. i

Teachers need to be sensitive to the various reactions that parents
of children with disabilities may experience. Often parents feel a sense
of grief for losing the “ideal” child they had been expecting before its |
birth. This grief can turn to anger, which parents might direct at them- |
selves, the child, a doctor, or another professional who can be “blamed” -
for the disability. Some parents cope with their child’s disability by :
denying that there is a problem, and they may, in fact, continue to seek
out different professionals in hopes of finding the one who will tell them
that the child’s situation is normal or that he or she will soon “catch up.” -
Parents may also experience guilt about something they perceive they
had done wrong, perhaps before the child was even born. Gradually
most parents come to accept the child’s disability and view it from a
more realistic perspective, although it is normal for them to continue to
feel grief, anger, or guilt at times (Spodek & Saracho, 1994). Parents
whose children are enrolled in your program may experience some of
these feelings. It is important to acknowledge and accept their reac-
tions by listening, providing practical advice, and offering information
on community resources that can be of help.




i f the family in the
ively recently has the importance o .
5 Only rela:g(l%d{en with special needs been leg.ally_ ackra)yv%edg:};ie
velsl guﬁinfaws 94-142 and 99-457 are very ksliilsmﬁ; ;1(11 :ci m‘lzﬁlgand
ok in determining the kinds o onal &
les of parents in de : e kin tional and
rights and' ¢ sorvi s their children will receive in program L
herapentie SE ided for hildren with disabilities. Specifi-
¢ N : 1 young c | 'd al-
el ideli development of an Individu
' tline guidelines for develop: [ndividual
wlly, hese o choolers and an Individualiz
26 jon Plan (IEP) for pres e
ed’ ‘?délec:ng Plan (IFSP) for children under the ag;tof zlh;ﬁ:. Bo
4F?‘::;s?;es require thorough involvemegt of“i 1:».arenltse;ar.l;e nte:f parénts o
B iti ly mandated involv (
to such legally .
‘ hild}:ne;jiillfldoil;abﬂities, parents should b;z mch;ied }:1;1;’ zzg;;zl;tfﬁlei
e i ation
hange of relevant inform: ¢ v
any other weyo B d and work with the child.
\ i th better understand an ;
e e i alities rather than dif-
’s phi f focusing on common
The bl D o ids ort for parents. Some-
‘ferer children should also provide supp
;c;sﬂi:;);gof children with special needs} tage S}?i 1:.;:3:550;1; t;];t:
ili t they do not see other aspects_ of the chil pm
'ithb;hdt};:?;erschtive; parents can be .hfelped to see Justti:);v g:}léﬂ;la(rl
eir child is to other children. By rt;::o%;nz;ng ;ch{e) ;;?113?:: essource e
h family, teachers can be the best p : d
nifgo:eias(;tively a)xrld openly, offering pra_ctl’cal recog:lnendatmns an
upport, and helping to maximize each child’s potential.

ildren are alike in three common areas: o

' ‘f:u“nlftz]:lles” that identify typical traits shared by the majority of
children of different ages
B. The need of all children for positive self-esteem
C. The need of all children for play as a way of learning about the

world )
‘2. Factors that contribute to the wonderful diversity among children
include inborn traits and external factors.

. Some children have specific, special needs thatt ;1;]{1(; :;1:1;
unique. The early childhood program can help mee

special children by: ) )

A. The inclusion of disabled and nondisabled children into the
same program . »

B. Recognizing characteristics of childrgn vf'n:h motor: cogfit:ﬁi
learning, visual, hearing, communication, emotional,
health problems, as well as gifted children

t-risk children attention deficit disorder (ADD)
ttention deficit h eractivity autism .
disorder ( ADHD)yp deficit or impairment
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developmental delay

myelin

educable mentally retarded myelination
fetal alcohol effect (FAR) perceived competence
fetal alcohol syndrome (FAS ) personal control
gifted children self-concept
Individualized Education Plan self-esteem

(IEP) slow learner
Individualized Family Service temperament

Plan (IFSP)

total communication approach
least restrictive environment

' KEY QUESTIONS.

1. Observe several children of the same )
you work with and know well or children that you are observing for *
the first time. What traits do they share? How are they similar? Can
you draw some conclusions about children of that particular age?

2. Asyou observe children, identi

ey

age. These might be childrep -

fy a child who appears to be self-con-
fident. How does the child express this confidence? Do you see a dif:
ference between this child and another who seems less assured?

3. Observe a group of young children at play. Look for examples of
the various types of play discussed in this chapter. Do you see a re-
lationship between age and type of play?

4. Think about the same children you observed earlier for KEY &
QUESTION #1 and describe what makes each of them unique.

How do they differ? Do you have any indications about what fac-
tors underlie these differences?

5. Ifyou are able, observe an early childhood program in which achild £
with special needs is integrated. Observe and talk to one of the
teachers. What special accommodations have been made for this :
child? How does the child interact with the other children in the :
class? How is the child’s independence encouraged? Does the child §
participate in a few, some, or all activities?

' RESOURCES FO
Select additional books, articles, a
Chapter 2.

nd Web sites on topics discussed in

Allen, K. E., & Marotz, L. (2003). Developmental profiles: Pre-birth .
through age eight (4th ed.). Clifton Park, NY: Delmar Learning. .

Deiner, P. L. (1999). Resources for educating children with diverse
abilities: Birth through 8 (3rd ed.). Clifton Park, NY: Delmar
Learning. ’

Shore, R. (1997). Rethinking the brain: New insights into early
development. New York: Families and Work Institute.
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American Academy of Pediatrics:

http//www.aap.org - N
Chapter2 The Chidren % 59 Council for Exceptional Children:
. . hitp//www.cec.sped.org
PF UL WEB 5 Zero to Three/National Center for Infants, Toddlers, and Families:
‘ = http/fwww.zerotothree.org
American Academy of Pediatries:

ttp:/fwww.aap.org B
ouncil for Exceptional Children:
3 hﬁtp://wwwcec.sped.org

ero to Three/National Center for Infants, Toddlers, and Families: :
http:/fwww.zerotothree.org ) |

For additional éaﬂy chil;:lhood education resdil;;c':es; visit our Web site at

hitp//www.earlychilded.delmar.com

For additional early childhood education resources, visit our Web site at

http:/Iwww.earlychilded.delmar.com




';we,discussea in thé 'last cﬁaptef, childrén are cen{:ral in early childhood edu-~ ’

tion. Families have to be considered equally important, however, in part be-
iuse children are infegral members of their family systems, and, conversely,
ind cultuse dre an inseparable part of children: Families arealso at the
hildhood aducation beciuse the eatly childhood staff shares with families

' young childre is important to provide for children
ot which cant

the family and’
will bé the focus of this chapt

fective decisions, and can handle change. In addition, understanding
the family means looking at its functioning within the larger context;
for instance, the extended family, the community, and the neighbor-
hood. The early childhood center becomes part of that larger context in
which families function (Bronfenbrenner, 1986; Bronfenbrenmer &
Morris, 1998). .

Each individual's dq\bv‘%}o n&g}:{&eoccurs‘in a broader ecological con-
text, within different but over asppmg systems. The microsystem is the
most immediate system that affects the individual; it includes the family,
classroom, or workplace. These components of the microsystem are linked
together in the mesosystem through such relationships as parent-
teacher interaction or employment practices that affect the family (for in-
stance, employer-supported child care or paid maternity leave).

The exosystem includes broader components of the neighbor-
hood and community that affect the functioning of the family; for ex-
ample, governmental agencies or mass media. Finally, the broadest
system to affect families is the macrosystem, which includes cultural,
political, and economic forces (Bronfenbrenner & Crouter, 1983). From
suth an ecological perspective, the child and family are seen more
clearly as part of and affected by many other systems, each of which in-
fitiences their development and functioning. T

Viewing children and families as parts of various systems helps us
avoid seeking simple explanations and acknowledge the complex inter-
actions that often underlie children’s and parents’ behaviors. We must
take time to look at the many factors affecting behavior before jumping
to conclusions. It is also important to recognize that family and school
interact to affect children’s development in msfﬁé‘cffc?‘ésible directions
(Powell, 1998). This perspective makes good communication between
home and school an impeFtive, not a choice. Finally, a systems approach
helps us see the interrelatedness of all aspects of children’s lives. We
simply cannot assume that the child’s home exists in one isolated “com-
partment,” while the school is ip another. In the same way, we cannot
presume the fa‘mi]ies’ lives can be segmenteduir’kto isolated facets.

| 0L G ot

THE CHANGING AMERICAN FAMIILY

The family is, and always has been, the most important element in most
children’s lives. The family is where children experience the emotional
and physical care and sustenance vital to their well-being. But the fam-
ily has no simple definition or boundaries. Whereas several decades ago
many young children might have been part of a “traditional” family—
working father, housewife mother, and two or three children—today’s
youngsters live in any of 2 wide variety of family configurations (Fraser,
1989). Powell (1998) summarizes this change, and its implications for
early childhood educators; as follows:

Sweeping changes in the United States have shaped current ideas about re-
lationships between families and early childhaod programs. The growing eth-
nic, racial, and cultural diversity of the population increases the chances that
children will be cared for by adults whose expectations and practices differ
from those of the child's family members. Further, profound demographic
and economic changes have led to concerns about the adequacy of support
systems'for families. (p. 61)

Chapter 3 The Families % 61

family systems theory—A view of

- the family as an ever-developing and

changing sodal unit in which
members constantly accommodate
and adapt to each other's demands
as well as to outside demands.

microsystem—According to family
systems theory, that part of the envi-
ronment that most immediately
affects a person, such as the family,
schaol, or workplace.

mesosystem—According to family
systems theory, the linkages between
the family and the immediate neigh-
borhood and community.

exosystem—According to family
systems theory, that part of the envi-
ronment that includes the broader
components of the community that

. affect the functioning of the family,. .
- suth as governmental agencies or

mass media.

macrosystem-—According to family
systems theory, the broadest part of
the environment, which includes the
cultural, poliical, and economic forces
that affect families.

LEEe N KEVP O TN T2 @)
Family systems theary views the family as a
dynamic, constantly changing system that
interacts with other systerns, for instance, those
within the community. .

"
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There is no simple or single definition of the
farnily because famifies come in many forms.

ESEKEV; QU ESTION SRSty

Think of your own family history. How has your
family changed over the past two (or three or
four) generations? Consider matemal employ-
ment, divorce, closeness to extended family, and
other factors. Campare your family with that of
other members of your class.

'make appropriate provisions for complying with any legal action. Keep

- a divorced parent who does not have custody of the child. Having a re-

1 two-eamer families, parents often
share child care responsibilities. !

BEEE RV AEY RO INT 0
Families als differ based on economic, racial,
cultural, ethnic, religious, language, and
geagraphic factors.

- elements can not only affect family customs and traditions, but also re-

- about a family based on group traits. Families are complex, and only

Part I The Who of Early Childhood Education

Family Forms

A family may be made up of one parent and one child, or it may be part
of an extended family of grandparents, uncles, aunts, cousins, and
many other relatives who are in frequent, close contact. Families may
have one, two, or more parents; these may be the biological parents,
stepparents, adoptive parents, or emotionally rather than legally re-
lated caregivers. A single parent may have never been married or be di-
vorced, separated, or widowed; as part of this group, an increasing
number of young children live with single fathers (Kinnear, 1999).

If a family has undergone a divorce, children may live with the
same single or remarried parent all of the time, may alternate between
two parents who have joint custody, or may see one parent for brief
times during weekends or holidays. For some children, grandparents or
other relatives take on the function of parents. Some divorced parents
find alternate living arrangements, perhaps moving back with their
own parents, sharing housing with another adult or single parent, or
joining in a group housing arrangement. Because of divorce and re-
marriage, today’s children may also acquire various natural and adop-
tive brothers and sisters, as well as half-siblings, step-siblings, or
unrelated “siblings” in less formal family arrangements. - —

Whatever the family form, a wide range of people can make up
children’s network of significant family members, as defined by emo-
tional as well as legal ties. It is necessary, as a teacher of young chil- -
dren, that you also consider and acknowledge these persons as part of
a child’s family. Anyone who is important in the child’s mind should be
considered as important by you as well.

It is also important to be aware of legal restrictions that might af-
fect children’s relationships with adults in their lives. During some di-
voree proceedings, one parent may file a restraining order against the
other, legally limiting or forbidding contact with the child. Although
such situations are usually upsetting, it is necessary to be aware of and

in mind that the majority of children who are kidnapped are taken by

lease form on file at the school is one important way of ensuring that
only authorized persons pick up the chiid (Trotter, 1993).

Other Family Variations :

Not only is there great variation in family form and composition, but. ’
other characteristics differentiate families as well. Some of these in-
clude economic, racial, cultural, ethnic, religious, language, and geo-
graphic factors, and the sexual orientation of the parents. Such

flect deeper meanings; for instance, defining values and relationships
(Powell, 1998). In some cases, a family’s uniqueness includes a mixture
of cultures, religions, races, or generations. A teacher can learn about
characteristics of various cultural, racial, or religious groups by read-
ing, but it is very important to avoid making large-scale generalizations

through genuine interest can a teacher get to know them well. Effective.

s i e

and frequent communication helps the teacher become aware of family
attributes that can affect the child and family as participants in the
early childhood program. (Note that in Chapter 13 we will discuss some
guidelines for promoting understanding of cultural and ethnic varia~
tions in children and families; in Chapter 12 we will consider some is-
sues in working with children and families who are bilingual or do not
speak English at all.) : )
Increasing pumbers of families from varied cultural and ethnic

" backgrounds enroll their children in early childhood programs. In fact,

in 1997, one-third of children in the United States were from nonwhite,
non-Anglo groups (Pollard, 1999). It is, therefore, particularly impor-
tant for teachers to be sensitive to differences in values, cultural ex-
pectations, and child-rearing practices. Effective communication is
especially important to help both parents and teachers achieve mutual
understanding and appreciation, which, in turn, will help provide a
consistent am% positive experience for the children (Powell, 1998).
[ .

Families in Poverty
Today, increased numbers of children grow up in poverty. . . . The esti-
mated 21 percent of American children living in poverty includes 36.7
percent of black, 34.4 percent of Hispanic, 18 percent of Asian and Pa-
cific Islander, and 15.1 percent of white children. This means that more
than one-fifth of American children live in families that suffer such se-
vere financial strain that they cannot meet their basic needs. The
poverty rate for children under age six is even higher than for older
children, and is double that of the adult population (Children’s Defense
Fund, 2000). A different way of underscoring this circumstance comes
from a survey of eight industrialized nations, in which the Upited
States had the highest child poverty rate; in fact, Amerjcan children
were two or three times more likely to be poor than children in the other
countries studied (Children’s Defense Fund, 1990).

Historically, many early childhood education efforts have been
aimed at_ helping economically disadvantaged families, with Head

Start and Early Head Start as the most extensive of such antipoverty :
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Families vary widely, sorething to which
the early childhood teacher must be
sensitive. Differences in culture,
ethnicity, race, religion, language, and
family compasition are contributing,
factors. How can you, as the téacher of
a diverse group of children, get to know
the families and their values?

Ar,; estimated ane-fifth of American children and
one-fourth of preschool-aged children grow up in
pnveny‘. .
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Dne of the mest important needs of warking
parents s for high-guality, refiable care for their
young children.

st KEVYR OINT G s
Many parents are part of Eriksen's stage of
generativity, in which care and nurture of
children is important.

generativity—According to Erik
Erikson, the stage of human develop-
ment in which the mature adult
focuses on the care and nurture of

the young.

endeavors. While such programs initially focused almost exclusively
on the children, more recently they have emphasized providing strong
support to families as well. This includes information and education,
concrete assistance (for instance, providing transportation), and emo-
tional support. Careful research has shown that high-quality. early
childhood programs, particularly those in which family support has
been included, have a dramatic effect, not only in terms of children’s
later school achievement, but also on their families (Chafel, 1990;
Seitz, Rosenbaum, & Apfel, 1985; Zigler & Freedman, 1987).

The end of the 20th century has brought another element into the
picture of child care, families, and families in poverty. The Welfare Re-

form Act of 1996, formally called the Personal Responsibility and Work: .

Opportunity Reconciliation Act, has set the expectation that recipients
will receive welfare support for a limited time only and then must be-
come employed. Since many welfare recipients have young children, the
child care system has to absorb additional children as these parents en-
ter the work force (Gnezda, 1996). The implications of this act are fur-
ther discussed in Chapter 16. .

THE NEEDS OF FAMILEES

The fact that a child is enrolled in an early childhood program indicates
that the family has a need that the program is able to meet. The most
common, and certainly the most obvious, family need is provision of
child care while the parents are at work. The proliferation of child care
centers and family child care homes over the past three decades has
been in response to the dramatic increase in the number of working,
single-parent, and two-earner-parent families.

But beyond the overall need for responsible and knowledgeable
adults to provide care for children while their parents work, families
have other needs that the early childhood center can help meet. Some
of these needs concern helping the parents, as individuals, meet the de-

mands of their multiple roles. Others revolve around coordination of

home and school routines and practices. One note to keep in mind: Al-
though it is an ideal to consider that early childhood teachers can meet
everyone’s needs—children’s parents’, co-workers’—sometimes this is
just not possible in actuality. Setting realistic goals within the particu-
lar work setting can help establish priorities. There are other commu-
nity services that may provide for other needs.

Parenthood

We typically view parenthood from the perspective of children’s devel-
opment and how parents facilitate, support, and promote it. Rarely is
parenthood seen from the viewpdint of parents and their needs. Erik
Erikson (1963), whose theory of human development was one of the
first to span adulthood as well as childhood, considers that the most im-
portant need of the mature adult in the stage of generativity is to care
for and nurture others. The tasks of this stage are often carried out in
parenthood, through which ‘theA adult is concerned with meeting the
needs of the next generation. Implied in this process is growth of the
adult as an ‘individual that is separate from the nurturance extended

Chapter 3 The Families ¥ 65

to children. This acknowledgment of adulthood as a period of continued

development has been advanced in recent years by other writers (for in-

stance, Gould, 1978; Levinson, 1978; Sheehy, 1976).

Parenthood as a distinct process has also been examined ‘in
greater depth. Ellen Galinsky (1981), after intensive research and in-
terviews with scores of individuals, suggests that parents change and
develop in their roles just as children do, by moving through six stages
of parenthood. Each stage involves issues to be faced and a crisis that
the parent has to resolve successfully. For instance, the parents of an
infant are in the nurturing stage, forming a strong attachment witl
and integrating this newest family member into their lives. Parents of
toddlers and younger preschoolers find themselves enmeshed in the
authority stage, defining rules and their own roles. Toward the end of
the preschool years, parents enter, the interpretive stage in which
they are confronted with the task of explaining and clarifying the world
to their children. .

Galinsky,is particularly concerned with the “images” that parents
create, images of what they expect the child to be like before it is born,
images of how they and their children will act and interact, or images

.of the loving relationship they expect. These images, especially what
.they wish to recreate or.-what they would like to change, emerge from
- parents’ past experiences. Often, however, images and reality are dif-
ferent: Growth occurs when parents modify images so they become
more consistent with reality or adjust their behavior to come closer to
the image. i
Galinsky emphasizes throughout her book that parents fre-

. quently feel their responses and emotions are unique, unaware that

other parents also encounter them. Yet, as she points out, during each
of the stages of parenthood, parents face predictable issues and strong
emotions. It helps parents to discuss and recognize their shared ex-
periences as well as to have opportunities to observe the behaviors of
others’ children. It is also helpful when professionals explain common
reactions and feelings; for instance, to a child’s first day of school. In
working with children, then, it is very important to acknowledge that
parents undergo personal development that parallels their children’s

Parents also go through defined stages
of parenting; for instance, explaining and
clarifying the world to their children.

s KEVIQUESTIONH 25060
Sometimes the needs of families conflict with

....... those of the program. Which elements of the

early childhood program could pose a potential
conflict? How might these be resolved? Read
“Ethics Case Studies: The Warking Mother” in
Young Children, November 1387, page 18, for in-
sight into the suggestions of professionals to re-
salve such a conflict.

nurturing stage—Stage of
parenting defined by Ellen Galinsky
into which the parents of an infant fit,
as they form an attachment with and
integrate the new baby into the family.

authority stage—Stage of
parenting defined by Eflen Galinsky
typifying parents of young ~
preschoolers who are defining rules
as well as their own parenting role.

interpretive stage—Stage of
-parenting defined by Ellen Galinsky
typifying the parent of an older
preschooler or school-aged child who
faces the task of explaining and clari-
fying the world to the child.

st IKEVEPOIN T sz

Galinsky identifies stages of parenthood that are
distinct from, but overlap with, their children's
- stages of development.




66 =
F

A goal of some early childhood programs isto
promote empowerment of the parents, to help
them achieve a sense of contral over their ives.

empowerment—Heiping parents
gain a sense of control over events In
their lives.

Cuordina.ting the needs of parents with the needs

of children and the program can be a chaflenge
for earty childhood teachers.
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growth but that has separate issues and conflicts that need to be
resolved.

Empowe rment .
‘When parents feel confident and competent in their abﬂi.ties as.mot'{:v
ers and fathers as well as members of the larger community, their chle-
dren benefit. Unfortunately, some parents feel tlfat t}}ey are pov?erless
in controlling what happens to them and to their chlldre.n.. An impor-
tant role that early childhood programs can serve for families is to pro-
mote empowerment, a sense of control or power over .events in their
lives. This is particularly jmportant as families deal with a vane.tj.r-of
agencies and professionals; for instance, school, welfare, and political
syswrfr’l:;:ental empowerment has been a dire.ct ‘aim or ap.unexpected
outcome in some programs designed for low-income families (Dunlap,
2000; Ellsworth & Ames, 1998). As cited in one report of spch a pro-
gram, “Intangible but crucial shifts in attitude ook place in parents
who were often severely demoralized at the start” (Nautgc%‘al,ebwett,
1988, p. 401). Parents began-to see that they could have an fmpact. ] Prf:— )
fessionals can use a wide variety of techniques 'to he.lp parents attain
this sense of control, jncluding approaches described in a nu.mbgr of ex-
cellent publications, such as Alice Honig’s Parent Involvenent in Earlyv
Childhood Education (1979). .

One of the forces behind the concept of parental empowerment
has been the move toward viewing parents and teachers as 'equals. Not
too many years ago, the pervasive attitude was t.hat pI'OfeSS}ODa]S were
experts, whereas parents were the passive recipients of_ their expertfse
(Powell, 1998). Such a view does not provide parents with the 'se.cunty.
that they know their child best and that they should be full partxczpar'xts
in any decisions that affect the child. Parents need to pe treated with
respect, their opinions should be solicited and taken sex:musly, and.tbey
must be integrally involved in decisions about the. child. In add;mc?u,
when early childhood professionals give parents clu.ld developme.ni': m-.
formation, parents have tools with which to ma}{g_uéfom‘ed decisions

. about their children’s needs. Thus, involving, con! Wity with, and pro-

. viding relevant éducation for parents can havea far-reaching impact by
- helping parents recognize

their own importance and competence

(Swick, 1994).
C -

Coordinating Family Needs and the Program

i arents reach their potential as effective adults may b.e a goal
gegilgge pprograms that work extensively with fam'i'lies, particularly
those from impoverished backgrounds. In all early childhood programs,
there are additional points of contact between parents and teachers, at
times revolving around seemingly mundane matters, but nonettheless,
important. A fexible, good-humored attitnde can help establish and
maintain positive home-school relationships. .

" Parents’ busy lives, or unforeseen events, are sometimes at od.ds
with: the schedule and routine of the early childhood ce?ter. For in-
stance, one mother expressed concern that the center's afternoon

—— e
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snack, provided at 3:30, was served too late and that the child was not
interested in dinner at 5:30. Anothier parent preferred that her child
not take a nap at school, because when he slept during the day, he was
just not ready to sleep at home until quite late in the evening. Other
problems may keep a parent from arriving until after the center has
closed; for instance, car trouble, a traffic snarl, or unexpec&d overtime
at work.

All of these situations can cause conflict but also provide an op-
portunity to evaluate what is best for the child, the parents, the other
children, and the teachers. Sometimes such predicaments can be re-
solved fairly easily, but there are times when the needs of the child,
the parent, or the school directly conflict. There is no simple answer,
for instance, to weighing whether a child should take a nap, particu-
larly when he appears to need it, or not take a nap because a delayed
evening bedtime keeps his mother from getting the sleep she needs.
Teachers must carefully weigh their own professional judgment of
what is best for the child and take into account the child’s need for
sleep, the potential effect of being sleepy and cranky on the ability to
function well at school, and the fact that the child would be treated
differently from the other children by not napping (Ethics Commis-
sion, 1987). One way of resolving such conflicts—whether it is a mat-
ter of discussing naps, snacks, or pick-up time—is communication, our

next topic.
&

COMMUNICATING WITH FAMILIES

Effective, positive communication with families is vital to providing a
consistent and congruent experience for young children, but there is no
simple formula for assuring that-such contact does indeed take place.

) ﬂ]ilea&gﬂ; family is unique and brings to the early childhood program dis-
3\ Rctive strengths and needs. Just as the teacher deals with each child
as a unique individual by employing a variety of teaching and guidance
methods, so must a flexible approach be maintained in communicating

"with families to meet their individual requirements.

There are many bits of information that need to be shared by
teachers and the family. For instance, both sides will benefit from mu-
tually discussing the child. In addition, there is often more general in-
formation-about various aspects of the program that must be shared
‘with families. The type of information to be conveyed often determines
the communication method used. Communication, as we will discuss,
can be carried out using both individual and group methods. Most early
childhood centers utilize a combination of these approaches.

1
. Individual Methods of Communicating ‘

with Families !

The best way to get to know each family is through individual inter-
action and contact. Informally, such contact can take place daily; for
instance, when children are dropped off and picked up from school.
More formally, scheduled conferences between the teacher and par-
ents or other family members provide an avenue for the exchange of
information.

—_— B
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Viewing parents and teachers as equals, .
each contributing relevant information
and expertise, helps empower parents.

Effective home-school communication is
important to parents, teachers, and children.
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oday’s moms and d all: ¢
‘work, ‘they go to school, they maintain 2
- home, many are partners in a marriage, and, of
,course, they are parents. Times have definitely
changed. Parents just have less time than par-
ents of two.decades ago, so our entirg_gpp;qagl}
to involving parents in their children’s child
care program has had to be modified. ,
Actually, the great majority of what youfi
consider parent education, as well as commum-
cation between parehts and teachers and par-
_ents and parents, happens before and after
" school. The informal networking that goes on at
those times covers a lot of ground. But there are
times when it is more fruitful to reach a large

«

we have found is that there are certain.’?
ing” iss_ues;,‘that come up at certain times of
year; issues about which a‘numbg; ar
- need information. - ‘o~ s s
7. .Qur most successful group,
tions have Tevolved around su
‘when we consider having a ‘parer

rst prereguisite is the relevance
a sizable group of parents. Once we ha
fied such a topic, we work with three othe !
" ments: time, food, and child care.'We.talk:

urn-

fimé for stch a-meeting would be. Almaost al

enter closes, so they don’t have to come.bi—}ck m
he evening. It is also helpful for, us to serve a

“nally; we always provide child care so parents

group of parents rather than to talk: to many :'
parents about the same topic ind@vidg;lly Vghat

‘parents to find out when the most convenient

ays, parents want to meet about the time the

iubstantial snack. Food is a great‘way of gréﬁcf‘-'
ing people to an extracurricular function. Fi-

* don't have to worry about having to gc?t‘vfi baby.

S %, sitter or dealing with their children while trying
ads are doing it all: they .

to listen to the topic under discussion. )
One of the most popular parent m‘ee.tmg
topics, year after year, has to do with transitions.
Parents whose children are moving from our cen-
ter to kindergarten or first grade, whose children
are moving from our infant and toddler program
to & preschool élass, or whose children are mov- - ..
" ing into our kindergarten-class have many ques-
tions. Major changes such as these often raise
doubts and anxieties. So, we share information
about how within-center changes are madg, and
we invite public school representatives to discuss
the transition to public kindergarten or first
grade. Parents have opportunities to a.sk ques-
tions and often misconceptions are clanﬁed.. We. ‘
generally hold our transition meeting in Apnl.. o
" Rarlier in the year we also hold a meeting
“to discuss the assessment of chﬁldre’n. Paregt; ..
‘are very interested in knowing How we evaluate,
“their children and what we do with the info
‘mation. We share with parents our philoSophy '
"and show them examples of the kinds of infor-
“mation we look for. Since we use'a portfolio-ap-
roach to kééping records about the.children
arents are generally reassured when they !
sgrize that we use an individualized ‘method
* that does not “compare” children to each other. A°
-group ‘meeting to discuss general information is
then followed by opportunities for parents to
speak briefly with their child’s teacher and set
_appointments for more in-depth. confe}-ences_ -
- Parents, teachers, and other staff n?\embfe;s'
‘.'.:of child care programs are busy people. Find:.ng
- the most relevant topics and most appealing
.. methods to bring these people together i'.e%kesyT
' some ingenuity, but successful parent i:functmns
-can be rewarding for all those who are involved.

Informal Contact with Families. At the beginning and end of each day,
at least one teacher should be available to exchange a few words with
family members who drop off or pick up their children. Such informal
interactions can make teachers more sensitive to the needs of children
and families, can establish a mutual trust, can convey a feeling of car-
ing and interest to parents, and can heighten parents’ involvement in
the program. “By being open, receptive, and chatty, teachers encourage
parent interest and commitment” (Reiber & Embry, 1983, p. 162).

Daily informal contact between teachers and parents is important
for another reason when very young children are concerned. “During
the time the parent is away, the infant is busily going about the busi-
ness of growing up. Each new achievement . . . should be shared with
parents” (Wilson, 1999, p. 90). In addition to being given information
about the child’s achievements and activities, parents of infants also
must be kept informed about their children’s routine activities, such as
eating, sleeping, and toileting. A consistent form, which caregivers fill
out throughout each day, can help parents see at a glance what the
chilld’s day was like.

Because frequent school-family contacts are important, it makes

.. sense to structure.the schedule.so that staff are free to participate in

such exchanges. Informal dialogues at the start and end of the day tend
to be the most pervasive form of family involvement in early childhood
programs (Gestwicki, 2000);, especially those primarily involving work-
ing parents. In programs where children arrive by bus or come-in car
pools, the teacher needs t6 make an extra effort to maintain contact with
parents, for instance, through notes or telephone calls (Gestwicki, 2000).

Ancther informal means of contact with parents is through occa-
sional telephone calls. These provide a comfortable way of talking to
parents, particularly if the calls are made often enough so they do not
signal “a problem.” Some schools send home “happy notes,” brief, per-
sonalized notes that share with the parents something positive that
happened durihg the day, or use journals that are sent back and forth
between home and school with notes from both parents and teachers.
Finally, a recent addition that some teachers and parents use as a way -
of touching base is through electronic mail (E-mail). E-mail, however,
may not be private; therefore, sensitive information should not be

. shared in this way (Couchenor & Chrisman, 2000).

_Formal Contact with Families. Informal daily contacts between teach-

ers and family members can create a mutually respectful and nonin-
timidating atmosphere. When teachers and parents feel comfortable
with each other, communication will more likely be honest. In addition
to such day-to-day encounters, more formal opportunities should be
structured, when a sizable block of uninterrupted time is set aside for
in-depth discussion. Such formal contacts can take the form of a parent-
teacher conference or a home visit. .

A parent-teacher conference is a regularly scheduled meetin,
that can satisfy different objectives. It can focus on getting a"éfimua!mﬁrt&‘lg"eh
sharing information about the child and presenting a “progress report”;
or, at the initiation of either teacher or parents, solving problems or dis-
cussing specific issues. Conferences often have negative connotations for
the participants, who may view them as a time to share complaints and
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Parents and teachers often use the beginning and

end of the day as a time for brief, informal
cammunication. N
UK ENOUESTION S ISR
Visit an early childhood program. What evidence
of communication with parents do you see? Look
at hulletin hoards, notes, pictures, and ather writ-
ten material. What kind of interaction do you no-
tice between parents and teachers? What
“messages” about the schos!’s cancern for par-
ents do parents get from this communication?

More formal parent-teacher communication takes
place through pareniP conferences and home
visits. Both should be-planned to facilitate a
positive exchange of information,

parent-teacher conference—A
one-on-one interaction between the
teacher and the child's parent(s).
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Regularly scheduled conferences, where
teachers and parents share information
and insights, should be positive and

Parents and teachers may, at times,
disagree. Communication to help each

affirming.

home visit—A one-on-one irterac-
tion between the teacher and the
parent(s) of the cfiild that takes place

in the child's home.

problems, evenasa “last resort” when all else faﬂs Nonetheless, rf)utmely
scheduled conferences should be positive, affirming, and supportive.

A conference should never be an i.mpIO{npt:-u event. Thg teacher
needs to be well prepared ahead of time, reviewing relevant m.forma—
tion and thinking about how best to present 1t: In.fact, preparing f:or
conferences should be an ongoing process, bemg when f:he child
first enters the program. It is helpful if the teacher is ready with some
anecdotes to support what the parents are to¥d' as vr{ell as to convey to
them that the teacher knows the child well. It is also important to think
through what questions to ask Of’;]h; parents to help the teacher better

and work with the child.
unde:i: iﬁg same time, the teacher should facilitate a rel_axed and easy fo-
rum for conversation. Sometimes sharing something w.1th thta parents—
for instance, a picture painted by the chﬂd or a favorite recipe for play
dough—contributes toward creating a positive atmosphere. 4

Another type of formal individual contact between tefach‘ers and

family is a home visit. Home visits share some of the same obj Fctwes an
procedures with parent-teacher conferences, but f.'bey contribute some
added benefits as well. A teacher who visits a family at home conveys a
sense of caring and interest in the child’s wux:ld beyond the ClaSSl‘OOF.‘l.
Children are usually delighted to introduce their Toom, toys, pets, and sﬂ?—
lings to the teacher and are made to feel very special that the teaf:her is
visiting them at home. Parents can observe firsthand the mteract}on be-
tween the child and the teacher and may become more relaxed with the
teacher who has shown this special interest. In addition, teach.ers.can ob-
serve firsthand the family’s home environment a.\_:d })arent—c:lnﬂd interac-
tions as a way of better understanding the child’s bel.lavxor. In some
instances, especially once a sense of trust has been estabhshe'd, home vis-
its can become an extremely important source of support; for instance, for
een Zgliic?l:}e]ntt;ere are very important benefits in conducting h?me
visits, they are also quite time consuming and may (though. certamiy
not inevitably) intimidate the parents. A teac]':ler’s cox:nmxtmen;;1 to
learning as much as possible about the .chﬂdren in the'clas.s and tde.g
families has to be weighed against the mv'estment of .tmfe involved in
home visits and the parents’ potential anxiety (Gestwicki, 2000).

When Problems Come up between Parents and Teachers. Ideally,
parents and teachers cooperate fully to provide congruent, positive ex-
periences for children at home and at school. Unfortunately, there are
times when this ideal is not always realized. In fact, parent-teacher
disharmony.is quite common (Galinsky, 1990). Parents and teachers
may disagree, particularly when they feel rushed and tired or when
they are preoccupied with other aspects of their lives. In addition, both
may harbor some unacknowledged negative feelings; for instance, dis-
approval of working mothers, jealousy or competition for the child’s af-
fection, or criticism of the other’s child guidance approach (Galinsky,
1988; Galinsky, 1990). Although the child is the common bond between

parents and teachers, there are many other factors that affect their

moods and impinge on their interactions. The job stress experienced by
parents as well as by teachers can certainly spill over into the brief con-
tact between them as children are dropped off or picked up at school
during what Ellen Galinsky calls the “arsenic hour” (1988).

Galinsky (1988) offers some concrete suggestions for working
more effectively with parents. She suggests that when teachers become
upset with parents, it is often because teachers’ -underlying expecta-
tions are somehow not realized; teachers need to examine whether
what they expect is realistic or not. Similarly, teachers should scruti-
nize their attitudes toward the parents, looking for hidden resentments
or prejudices. Teachers also need to make an effort to see the situations
from the parents’ point of view, asking themselves how they might feel
if they were in the parents’ shoes. ’

It can be very helpful to teachers to develop a support system,
whether within their own program or even outside of it, that allows
them to express and explore their feelings in an accepting and safe at-
mosphere. Teachers must also recognize and convey to parents thé Hm-
its of their role. This includes being familiar with community resources
to which parents can be referred when a problem is beyond the scope of
the teacher’s role and expertise.

There is no simple formula for effective parent-teacher communi-
cation. The parent-teacher relationship is founded on trust and respect
that grow out of many small but significant daily contacts. Greeting
parents by name; sharing brief, positive anecdotes about their children;

other see the others’ paint of view can
help ease such tensions. . .

There are some strategies that can help when
problems arise between parenis and teachers.
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=2;e methods of communicating with groups
ats include newsletters, memos, bulletin
. and group mestings.

several parenis whose children are enralled
arly childhicod program about their con-

s with the teachers and the program. What is
 gverall atiitude about contact between

-2 and school? Do they feel itis important or
.mportant .. . positive 3 negative . . . present
et .. . supportive or facking in support?
-5 do they 2xp2! from the teachers? Do they
ammunicaion between parents and teach-
+++ is important for their children?

writing personalized notes; making phone calls to parents the teacher
does not see often; and being sensitive to parents’ needs all contribute

to a good relationship (Morgan, 1989).

Group Methods of Communicating with Families

In addition to personalized, individual contact between parents and
teachers, early childhood programs generally also utilize other commu-
pication methods for getting information to the parents as a group.
These methods can serve 2 functional purpose; for instance, to let par-
ents know that the school will be closed the day after Thanksgiving.
They may also take on an educational role; for example, to give parents
insight into an aspect of child development. We will review three such
methods—written communiques, bulletin boards, and meetings.

Written Communiques. Newsletters, memos, o other written mater-
ial can be an effective way of getting information to all families. Tt is, of
course, important to match written information to the reading abilities
of the parents. If many or all of the families in the program are non-

English-speaking, for instance, communiques should be written i::} the

parents’ primary language. PRI ..
It is also important that all such materials be ueé}rt, attractive, and
accurately written. A sloppy, misspelled, and ungrammatical letter con-
veys that the message is probably cot very important and that the
teacher does not care enough about the families to produce a thoughtful
document. Today, many schools have access to a computer, which makes
it simpler than ever to compose attractively arranged letters or newslet-
ters, to check the grammar and spelling, and to incorporate graphics.
Many programs produce a regular newsletter that may contain
announcements, news of what the teachers have planned for the up-
coming time period, new policies, relevant community information,
child development research umimaries, columns by local experts, and
other information of interest to families. 4 newsletter is only effective
if it is read. Thus, its length, the information included, and the writing
style need to be carefully considered. :
Another form of written coromunication that can convey 2 great
deal of information to parents is 2 school handbools, which parents are
given when they enroll their children in the early childhood program.
Such a handbook should con in relevant information about school poli-
cies and procedures, fees, hours of operation, holidays, sick child care,
birthday routines, and other important matters. At the same time, it
should include a clearly articulated statement of the school’s philosophy.

Bulle}:otﬁ'l%%aiﬂs. Bulletin boards can be a useful means of conveying
information, or they can be a“é?h“%?\éfé‘amz%\géﬁ%f overlaid SBm05 that no
one bothers to look at. To be effective, a bulletin board should be at-
tractively laid out, its contents need to be current, and posted items
should not compete with each other for attention. Furthermore, if fam-
ily members know that only current and important items will be posted
ona speéiﬁc bulletin board, they are more likely to pay attention to it.
’ Bulletin boards can be used for a variety of purposes. They can be
informative; for instance, Jetting parents know that the children will be

tal'cmg a field trip the following week or that a child in the group has

chlcke'n pox. Many centers include a notice of the day’s activities on a

bulletin bo?rd, which lets parents know the highlights of their child’s

”___dg_}_'._._B‘gl.;l_‘e_En boards can also be educational, conveying relevant infor-
mation in a way that appeals to those who look at it.

At one center, for instance, the teachers wanted to follow up on

rather than drawing something recognizable. The teach
help parents understand that children’s art follows a dir:e;;:ﬁ:gt:?
pattern. They matted selections of the children’s pictures, arranged
thexq attractively on bulletin boards organized by the clﬁl:iren’s ag:s
and mters?ersed the pictures with quotes from experts on childrgn’s’
art. The plctu'res supported the quotations, thus conveying the mes-
:gges that children gradually move toward representational art and
at there are comon-steps children go through in their development of
art. Many parents commented on how helpful they found this bulletin
board messages1 It proved to be a most effective teaching tool!

Meetings and Other Group Functions. Grou; theri i
another effective way of reaching family merfbi?s?l(eslzzg“sﬁ;;izgzon‘;dsi
on page 68.) Such functions can take the form of meetings, the tradi-
t1.01.1a1 forum for formal parent education, or they can be’ so,cial In ad-
dition, parent discuss.ion groups may be part of the early chlzldhood
g;ggatfm planning any kind of group function, however, keep in
mind Sj_u yhmembers are bus‘y people who will weigh the benefits
o att g a school program against other demands on their time. In
fact, for some Rarents the pressure of one more thing to do might be so
stressful that xt_ would outweigh the advantages of the program. Be-
cause eagln‘ family’s needs are different, the early childhood pro . am
must facilitate communication with parents in many different E:a
and be prepa_red to individualize ways of meeting these needs ”
N Ifthe_ dlr«.actor and staff feel that parent meetings can sex:ve a pos-
itive function in meeting the needs of some of the families, they nfust
ensure that what they plan will interest potential partici’f:ants One
way to assess W.hat might be relevant to parents is to conduct an J:nter-
est survey. A brief form can solicit preferences about topic clioices, time

»
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Abulletin board can be an effective way
to convey information to parents as a
group. This bulletin board, for instance,
is organized and the information js ’
current. What other methods can\help
ensure good communication with
parents?

comments from several parents that their children were just scribb]iﬁg-»ko"dw"l

oce)&d\‘&o&s\m
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\?;a;f:lr; ’]:.I::; to plan some family events for this year and want your suggestions. R
Please help us by sharing your preferences about the following: ,
(Please rate these as follows: A = yes, definitely interested; B = moderately
interested; C = not at all interested.)
of event:
i Tylf;ent meeting on a specific topic (topic choice below)
_ Parent discussion groups on specific topics
- Family social fanction (picnic. dinner, party, and so on?
- Fund-raiser to benefit your child’s class

2. Topic choice (for meetings or di i groups‘):-

Child behavior/guidance ____Television )
- Child autrition ____Good toys for c:mldren
_ Learning to read ____Balancing fazmlyiworl?
_ Self-esteem ____ Working mothers
_—:_What ‘happens at school? ____Child development

3.Bestday(ﬁrcleyourchoicas):M T W Th F Sa
4. Best time: .

Lunch time . ____Afternoons
After work ___ T7:30-9:00 P.ML
5. Other matters: Will your attendance be influenced by: .
] Provision of child care ____ Provision 6f meals/snack
Thank you for your help!

e of meeting (see Figure 3-1 for a samp.le form). If the
::adc}(ll:i ?)J:ihtzpdjrector plan parent.functions withf)ut mputffzgm thl?
parents, these functions may well fail to matcl} tl?e interest of the pai
ents and result in very low gttendance. (Gﬂ:jsthCkl, 2000). A1§o,.pa]re§e Z
are often more likely to come toa meeting if a rlneal or snack 1;} u';lc 11;:11 d
and if child care is provided. However, keep in ml:nd that [ c 1h re:
have already spent 9 or 10 hours at the center, adding 2 evening hours
] than is reasonable. )

i Iifa.]rz(;:egebtogefhers may focus on having a speaker wzt(lln ;ixper:
tise on a topic of common interest, or they may revolve ar;urtz S:Iii, -
sion led by a facilitator. It is important to_remembgr ] ad par nts
shared experiences are a valuable source of information an su%p uld.
Thus, if the main part of the program includes a speaker, time sho

) ted for discussion. . ]
e bS:il ;:iﬁcularly enjoyable way of presenting some topics is to il-

Justrate them ‘with slides or videotapes taken of the children at the-

school. Such subjects as children’s play, sociafl developgnent, ({; d;\gie:;g;
mentally appropriate toys can be enhau’)ced .w1th s’uch visuals. ta dition
to gaining insight into an aspect qf their children’s t.ievelopnzgn ) P ren
will feel great pride in seeing their youngsters depicted on the scres o
Small groups are generally more effective than la.rge g‘rotups ;nalso
cilitating participation (Gestwicld, 2000). A common T.nter.es t::ze =
encourage a more intimate atmosphere for a meeting; for ins N

volving parents whose children will enter kindergarten, or moving from
the infant room to the toddler program the following year, or just the
parents of children in one class rather than those from the entire early
childhood center.

Some centers generate considerable enthusiasm for social events
during which parents and teachers have the opportunity to exchange
information in a relaxed atmosphere. These can include holiday par-
ties, meals, or an open house, and they can involve all family members.
One university prograﬁn sponsored a potluck dinner for families, staff,
and student teachers eich semester, Prearranged seating assured that
students sat with the families of children they were observing. This
event attracted almost all of the families and proved to be enjoyable as
well as valuable for all involved.

FAMILY INVOLYEMENT

‘We have been discussing various ways in which communication be-
tween teachers and families can be maintained. However this commu-
nication takes place, it implies involvement on the part of the family.
Let’s look at family involvement in more detail now.

PRSI S

Family involvement in the early childhood program is a multi-
faceted concept, embracing a wide range of options and levels. It can
mean that parents and other family members-are passive recipients of
information; parents may be more intensely engaged by serving as vol-

unteers in the program; or, at an even more complex level of involve- -

ment, they can be participants in the decision-making process of the
program (Honig, 1979). Whatever the level, however, ample research
has shown that such involvement has positive benefits for children as
well as for families (Dunlap, 2000; Powell, 1998).

There is a reciprocal relationship between the family and the
early childhood program, each providing support and help to the other
as they are able. Family involvement will vary according to each fam-
ily’s ability to contribute and to its needs. Some families invest a great
deal of their time and energy in the program, whereas others need all
their resources to cope with the stresses they face. Some families sup-
port the program by participating in and contributing time to various
school activities; others seek support from the program in facing their
personal strains. The early childheod staff must-be flexible to be able to
recognize each family’s capabilities and needs and to set expectations
or provide support accordingly. ’

-Families can be involved in their children’s programs in many
ways. We will look at some of these; specifically, family members as re-
sources, as volunteers in the classroom, and as decision makers.

Families As Resources

Family members have many talents and abilities to contribute to the
program. Many early childhood programs invite parents or relatives to
participate on occasions when their job skills, hobbies, or other special
expertise can augment and enrich the curriculum. For instance, a
teacher may invite Ronnie’s mother, who is a dentist, to help the chil-
dren understand the importance of good dental hygiene and care; the

p
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Family involvement in the early childhood
program has positive benefits for children,
families, and the school.

* family involvement—The commit-

ment of parents to the early
childhood program through a wide
variety of options.

& 5K DB ESTIONCSExIen|
How tan parental invalvement benefit the early
childhood program? List seme concrete ways in
which parents rnjght contribute to the pragram.

_Family members may serve ds resources to the
program by contributing special talents, interests,
and abilities; as volunteers, or as members of a -
pulicy board, in a decision-making capacity.
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ily members other than parents can
glasrgl;lare their special interest or talents
with children in the early childho_oc_j
program. The childrfn were f_ascmate‘d
wiith the big camera brought in by this
photographer, who is the undle of one
of the children.

teacher may take the children to visit the bakery ownelc: }Iay P',m,xsiefal[;;i i
is di ing foods; she can ask Junior
uncle, because the class is discussing H e o
0 i 3 y invite
the children how he makes pottery; or s >
::roii:: an:ie new baby brother. when the class talks about babies and
i . All famil i g
iﬁzu;ilalgves, even pets—can be considered part of the program, ex:
ing i base. .
tendl;i;?l;ex?su;zrs can alsc help out with mamten;nc?s an:r :;7111:1;
In some schools, p:
ion tasks that are part of the program. ]
itol;l‘gr::l?r t:]s;e home the dress-up clothes and other clzssrogn} 1;?::: c;nlo
heduled clean-up days brin| -
wash or clean. In others, regularly sc e :
i fied weekends to deep clean
d family members to school on specit t
:]1:% ?:cility m)z:terials, and equipment. Family members w1tlh c:;rpenj:ry )
kills may ,construct or repair equipment. Others may devc:: op eamﬁmg
;aterials and games at home that will expand the activity options
i to the children. ) '
avml?lb‘li:r: are other ways in which family me}nbers ca.r; ieﬁrvhe a:opge
instance, they can help orient new famihes
B e ragrer . le models, and provide support to
hildhood program, serve as rolé I 3 I
zill;g cfamilies. ’I_I‘)heir suggestions and ideas can ennch. t.he 11)1-0511'2ci
Family members can also be extremely effective in énf'ow?h.ng I?;ey end
. islation that affects children an es.
_state support for leg-leatl?n. t. : > ifthame SJ chhml hey can
;de program visibility in the community ! s seek-
z:eé?oﬁi:;ge f\fndxg;g Family support can be a potent force in maintain
ing a high-quality early childhood program.

Family Members in the Classroom R
il ' her aides. Programs su
i embers may also volunteer as teac d
z‘s page:t-cooperaﬁve preschools require parent mvolvegl;;l’:;. .Sotxln;z
Head Start programs have also required that parints spent::e ;—prof} ':Iztive
i P oun
, although forced partmpai:aon can be c °
511;:2201&73). In most programs, particularly child care centers, p:ur
ts z;;rticipate oceasionally, or not at all, because parents are usu i
e rskfn while their children are at school. Some teac!aers relish sqzh
ggrolveiaent; others feel skeptical and reluctant, fearing a clash wi
%&Q\\e/c,\

y members—parents, siblings, grandparénts; -

the parents’ child-rearing practices, feeling stress about being under
constant observation, or worrying that the children will get overexcited
(Gestwicki, 2000). -

Having parents in the classroom can have many benefits for chil-
dren, parents, and teachers. Children can benefit from having theitpar-
ents participate in the classroom, feeling pride and a sense of security
as they see their parents and teachers working together. For parents,
such firsthand experience can provide insight into how their children
spend their time at school, a basis for observing their own children in
relation to age-mates, and a chance to note guidance techniques used
by teachers. Teachers can benefit from the support parents offer, the
added pair of hands that can allow expanded activity possibilities, and
the opportunity to gain insight into parent-child interactions (Gest-
wicki, 2000).

Family Members As Decision Makers
Some programs ask parents to serve on an advisory or policy board. Head

* Start and other federally funded programs, for instance, invite parents to

participate in parent advisory councils, as outlined by federal regulations.
Many not-for-profit child care or preschool centers also require a govern-
ing board of which parents are members. Effective decision-malking
boards can promote a true partnership between families and the schaol
program (Dunst & Trivette, 1988), providing support for the school, em-
powerment of parents, and increased mutual understanding.

PARENT EDUCATION

All forms of family involvement potentially serve an educational func-
tion, as parents have the chance to gain insights into their children’s
development a.n‘d the school’s program. Often, however, early childhood
programs provide specific parent education aimed at enhancing

: ‘parent-child rel'ptions and improving parenting competence. Given the
" ‘nubers’ of children who grow up in abusive homes, and in abject

poverty, some professionals even consider that high-quality parent ed-
ucation programs should be mandatory to prevent needless impair-
ment of children through abuse, neglect, and deprivation (Anastasiow,
1988). Evaluation -of many parent education programs aimed at eco-
nomically disadvantaged families has indicated that such programs
can be very effective, although much still remains to be learned
through systematic research (Powell, 1998). In addition, there is lim-
ited evidence that parent education enhances the parenting skills of

middle class families as well (Harris & Larsen, 1989).

N The scope of parent education programs is not easy to capture in
a single definition because there is great diversity in the field. Douglas
Powell (1986) spells out some of the contrasts in parent education:

Some programs focus on family-community relations while others teach
parents how to stimulate a child's cognitive development. Some programs
prescribe specific skills and styles in relating to young children while other
-programs help parents determine what is best for them. Some programs are
designed primarily fo disseminate child development information to par-
ents while others attempt to foster supportive relationships among program

ik
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Parent education can take many forms to meet
the many different needs of families.

parent education—Programs
aimed at enhancing parent-child
relations and improving parenting
competence.
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participants. Some programs are highly structured while others let parents

select activities they wish to pursue. In some programs the staff serve as child

development experts while other programs adhere to a self-help model with

staff in nondirective facilitator roles. There are important differences in the

use of professionals, assistants or volunteers, program length (weeks-versus ~
years), and program setting (group- versus home-based). (p. 47) .

What Do We me aba&t
e Quality of Child Care? .

Although parent educatjon can take many forms, parent get-
togethers or meetings are one frequently used forum. The content of
such programs can vary widely, determined by parent interest and
e S B need. Couchenor and Chrisman (2000) suggest six popular topics for
SRR S BT ore. correlated with quality. Interestingly,” parent education programs. These include the value of play for young

Thé ‘Cost, Quality,. and Cgllg{_, Ogtthr(ws o states with higher licensing standards had fewer children, Developmedntal]y ]?Iﬁll)ropriafie Pracﬁc; in ea.rlykubjldézfi}:;o«
Child Care’ Centers report (H : v eenters: ; S . grams, positive guidance, limiting television, homework, and healthy

995) paints a bleak picture of chﬂd care in Amer- ,O‘il tgfc';??mosﬂ provocative  findings of i . sexuality development. This chapter’s “Experiences” box also suggests

a today. The Tesults of this ]a:gef‘scall.e'st?ldy bt {his research is that, while such 4 high percent- that school transitions offer a topic of interest to many parents. In ad-

icate.that the quality of most centers,s poor to. ; ere rated by, professionals as. . dition, prograrm topics can revolve around common problems at various
ocre and quality is even lower in mf;n Ztg)i; ; poor, 90 percent’ of parents e stages of children’s development, nutrition, health, self-care, family cri-

enters. Very few centers were considered 10 - -, 7= o 1isir children’s centers to be'very D sis and stress, children’s fears, and how to foster self-esteem. Finally, -

cellent, with 24 percent of presch d.8 . ZeonsiCere clea;fll;ﬂan overéstimation of qual- the family’s involvement in and promotion of children’s education in-

1t of infant/toddler programs recer i ihe ‘part of parents; What might be the " —cludes many areas of interest to parents. -

s other’ ale, 1 searchi - Programs can be presented by the early childhood staff based on

their own expertise, or by local resource persons. It is important that pre- {

senters be well informed on the topic chosen and that they provide accu-

rate information. In addition, a variety of packaged parent education

materials are also available. Such packages may include extensive manu-

als and provide the facilitator with all the necessary resources to conduct

the program. Examples of such programs include STEP—Systematic

Training for Effective Parenting (Dinkmeyer, McKay, & Dinkmeyer, 1980),

PET—Parent Effectiveness Training(Gordon, 1976), and Active Parenting

(Popkin, 1983).

" | . o :
. Family systems theory is a way of viewing the family as a dynamic
unit. .

2.- The American family has undergone many éhgnges recently. Con-
- - sider some of these changes by looking at the following:

" A Variety in family forms ;

B. Other factors that contribute to family diversity - :

C. Families in poverty

3. Families have specific needs that the early childhood program can -
address. Consider issues related to family needs, including:

" A. Theneedsofadultsina uﬁique stage of development, separate
from their children’s development

B. The need to feel empowered, in control of their lives

C. Coordination of the needs of the family with the early child-
hood program -

LN
Thpthnterstan
s o
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4. Two-way communication between families and the early child-
hood program is an jmportant element in providing consistency
for children. Consider the following methods of communicating
with parents:

A. Communicating with jndividual parents informally, on"a
day-to-day basis, and formally, through conferences and
home visits .

B. Communicating with groups of parents, through written com-
muniques, bulletin boards, and meetings

5. Families can be involved in the early childhood program in a pum-
ber of ways—as Tesources, in the classroom, and as decision makers.

6. One function of the early childhood program is parent education,
which can take a variety of forms.

“KEY TERMS LIST:

interpretive stage

authority stage

empowerment T ~—  macrosystem- ===~ =
exosystem mesosystem o
family involvement microsystem

family systems theory nurturing stage
generativity parent education

home visit parent-teacher conference

R et i v s e

1. Think of your own family history. How has your family changed
over the past two (or three or four) generations?' Consider maternal
employment, divorce, closeness to extended family, and other fac-
tors. Compare your family with that of other members of your class.

9. Sometimes the needs of families conflict with those of the pro-
gram. Which elements of the early childhood program could pose
a potertial conflict? How might these be resolved? Read “Ethics
Case Studies: The Working Mother” in Young Children. November
1987, page 16,for insight into the suggestions of professionals to
resolve such a conflict.

3. Visit an early childhood program. What evidence of communication
with parents do you see? Look at bulletin boards, notes, pictures,
and other written material. What kind of interaction do you notice
between parents and teachers? What “messages” about the school’s
concern for parents do parents get from this communication?

4. Ask several parents whose children are enrolled in an early child- .

hood program about their contacts with the teachers and the pro-
gram, What is their overall attitude about contact between home and
school? Do they feel it is important or not important . . . positive or
negative . . . present or absent . . . supportive or lacking in support?

“****What do they expect from the te
» _ achers? Do they feel communicati
- between parents and teachers is important for their chﬂdr:I?‘;cahon
5. How can parental involvement benefit the early childhood pro-

gram? List some concret i i i i
B Lt som e ways in which parents might contribute

Select additional i : = : T
Chagter 3. onal books, articles, and Web sites on topics discussed in

an, ( 7 iy
Couchenox, D., & Chrism y K 2000). Families, schools, and
cornmunzities: Together for children. Clifton Park, NY: Delmar
y e ( ) .
Gestwicki, C. (2000). HOITIE, school and community relations: A guzde
to workmg with parents (4th ed.). Clifton Park, NY: Delmar
,D.R.( ). 7
Powell, D. R. (1989). Families and ear l}' childhood programs.

National Parenting Network:
http//www.tnpe.com

Families and Work Institute:
http//fwww.familiesandwork.org

The Fatherhood Project:
httpdlwwwiglc.org/fatherhood .

For additional early childhood education resources, visit otir Web site at
hitp//www.earlychilded.delmar.com
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.you as ‘an mdlwdual you asat acher or care-
ver you ‘asa member ‘of a professmn. However every‘thmg dlscussed in this
ok is relevant.to you as a teacher. You are the one who mtegtates knowledg
development of ch.\.'ldren, about th 'mportance of fam.lhes, -about” creating 4’
; abou child-sensitive curriculom planning; : and.
est '0551ble care_and edu

his chapter wﬂl focus on you .

will explore import
catmn. portant aspects of

1dh od ted
00 Gniversally accepted categones and titles

those who work with' young on although some have been proposed, as Wk
jiire up stereotypes ‘and do not reflect différent ed d
field (Phillips & Whitebook, 198 ' ' sinclody '
| i ‘ minolog versally accepted cate
» » gories and t;
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n'education and nurture in th
T e early




|

Chapter 4 The Teachers/Caregivers % 83 °

Certainly the early childhood teacher “cares for” and the caregiver
staaches” young children. Which teacher has not tied shoelaces, wiped
noses, or dried tears? And which caregiver has not helped children
Jearn how to zip a coat, assemble a puzzle, or share the tricycle? Teach-
ing and caregiving functions seem not only inherent but also integrally
related in both roles to the point where a distinction is impossible to
make (Willer, 1990).

Lilian Katz has, in fact, included these among the four roles she’
delineates as functions of teachers of young children: caretaking, pro-
viding emotional support and guidance, instructing, and facilitating.
The caregiving role, similar in many ways to the role of the mother, di-
minishes as the child gets older (Katz, 1980).

The distinction between the teacher and the caregiver, then, is
more than a general description of what they do, for their roles cer-
tainly overlap. What does distinguish teachers, according to Katz
(1984b), is their professionalism, the way they use their knowledge and
standards of performance. Teachers possess advanced knowledge in
child development and early childhood education that they apply when
they have to make judgments and decisions on a moment-by-moment
basis. At the same time, they also share with other professionals a com-
mitment to maintaining the high standards set by the profession
through its organizations. But there really is no simple or single defin-
ition of a good teacher of young children. In a summary of six in-depth
interviews that searched for a definition of “the good preschool
teacher,” Ayers (1989) concludes that there is “a kaleidoscope of possi-
bility, for there are endless good preschool teachers” (p. 141).

Qualities of the Good Early Childhood Teacher

Ifasked what qualities a good teacher of young children possesses, most
of us would come up with an intuitive list of characteristics such as
warmth, sensitivity, energy, sense of humor, flexibility, or patience. Em-
pirical research, however, is not particularly clear-cut in showi.#g acon-
sistent relationship between teacher effectiveness and personal
qualities. This is partly due to problems in the methodology of such re-
search, inconsistency in what is being measured, difficulty in distin-
guishing between teaching style and teaching techniques, and even
lack of agreement about what constitutes “good” teaching (Feeney &
Chun, 1985; Katz, 1984a).

Some clues about what makes a good teacher of young children can
be gleaned from early childhood educators and researchers based on
their experience and insight. Sally Cartwright (1999), an early child-
hood educator and writer, outlines some important qualities of good
early childhood teachers: “As I talked with teachers and friends, we
agreed it's more than love for children, more than training and experi-
ence that make a good teacher. We felt a teacher's maturity and deeply
held values are of major irpportgﬁlce, and the most important values are

kindness, e, and ift8aiby in that order” (p. 4). This list represents
an mteregémm distinguish a dedicated
teacher of young children. Cartwright further explains that maturity in-
cludes inner security, self-awareness, and integrity, particularly honesty

sarly childhosd teacher ar
early childhosd educator—A
spedifically trainsd profassional who
works with children from infancy to
age eight. :
caregiver or child care
worker—Term traditionally used to
describe a person who works in a
child care setting.

A professional early childhood teacher is distin-
guished by professionalism, knowledge and
standards, judgment, and ability to translate
thearetical information into practical application.

Os,
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' Teachers evolve through several stages that are
: related to their level of experience.
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and fairness in dealing with children. In addition, the good teacher has
a good knowledge base, including a theoretical framework for his or her
work and-a-bread-general-font-of-information. Finally, he or she lsts
warmth, respect, and trust in the children, unconditional caring, intu-
itiori, detachment, and a good sense of humor as important characieris-
tics of good teachers of young children. -

Those who care for infants and toddlers also need special quali-

ties, beyond “liking babies.” Balaban (1992) includes in her list of im-
portant personal qualities the ability to anticipate and plan; provide an

protect, listen, and watch; smooth-‘jangled feelings”;.comfort; cope; fa-
cilitate social interactions; facilitate parent-child-separation;-and care
for the whole family.

Teachers’ Developmental Stages

Although the idea of developmental stages is commonly understood
and used by teachers of young children, the notion of sequenced steps
of development among teachers is not as readily considered. Yet Katz
(1977) concludes that teachers also undergo a series of stages, each

with unique developmental tasks and training needs. It is helpful to re-

alize that others begin their feaching experiences with similar feelings

of inadequacy or anxiety and that.these evolve into more advanced
stages as competence develops. -

% Stage 1: Survival—The beginning teachers’ main concern
through the first year or so of teaching is usually focused on
whether they will survive. The realization of the great responsibil-
ity they have for the group of children, as well as the discrepancy
between the success they expect and the reality of the classroom,
result in anxiety and feelings of inadequacy, In general, they are ac-
quiring inforation abaut what children are like and what can be
expected of them. At this stage, the teacher’s main need is for sup-

port, encouragement, and guidance, pravided on-site, as needed.
e [ 2500
% Stage 2: Consol 'oFe——?[-Ia%ng recognized that they can in-

deed survive, teachers begin to focus on specific tasks. As they con-
solidate the information gained from their first year or two, they
move their attention more specifically to problem children or to
situations that deviate from the general norm. Their needs at this
time are for continued on-site training that supports exploration

of alternatives to deal with the problem situations.
VeNE, ONSt A )

% Stage3: Reié\wal-—By now, teachers in their third or fourth year
begin to seek some new approaches and ideas as they tire of the
way they have been doing things for the past several years. The
search for renewal can be met through meetings with colleagues,
professional organizations and conferences, professional books
and journals, and visits to other programs.

¥ Btage 4: Maturity—This final stage is reached by different
teachers at different points and represents a coming to terms with
themselves and their profession. Now they ask deeper and more
abstract questions, looking at the broader implications of their




work in the context of the larger society. Their experience makes
these questions more meaningful. Mature teachers need opportu-
nities to read widely, interact with others, and participate in sem-
inars and other forums where such questions are addressed by
others searching for similar insights.

STAFFING IN EARLY CHILDHOOD PROGRAMS

The early childhood teacher, of course, works within a system along
with others who share the tasks of the program. Staff members, from
the director to the custodian, contribute toward making the program
successful. There can be a variety of staffing patterns depending on the
type, size, and philosophy of the program as well as on its funding
source. A half-day preschool attended by 15 children may, for instance,
be staffed by one owner/teacher and one part-time assistant. However,
a not-for-profit child care program in which 160 children/are enrolled
might involve a board of directors, a director, a curriculuni coordinator,
a parent coordinator, 12 head teachers, 28 full- and part-time assis-
tants, a variable number of volunteers, a secretary, a cook, a custodian,
a list of substitute staff, and various community professionals who
serve as resource persons. Figure 4-1 schematically illustrates the
staffing patterns of these tw?rhypgthetical programs.

The distribution and allo?5tien of responsibility also varies in differ-
ent programs, Some exhibit a hierarchical structure, fashioned as a pyra-
mid, where power trickles down from the top and each layer in the
structure defers to those above, Thus, in some classrooms that follow this
model, one teacher is designated as the head or lead teacher and other staff
work under her or him, following that teacher’s direction and guidance.

Yet, in the early childhood field there is often an alternative to this
pyramid structure because of the strong interdependence and intercon-
nectedness among staff members, who frequently make decisions by
consensus. This can be depicted as a web that allows for more flexible
and dynamic relationships than the hierarchical model in which the
Power structure tends to be static and individuals’ responsibilities de-
pend on their position in the structure (Dresden & Myers, 1989). More
recently, the term career lattice has been suggested as an appropriate
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The size and complexity of a program will affect
the size and complexity of the staffing pattern.

SRR G KEY TP O IN T |

Early childhoed programs can have various
staffing structures and lines of staff autherity and
responsibifity,

career lattice—Recognizes that the
early childhaod profession is made up
of individuals with varied back-
grounds; & lattice allows for both hori-
zontal and vertical movement among
positions, with accompanying levels of
education, experience, responsibility,
and pay.

team teaching—An approach that
involves cateaching in which status
and responsibility are equal rather
than having a pyramid structure of
authority, with one person in charge
and athers subordinate.
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FIGURE 4-1 Opganizational Chart Showing Staffing Patterns

Program 1: Half-day preschool for 15 children

Owner-Teacher

Program 2: Not-for-profit child care center for 160 children

Board of Directors

Parent ; Community
’ Coordinator ] Duector‘ Professionals ]
T
[ I 1
L g::;lﬁfiu{:; Swetml r Custadian ]
Head Teachers L Cook 1

. Volunteers
[ Assistants I [Subsﬁtutes

symbol for the uniqueness and diversity seen in the early childhood pro-
fession. A lattice allows for both horizontal and vertical movement
among positions, with accompanying levels of education, experience, re-
sponsibility, and pay (Bredekamp & Willer, 1992).

In other programs, classes are cotaught by team teachers who
share responsibilities. Team teaching is based on a relationship of
trust and communication between the two teachers, something that
takes time to build. A good team finds many bonuses in this relation-
ship through added flexibility, creativity, problem-solving capabilities,
and focus on what each member of the team enjoys-most or does best.
In addition, the collaboration between the two provides the children
with a model for cooperative behavior (Thornton, 1990). -

Whatever the structure, it is sensible to find out ahead of time what
the lines of responsibility are in terms of providing direction, feedback,
evaluation, and resources. By learning the lines of authority and com-
munication, you, as a teacher in a program, will know who to seek out for
guidance and information, with whom to discuss problems, and where ul-
timate responsibility for various decisions lies. Whatever the organiza-
tional structure of the program, smooth functioning depends in partona
clear understanding of responsibilities and lines of communication and
on cooperation among the staff (Click, 2000; Sciarra & Dorsey, 2003). We
will now briefly examine some of the positions and their responsibilities
held by staff members in early childhood programs.

TR,
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Director :
The director performs a variety of tasks, depending on the size and scope
of the program. In small programs, the director may double as a teacher
for part of the day, whereas in large programs the role may be purely ad-
ministrative. This staff member is usually responsible for financial, per-
sonnel, policy, and facility decisions; provides community linkages;
handles licensing and regulation; and is the ultimate decision maker in
the chain of responsibility in all matters that pertain to the program.
The job description often also involves staff selection, training, monitor-
ing, and evaluation. In programs that depend on grants and other out-
side sources of funding, the director may spend much time writing
proposals and meeting ith influential decision makers. But a director
is often also a plumber, a carpenter, and a counselor because he or she
holds the ultimate responsibility for whatever needs to be t?ken care of!

Teaching Staff

Those who work directly with children may hold a variety of titles. In
its position statement on nomenclature for early childhood educators,
the National Association for the Education of Young Children (NAEYC)
suggests four levels (NAEYC, 1984).

% Level 1: The early childhood teacher assistant is in a pre-
professional position and works under direct supervision of the
professional staff. This person holds a high school diploma and
must show a genuine liking for children, dependability, and an in-
terest in improving skills.

% Level 2: The early childhood associate teacher can imple-

care and education of a group of children. This person has demon-
strated competency in the job, for instance, through an associate
degree in early childhood education or a Child Development As-
sociate (CDA) credential (to be discussed under the topic “Train-
ing and Regulation” later in this chapter).

ment program activities independently and be responsible for the *

In many programs, teachers share
responsibility equally for the functioning
of the classroom through a team-
teaching approach.

%KEMQEJQIMW
The role of the director will depend on the size
and nature of the pragram.

Review the faur levls of early childhood educa-
tors suggested by NAEYC. What are the advan-
tages af such a higrarchy? What are the
disadvantages? Since these levels are not exten-
sively used at this time, what needs to happen
far wider adoption of such a system?

Athough a four-level higrarchy of teacher
positions has bieen suggested, mast pragrams do
not inlude such an elaborate classification
system.

— D — .

head teacher—The person in
charge of a class who is ultimately
responsible for all aspects of class
functioning. ’

In many programs, head teachers and assistant
teachers with distinct responsibilities are identi-
fied for each classroom.

assistant tzacher—Also called
aide, helper, auxiliary teacher,
assoriate teacher, or small-group
leader; warks under the guidance of
the head teacher in providing & high-
quality program for the children in the
class and their families.
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% Level 8: The early childhood teacher may perform functions
similar to those of the agsociate teacher, but has a higher level of
education and greater theoretical knowledge of child development
and early childhood education.

# Level 4: The early childhood specialist is involved in super-
vision, training, administration, or curriculum design. The person
at this level has a baccalaureate or advanced degree in child de-
velopment or early childhood education; specific coursework in su-
pervision, administration, and curriculum design; and
appropriate teaching experience. )

Although these levels are suggested as a way of clarifying roles
and expectations, most early childhood programs do not have such an
elaborate staff classification system. We will look at two common teach-
ing positions in morf depth.

The Head Teacher. It is the responsibility of the head teacher, lead
teacher, or master teacher to plan and implement the daily program.
This involves knowing each child and family well and individualizing
the program to meet each one's specific needs. The head teacher usually
also takes responsibility for the physical environment of the classroom,
setting up equipment, rotating materials, and ensuring a good match
between what is available and the children’s skill level. The head
teacher generally maintains records for the children in the class; is usu-
ally involved in parent interactions, both informally at the start and

. end of each day and formally through conferences or meetings; and

takes charge of other staff members who work in the class by providing
direction, guidance, and feedback.

The Assistant Teacher. Also called aide, helper, auxiliary teacher, asso-
ciate teacher, or small-group leader, the assistant teacher works with
the head teacher to provide a high-quality program for the children in
the class and their families. Depending on the assistant’s skill level and
experience, this teacher may share many of the head teacher’s respon-
sibilities; for instance, participating in curriculum planning, leading
large and small group activities, being involved in parent interactions,
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ALEX, Kindergarten Teacher

“The Wicked Stepmother”

%7 7e had been talking about various fairy
‘%/Vtales and “Cinderella” was the topic of dis-
cussion. The children retold the story and looked
at its various aspects. As the conversation
touched on Cinderella’s stepmother, five-year-
old Connie said, “That’s just like a stepmother.
They’re so mean!”

“Yeah,” said another child. “Stepmothers
are really bad.”

Other children chimed in, confirming that,
indeed, stepmothers are terrible people. This
bothered me because I knew that some of the
children in the class were part of blended fami-
lies, and stepparents were an integral part of
their lives. How could we neutralize this fairy
tale stereotype that had new meaning in today’s
society?

I said nothing at that time, but gave it
some thought over the next couple of hours.
Later in the day, we had another group time and
by then I decided on my approach.

“Remember, earlier we were talking about
Cinderella and her stepmother? Some of you
thought that all stepmothers, like Cinderella’s,
were mean people.”

The children again agreed with this
statement. :

“But you know, I don’t think all stepmoth-
ers are mean. I want to tell you about my step-

[P . B R I R

mother, After my mother died, my dad remar-
ried another woman, who is now my stepmother.
And you know what? She is really nice. She is
kind and special and does lots of nice things for
me. She loves me and I love her. She’s a step-
mother . . . my stepmother . .. and she’s a won-
derful person. So, I can’t agree with you that all
stepmothers are mean.”

The children gave this some thought and
discussed the implications of what I had said.
Gradually, they verbalized that labels should
not be applied to all the people in a group. Peo-
ple differ. We talked about the word “stereo-
type.” We considered that not all stepmothers or,
for that matter, all stepsisters were selfish and
cruel like the characters in “Cinderella.”

Some time into the conversation, one of the
children whose parents were both divorced and
remarried joined the discussion. He told the
g'rﬂlp that he had two moms and two dads, one
of each being a stepparent, and that they were
really nice people. The other children listened
thoughtfully.

Teachers sometimes have to divulge some
of their own personal experiences as a way of
helping children gain a more balanced perspec-
tive. In this case, a sensitive teacher’s sharing of
his own family background helped the children
move beyond what could have developed into a
destructive stereotype.
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The support staff in an early childhood
setting is extrernely important in
ensuring that the program runs
smoothly.

S KV B O N Bt S|
Most early childhaod pragrams, depending an
their size and scope, have some Support staff
wha help with the maintenance and functioping
of the program.

and arranging the environment. Because of the assistant teacher’s close
working relationship with the teacher, open and honest communication
and mutual respect are vital between the two. In some schools, an as-
sistant teacher may serve as a “Hoater,” moving among classrooms to
help with special activities'or during specific times of the day.

Support Staff

Depending on the size and scope of the center, usually some persons
serve in a support capacity. These might include (although they cer-
tainly are not limited to) persons involved in food preparation, mainte-
nance, and office management. -

Large programs often have a cook who is in charge of meal prepa-
ration, shopping, and sanitation and maintenance of the kitchen. The cook
may also plan meals, if that person has an appropriate background in nu-
trition, or may participate in classroom cooking projects. A dietitian may
serve as a consultant to the program to ensure that children’s nutritional
needs are appropriately met through the program’s meals. In smaller pro-
grams, particularly those not serving lunch or dinner, the teaching staff
or director may take responsibility for snack planning and preparation.

One of the most important yet difficult tasks of any center serving
busy and active young children is maintenance. Daily cleaning, sweeping,
vacuuming, sanitizing, and garbage disposal are vital though usually un-
popular functions, Large programs may have a custodian as part of the
staff, whereas others hold contracts with a janitorial service. Often the ex-
pense of a maintenance crew or custodian has to be weighed against gther
important needs, and the teaching staff finds that its responsibilities in-
clude many maintenance chores. Most centers compromise by having the
staff maintain a modicum of cleanliness and order while a cleaning ser-
vice is responsible for intermittent deep cleaning of the facility.

Other support staff take care of office needs, Large programs of-
ten have a secretary who maintains records, answers phone calls, man-
ages typing needs, and may handle some accounting tasks. In smaller
programs, such tasks may fall to the director. Some programs may em-
ploy a part-time accountant or have a receptionist in addition to the
secretary. Programs that are part of or housed with other agencies may
share custodial and secretarial staff,
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yolunteers —o —

Some centers avail themselves of volunteers to help w:tth various as-
pects of the early childhood program. Volunteers can mlclude parents,v
student teachers or interris, members of such organizations as the qu-
pior League, foster grandparents, and other interested community
members. To use volunteers most effectively, howeyer, there has tobea
well-planned orientation, training, and monitom}g componen{: that
helps the volunteer understand the program, its philosophy, g.qd its op-
eration. Although volunteers can provide a wonderful additional Te-
source to a program, the reality is that volunteers are not as plentiful
as the potential need for them.

Board of Directors

Particularly in not-for-profit centers, some type of policy-making, gov-
erning board holds the ultimate responsibility for the program. This
board of trustees or board of directors may be a very powerful forc_e,
making all pertinent decisions that the director then carries out, or it
may only be a nominal group, where almost all decisions are left up to
the director. Ideally, a board of directors’ role falls-somewhere between
these extremes (Sciarra & Dorsey, 2003).

Boards of directors are usually made up of community persons
who come from a variety of spheres of expertise and influence, most of
which are not likely to be related to early childhood education. It is
wise, however, to include one child development expert on the board.
The director serves as a liaison, helping the board understand the ra-
tionale for decisions made based on child development knowledge,
while utilizing their expertise in areas in which the director is not as
well versed. Boards can be very effective in areas such as fiscal man-
agement, fund-raising, construction and expansion projects, or lobbying

for children’s rights.

/
Community Professionals
The resources of a center can be expanded through other professional.s in
the larger community; for instance, health and mental health profession-
als, social workers, and therapists. In some instances, families are referred
to the early childhood program by a community agency; thus, the program
and referring agency can work together to maximize the help provided to
the child and family. In other cases, the early childhood program may help
connect families with community agencies and professionals to provide
needed services. It is important for teachers to recognize the “boundaries
of their own professional expertise and know when other professionals
need to be consulted” (Sciarra & Dorsey, 1990, p. 369).

TRAINING AND REGULATION IN EARLY
CHILDHOGOD EDUCATION

As we have discussed, many individuals contribute toward providing a
good early childhood program through their levels and types of exper-
tise. Such expertise stems from different types of training. In addition,

Some programs wilize volunteers, have a board
of directars who are involved in the decision-
making process, and call on community prafes-
sionals to expand the services af the program.

board of directors—Policy-making
or governing board that holds ultimate
responsibility, particularly for a not-for-
profit program.
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In addition to college and university training
pragrams, early childhood professianals can
receive training and certification through the
national Child Development Assaciate program.

o
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Child Dggel\opment Associate
{(DA)—An early childhood teacher
viio_has been assessed and success-

iully.proven.competent through the
national CDA credentialing program.
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a variety of regulations and quality controls apply to early childhood
programs and the personnel who staff them. We will look at training
through academic programs and at one alternative training avenue
and then review regulations, licensing, and accreditation of programs.

Academic Teacher Training Programs

Because you are reading this text, you are most likely involved in an
academic early childhood program whose aim is to prepare qualified
teachers and directors of programs for young children through a com-
bination of coursework and practicum experiences. Such programs ex-
ist at 2-year associate degree, 4-year baccalaureate degree, and
postgraduate degree levels. In some states such programs can lead to
state licensure to enable graduates to teach up to second or third grade
in public schools. In more advanced degree programs, greater depth
and more theoretical and research knowledge become increasingly im-
portant variables, /In fact, guidelines_for early-ehildhood.-professional
preparation are outlined in position statements from the National As-
sociation for the Education of Young Children (NAEYC, 1995a). (We
will be discussing thi assoeiation i more-detail Tater in this chapter
when we consider professionalism.) In addition, NAEYC has developed
a position statement about early childhood professional development
(NAEYC, 1994) that delineates six professional categories based on ed-
ucational attainment, ranging from a person with a doctoral degree to
someone currently ini training. It is interesting to note that those who
teach young children are relatively well educated; about two-thirds of
teachers and more than one-half of assistant teachers have taken at
least some early childhood or child development course-work (White-
book, Howes, & Phillips, 1989). Nonetheless, there is concern that the
most qualified teachers leave the field to be replaced by less qualified
staff (Whitebook, Sakai, Gerber, & Howes, 2001).

Child Development Associate Program

In the 1970s, an alternative model for the training of early childhood teach-
ers was initiated through the Child Development Associate (CDA) pro-
gram. Just as successful completion of an academic program leads to a
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ree, so does successfal completion of the CDA program lead to a pl'f)fe'S* | K A CIPNE STTICE R m -
d'egral credential as a Child Development Associate. The CDA credential is  gygain the requivements for the COA cradentigh
swn'l gf: for professionals who work with different age groups and invar- g pragess (irom your instrucior or fram the = §f
s atﬁn S'p reschools, infant/toddler programs, bilingual programs, pro-  gounci for Eary Chidhood Professional Recogri-
oy Cﬁdﬁ; c.hildre’n with special needs, and family child care. Over  joq, 1718 Connecticut Ave. W, Washington, g
gB%naSD(l)n individials have received a CDA credential, with approximately  20077). Compare these to the anes required by i
;0 ;,;ercent coming from Head Start programs. The National Smey of  ihe program in w}u;h you are enf'cfﬂ(.'zd_ Wh:: e o
CDAs (Henry, 1995) found that over 95 percent remaiz.led comn?li?ted Y0 the paints of similarty and the differences?
early childhood education after receiving their ?redenhals, providing an
i anchor of stability in a field that suffers from a high turnover rate.
i‘ A CDA is an early childhood professional who succes§fully meets
the following six goals (Council for Early Childhood Professional Recog-

nitien, 1996).
1. Establish and maintain a safe, healthy learning environment.
"1 od 2. Advance physical and intellectual competence. . . ‘ g or no training for those who work with and care for young children; oth-
! B ial and emotional development and provide guidance. i ers designate more stringent criteria that specify minimum levels of |
: g 3. Support soc . H e, . . p ;
Howme g 4. Establish positive and productive relationships with families. training in earl.y childhood ﬁeducgtiuon and ch.ﬂd development and‘ap- 1
1 s = am responsive to participant propriate experiences. Keep in mind that minimum standards arejust
A : _5. Ensure a well-run, purposeful progr P . that—minimums. Professional early childhood educators usually far
,i needs. i exceed the minimum, and the children in their care, their families, the
' 6. Maintain a commitment to professionalism. overall early childhood program, and the teachers themselves are the
ibed as an alternative avenue toward pro- beneficiaries of this professionalism and expfarti§e.
fessi Tl;ian? ?;:lt-as :c? eid;i!;'l heawiL traditionally been excluded from Of course, licensing criteria provide guidelines for far more than i
hi'sizg education, ITe,pepciﬁn:ally those from low-income backgrounds (Pe- : ! teacher qualifications. They can cover a wide range of topics related ta |
tefs 1988). Attajlsjng this eredential often encourages a CDA to pursue » health, sanita.tion, safety, tfhild-adult ratio, group size, acceptable guid-
ful‘ti’l er education : I ance and curriculum practices, meal and sleeping arrangements, and so
’ [ forth. Minimum standards for various aspects of programs for young
- children are spelled out by all states, although there is considerable
The TEACH Program . p is variation in what is deemed acceptable. The National Association for
The Teacher Education And Compensation Helps (TEACH) t‘;‘:g,r "mg ) the Education of qung Children, in its position statement, “Licensing
another option in many states for those wishing to enhance ,;g ;01111 ’ and Public Reguldtion of Early Childhood Programs,” encourages
cation and training in the field of early childhood education. Vi states to adopt requirements that reflect what research tells us about
was started as part of the early childhood system in Nor];‘,h d(':'iaﬁ) ds: good care for young children and to enforce such regulations vigorously
with the aim of improving the quality of child care throug] c}?jl dj & il and equitably (NAEYC, 1997a). Programs that receive federal funding
cation and compensation for thogg: l\;vho work v;llt;‘ 3;11;1; ijl;nc,are may need to adhere to specified federal ;‘eﬁlﬂatiﬁ?s as well. Some pro-
i many o . . .
though it has now !)een :atdop’cl(f1 Zrt’ci Zte eneive education that ) grams, particularly those that are pal.rt lf dt epu cs'cho.ol system, may
teachers and admmlstratc()rs ;N dj(jn P C];A? a degree in early child- ;Ji reg‘lﬂatf:agllby a separate agency with different guidelines and regu-
leads toward a certificate (including , or ! J ations to follow.
ho hood education. States that have incorporated TEACH in th:lr eirilg
of childhood system have found that the added monetary Investren S nt
at the care anc}l, education of young children is worth the results in thl}er Accreditation
& quality, an educated child care work force, lower staff turnover, and in- E RS KEN: G 1 Toindicate that they strive for a high level of excellence rather than min-
he creaseci pay and benefits for staff. Scholarships are provided through Al programs must adhere to the minimum imum cz'itez"la3 many early childhood Programs have undergone the vol-
[ the TEACH Program toward the cost of tuition, books, and travel, and standards st by state and local licensing requla- ~ untary accreditation process of thf:.\ Neational Academy of Barly Childhood
a wage increase is built in once a teacher has completed the agreed tions, but some programs stiive for a higher vl Programs, the accreditation division of the NAE"YC, started in 1985, By
upon amount of education (www.ncchildeare.org, 1991). of excellence by undergoing accreditation Fall 2000, over 7,500 programs had heen accredited and another 7,500

through the Natianal Academy of Early Childhood had begun the first stage toward accreditation (NAEYG, 2000b). -

. s P Pragrams. Programs seeking acereditation engage in a self-evaluation,
Regugatmn and E.ucensmg erally de- which is reviewed by a validator, who spends time on-site, and a three-
o- Minimum standards f01f ea.r,}y Chﬂdhﬂqd teachers :1; e gen ;ire}]’i tile person team of early childhood professionals. Specific components of 10
a | scribed in local or state licensing regulations. Some states req; criteria are assessed as acceptable or unacceptable. These 10 criteria
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actions among staff and children, curriculum, staff-parent
interactions, staff qualifications and development, administration,
" gtaffing, physical environment, health and safety, nutrition and food
“%  service, and evaluation. The quality of child-staff interactions and the
developmental appropriateness of the curriculum are judged as the
: most important determinants in the final decision (NAEYC, 2000b). A .
£ s olf-report study of accredited programs confirmed the positive impact . e Ik R
£ 2{ accfeditation and also <indicated that the process facilitated im- I @@d e 0% EEE‘MCS
provements, which, in turn, led to even higher quality (FHerr, Ji ohnson, . .
& Zimmerman, 1993). o

include inter:

PR:@FESSE@NAUS:M . : FR I:}f :: ;zf ta?tilogg ’?Of new teachers tofind out  ilies-of the children. This includes recognizi
This book stresses the importance of the early childhood years, early . 1 y of the decisions they facedonothave  and respecting each family’s stren e s
education, and your role as an early childhood educator. To fully realize clear-cut answers and often require judgment of a  and decisions. It also invol ; .i;_ez_lg(;hs, values,
that importance, however, you must see yourself as 2 member of a pro- i maral QI.etb;cg.l nature. The needs of the four  helping faibiiies' bette: "o vsg fhe importance of
fession. A profession is different from a job by virtue of some specific i groups WlthWhlﬂh early childhood professionals’ - *dren‘and the sisnific °r-Yinderstand their chil-
characteristics; for instance, a defined code of ethics, a specialized ) ?‘nt??actf‘chﬂ#@ fard LY n ‘
knowledge base involving theoretical principles, specialized training
founded on that knowledge base, and universal standards of practice
that stem from that knowledge base (Caulfield, 1997).

Those who have written at great length about early childhood pro-
fessionalism, recognizing that there are many inconsistencies and
problems to be faced, do not always agree on the degree to which the
field meets the criteria of a profession. Increasing dialogue through con-
ferences and written works has helped to focus more sharply on rele-
vant issues—for instance, low pay and shortage of qualified early
childhood teachers—as well as on strategies for combatting these (we
will discuss some of these later in this chapter). Nonetheless, the ex-
panding concern about professionalism, evident at both national and
local levels, should propel early childhood education toward its goals,
which include a better definition and greater focus. )

Although in many ways the early childhood field hefs,moved to-
ward professionalization, there is concern that professional status is
not universally acknowledged by those who work in the field and by the
public at large. Those who work with young children need to develop a
clearer concept of who they are, what they do, and the importance of
their role. At the same time, there is a need for public recognition of the
value and status of early childhood educators. As a student embarking
on a career in early childhood education, you are in a unique position
to develop from the start a sense of professionalism that is furthered by
every course you take, every day you spend with children, and every
conference you attend. Your competence and recognition of the impor-
tance of your role will enhance not only your work with children and
families, but also your contributions to the early childhood profession.

Ethics

One of the hallmarks of a profession is its recognition of and adherence  ¢ode of ethics—Agreed-upon
to a code of ethics. Such a code embodies guidelines for behavior, fa-  professional standards that guide
cilitates decision making, and provides the backing of like-minded pro-  behavior and fadilitate decision
fessionals when the practitioner takes a “risky but courageous stand in ~ making in working situations.
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an ethical dilemma” (Katz, 1988, p. 77). Under the le.aderslnp

f,?%ﬁ;iiie Feeney, the NAEYC has _ac‘iqpted a Qode of Eth%c'al Cori-
duct that delineates ethical respons:ibﬂltles to children, families, col-
leagues, and the community and saciety (NAEYC, 1997a). B .

This code recognizes that many.of the day-to-day decisions :laa e
by those who work with young children are of moral and ethicz n:-
ture. Barly childhood teachers, for instanqe, may find themselv;s in Ib::t -
pations with conflicting values in which itis .not cle.ar whether the rig] hs
of the child, the parents, the school, other ch}ldren in the program, or the
teachers are most important. A code of etlnf:s provides common lemj-&‘
ples for dealing with such dilemmas, principles based_ on the value z
childhood as a unique stage of life, on k.l:.towledga of chﬂd‘development,
on appreciation of the importance of family and cultural t1es', on‘rci;pt.ag
for the dignity and value of children and. adults,.a'nd on. he}pmg individ-
als reach their potential through trusting, positive relationships. '

Because children are particularly vulnerable, those who work with
them have an important responsibility th'at is supported' and' d@ﬁyed by
a code of ethics. As you enter the early chlldhood.professwn, itis ugaio%'-
tant to read and utilize NAEYC's Code of Ethical Conduct, which is
available in & brochure from the organization (NAEYC, 1997a).

Professional Organizations .
One sign of a profession is the existence of organizations to whcﬁ
members belong and of professional j ournal§ that members’ read. Suc]
organizations and their literature provide its members with support
and a sense of common interest and purpose..Early chlldhoqd ed}lca-
tion has several pertinent organizations and journals. We will briefly

discuss the two major groups in the fleld.

1. The Naticnal Association for the Education .of ')'?our}g Chil-
dren (NAEYC), the largest early childhood orgamzan?n, is 2 pow-
erful voice for children, families, and teachers. NAEYC is ded%cated
to improving the quality of early childhood programs for cl'uldren
from birth through third grade and their families, improving f;he
working conditions of those who work in suc]? programs, and build-
ing public support for high-quality early c]:uldhcfad care and et?u-
cation. Through its 75-year history, NAEYC has increased in size
so that now its diverse membership includes over 103,000 indi-
viduals and nearly 450 local, state, and regional g‘roups‘that are
NAEYC Affiliates (NAEYC, 2000a). One of the ways in which
NAEYC works toward its goals is through its publications—the
bimonthly journal Young Children, and numerous books and
other resources. In addition, NAEYC holds an annual confe:rence
that is attended by thousands of early childhood professionals
each November.

2. Asscciation for Childhood Education International (ACET)
is a professional organization that covers a W'ider'spectrum of ed-
ucational issues by covering ages ranging frorn infancy _through

early adolescence. It also focuses on internahona‘l and intercul-
tural issues. The ACEI publishes the journal Childhood Educa-
tion five times a year and sponsors an annual study conference.
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The field of early childhood education has 3

defined cade of ethics, adopted by the Naiiong
Assuciation for the Education of Young Childrep,

RS RSE KEVIR O INEREHToRs
There are numeraus professional organizations
that early childhood students and professionals
can join.

What are the advantages of belonging to a pro-
fessional early childhood oroanization? Review
several issues of professional journals such as
Young Children or Childhood Edueation to gain a
sense of what organizations such as NAEYC or
ACE! have to offer.

Naticnal Asseciation for the
Education of Young Children
(NAEYC)—Largest American early
childhood professional organization,
which deals with issues of children
from birth to age eight and those who
work with young children.

Association for Childhood
Education International
(ACEI)—Professional organization
that focuses on issues of children
from infancy to early adolescence,
particularly those involving intema-
tional and intercultural concerns.
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[ KBV QU ESTIONIEAS
Talle to several teachers of young children, What
1l ey view as the most rewarding parts of their
g What most frustrates them? Compare their
+1iswers with your own goals and expectations.
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In addition, numerous organizations focus on more specialized
groups; for instance, those involved in for-profit child care, Montessori,
Head Start, church-sponsored Programs, home care (the National As.
sociation of Family Day Care), early childhood special education (for in-
stance, the Early Childhood Division of the Council for Exceptiona]
Children), and others. There are regional, state, and local organiza-
tions, such as the Southern Early Childhood Association (SECA);
branches of the organizations described previously; and some nonaffi]-
iated, local organizations that meet the needs of a group of people in tly
community.

As a student entering the early childhood profession, you mighs
consider becoming a member of a professional organization. Some col
leges or universities have student member sections of NAEYC or ACEY
By becoming a member, you can keep abreast of new developments,
have the opportunity to meet and participate in a support network with
others in the same field, and attend workshops and conferences at the
local, state, or national level. Information about organizations is read-
ily available through your instructor or those who work in the field.

SOME CURRENT ISSUES AND DILEMMAS

Early childhood education is, in many ways, a field of contradictions
and extremes, Those who try to define it often find themselves in a
dilemma, not clear on what to include and what to exclude. ‘Where does
a program fit that barely meets minimum standards, and what about
the program that genuinely strives for excellence in meeting the needs
of its children and families? Are the kindergarten teacher, the infant
care provider, the Head Start teacher, the preschool master teacher, and
the home care provider included? Are the preschool teacher who holds
amasters degree in early childhood education and the high school grad-
uate who works in a child care center equals in the same field? Can the
child care provider vfho earns minimum wage for the eight hours a day
spent caring for children be lumped together with the kindergarten
teacher who earns a public school salary for nine months of teaching?

How can the teacher’s job description that calls for someons who
“likes children” be compared with the one that requires “a degree in
early childhood education or child development”? How can the lack of
licensing requirements for teachers of young children in many states be
rectified with educators’ insistence that those who work with young
children need specific training? In fact, is there a good reason to justify
why you are enrolled in an academic program while others with no aca-
demic training may equally qualify for a position?

These questions and others are at the heart of the dilemma facing
the early childhood profession. We will review some specific issues and
look at some possible ways of addressing these. Although we will divide
some of these issues into categories such as teacher shortage and low pay,
these are not separable concerns that exist independent of each other.

An Historical Perspective

It might be helpful to look at the road travelled by the field of early
childhood education to gain & perspective on its current status. Early
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childhood education today is inextricably linked to the role and status
of women in the United States. .

Between the mid-18th and mid-19th c'entur}es, w_«amanho?d was
redefined, its image re-created and reima.gn'rxed,‘ its social funct}on re-
viewed, its links to child rearing and socialization forged, and its au-
thority over the moral and cultural develt?pment of the nat:;;ln
rationalized” (Finkelstein, 1988, p. 12), When, in the% latter half of the
19th century, the kindergarten became ﬁn‘nly e.stabhshe_d as anA.nt:;;ap
jean institution, women had found their n}ch‘.e in an environment that
was not quite domestic, yet not quite public either. )

The early 20th century pioneers of the early chlld.}lood move-
ment, while building a scientific basis for child stud:v, tiontmued ‘to see
women as the guardians of. the young with a specialized role in up-
holding moral and cultural standards, a noble role al'mve concerns for
economic and material comforts. Unfortunately, th_Js legacy of “un-
selfishness” has followed early childhood educators into the 2‘:\st cen-
tury, endowing them with a realization of the importance of their javork,
yet placing them in a low-paying profession that has low status in our
social structure (Finkelstein, 1988).

Teacher Shortage
Over the past several years, increasing attention has been focused on
the shortage of qualified early childhood teache?s. The need for child
care services is projected to grow 32 percent during the first decglde of
the millennium. This is more than double the rate qf growth projected
for the entire economy. The increased demand for child care reﬂgcts de-
mographic changes, since the population of women .of child-bearing age
has been increasing, and these women participate in the labor force gt
a greater-than-ever rate (Bureau of Labor Statistics, 2000a). In addi-
tion, welfare reform is placing more women into the labor force, and of-
ten they need child care'in order to work. . )
There is also a shortage of public school teachers,f compounding
the demand for early childhood staff (Recruiting New Teachers, .2000).
In addition, fewer college students are opting to pursue faducatmn ca-
reers, seeking instead more lucrative job opportunities. Fx.'nally, our so-
ciety is experiencing a decreasing number of peoplg entering the work
force as the “baby bust” generation, those born during _the years when
the national birth rate declined, reaches maturity (Galinsky, 1989).
The contribution of these societal factors to the ea.rlly chzldhoogl
teacher shortage tells only half the story, however. What is more seri-
ous is the high rate of turnover among teachez:s of young children. The
recently published Then & Now: Changes in Child Cafe Staffing,
1994-2000 (Whitebook et al., 2001) followed a group of Ch'lld care cen-
ter teachers and directors over a six-year period to examine turnover
and its impact. The researchers concluded that the‘ child care work
force is alarmingly unstable, including higher-quality programs. Of
those who participated in the study in 1994, 76 percent were no longer
in the same job in 1996, and 82 percent had left their jobs by 2090.
They found that the yearly turnover rate averaged 30 Percent, ranging
from zero to 100 percent, depending on the center. Director turnover

was also very high, with over half the centers losing their director by
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The history of women aver the past two centuries - i
is closely linked with the development of the field - '}

of early childhood education.

The high demand for quality programs for
children of warking parents, plus the low pay and
status of those wha work in these programs,
have resulted in a serious shortage of early
childhoad professionals,
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Low pay and poar henefits for early childhood
teachers are directly tied o affordability of chitd
care for parents.
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1996 and two-thirds having a new director by 2000. Only about half of
the teachers and directors in the original study stayed in the field of
child care.

This high turnover rate appears directly related to low pay, il-
lustrated by the inverse relationship between rate of pay and per-
centage of turnover. Those at the lower end of the pay scale changed
jobs at twice the rate as those at the higher end. At the same time,
however, there is less turnover among teachers with early childhood
training. A follow-up survey of CDAs who had earned their creden-
tials during the preceding five years indicated that more than 95 per-
cent of the respondents continued to teach (Henry, 1995). Although
this does not provide direct evidence that these teachers were still at
the same work site, they continued in the profession. However, in the
early childhood teaching population at large, more than one-third of
those who work with young children change occupations each year
(Galinsky, 1989).

High staff turnover takes its toll in several ways. The National
Child Care Staffing Study (Whitebook et al., 1989) found that in cen-
ters with a high turnover rate, children spent less time in social actiy-
ities with peers and tended more to wander aimlessly. In addition,
separation from parents becomes more critical when caregivers change
frequently (Galinsky, 1989). Very young children are particularly vul-
nerable to teacher turnover. Toddlers who lose their primary teacher
were found to be more withdrawn and more aggressive two years later
(Howes & Hamilton, 1993). Teachers also suffer when their coworkers
change frequently because they have to assume the additional burden
of orienting and training new staff (Whitebook, 1986).

Resolutions to the issue of high staff turnover, and the related is-
sues of low pay and teacher burnout, are being pursued by profession-
als and professional organizations. Some of their recommendations will
be discussed later in this section.

Low Pay

Staffing shortage would undoubtedly be much less of a problem if early
childhood teachers were paid adequate salaries and if they received ap-
propriate recognition and status. For most teachers of young children,
however, monetary rewards are not equal to their professional training
and value. Although there is a wide variation in pay, early childhood
teachers are generally paid poorly.

Low pay feeds into a vicious cycle: poor pay causes qualified teach-
ers to seek work elsewhere; as a result, jobs are often filled by ungual-
ified staff; they, in turn, reinforce the low status in which early
childhood education is held and negate the need for higher pay (Katz,
1984a). There is a clear relationship between pay, retention of staff, and
quality of program. Centers that pay higher wages are able to retain
qualified teachers and directors. Highly skilled staff stay in their jobs
if they earn higher-than-average wages and work with other staff who
are also highly trained. Not surprisingly, when there is a significant
number of qualified staff in a center who are paid higher-than-average
wages, the center is more likely to sustain high quality in its program
(Whitebook et al., 2001). .
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The Center for the Child Care Work Force has been tracking the
staffing shortage and teacher turnover for a numl?er of years. Each The needs of teachers of young children 2
phase of its study has confirmed that teacher salaries are lower than must be an important priority in early c
salaries for other workers with equal education and, in fact, often did childhood programs. Scheduled time :
not keep pace with increases in the cost of living. Nonetheless, those and a pleasant place to relax can ¥
who remained in their jobs, as well as those who left for better paying contribute to teacher satisfaction. What ¢
- work, reported great satisfaction from working with young children other factors can improve working
(Whitebook et al., 2001). conditions for teachers of young e
Another issue tied to low pay is the lack of benefits offered to em- children? T
ployees of child care programs. The National Child Care Staffing Study E
found considerable variation in the types of benefits offered. For instance, | b
health benefits were offered by more than 60 percent of nonprofit centers, w
whereas the percentage dropped to 16, 21, and 24, respectively, for inde- | ¥
pendent for-profit, chain for-profit, and church-sponsored nonprofit child . 1k
care programs (Whitebook et al., 1989). Generally, early childhood pro-. : 18
grams sponsored by larger institutions such as hospitals, public school : 18
districts, or universities benefit from the policies of their sponsoring ot
_ agencies (Galinsky, 1989). In a similar way, employer-sponsored child Burnout w
care programs ofien also receive their company’s benefits package. . ) Intricately tied to staff shortage, staff turnover, and poor salaries is u
The reason for the low remuneration earned by early childhood Some eary chidhond teahers experince teacher burnout. Burnout is complex, resulting from multiple causes
teachers is directly tied to the issue of affordability of child care. Be- burout It is characterized by job dissatisfac;tion, stress, loss of energy, irri. | E
cause staff wages and benefits constitute the largest expenditure in burnout syndrome—Condition tability, and a feeling of being exploited. The burnout syndrome in- |
early childhood programs, the cost to parents is most affected by how experienced by professionals as a volves a person’s inability to cope with continucus, ongoing stress, and |
much is allocated to that portion of the budget; the higher the teacher result of undue job stress, character- is accompanied by a loss of energy, purpose, and idealism (Schamer & b
salaries, the greater the cost. Part of this balance is the issue of child- ized by loss of energy, irritability, and a Jackson, 1996). a
adult ratio: the more children per adult, the lower the cost because feeling of being exploited. Low salaries and minimum benefits contribute to burnout, but so | le
fewer adults have to be hired. However, high child-adult ratios are as- do other factors. Some of these include long working hours, unpaid | ..
sociated with higher levels of teacher stress and decreased responsive- overtime, time spent outside worlking hours in curriculum planning or | -
ness to children (Phillips & Howes, 1987; Whitebook, Howes, Darrah, & parent functions, expectations for maintenance duties, lack of breaks, ,}cj
Friedman, 1982). . . . X the constant intensity of working closely with children, high child-adult 'c;
Yet, the answer is not simply a matter of raising the cost of child ratios, and lack of power in the decision-making process. Sometimesa { _
care charged fo par ents. Although some families can ffor.d to pay change in working ¢onditions, 2 seminar, or & support group can help a s
higher rates to ensure high-quality care offered by well-trained and teacher regain a fedling of commitment and renewal. or
well-paid professionals, many others cannot. Two-thirds of employed Although burnout is a final outcome for some of those who work
women are either the sole support of their‘f‘:amﬂies or are married to in early childhood programs, many others find great job satisfaction, b
men who earn extremely low wages. Families pay as much as one- which balances some of these negative aspects. The opportunity to con- g,
fourth of their income on child care (Gz.ﬂmsky, 198?). Experts_contend tribute to and observe the development of their young charges provides | 1
that the cost parents pay for child care includes a hidden subsidy—the a great source of pleasure to early childhood teachers, In addition, they tf
low wages te'achers receive (Willer, 1990). . . find other aspects of the job gratifying. These include opportunities for '
Increasmgl'y, profes's1.onals argue that early childhood education reflection and self-development, satisfying staff relations, joh flexibility, &
needs to be pu.bhcly subs1d}zed, similar to the way that elementary, sec- a level of autonomy, and staff interdependence (Whitebook et al., 1989). b
ond:}:y, and higher education are supported. Professionals have begun Lie
to take steps toward improving America’s child care through a series of . . .
comprehensive recommendations published in Not By Chance: Creat- Men in Ean‘ﬂy Childhood Educata@n g%
ing an Early Care and Education System for America’s Children (Ka- R K=V E O N A somewhat different issue concerns the predominance of females in | ¢!
gan & Cohen, 1997). This report’s co-author, Sharon Lynn Kagan, has More than 95 percent af early childhood teachers early childhood education, representing between 95 and 97 percent of | ©:
been actively involved in developing models for alternative ways of gen- are wamen, and male teachers leave the field at practitioners. There have been, and continue to be, male teachers of t?
erating revenues for early childhood programs. Such models are being an even greater rate than female teachers do. young children who have a high commitment to the education and well- | 5
tested in several states; their aim is to raise child care quality by in- being of young children. For some children who grow up in single-parent | 8%
creasing the required educational background, along with pay, for early homes without a father figure, a male teacher can fill a particularly spe- | V¢
childhood teachers, making then on par with public school teachers’ cial role (Cunningham, 1998). o
salaries (Kagan, Brandon, & Joesch, 2000). Yet; men leave the field of early childhood education at an even | 8T
greater rate than women do. Some male teachers who changed careers e
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that they were subject to subtle prejudicial attitudes from par-
e coworkers, and administrators. They were considered not
as good as women because they had never been mothers. Suspicion that
was initially based on vague stereotypes intensified by highly publi-
cized cases of sexual abuse in child care settings (Sumsion, 1999).

1t is more likely that economic reasons preclude more men from
entering the field of early childhood education, or cause them to more
readily leave the field if they do spend some time a5 preschool teachers.
: Robinson (1988) found that 85 percent of his sample of male early child-
hood teachers were married with at least one child and were the major
wage earner of their families. Low pay compelled them to look else-
where for work. Another reason that men leave the field is a perceived
lack of status; in almost any other job, men can find more respect and
greater prestige than in child care (Cohen, 1990). The absence of a sub-
stantial number of men in the field is undoubtedly a contributing fac-
tor to low salaries. Thus, it has been argued that “recruiting more men
would enhance the professional self-image of early childhood educa-

tion” (Seifert, 1988, p. 114).

reported
ents, femal

Empowerment and Activism

We have raised several urgent issues that face those in the early child-
hood profession. It is heartening that increasingly more professional
and political effort is being devoted to solutions to these issues. Articu-
late public statements, relevant publications, thoughtful research, and
energetic political advocacy and lobbying are making an impact. There
is no question that the needs of young children and families, the im-
portance of high quality in child care, and the needs of early childhood
teachers are becoming highly visible public matters. From the halls of
the Capitol in Washington, DC, to legislative buildings across all of the
states, early childhood education and child care have become high pri-
orities. This is, in many ways, an exciting time to be entering the field!

Changes in the current realities of early chﬂdhoocf education can
be brought about through joint political action and the empowerment
of teachers (Dresden & Myers, 1989). Training for advocacy is being in-
corporated into higher education programs at all levels, as students
learn how policies are made, how the political system operates, and how

- they can affect it. You may well be taking a public policy course as part
of your program of study, something that probably would not have been
part of the curriculum 15 or 20 years ago. Parents are also often en-
listed to support public policy endeavors.

What is clear is the resolve of professionals and professional or-
ganizations to push for change. Interest in and support for quality
child care comes from many sectors hoth within and outside of the field
of early childhood education, including parents, teachers, administra-
tors, resource and referral agencies, related service providers, profes-
sional organizations, teacher trainers and educators, researchers, civic
and religious groups, business and labor organizations, volunteer ser-
vice organizations, philanthropic organizations and foundations, and
civic leaders. A coalition including members of such constituency
groups can be a powerful force in beginning to address issues. The ear-
lier mentioned publication, Not By Chance, is part of the Quality 2000

The issues and dilemmas facing early childhoad
education and its teachers are being addressed
through vigarous advacacy and lobhying to help
bring ahout change through political action and
empawerment of teachers.

R KEVEAUESTIONGE ST

Professianal arganizatians such as NAEYC have
been active in advocating improved working con-
ditions and status for thase who wark with young
children, Review the “Putlic Policy Report" and
“Washington Update” in several issues of Yaung
Children to see what kinds of issues are being
discussed.
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Initiative, a set of inventive initiatives cr i
thod professionals. The eight recommend:g:zfs tgo?la?}i'isexéy chid-
vide a platform for hope for the future of the field and, in fort e
future of Ame.rica’s young children (Kagan & Neuman ’1997)a$f‘ilthe '
recommendations include three related to program qu;llit d. lese
ment.ally appropriate outcomes for children, and family er{, oman
a.n.d inclusion, which are all important elements in imprmgfzgemmllt
chﬂdl.mod Pprograms. The other five recommendations are relevaeir ;
our discussion of the issues facing early childhood professionals R t}ol
as yourself, and will be discussed in somewhat more detail here. e

1. Staff credentialing is a critical element in this plan. The re
ommendat:.ion calls for licensing of individual teacheré distincc:;
fﬁrom the hc{ensing of programs. A career ladder with acc’ompa_u -
ing academic preparation in early childhood education or child d3'e,-
v'elopment are proposed. The recommendation calls for separate
licenses for early childhood administrators, teachers, and associ-
ate teachers as well as making a provision for entry-level aides.

2. Staff training and preparation are crucial
; to the plan as well.
The.a guahty of staff credentials will depend on the quality of the
f:ralnmg programs. The recommendation suggests that all train-
%ngt ?ee; at f3east'1‘;:]:u=.- CDA competency areas we discussed earlier
in this chapter. Training also should include devel
ership and managerial skills. epment ofiead

3. Program licensing is often cumbersome and uneven. It is recom-
rpendc::d that licensing be streamlined and designed to complement
hc.er}smg of individuals; that regulations be strictly and fairly ad-
ministered; that exemptions, of which there are many, be elimi-
nated so that all programs that care for children are sul:;ject to the
same standards; and that national licensing guidelines be devel-
oped to promote greater consistency across the country.

4, Fundi.}:g aﬁd financing is recognized as one of the major chal-
lenges in the goal of providing high-quality child care programs. The
cost cannot be assumed by parents only, but needs to be shared by
employers, government, and community organizations. The actual
cost of quality early childhood services needs to be estimated, dif-
fere.nt revenue-generating mechanisms need to be identified a’lter-
native approaches for distributing funds to parents mt’xst be
developed, and coordinated funding initiatives have to be created.
Wor‘k toward these goals is underway by dedicated and creative pro-
fesslonalg who are beginning to address some of the serious issues
inherent in changing our current system to the proposed system.

5. The governance structure for early childhood education is hap-
haza.rd and often ineffective. This recommendation calls for more
con.smtent, rational structures; using both state and local boards
Wth}ch would cover a broad range of topics and have the responsi:
bility for ensuring high-quality, integrated services for children
and families.

A r!C‘he Not By Chance report, recognizes the crisis of child care in
erica and presents some bold, hopeful steps for initiating change.

i i i b
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i
|I 5. Although early childhood education presents you with exciti

. ; by challenges, as a student entering thi i ]
. tment to young children ges, Ting this career, it also presents so;
gome states aref gak]\_}ntg ;; ngzl;li ec:;:gl;men dations. You, as an early : - issues and dilemmas:
: . eNo ; il- ot :
a]fj?ﬁi?fdp;g;ésional, will benefit from these efforts, as will the chil B A. Some of the problems faced by early childhood educators 2
c

) Lo HE . . .
ron you care for. , i rooted in the historic antecedents of the field,

B. Early childhood education faces some serious concerns, i

PARENT SUPPORT FOR THE EARLY 4 [ . cluding teacher shortage, low pay, burnout, and scarcity

FESSION ; g e
CHELDH@UD P RQ_ ibility of early child- T KE VB O TR | , C. Through advocacy and empowerment of early childhood pr
In the last chapter, we discussed the role and responsibility

jon- ’ be a good source of support for early [N fessionals, these issues are beginning to be addressed
o o acher-parent relation Parents can N A .
hood teachers toward parents. As indicated, the te P childhood teachers. R
g inrocal
ship is a reciproc

process. While teachers provide many sert;ices aﬁr
nts, parents can also be extremely effective advocates for the early
arents,

Phildhood education profession. One of the most effective lobbying efforts ' EY TERWIS LIS
c

C N . r earl childhood programs In I . S, put: SR
to Pr?t];zt:v a”;‘f ;:Z;‘iﬁ:::;’zg 5%1:‘12::1;; ;.;:)up 0f1arefl§s who slpol.::?af:gf; . assist'anf: teacher . code of e:thics
one § tive about the importance of that fﬂnd'mg. The egisiat ' | ) Assoc1at1_on for Chlld.hood early ch}ldhoqd educator
their perspec to promote this bill quite convincing: | Education International (ACEI) early childhood teacher
found the 200 taxpayers who came to p t begin in the political arena. H board of directors head teacher
Parental support, hzweveel‘;gfi:uﬁ havgeu; sound appreciation of it burnout syndrome National Association for the
First and most important, Pzr clear understanding of the issues they o caregiver Education of Young Children
carly childhood edncatars a5 romoted in & high-quality program in i career lattice (NAEYC)
face. Such understanding is z]] and are articulate about their ﬁel(fl- i child care worker- team teaching
which teachers act prf)fesilloi‘ th‘z uality of education and care their Child Development Associate
T s st e ully of et ol G
children receiv

ing conditions of their children's teachers and caregivers, they will be
better able to help bring about changes.

AL s 1. Review the four levels of early childhood educators suggested by

g =S5U M MAR e A bl i NAEYC. ”\Xhat are the advantages of such a hierarchy? What are the
E v chi be described by some ?denh.‘?ia e i i disadvantdges? Since these levels are not extensively used at this
; . Eaﬂy'c}llﬂdha';;tcilezeegfrf;iiigfxslome predictable stages in /theu‘ de- e time, what needs to happen for wider adoption of such a system?
] u . ;
5:{5;212:1%. i WEE (1 2. Obtain the requirements for the CDA credentialing process (from
9. The staffs of early childhood programs can include a number tg:il;l' W ! : your instructor or from the Council for Early Childhood Professional
¥ . The staifs X ; : irector, teaching I ' Recognition, 1718 Connecticut Ave, NW. Washington, DC 20077).
&% s : les, including the director, - Ak ognition, ’ L,
: dividuals in 2 vanet};rci’;fs]tvg«f? board of directors, and community ! i | Compare these to the ones required by the program in which you are
staff, volunteers, supp ? ) enrolled. What are the points of similarity and the differences?
professionals. !

3. A variety of training possibilities and regulating entities are as-
; sociated with éarly childhood programs. . e
A. Early childhood teachers might receive training through ac:

3. What are the advantages of belonging to a professional early child-
4y hood organization? Review several issues of professional journals
If such as Young Children or Childhood Education to gain a sense of

/ ' ELRIE t izati 3
demic channels or through the Child Development Associate ! : what organizations such as NAEYC or ACE] have to offer.
en;ram L h 4. Talk to several teachers of young children. What do they view as
pro| . t bl the most rewarding parts of their job? What most frustrates them?
. i hrough local or state ) gp : j ates
B. Early cl'nldhoc;i f’; Ziﬁ;ﬁzﬁﬁiﬁiﬁ‘ds. £ . 1 1 Compare their answers with your own goals and expectations.
regulations, W’ fergo voluntary accreditation through the f : 5. Professional organizations such as NAEYC have been active in
_Z C. Many programs under ; ip ams. i | advocating improved working conditions and status for thoze who
National Academy of EB-T'IY Chﬂdh;o tl"ziris noted by such i i ' ‘work vyith young chﬂ”d?-en. Revie\y the “Public Policy‘Repov‘t” and
E ; ism in early ¢ . : e ssues of Young Children
E 4. Professionalism i ly childhood educati ¢ rofessional . “Washington Update” in several iss f Young Children to see
; . criteria as a code of ethics and the existence oI p what kinds of issues are being discussed.
organizations. '
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gelect additional books, articles, and Web sites on topies discussed in

Chapter 4.

Bowman, B. T., Donovan, M. 8., & Burns, M. S. (Eds.). (2001). Eager to
learn: Educating our preschoolers. Washington, DC: National
Academy Press.

Stone, 4. G. (2001). Building classroom community: The early
childhood teacher’s role. Washington, DC: NAEYC.

Young Children, the journal published by NAEYC, is an excellent
resource for all kinds of early childhood information.

National Association for the Education of Young Children:
http//www.naeye.org

NAEYC's Code of Ethical Conduct and Statement of Commitment:
h’ctp.//WWW.naeyc.org/resources/posmon statements/pseth98.htm

Center for the Child Care Work Force:
http//fwww.ccw.org

For additional early childhood education resources, visit our Web site at

hitpi/earlychilded delmar.com

ch th ed.ucatmn and care of young cluldren depends
ike, Programs for preschoolers
underlymg assumptions about the
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The concept of childhood and the treatment of
children through histary have always been tied to
economic, religious, and sacial factors.

Early childhood programs have an
extensive and rich history, both in the
United States and in other parts of the
world.

--to as many as 16 hours a day, while being fed and housed minimally.

Part Il The Why of Early Childhood Education

theorists. This historic and theoretical overview will provide the founda-
tion and rationale on which early childhood education has been built.

A LOOK BACK—~CIILDREN THROUGH TIME

Interest in the care and education of young children goes back thou-
sands of years. Our Western tradition is traced to ancient Greece, where
the writings of philosophers such as Plato and Aristotle reflect a keen
sensitivity to the needs of children and the importance of appropriate
education in shaping their character. The Greeks saw human develop-
ment as a transformation from the imperfect state of childhood to the
ideal of adulthood (Lascarides & Hinitz, 2000). The Greek tradition, in-
cluding education for girls as well as for boys, was carried on for several
hundred years into the height of Roman times.

Many of the early, enlightened ideas about children were lost, how-
ever, during the Middle Ages, when even the concept of childhood
seemed to have been misplaced. Children became little more than prop-
erty and were put to work, for instance, in the fields or tending animals,
just as soon as they were big enough. “This period in history was ardu-
qus for children (Lascarides & Hinitz, 2000). Schools and formal educa-
tion as a way of passing on cultural traditions had virtually disappedred—
in Europe except in a few places, particularly in Islamic Spain, where
learning was highly valued.

Various religious, political, and economic forces provided the im-
petus for the move out of these Dark Ages, often improving the treat-
ment of children, but at other times exploiting them. Martin Luther, for
example, advocated public education for all children in 16th-century
Germany as a way of promoting religious salvation. In other parts of
Europe, some social and political reformers, angered by the injustices
that provided an opulent lifestyle for the nobility at the expense of the
starving peasants, developed ideas that focused on children and their
education as one way of overcoming such inequities.’

By the 18th century, as the industrial revolution swept both Eu- .
rope and America, the economic search for cheap labor led to the abuse -

of many children in factories. They were kept at spindles or levers up

Such blatant exploitation also led to reforms, eventually including uni-

.
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versal public education and laws prohibiting child labor (Lascarides &
Hinitz, 2000; Wolfe, 2000). ’

The 20th century, while a relatively short period in history, repre-
sents an active time in the formation of early childhood education. For
one thing, education for all children came to be increasingly accepted,
reinforcing the idea that childhood is a separate and important period.
Education in the United States, in the eyes of such progressive educa-
tors as John Dewey, was a training ground for democracy, a way of
equalizing social inequities by imbuing children from a young-age with
democratic ideals. Philosophers and scientists, who proclaimed the
edFly years as specially relevant, also contributed to the field. Among
these, Sigmund Freud focused unprecedented attention on earliest ex-
periences as the foundation of personality.

A third contribution came from the development of scientific
methods of observation that led to the child study movement, out of
which grew many university preschool laboratory programs designed
to facilitate the careful study of young children. Still another contribu-
tion to today’s field is the notion of early childhood education as a
means to social reform. Important programs were developed through-
out this century with the idea of rescuing the poor from poverty. A com-
mon purpose motivated those who helped move young children out of
factories and intb schools at the turn of the century, and those who de-
veloped the Head Start philosophy of the 1960s. _

Finally, another change that has profoundly affected early child-
hood education today is the rising need for child care arrangements,
which we discussed in Chapter 1. Although recent changes in the econ-
omy and family life have brought the proliferation of child care programs
available today, such programs are not new. During World War 11, many
women were required to work and needed arrangements for care of their
young children, which were often publicly subsidized (Braun & Edwards,
1972; Carter, 1987; Greenberg, 1987; Siegel & White, 1982; Weber, 1984).

History and the context of each period have generally determined
how children are viewed. Because children are vulnerable and depen-

- dent, their image ‘and treatment have been shaped by the needs of the

times and by influential thinkers and writers. Today we view children
much more benignly than during many periods of the past.. We ac-
knowledge that the childhood years are unique and important, we pro-
vide children with special environments, and we promote education as
a social and personal necessity. Today’s view of children is based to a
greater extent on theory and research rather than on the religious or po-
litical ideas that, in part, dictated the image of children in the past. Let
us now turn to some of the important figures in the historical account of
early childhood education. The section that follows will then review in-
fluential theorists whose conceptualizations have further refined our
ideas of young children. . ’

INFLUENTIAL PEOPLE IN THE HISTORY

OF EARLY CHILDHOOD EDUCATION ,

Many, many individuals have contributed to our current view of young
children and their care and education. We will touch on the works of
only a few of them in this text. Some developed their ideas because ,Of

During the 20th century, the view of early -
childhood ad-an important part of human devel-.
apment has been particularly promoted.

child study movement—Occurred
earlier in the 20th century in the
United States when many university
preschools were established to
develop scientific methads for
studying children.

ST KEY QUESTIONAH12553%
Historic gvents have a great impact on our view
of children and how we treat them. What social
and political events have taken place during your
life that have had an impact on young children

" and their education? Also ask this question of a ~

relative or friend who was hom in an earlier era.”

e f e e L e
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their direct work with children, often the poor and underprivileged; Chapter 5 Rationale Supporting Early Childhood Education & 115
others’ theories emerged out of political and philosophical concerns
about the problems of society and how reforms could be brought about.
Let us now meet some of the people who have contributed to our views,
particularly as these relate to the early years.

\/Jean—lacques Rousseau (1712-1778)

RIS EISAEEETET  Roussean was not an early childhood educator, but his ideas have cer- : : [
Rausseau advanced the nations that children are tainly influenced the field. As a philosopher writing in the context of the 5 4
innately noble and good, that their way of corrupt French society of his time, Rousseau developed the idea that so- . 4
learming is different from that of adults, and that E%WM@W R ' !
they should be removed from the comupti S TatiTe. Society, with its hierarchy of the few who were rich and )
infiuences of society. powertul, only iffiposed misery on the m ;4 State that is not nat- K
ural Rousseau, in fact, considered anything patural and primitiv e ; '
al |

good. Thus, he argued, if children could develop without the art
trappings of civilization, they would be able to achieve their true po- {
) tential of being moral and good.
According to Rousseau, young children are innately pure and no= - !
— . - —. ble,but they need to-be-protected from the evil influences of society to -
maintain this goodness. It is thr?pgh close contact with nature that
they can develop their senses and form their personalitiesIn a pro-
tected rural env-ironmgglt, fmﬁt is conctete, not from
the abstract, through tFial zmI d error and experimentation. Such learn-
ing is natural and satisfying, leading to happiness, because children
will know nothing of the artificial needs that society creates. Rousseau
recognized that children's Mﬂmﬁng.awmiﬁemm
from that of adults and considered good educatio e based on the
stage of development; of the child, not on adult-impose iteria. A child-
centered, uncorrupted education will, eventually, result in adults who
; are moral and interested in this common good of society.
! Rousseau never worked with children—in fact, he actually aban-
| doned all of his own children to foundling hqmes—-but he wrote exten-
, sively about his philosophy in his novels and essays. Today we agree
with Rousseau that children have a unique nature that needs to be nur-
tured and protected. We also recognize the need to provide an appro-
priate environment for young children, in which their development can
be maximized. Although his highly idealistic view of childhood and hu-
man nature was never fully adopted by those who followed Rousseau,
he nonetheless had a great influence on later early childhood educators,
as we shall soon see (Braun & Edwards, 1972; Carter, 1987; Grimsley,
1967; Weber, 1984).

e e e S i

A

L/ Johann Pestalozzi (1746-1827)

e SRS Pestalozzi was deeply influenced by Rousseau’s e ducational ideas. He ; \2/:3 ﬁid\:vfg:z ‘e?) Ef;?;;eoale in the field of early childhood education are, dockwise from top, Jean-Jacques Rousseau, lohann Pestalozzi,
Pestalozzi believed that young children leamed fwl@ﬂ@w a-- . ! el, Maria Montessori, Lev Vygatsky, Erk Erikson, Jean Piaget, and B. F. Skinner. :
actively, from concrete experiences, a philosaphy way of helping them develop their moral and intellectual potential. He . . .
he implemented in the schaols he established. belisved in education according to pature and considered that learning - : [ . Also unlike Roussean, Pestalozzi actually worked with childr

: e ) en,

for young children is intricately tied to concrete experiences and obser-
vaton Unlike Rousseau, however, he stressed the important role of the
‘motHer in children’s earliest years.

developing edutfational methods that are still used today. For instance,
he stressed the importance of recognizing individual differences among

children and the relevance of children’s self-activity rather than rote as
the basis of learning. —
/
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dren, however, Was his powerful
sionate dedication and co!

One of the s
tors and students from all over

to actually tea
B g 3

\/Friedrich Froebel (17821 852)

Wﬂammm&,, 2
Froehel, who is credited-with beginning the
Kindergarten, placed great emphasis on the
importance of play.

.

kindergarten—German ward,

fiterally meaning “garden for.children,
cained by Friedrich Froebel for his
program for young childrer. "3

Montessori, working with sfum children in Rome,
developed a successful method of early education

that is still widely followed today.

of Early Childhood Education

What made Pestalozzi successful as an educator of young chil-
personality and his selfless and pas-

mmitment.

a life of the mind, but more a Q
_ His educational do rine . . . must be follotved .
deep and loving concern for children and for

& Edwards, 1972, P- 60)

His life was devoted t0 human refationships,

life of feeling and service. .
with devotion, self-forgetfulness,

the essence of childhood. (Braun

chools he established became warld famous, drawing visi-
Burope. He is considered to be the first :
ch young chﬂdren;ttpgesghqolggg.marldng the begin- i
- Jergarten movement (Braun & Edwards, 1972; Ulich, )

sing of th
1967; Weber, 1984).

of the visitors at Pestalozzi’s-school, observing it with

‘admired Pestalozzi's shills but was 207

some mixed feelings. He greatly admire!
corned over Bis mability to articulate his methods. Froebel, however,
itis educational principles. Tike his

was better able to put into words i i '
predecessors Rousseau and Pestalozzi, Froebel belieyed in. theinterze--
He also advocated

latedness of nature an Lhilglfs,developing-x.niud:

ation should harmonize with the child’s inner development,

hat children ariin_éffi!g&@ﬁgséa_warious ‘ages. He saw.

childhood as a s Srate stage that was no;ip_sj,ajxanﬁtigr;_iq,aiglthood
oat intrinsic value in its own right.

hildhood as a separa.===

but a stage with gr ight. )
Troebel also strongly sﬁMg
children’s dovolopment, not merely as 2 preparation for adult work- He
“saw pla’y“a’s‘"’z‘i""u’ré"éi:“a'ﬁéﬁifél mode of 1emﬁng,thmgghy;hmh_'§i_1_ﬂ_{%g
achieve harmony. TFroebel developed 2 caref\ﬂluggyammed curriculum
.ngﬁiﬁwwﬂﬁyw

His

and specific materials

4 standard early childhood material. O] jg,wa;_qegwy

and sensory Fwareness. ATt activities, gmww,
204 other similar en Gavors Were ggljh‘g.fjlmebilﬁ kinder-

stories, craits, endeay ] kinc

‘».g@fﬂlﬁﬁsﬁ “were ot held in 2 traditional classroom butin a

Wm" Hience the German word Iindergarten (Braun &
arter, 1987; Ulich, 1947; Ulich, 1967; Weber, 1984).

Edwards, 1972, C

Maria Montessori ( 870-1952) -

A true feminist of her time, Maria Montessori was the first woman to *
become a medical doctor in Italy. Her psychiatric interest led her to
work with retarded children. She felt that their problems were often ed-
ucational more than medical, and she proved her point when 2 number .
" of these institutionalized children easily passed regular school exams
after she had worke& with them. In 1907, the city of Rome asked
Montessori to take chargeofa children’s day nursery that was attached
© nt for the poor The housing authorities basically

wanted someone who would keep the children off the stairs and prevent
" . them from dirtying the newly painted walls. But Montessori found in
th ini” (children’s house) the opportunity to exploreher * -
teaching methods with normal children. R

-
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Montessoii’'s methods were inci

s 5 based on the principle that young chi
Idggn l%?g%?_ﬂzzﬁkﬂiﬂﬁéi@;e.,nt_aﬂ. x,ﬁgm&ﬁo; hgx;n air}lll]tls_
Leazz ;‘D 1;;;&5 parhcularl.y impressed with the gréat c;;:amty’;f" chil-
dren o les 50 o;ﬁz during the ﬁ:lst few years of life. She called this

: bent.mind,)analogous to a spon| akin i
u;‘c:il.l She felt that all children have auﬁgggggpﬁgtg, if;)osz‘?rx Msﬂtﬁ
fﬁﬁ” ickure. that unfol adually as the develop, aithough indivi ‘
erffnccﬁisl are due to different environmental experiences. el
dren’s absorbent @d&_a.t&expnse.d_to.appmpﬁétg_l_c_aaming

exgg_n'gggqgjp the developmental stages, th
1 . the. dev e will is i
especially true ggggg,_héensitiye.;»ﬁeﬁag“ heﬁ‘t%g‘rfﬁl:;:

_most receptive to absorbing specific learning. For instance, during one
BV the] o

:::‘i:;;z ﬁ-eldi;ji;:hﬂdren are especially receptive to developing sensory
their envir’onmeni;ﬁo;xngli?:h?ucemgq e et
the c;ﬁ;gi:joﬁog::nfnt,d Y ) ir energies focus on coordingtion
N eloped a curric f these
Zj(:%sni:iz;mm :Sio‘s.i%)_z Eakiugappmpril::;‘?:;e?it;:dia:ﬂt:ﬁejto chil-
et ke are most ready.to learn from them. She nsed.
zg;y;—%zla._t;gﬂi tiv_c:ﬁs—étgg_eiQf_ﬂﬂ_elopmggt.— Her school included
iny learnin ng activh es that she herself developed to help children ac-

&?ﬁfﬁmg f these related to &S0y discrimination; mafch
o6 SR RERAETe NS B e, sound solor, sme imen 3
others helped children le prachcafg‘?h}—(;{s%::ﬁl ;sglt %therd@qu@ﬂ;

setting a table. More advanced i d a

setting a table. L materials were aimed at

laa_w&ﬁg,,%i_@ath sikills through hands-on manipulation
.of Montessori’s philosophy and appfoaéhﬁféfti&z'larly her

self- i i D \A
correcting materials and strong sense of respect for children, have
recting mate ect I¢ 1,

h d s - T
ad an enduring impact on early childhood education. Whether by de-

sign 1 i
otiz ;.n iontemp(?rary Montessori schools or by common acceptance i
programs; Montessori’s_influence is_still strongly felt tod;.n
_StIlL | 1gly _ielt i .y

(Chattin-McNichols, 1992; Gettman, 1987; Lascarides & Hiniiz, 2000;

Simons & Simon!s,..1986).
Other Leaders in America’s Early ’
Education Movement . :
Th - . X - ' )
I :ﬁlil::igf offAt}J::e;can ea:;ly ch.J.ldhood education, particularly durin,
o xst half of e 20th century, is filled with stories of determined, cre%
o ﬁ’eld hai bomen whose work helped to lay the groundwork for w:vhat
e Deld has T ecgme today. One of the founders of the American ear],
Chidhod o c: b(])jn movement was Elizabeth Palmer Peabody, whosjer
ot e w1s] ablishment of the kindergarten. Another leader w,as Car-
Sine P "‘ﬁ- o0 opened thfa Play School in New York where young chil:
re “free to be creative and learn through play” (Peltzman, g1998_

. P. 99). Patty Smith Hill continued work on behalf of kindergartens, uni-

. a P
{.’Z;lzge ::hi ;e:gzl'luct:nng kmderggrten and primary education. Under her
, educators began to incorporate what was being learned sei-

- entifically about young children into the curriculum. Lucy Sprague

Mitche i &
ell was another influential proponent of educatiorial research and

.

ronmenDto.describe-this mateh of the right
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abforbent mind—Maxia,Mgnt'es.
sari’s term to describe the capacity of
139}1..,{13. a great deal
during the )

sensitive periods—Maria Montes-
ri's imes when
children are most receptive to
absorbing specific learning.

I

sori's term describi

materials and what the child is most
ready to learn at any_given.time.

sensory discrimination—Involve-
ment in an activity in which one of the

sénses is used to distinguish & specific
féature or dimension of similar
mat.enql_s‘;.it might include matching or
sorfing by size, coldr, shape, sound,
smell, or taste, . T

T KE VP OINT S =i
The h.islary of early chilghund education in
America is full of strong, determined wamen who
shaped thg field into what it has become taday.

i
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human development theory—A
way to describe what happens ag indi-
viduals move from infancy through
adulthood, identifying significant
evenls thal are commonly experi-
enced by all people, and explaining
why changes occur as they do.

S KEVFR O IN TS
Erikson's psychosacial theory, which spans
childhond and aduithood, focuses on specific -
social tasks that nqhd to emerge for healthy
development in each of eight stages.

psychosocial theor).'—The branch

of psychology founded by Erik Eriksan,

in which development is described in
termns of eight stages that-span
childhaod and adulthoad, each
offering opportunities for personality
growth and development:

Trust vs. Mistrust—The first stage
of development described by Erik
Erikson, occurring during infancy, in
which the child's needs should be
met consistently and predictably.

its use in designing programs for young children. She is perhaps best
known for co-founding what was later to become the Bank Street College
of Education, which we will discuss later in this chapter. Another well-
Iknown figure in the history of the field is Abigail Adams Eliot, who was
one of the founding mem! professional organization that was to
become NAEYC. Shé is among the acknowledged founders of the nursery
<hool movement, whase strong sense of respect for children permeated
their wark. Finally, Lucy Wheelodk, founder of Wheelack College and a
prolific author, lecturer, and activist, was another leading figure in the
kindergarten movement. These women and many other individuals
helped shaped early childhood education and its predominant underly-
ing philosophy into the field it is today.

INFLUENTIAL THEORISTS OF CHiILD

DEVELOPMENT

Although many of the predecessors of early childhood education devel-
oped a theoretical or p ilosophical viewpoint about how children de-
velop, it was not until cur century that such ideas were founded on a
more-empirical base through systematic observations and supporting
research. Today, the major way in which we view these different con-
cepts is through theories that are based more on empirical information.
A human development theory is a way of describing what hap-
pens as individuals move from infancy through adulthood, identifying
significant events commonly experienced by all people and explaining
why changes occur as they do. Tt is useful to have a grasp of different
theories as you develop your own professional identity and beliefs. This
not only gives you a way of assessing your personal values but offers
some alternative views about how children develop and should be
treated (Thomas, 1990b). We will now look at just a few of the most in-
fuential developmental theorists whose ideas have contributed, di-
rectly or indirectly, to the field of early childhood edgcation today.

t

“Erik Erikson (1902-1994) .

Erik Erikson, beginning his career in the early decades of the 20th cen-
tury in central Europe, was a follower of Sigmund Freud. Erikson refined
aépects of Freud's theory into his psychosocial theory. According to
Erikson, each stage of development is defined by a conflict, which leads
to opportunities for personal growth. These conflicts, in addition to cen-
tering on the person alone, also revolve around relationships with others.
Erikson’s was the first theory that spanned both childhood and adult-
hood through, what he considered, eight universal stages. The first four
are particularly important because they describe significant tasks that
oceur in the life of the infant and young child. We will focus on those four
in more detail.

1. Trust vs. Mistrust (birth through approximately 18 months).
The basic theme of infancy is the development of trust. This comes
about when children’s needs for food, warmth, sleep, and nurtur-
ing are met consistently and predictably. This stage revolves
around the importance of feeding, although Erikson incorporates

|
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all aspects of the baby’s existence, including sleep and elimina-
tion, in this foundation. The helpless infant must rely on the care-
giver to provide satisfaction of needs. When children are not cared
for adequately, they develop a sense of mistrust in others and in
themselves, and they move to future stages by seeing the world as
threatening, unpredictable, and hostile.

2. Autonomy vs. Shame and Doubt (approximately 18 months
through 3 years). Toddlers begin to assert their growing motor, lan-
guage, and cognitive abilities by trying to become more indepen-
dent. At the same time, they are still very dependent and must
reach a balance between reliance on caregivers and the desire to
try new things. One potential conflict revolves around toilet train-
ing. Success in this stage means that children have increasing self-
control, feel good about their own abilities, and also begin to learn
the boundaries of the social wérld. If children are made to feel
ashamed of their efforts, they will develop a sense of self-doubt. In
early childhood prograims, children need to be allowed to exercise

,their growing independence within the safety of a loving and sup-
portive environment that does not withdraw bodily cuddles and

—  comforts just because the toddler is mobile and naysaying! —

3. Initiative vs. Guilt (approximately 3 to 5 years). The preschool-
ers’ social and physical world expands dramatically in this stage,
and they are full of curiosity and desire to try new activities, alone

. aswell as cooperatively with peers. At this age, children enjoy im-
itating adults, 2 way of learning about and incorporating adult
roles and expectations. Children also acquire an understanding of
male and female roles through the subtle expectations of the par-
ent of the opposite sex. If children receive no guidelines or if they
are not allowed to explore, satisfy their curiosity, and try new ven-’
tures, they will develop a sense of guilt and failure. Thus, in the
early childheod setting, it is important to allow children to initi-
ate and tryiout a variety of experiences and activities and to pro-
vide appropriate guidelines within which children can learn the
rules and expectations of saciety.

4. Industry vs. Infe‘l"féolé\gr’(approximately age 6 to puberty). By the
end of the preschool years, children begin to focus on the develop-
{nent of competence. They like to plan, carry out, and complete pro-
jects, unlike younger preschoolers who are more concerned with the

. exploratory process of their activities. This period is particularly
important in the development of habits of workmanship, persis-
tence, greater understanding of social rules, and citizenship. Chil-
dren who do not develop an adequate sense of industry will settle
for-mediocrity and do less than they are able, with a resulting sense

- of inferiority. Older preschoolers and school-aged children should be

. allowed time, space, materials, and support to engage in the kinds
of activities that build a sense 'of industry.

Erikson describes four other stages that build on the foundations
o'f the ones we have described. Although all stages occur at critical
tx:'nes.’. in development, they never completely disappear. Thus, trust is
still iniportant beyond infancy, children continue to struggle with the

Autonomy vs. Shame and
Doubt—The second stage of devel-
opment described by Erik Erikson,
occurring during the second year of
life, in which toddlers assert their
growing motor, language, and
cognitive abilities by trying to become
more independent.

Initiative vs. Guilt—The third
stage of development described by
Erik Erikson, occurring during the
preschool years, in which the child's
curiosity and enthusiasm lead to a
need to explore and learn about the
world, and in which rules and expec-
tations begin to be established.

Industry vs. Inferiority—The
fourth stage of development
described by Erik Erikson, starting at
the end of the preschoal years and
lasting until puberty, in which the child
focuses on the development of -
competence. h

HEEKEYAQUESTION 23020
Observe an early childhaod program. What evi-
dence do you see of the influence of one or more
theorists (for instance, Piaget, Eriksen) or the be-
haviarists? Ask one of the teachers if he or she
draws on any particular human development the-
ories and compare to your cbservation. ’
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TR EVIR OIN TGS

Piaget's cagnitive develapmental theory, ane of
the most influential on early childhood education,
describes how children's thinking is unigue in
each of four stages.

cognitive developmental
theory—The theory formulated by
Jean Piaget that focuses on how
children's intelligence and thinking
abilities emerge through distinct

© . stages. .,

adaptation—Iean Piagel's term for
the process that accurs any time new
information or a new experience
oceurs.

disequilibrium—According to Jean
Piaget, the lack of balance experi-
enced when existing mental structures
and a new experience do nat fit
exactly.

equilibrium—According to Jean
Piaget, the state of balance each
person seeks between existing mental
structures and new experiences.

assimilation—According to Jean
Piaget, one form of adaptation, which
takes place when a person tries to
make new information or a new expe-
rierce fit into an existing concept.

accommodation—According to
Jean Piaget, one form of adaptation,
which takes place when an existing
concept is modified of a new concept
is formed to incorporate new informa-
tion or a new experience.

balance between autonomy and dependency, and initiative and indus-
try are relevant even beyond the early years, though in a more mature
form. Erikson emphasizes the importance of play in meeting the tasks
of autonomy and initiative during the early years. Erikson's stages
highlight some of the important issues for young children and the bal-
ance we must provide to help them achieve healthy development (Erik-
son, 1963; Maier, 1990; Tribe, 1982; Weber, 1984). Gratz and Boulton
(1996) suggest that Erikson’s stages also provide 2 suitable framework
for teachers of young children to examine and evaluate their own pro-

fessional development.

Jean Piaget (1 596-1980)

One of the most influential forces in early childhood education today is
the theory of Jean Piaget. Piaget’s cognitive developmental theory
presents a complex picture of how children’s intelligence and thinking
abilities emerge. Piaget did not suggest specific educational applica-
tions of his work, but educators have transformed his theory into actual
models more than any other.

Piaget based his theory of cognitive development on his back-
ground and training as a biologist. He conceptualized cognitive devel-
opment as similar to how all organisms fanction physiologically,
adapting to and organizing the environment around them. A common
example illustrates our own biological adaptation to the physical en-
vironment: If the temperature becomes too warnt or too cold, we sweat
or shiver to adapt. In away similar to this physiological adaptation, we
also adapt mentally to changes in the environment. At the same time
we adapt, we mentally organize what we perceive in our environment
so that it makes sense to us. :

In a cognitive sense, adaptation is jnvolved any time new &nfor-
mation or a new experience occurs. A person must adapt to iﬁéBerJofate
any new information or experience into the psychological structure.
When something new presents itself, however, the existing mental
-structure is “upset”’—put into disequilibrium because this new infor-
mation or experience does not exactly fit into the old structures. i

To return to balance or equilibrium, adaptation takes place
through the complementary processes of assimilation and accommo-
dation. Assimilation occurs when the person tries to make the new
jnformation or experience fit into an existing concept or schema.
Accommodation takes place when the schema is modified or a new
concept is formed to incorporate the new information or experience.
«A ccommmodation accounts for development (a qualitative change) and-
assimilation accounts for growth (a quantitative change); tpgether
they account for intellectual adaptation and the development of intel-
lectual structures” (Wadsworth, 1984, p. 16). An example of assimila-
tion and accommodation can be imagined through a visit by a group of
young children to a z00. Raymond, seeing a panther for the first time,
says, “Loak, there’s a blaék leopard.” He has fit the new animal into an

existing mental structure because he is already familiar with leopards
and just assumes that the pantherisa leopard of a different color. He
is using assimilation, making the new information fit into what he al-
ready knows. Monique, however, has never visited a zoo and has seen

i
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some wild animals only on television or in books. Seeing unfamiliar lla-
mas, she considers what these might be. They resemble horses, but
Monique immediately dismisses this category because she knows’that
horses have smooth hair and shorter necks. She also dismisses camels
because she knows they have humps on theinbacks. She decides finally
that this must be an animal she does not know and asks the teacher
what it is. Monique is using accommodation, creating a new concept
into which this new information can be fitted.

O;ganization is a process that is complementary to adaptation.
‘While adaptation allows for new information and experience to be in-
corporated into existing mental structures, organization defines how
s§1ch information.and experiences are related to each other. Piaget con-
suzg{'s% thakt orga}x;lzation is a'basic tendency of all human beings. We all
StErvE 10 ¢ orgapize our experiences to make them understandable, con-
nected, cohereRt, and integrated. Intelligence is not just a collecﬁ’on of
facts but a way of incorporating these into a framework and context
that makes sense.

,Consider a pedal. By itself it is a small, flat, rectangular item
madé of red plastic. However, in proper context, fitted on a tricycle, the
pedal takes on an entirely different meaning as it allows the chﬂ’d to
turn the wheels that, in turn, make the tricycle move. Orga.niz—atiorr al-

”19ws us to expand the visual cues about the pedal to include informa-
tion about its function as part of 2 whole. -

Pfiaget called the cognitive structures into which we adapt and
organize our environment’schemata (schema is the singular form).
Schemata are concepts or mental representations of experiences. We
constantly create, refine, change, modify, organize, and reorganize our
s?hemata. One popular analogy of schemata is an index card file. Ba-
!nes are ?om with-only a few “index cards,” but, as they receive new
information through their senses, they have to create new cards to in-
corporate these :experiences. Increasingly, their store of information

sf}fioileiif more é:_omplex le;.nd they create “dividers” in their files into
c ‘ormation can ori i
which informatio e categorized. and organized throu'gh some

Although the formation, adaptation, and organization of new
schen%ata are ongoing processes in cognitive development, that develop-
m'ent is typified by distinct abilities at different ages. As a stage theorist
Piaget (like Etikson) conceived of qualitatively different characterisﬁc;
and accomplishments in cognitive ability during various stages of devel-
opment. Each stage is built on and incorporates the accomplishments of.
the ‘previous one. Maturation sets limits on when children are capable of
achieving specific cognitive abilities.

Thus, the infant, dependent on movement and the senses, learns
about the environment through thase avenues. By age two howeyer, a
dlStlFlCtly new ability emerges, the ability for mental représent:;tic’un -
of Ob]eCtS., even though they are not present in the immediate environ-
P:ent_ Thls new ability allows the preschooler to move beyond the lim-
its of t.he mediate physical environment and include past experi-
ences, imaginary ideas, and symbols. While the preschooler’s dramatic
.a.chXSIthn' of la_ng'uage skills opens up a world of new possibilities, this :-
age group is still limited by the observable characteristics of obj’ects.
Reasoning is not yet logical, although by about seven years children

————

organizaﬁon—Accarding to Jean
Piaget, the mental process by which a
person organizes experiences and
information in relation to each other.

schemata=—(schema is the singular
forrm)—According to Jean Piaget,
cognitive structures into which
cognitive concepts or mental repre-
sentations are organized.

stage theorist—Any theory that
delineates specific steges in which
development is marked by qualita-

“tively different characteristics and
- accomplishments and where each

stage builds on the previous one.

S - t
person, action, or experience mentally,
even if it is not present in the
immediate environment.

‘rgpresentat‘ion—AccrdintoJe_an. P l;
Piget he abily to (eBEden object ol Sl
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logical thinking—According to
Jean Piaget, the ability that begins to
emerge around age seven in which
children use mental processes to
solve problems rather than relyifg
solely on perceived information.

abstract thinking—According to
Jean Piaget, the ability to solve 3
variety of prablerns abstractly, without
a need ta manipulate concrete
abjects.

object permanence—Part of Jean
piaget's theory, the recognition that
objects exist, even when they are out
of view; a cancept that children begin
to develop toward the end of their
first year of fife.

sensorimotor period—Piaget’s
period covering infancy.

|

i
preoperational period—Piaget's
period covering the preschool years.

concrete operations period—
Piaget's periad covering the elemen-
tary school year.

formal operations period—

Piaget's period covering adolescence.

begin to apply logical thinking to cgg'cdgevce problems. Finally, by ado-
lescence, the young person may be able to apply logic and abstract
thinking to a wide range of problems. . )
These changes in thinking ability are'the ba§1s for the four peri-
ods of cognitive development described X_Jy an‘gfet‘ (Flgm:e 5-1.). Pflthough
Piaget’s stages focus on evolving cognitive abilities, their pnnmPles are
applied much more widely, to social and moral aswell as to physical and
atical learning. o
math;;:rly childhood feachers need to be aware of the imphf:atmns of
these stages as they work with young children: Understm@g of the
characteristics and growing abilities of infants in the sensorimotor pe-
“riod is important for infants and toddlers but also has relevance for those
who work with preschooleﬁ;go instance, some young preschoolers may
not yet have completely graspe& object pfzrmanenf:e, the recognition
that an object continues to exist even if it is out of sight. Thus, the toc-l-
dler who peels off the collage material to re-find tt_xe paste undern_eath is
not naughty butis testing 2 principle that most children grasp during the
earlier sensorimotor stage. Similarly, the preschool te'gcher needs to un-
derstand the concrete operations period for the precomous't}uee«year—old
who reads and uses deductive reasoning.in exhihibing. skills usually not
seen in children this young. Teachers of school-aged children neeq also to
be aware not only of the accomplishments of the concret.e operations pe-
riod but of the sensorimator and formal operations periods as x.»vell. An
understanding of how children learn as well as their characteristics, abil-
it{es, and limits is vital to appropriate teaching (Ginsburg & Opper, 1969;

‘Piaget's Periods of Cognitive tl')"eilrgl:opine;n._

Stage 1: Sensorimotor Period (0 to 2 years)

The first period is characterized by motor behavior through whic_fx schemata are
formed, The child does not yet represent events mentally but relies on. e

" Jearning to differentiate means |
. relationship of objects m space in ca‘rgle_l' t?-

’ Stage 2: P uper:at.ioqal ?efiq%l @ t-°.’{j .
' géa d otber forms of répi'esentation develop dul 1
y mg‘;sasot yet logical. Chi:_ld;gn’s 'yntexpal x“nental.regreseptahons, :
 llow them to'think of objects évenif these axe not pl

.+ The child has internalized some physical tasks or'nperaho_ns and no longer - . -

. depends only on what is visible, but can apply logic to, solwfmg problems. The ;hf% )._ :
-now is able to teverse operations {for instance, 5 — 3=2is the' same as 3+2=5). |
The child can also practice conservation—recognize that argobje_ct does not c}:an_ge )
i t ever if its physical app t (stretch a'ball of clay into a .-

i
. snake).s;nct L. P Bl T
Stage 4: Formal Operations Period (11 to 15 years) 3
" The pe i lts, is characteri isticated, abstract’
. The final period, rare even in adults, is d b)_v sophi ab: -
thi:king E.ud logical reasoning abilities applied to physical as well as r‘z.ocml and
moral problems. . X

' Chapter 5 Rationale Supparting Early Childhood Education & 123

Lavatelli, 1970; Piaget, 1983; Saunders & Bingham-Newman, 1984;
Thomas, 1990a; Tribe, 1982; Wadsworth, 1984).

B. E. Skinner (1904-1990)

Up to this point, we have considered people whose views are based on

5 helief that there is an inborn plan according to which children de-

‘ velop. Rousseau, Pestalozzi, Froebel, and Montessori all felt that, given

an appropriate enyironment 2 derstanding adults, children will
develop according to nature’s p! to healthy, responsible, intelligent
adults. Erikson and Piaget likewise believed-that-development is pre-
determined and will follow the same stages in each.person.

But this view of an innately determined plan is not the only way
of viewing human development. An alternative view is that children
are not shaped by internal forces but rather by external ones, specifi-
cally those emanating from the environment. Behaviorism is based on
this viewpoint.

B. F. Skinner was one of the behaviorists whose ideas have had
widespread influence on all aspects of education, including those en-
compassing the early childhaod years. The application of his theoreti-

~ ¢al and experimental work can be seen in behavior modification,

which operates on the underlying principle that behavior can be
changed or modified by manipulating the environment, which includes
both physical and social components.

Skinner emphasized that almost all behavior is learned through
experience. A specific behavior, according to Skinner, can be increased
or decreased as a function of what follows it. In other words, if some-
thing pleasant or.enjoyable consistently happens after the child en-
gages in a specific behavior (the teacher smiles when Jeremy helps to
put away the blocks), he is likely to repeat that behavior. Conversely, if
something unpleasant or painful follows a behavior (Lars burns his fin-
ger when he touches the stove), he is likely not to repeat it. Deliberately,
attempting to increase.or decrease behavior by controlling conse-
quences is called operant conditioning. : -

Skinner used the term reinforcement to describe the immediate
consequence of behavior that is likely to strengthen it. Whether con-
sciously using the behavioral approach or not, early childhood educa-
tors frequently use positive reinforcement because of its powerful
effect on children’s behavior. Teachers of young children are most likely
to use social reinforcers—for instance, a smile, a hug, attention, or
involvement—when they see a child engaging in a behavior they con-
sider desirable.

In addition, systematic attention to behavior and its conse-
quences can be used to encourage new behaviars or eliminate unde-
sirable ones. Shaping is the method used to help a child léarn a new
behavior by teaching it in small steps and systematically reinforcing
the attainment of each step. Extinction is used to eliminate a be-
havior that had previously been reinforced by taking away all rein-
forcement; for example, by totally ignoring the behavior. Extinction,
however, is-not synonymous with punishment, which is defined as
an aversive consequence that follows the behavior. According to Skin-
ner (and almost all early childhood professionals), punishment is not

b

behaviorism—The theoretical
viewpoint, espoused by theorists such
as B. F. Skinner, that behavior is
shaped by enwironmental forces,
specimically in response to reward and
puniishment, ~ 77T T T T T
behavior modification—The
systematic application of principles of
feinforcernent to modify behavior.
operant conditioning—The
principle of behavioral theory whereby
a person deliberately attempts to

increase or decrease behavior by
contralling consequences.

reinforcement—In behavioral
theory, any response that follows a
behavior that encourages repetition of
that behavior.

positive reinforcement—Applica-
tion of a behavioral principle, which
includes any immediate feedback
(either through tangible or nontan-
gible means) to children that their
behavior is valued.

social reinforcer—Iin behavigral .
theory, a reward that conveys approval
through such responses as a smile,
hug, or attention.

shaping—In behavioral theory, a
method used to teach a child a new
behavior by breaking it down inta.
small steps and reinforcing the attain-
ment of each step systemnatically.

extinction—In behavioral theory, a
method of eliminating a. previously.
reinfarced behavior by taking away all
reinforcement; for instance, by totally
ignaring the behavior. .

punishment—An aversive conse-
quence that follows a behavior for the
purpose of decreasing or eliminating
the behavior; not recommended as
an effective means of changing
behavior.

————— .
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an effective way of controlling behavior. To summarize, in all of these
methods—reinforcement, shaping, and extinction—it is the manipu-
lation of what jmmediately follows a behavior that affects it.

To return to what we originally said about the distinguishing
feature of behaviorism, behavior is considered to be externally con-
trotled, not driven by internal factors. Because behaviorism has at-
tempted to function as a precise science, behavior is defined only by
what is observable—for instance, actions and words—rather than by
nonobservable factors such as motivation or feelings. Behavior is
carefully defined, observed, and graphed by representing the rate or

_ magnitude of a given child’s response in measurable units. Examples
of such measures might be the number of times a child hits another
child or the number of minutes a child plays appropriately with peers.

Elements of behavioral theory are used in many ways in early
childhood programs. Particularly in programs for young children with
disabilities and some compensatory Programs, behaviorist methods
have been widely and systematically applied in attempts to teach chil-

' dren specific skills. When the teacher determines exactly what children
should learn, those skills can be organized and presented in the form of

programmed instmction——(aIso--.»—=-prog:am,med jnstruction. More pervasive in early childhood educa-
called direct instruction)—A method o tion, however, is the use of a number of behavioral techniques such as
teaching in which the teacher deter- reinforcement, extinction, or step-by-step shaping. Teachers in many
mines 1=;xactly what the children programs, although they do not strictly adhere to all of the theoretical
f hould team, devises a zﬁquen_c:e of and applied aspects of behaviorism, nonetheless frequently use a num-
earning activites to teach specific " ber of its techniques (Braun & Edwards, 1972; Bushell, 1982; Peters,

information, and teaches it directly by . ) . Qg . Qki
controling the information according Ne1swc:frth, & Yawkey, 1985; Sameroff, 1983; Skinner, 1969; Skinner,
to children's responses. 1§74; Weber, 1684).

8. F. Skinner, one of the important propanents of
behavioral theary, emphasized that almast all .
behavior is leamed and can be increased by
pasitive consequences and decreased by negative
consequences.

observable behavior—Actions
that can be seen rather than those
that are inferred.

SRR KEY P O INT SR . . -

ygashy's sooista hery stesses he Lev Senianovich Vygotsky (1886-1 934)

impartance of the social context of development; All of the previously discussed theorists have focused primarily on the
child in explaining how development occurs, although the importance
of others, especially the family, is certainly not ignored. Other theo-
rists have given much greater prominence to the importance of the
cultural and historical context within which a child is socialized. The

" Russian psychologist Lev Vygotsky, originator of the sociohistoric.
theory, highly stressed the importance of the social environment to

children's leaming is often promoted through
assistance from adults or older peers whao help
the child leam new skills within the zone of
proximal development

‘sociohistoric theory—Originated
by Lev Vygatsky, this theory gives.
prominence ta the social, cultural, and  cent years, several decades after his death, and have spurred consid-
historic cantext of child development.  erable interest in cross-cultural studies of child development and
child-rearing practices. Vygotsky proposed that social interaction,
especially dialog, between children and adults is the mechanism
through which specific cultural values, customs, and beliefs are trans-
mitted from generation to generation. .
Vygotsky was particularly intrigued by the question of how young
children develop complex thinking. He concluded that the same mech-
 anism through which culture is transmitted—social interaction—is the
way in which increasingly more complex thinking develops, as part of
learning about culture. Children gain knowledge and skills through
“shared experiences” between themselves and adults or older peers.
Furthermore, the dialogues that accompany these experiences gradu-
ally become a part of children’s thinking. Thus, Vygotsky conceived of

development. Vygotsky’s jdeas have gained greater prominence inre-.

“Can you tell me

eavy ‘snow followed by persistent rai X
! caused a flood that devas'talfazed' parts of xt ki
city. Although the children were only three to five
years old, they were very much aware of the flood.
‘When they returned to school, after it was closed
for several days because of impassable roads, we

.. ' ;Beveral children raised their h: ..

alled out, “Tt flooded.” , > e
know about the flood?” - 7. - A
Children had various stories to share. None

f_or ';fcory telling to explain what

D Soms of the children wanted to know how
Some of ow hor

] hg_h‘ the water was. From the newspaper, wv; '

* found out the_h'eight of the flood at its crest,’and

. me'asured string to that length. We laid out the
string on the floor to show how deep the water

talked about the flood durin tim : ——
t luring group time. - —  was.'We then asked children o own along

: L “What 1zxappeued in our city? Does anyone , the string, the feet of o eaninm o o aone

- . . have something to share?” o ; ofone against the head of an-

‘ other, to measure “how many children high” the
.., water was. It was 12 children high! Every day
L we chef:];ed how high the receding waters were
-and ?dgusﬁgd'the string accordingly.
¥ We also recreated a flood in the play yard
We duga gully in the sand to make a river. Aloné
’t‘l}e banks g_f the river, we placed various toys

uch as small cars. Then we filled the “river”

‘what hta;ipeﬁéd? What do’
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zome of proximal development
(ZPD)—in Vygotsky's theory, this
zone represents tasks a child cannot
yet do by himself or herself but which
he or she can accomplish with the
support of an alder child or adult

1

early childhood education
models—Approaches to early
childhood education, based on
specific theoretical foundations; for
instance, the behavioral, Piagetian, or
Montessori view. .

A number of human devel&';pmeqt thearies have
‘heen applied to early chilchood education
through specific models.

cognitive development as dependent on, not independent of, social me- -

diation. This view is in contrast to Piaget’s, which conceives of the child
as gradually becoming more social and less self-focused; in Vygotsky’s
view, the child is socially dependent at the beginning of cognitive life,
and only becomes increasinglyh independent in his or her thinking
through many experiences in which adults or older peers help.

The intense interest of the children about a local event that all of

them had experienced provided a springboard for a series of activities.
This anecdote is a good example of emergent curriculum, a feature of
Reggio Emilia programs, which we begin discussing later in this chapter.
The child acquires new skills and information within what Vygot-
sky termed the zone of proximal development (ZPD). This is the
level at which a child finds a task too difficult to complete alone but
which, with the assistance and support of an adult or older peer, the
child can accomplish. Infants are frequently guided by adults in tasks
they have not yet mastered. Many games adults play with infants en-
courage the baby to increasingly greater participation; many infant mo-
tor skills are preceded by periods in which the baby sits, stands, or
walks with adult assistance. Similarly, toddlers accomplish many tasks
with the guided assistance of adults. Toddlers’ one- or two-word sen-
tences, for example, are often extended by adults into a more complete
format, which models as well as provides the structure for more elabo-
rate dialogue. Preschoolers also learn many tasks through guided as-
sistance, which, as at earlier and later ages, is adjusted to the child’s
skill level and gradually withdrawn as the child masters the task. The
teacher who tells a child who is struggling to fita puzzle piece into the
frame, “see what happens if you turn the piece around,” is working
within the zone of proximal development. 4« :
Vygotsky’s ideas have acquired new rele&nce in early childhood
education. The focus on finding the appropriate zone of proximal devel-
opment for each child has validated the long-held concern with individ-
ualization in early childhood programs. Vygotsky’s theory also suggests
that, in addition to providing a stimulating environment in which young
children are active explorers and participants, early educators need to
promote discovery by modeling, explaining, and providing suggestions
to suit each child’s zone of proximal development (Berk, 1994; Gallimore
& Tharp, 1990; Seifert, 1993; Wertsch, 1985). K PP

AP?LICATION OF THEORIES IN EARLY
CHILDHOOD EDUCATION

The work of human development theorists is important to early child-
hood education if their concepts are translated into practice and meth-

ods. In our field, this has happened over the years as a number of early .
childhood education models, founded on‘a particular theoretical -

view, were developed. Such models represent a coherent approach to

working with young children, including a philosophical and theoretical

base, goals, curriculum design, methods, and evaluation procedures.
There was a great proliferation of early childhood models in the 1960s
and 1970s when educators and researchers were encouraged to develop
alternative approaches for Head Start programs. Most models were de-
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-

signed to examine different ways of helping children at risk for later
academic failure improve their school performance. But models have
implications for all children as well (Evans, 1982).
‘We should not, however, assume that all early childhood programs
- pursye a carefully prescribed thearetical view. In fact, the majority of
programs and teachers of young children probably do not follow a
stated philosophical foundation and preference, or they may adhere
only to a vaguely recognized theory. An open mind and a practical ap-
proach to teaching borne out of sensitive observation and interaction
with children are, undoubtedly, equally important.

Often our theories of growth and development, learning and instruction, or
optimal teaching application are hidden and nat consciously recognized as
theories in the usual sense. Good teachers, like all effective prafessionals,
have sets of guiding principles and outcome expectations that may certainly
be considered as theories, at least in a general sense. (Hooper, 1987, p. 303)

It is helpful, however, to examine how some specific models have
taken .the views of a particular theorist (or theorists) and transformed
these into program application. We will examine only five models here,

although many alternative approaches exist. These five were selected _

to illustrate how particularviews of child development can be imple-
mented in practice. Included will be a brief overview of Montessori pro-
grams as they exist today; the Bank Street approach, which is in part
based on the psychosocial view of Erikson; the High/Scope cognitively
oriented curriculum, based on Piaget’s principles; the Reggio Emilia ap-
proach, grounded in part on the theories of Piaget and Vygotsky; and
the Bereiter-Engelmann model, founded on behavioral theory.

Montessori Programs

Maria Montessori’s ideas and methods gradually found a receptive au-
dience in the Unjted States, where Montessori programs have flour-
ished. Although Montessori is not considered a human development
theorist, her proéram, nonetheless, was based on some carefully con-
sidered ideas about how young children grow. Today, a wide range of
Montessori programs can be found. Some adhere quite rigidly to the
original techniques, whereas others follow an approach that has been
adapted to better fit the current social context (Chattin-McNichols,
1992). It is interesting to note that although Montessori devised her
program to meet the needs of impoverished children and to help them
learn important life skills, Montessori programs today are, for the most
part, attended by children from more affluent homes.

Tlfe Environment. If you visit a traditional Montessori classroom, you
will seon observe some of the prominent features of such a program,
some similar to other types of early childhood settings, and some
unique to Montessori. You will quickly notice the sense of order inher-
er_zt in the room. Child-sized equipment and materials are clearly orga-
nfzed on shelves that are easily accessible to the children. There are
distinct areas, each containing materials unique to promoting the tasks
to be mastered in that area. The environment is also set up to be aes-
thetically pleasing, with plants, flowers, and attractive furnishings and

HRZKEVQUESTION #3iEams
What was yaur tarliest schoal experience? How
daes it compare to the type of programs you see
far yaung children today?

SRR AVOKEVAP OINT RS
Taday there is great variation amang Montessori
pragrarps. The traditional Montessori environment
and materials include some unique features; the
rales of the teacher and the children's activities .
differ from those in other types of early childhoad
programs.
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materials. The logic, order, and beauty are all integral to the Montes-
sori-philosophy.

1

Montessori programs use spécial
equipment and amange the classroom
into centers that are somewhat different
from conventional early childhood areas.
How does this equipment for toddler *

The Children. You will also note children of different ages involved in
individual activities, because the essence ofa Montessori program is its < ; [
individualized nature. Children initiate activities and are free to en- R |

ZHEREYQUESTION SRS
 ane is available, observe a Mantessori school in
our commurity. How does it differ from other
arly childhoad programs yeu have seen? How is
- similar? What elements of Maria Montessori's
riginal program do you see? i

didactic—A term often applied to
teaching materials, indicating a built-in”
intent to provide specific instruction.

self-correcting—Learning materials
such as puzzles that give the child
immediate feedback on success when
the task is comnpleted.

daily living—Montessori dassroom
area that focuses on practical tasks
involved in self- and environment-care.

sensorial—Montessori classroom
area in which materials help children
develop, organize, broaden, and refine
sensory perceptions of sight, sound,
touch, smell, and taste.

conceptual—Montessori classroom
area that focuses on academic
materials related to math, reading,
and writing.

gage in whichever projects they choose, defining a work space for their
selected activity on a mat on the flaor or a tabletop. Children are self-
directed, working independently or, at times, by twos. Younger children
may be learning how to participate in specific activities by observing
and imitating their older classmates. The Montessori program is de-
signed as a three-year sequence for children ages three to six.

The Teachers. There is little overt adult control. The teacher’s in-
volvement is unobtrusive and quiet. He or she may be observing from
a distance or demonstrating to a child how to use a new material. The
teacher does not reinforce or praise children for their work since the ac-
tivities are intended to be self-rewarding, thus, intrinsically motivat-
ing. Montessori teachers learn about the methods and curriculum
through an intensive course of study at the gr;_igu_gxte level.

The Materials. As you look more closely ‘at the materials, you will see

- that they have some special characteristics. Montessori materials are

didartic, each designed to teach a specific lesson. In addition, they
are self-correcting so the child gets immediate feedback from the
material after correctly (or incorrectly) completing a task. Materials
are graduated frem the simple to the more complex; therefore, chil-
dren are challenged by progressively more difficult concepts. The ma-
terials are carefully and attractively constructed, and usually made of
natural materials such as varnished wood.

The Curriculum. Different materials fit into each of the three distinct
areas of the curriculum. When children first e’nter a Montessori pro-
gram, they are introduced to the daily living component, in which

practical activities are emphasized. Such activities focus on self-help ~

and environmental care skills such as buttoning, brushing hair, water-

- ing plants, washing windows, and sweeping.

The second set of activities and materials are sensorial, helping
_children develop, organize, broaden, and refine sensory perceptions of
sight, sound, touch, smell, and taste. To foster visual discrimination, for
instance, children use the Pink Tower, 10 cubes increasing in regular
increments of one centimeter, stacked from largest to smallest. A more
complex visual discrimination task is involved with the set of color
tablets, which require the child to arrange hues of one color from the
darkest to the lightest; an even more advanced task might require the
child to find the second darkest hue of each of the seven graded colors
when all of the tablets are placed out at random.

The third aspect of the program involves conceptual or academic
materials. The practical and sensorial skills learned in the first two ar-
eas have laid the groundwork on which writing, reading, and mathe-
matics are built. Conceptual learning activities are concrete and actively
involve the child in multisensory ways. Thus, children use their fingers

Lindauer, 1993; Simons & Simons, 1986).

to trace letters cut out of sandpaper, trace letters in cornmeal, or use the
Movable Alphabet to manipulate letters to form words. Many of the inath
maf;eria]s are based on a déci4l system; for instance, the Golden Beads,
which come singly or in units of 10, 100, and 1,000. Other activities pro-
mote cultural understanding, including maps and animal and plant pic-
tures to identify and classify.

You may notice that some traditional early childhood activities are
absent in the Montessori school. Because Montessori programs are re-
ality based rather than promoting fantasy, you are not likely to find a
dramatic play area, a creative art corner, or other activities that invite
c.hﬂdrgn to freely use their imagination. You may also note a restriction
on hpw children may use materials. As David Elkind (1983) points out,
once children have mastered the use of a particular materjal in the es-
tablished manner, they should be free to act on the material and use it
freely, in a more experimental way; however, the Montessori method al-
lows materials to be used only in the prescribed procedure. You may also
note lesg' emphasis on encouraging language learning. .~

. Montessori schools today vary considerably. Many, in fact, are a
blend of the Montessori method and elements of traditional early child-
haod programs. Relatively little research has evaluated the effective-
ness of Montessori programs. Some findings indicate that Montessori
children may show greater task persistence and independence, but they
appear to score lower on tests of creativity and language development
(Chattin-McNichols, 1981; Elkind, 1983; Gettman, 1987; Lillard, 1973;

The Bank Street Approach

Since the 19203., New York’s Bank Street College of Education has been
one of the leading forces in early childhood education in this country.
Its developmental interactionist model denotes not only that this

i

exerdses differ from that of a more
traditional early childhood program?

developmental interactionist
model—Foundation of the Bank
Street approach, concerned with the
interaction among various aspects of -
each child's development as well as
between child and environment.
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AT IKEYEPOL 2
¢ developmental interactionist approach of
ik Street Callege is an example of open
ucation, with a strang emphasis on all aspects
children’s development.

go strength—Ability to deal effec-
+sely with the environment.

open education—A program that
operates on the assumption that
children, provided with a well-
conceived environment, are capable
of selecting and learning from appro-
priate activities.

program is concerned with all aspects of children’s development, but
also that it places emphasis on interactions, both between the child and
environment and between the cognitive and affective areas of the
¢child’s development. In other words, children’s development in the cog-
nitive and affective domain is not seen as a separate or parallel funcg
tion but rather as truly an interactive one.

From such a perspective, this model builds on the works of a variety
of theorists, including cognitive theorists such as Piaget, and those who are
concerned with the development of ego strength, the ability to deal ef-
fectively with the environment, such as Erikson. Thus, underlying the pro-
gram’s philosophy is a strong commitment to fostering both intellectual
and social-emotional development. Equally important to the acquisition of
cognitive skills is the development of self-esteem, identity, competence, im-
pulse control, autonomy, and relationships with other people.

The schoal . . . promates the integration of functions rather than, as is more
often the case, the compartmentalization of functions. . .. [1q] supports the in-
tegration of thought and feeling, thought and action, the subjective and the
objective, self-feeling and empathy with others, original and conventional
forms of communication, spontaneous and ritualized forms of response. it is
part of the basic goal and value system of the school to stiulate individual-
ity and vigoraus, creative respanse. (Shapiro & Biber, 1972, pp. 61-62)

If you were to observe a classroom in which the teachers adhere to
the Bank Street philosophy, you would see a program that appears, in
most respects, quite similar to a variety of high-quality early childhood
programs. The Bank Street approach is considered synonymous with
open education, a term encompassing programs that operate on the
premise that children, provided a well-conceived environment, are ca-
pable of selecting and learning from appropriate activities. The program
does not aim to teach children a lot of new concepts, but rather to help
them understand what they already kmow in more depth. Children’s
own experiences are thus the base of the Bank Street program. Because
children come to school with a variety of previous experiences, however,
the eurriculum must remain open and flexible so each child can build on
and expand according to her or his own unique conceptual level.

The Environment. The classroom is arranged into conventional inter-
est areas such as music, art, reading, science, and dramatic play. The
purpose of each area is clearly defined by the materials it contains.
Many of those materials are handmade, both by teachers and children.
Teacher materials are encouraged because they are designed to meet
unique and specific needs of the children in the class. Child-made ma-
terials may include books that the children have made as part of the
reading center or children’s collections that are used as tools for count-
ing in the math center. - ’

The Curriculum. Because this approach is centered on the idea that
the child’s development must be viewed as integrated, it also specifies
that the curriculum and functioning of the classroom be integrated. To
promote learning, curriculum is based on a unifying theme, which
serves to help children focus on specific concepts and provides a sense
of integration. Children’s earliest experiences in the Bank Street class-
room are designed fo help them understand and master their scheol en-
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Y'Lronment by participating in activities and chores that contribute to
its func.tj‘oning. Later, learning is extended beyond the classroom to the
community to expand the children’s understanding of mea.uingfﬁl ele-
ments that affect their lives.

T.he Teachers. The Bank Street approach relies heavily on the abili-
ties of cornpetent teachers. They must have a keen understanding of
children’s development, of each child’s individuality, and of how best to
structure an environment that will encourage each child to fulfill his or
her Potentia.l. The teachers’ role both in teaching and guidance is to rec-
ognize nuances lm the children through their sensitivity and to make
ch?nges as appropriate. They recognize-the importance of helping the
children develop a strong.sense of self, to exercise their growing auton- -
omy, to make arl impact on and experience mastery over the environ-
ment, to make choices, to develop a joy in learning, and to feel enough
confidence to take risks and handle contradictions. -. ... -
In creating a classroom atmosphere that draws ‘on teachers’ un-
derstanding of the children, teachers match the types and- variety of
materials and experiences they provide to children’s changing needs.
They also understand young children’s immature control over their im-
pulses and provide rules that protect and build on positive motivation
ra!:her than on arbitrary, authoritarian control. Because each child will
bring to school his or her personal experience. of interactions with
gdgtlfll:ls, tllxe t::eaclﬁfrs must build on that experience to develop a mean-
ingful relationship with each youngster (Biber, 1984; iro & Bi
1972; Zimiles, 193)3). youns (}%ﬂ:]ér’ 1*9?4, Shapiro & Blbep

The Cognitively Oriented Curriculum

A number of programs based on the theoretical precepts of Jean Piaget
ha‘ve evolved over the last several decades. One of those, the cognitively
oriented curriculum, was developed by the High/Scope Foundation of
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The environment in the Bank Street
programs is organized into conventional
fnterest areas. Children feamn by .
interacting within this environment,
broadening their previous experiences,

KEY:ROINTRRaes
The cognitively oriented curriculum, based on the
theary of Eiaget. revolves around activities that
help children leam specific cognitive concepts.
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planning time—In the cognitively
ariented cumiculum, the time set aside
during which children decide what
activities they would like to participate
in during the ensuing work time.

work time—In the cognitively .

oriented curriculumn, the large block of
time during which children engage in
self-selected activities.

recall time—in the cognitively
orented cumiculum, the time when

children review their work-time activities. «

plan-do-review cycle—The heart

of the cognitively oriented curiculum
through which children are encour-
aged to make deliberate, systernatic
choices with the help of teachers by
planning ahead of time, canying out,
then recalling each day's activities.

key experiences—In the cogni-
tively onented curriculum, the eight
cognitive concepts on which activities
are built

Childhood Education

Ypsilanti, Michigan, under the leadership of David Weikart. This ap-
proach was initially designed in the early 1960s as a program for children
from impoverished backgrounds, but has since been adopted more widely,
partly through the publication of its carefully outlined curriculum man-
uval, Young Children in. Action (Hohmann, Banet, & Weikart, 1995). In line~
with Piagetian theory, the cognitively oriented model is based on the
premise that children are active learners who construct their own knowl-
edge from meaningful experiences. If you were to visit a cognitively
oriented class, you would observe this philosophy in the environment,
schedule, activities, and the children’s and teacher’s behavior.

The Environment. The environment is designed to be stimulating but
orderly, where children can independently choose from a wide variety
of interesting materials. The classroom is divided into clearly defined
work areas, each with a specific set of materials appropriate to that
area. A cognitively oriented classroom contains at least a housekeeping,
block, art, quiet, and large-group area, although there might also be
construction, music and movement, sand and water, and animal and
plant work areas as well. Accessible, uncluttered storage spaces in each
— work area are clearly labeled with silhouettes or-pictures, facilitating
clean-up and promoting a sense of order. - e

The Schedule. The daily schedule is integral to the philosophy of the

cognitively oriented prograr. Consistency helps children gain a grad-

ual understanding of time. The day is begun with ‘a planning time,

when children decide what activities they would like to participate in

during the ensuing work time. A teacher helps each child individually

\ think through what he or she plans to do, and then records the child’s
S\ plans. A large block of time is then set aside for worls time, during-,
which. children engage in self-selected activities, supported and asy

7~ sisted \I,Jy the teachers.
, After work time comes recall time, usually carried odf in
stiall groups, where children review their work-time activities. This
plan-do-review cycle is the heart of the cognitively oriented curricu-
lum, helping children make deliberate, systematic choices with the help
of the teacher. Additional daily periods include clean-up, considered a
learning opportunity; a small-group time, which typically includes a
teacher-planned activity that reinforces a cognitive concept; large-
group time for stories, music, games, and other whole-group activities; -
outside time; and meals and nap, as appropriate to the length of the

program day. .

The Curriculum. Throughout the day, teachers focus on extending the
cognitively oriented curriculum’s key experiences, a set of eight con-
cepts based on the characteristics and learning capabilities of preoper-
ational children, as discussed by Piaget. (We will consider some of these
concepts in more detail in Chapter 11, when we discuss cognitive devel-
opment and the early childhoed curriculum.) The key experiences give
the teachers a framework within which to observe each child’s individ-
ual performance as well as support and extend children’s self-initiated
activities. Following is a brief description of these eight concepts.
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1. Active Learning
cYive \_eot‘h?l%

7. Spatial N
Relationships 2. Using Language ' !
“al ooy
Loalay ba =
Potimmsps] ST
6. Number s Fpepsention
Concepts Experiences Axper‘.c:me;
and Ideas ord He
Numbe e i s
Qoncep™®
5. Seriation 4. Classification
cofen Lleses Leation

1. Actwe learning takes place when activities are initiated and car-
ried out by children themselves. It involves learning through all
the senses, mfa.nipulating and combining materials as a way of dis-
covering their relationships, self-selecting activities and materi-
als, and learning to use equipment and tools.

2. }'Jsmg‘langgage is strongly stressed and encouraged through talk-
ing V:'lﬂl otl?ers about meaningful experiences, describing, ex-
pressing feelings, having language written down by a teacher’ and
playing with language. '

. Representing e: iences and ideas—according to Piaget, the

ark of the preoperational period—allows children to riepre«
senf. f:l.ze warld in nonverbal ways. Key experiences include such
a_chv:tles aﬁ recognizing objects through the senses, imitating ac-
tions and so‘unds, role playing, and drawing or painting.

4. Classxﬁcai':ion begins during the preoperational period as chil-
dren note similarities and differences among objects. Children are
encouraged to investigate and describe the attributes of things,
sort and match objects, use objects in different ways, talk aboul;

characteristics that some things do 7ot ha d distinguis]
tween “some” and “all.” ve, and distinguish be-

5. Seriation, the ability to arran, j i i
i ge objects along some dimension, is
Promf)ted by having children make comparisons, arranging ob-
jects in order, and matching, .

6. Number concepts are the basis for mathematical understand-
ing and are bu.ﬂt on many concrete experiences. To promote this
concept, experiences are planned to encourage children to com-
pare, count, and engage in one-to-one correspondence.

7. Sp?lea.l r.elationships are encouraged through assembling and
Fakmg things ?Qart, rearranging and reshaping objects, observ-
ing and describing things from different perspectives, working

. with shapes, experiencing and representing the child’s own body,

Y

classification—The ability to sort
anq group objects by some common
attribute or property; for instance,
color or size,

seriation—A relationship among
abjects in which they are placed in a
logical order, such as from longest to
shortest.

number concepts—One of the
cognitive concepts young children
begin to acquire, involving an under-
standing of quantity.

spatial relationship—The relative
positions to each other of objects and
people in space:
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* The programs of Reggio Emilia in ltaly are
carefully designed to foster interactions, explo-
ration, and problem saiving; much of the  »
curriculum revolves around prajects in which
children and teachers thoraughly explore a
particuler concept or tapic in myriad ways, over
an extended periad of time.

locating objects in the environment, and experiencing and de-
scribing relative positions and distances.

8. Time is a gradually acquired concept involving both the under-
standing of time units and sequencing of events in time. Experi-
ences that help children learn such concepts include signals for
stopping and starting actions, experiencing and describing differ-
ent rates of speed and time intervals, observing seasonal changes,
discussing future events, planning, representing past events, and
describing the order of events (Hohmann et al., 1995).

The cognitively oriented curriculum provides one illustration of
how Piaget’s theory has been put into practice. Central is the idea that
children are active learners who develop appropriate concepts through
interaction with the environment. Through a carefully prepared envi-
ronment and the guidance of knowledgeable teachers, children attain a
deeper understanding of the rules that govern the physical and social
world (Hohmann et al., 1995; Weikart & Schweinhart, 1993).

_The Reggic Emilia Approach
Over the past few years, increasing attention has been paid by early
childhood educators from around the world to the programs established
in Reggio Emilia, in northern Italy. The publicly supported early child-
hood programs of this region, under the guidance and vision ef Loris
Malaguzzi, have developed an extraordinary curriculum, based on
many theoretical foundations, Piaget’s and Vygotsky’s included.

The Environment. The physical space in Reggio Emilia is used to pro-
mote an inviting, aesthetically pleasing, comfortable environment in
which both human relationships and learning are central. The use of
space is designed to encourage communication and nurture relation-
ships. Arrangements allow for places in which a child can work with a
few children, a larger group of children, a teacher, or alone. Equipment,
materials, and activities are arranged to encourage exploration, dis-
covery, and problem solving as well as to offer many choices.

‘A distinctive feature of each Reggio Emilia school is an atelier, a

" special studio or workshop in which children and teachers have access
to a wide variety of resource materials to depict their experiences. The

atelier is used to document the children’s work; transcripts of their dis-
cussions, photographs of their activities, and representations of their
projects are carefully arranged to document the process of learning in
relation to various projects. These displays provide deeper insights to
children, as they view and review their work and the wark of peers, and
to teachers and parents, as they consider the process of learning of the
children through these projects.

The Curriculum. Projects, in fact, are the central concept around which
Reggio Emilia’s curriculum revolves. The project approach allows chil-
dren, usually in small groups, to explore a concept or topic in depth. Pro-
jects can be short- or long-term, often lasting well over a month. Because
there is no set schedule in Reggio Emilia’s schools, children can work at
a leisurely pace because they are under no time constraints in carrying
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“Jean-d; agques Rousseau
{Born: Jund\gs, 1712
Died: July 2, 778
orn: Genexfa, Switzerland

near Paris, France SUNM
ghlighted the importance of childhood. Saw the
clnld as a “noble savage”, pure, in tune with nature.
This philesophy was introduced in his novel, Emile.
His ideas strongly influenced Pestalozzi, Froebel,
g P_iaget, Skinner, Montessori, and others. . -
Described as a brilliant yet self-centered,
‘undisciplined, neurotic. e o
- Profoundly affected by the death of his mother soon
after his birth. Raised until age 10 by his father (a
watchmaker and a dance teacher), then apprenticed

his own five children to orphanages.

~dt age 137t0 aH €ngraver. In a@ulthodd, abandoned

“Give your pupil no
kind of verbal instruction;
‘he should receive none but

from experience.” '

" continued
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Friedrich Froebel
Born: April 21,1782
‘Died: June 21, 1852
-Born: Oberweissbach, Germany

Died: near Marienthal, Germany

Created kindergarten, literally “garden for

. children” where play was promoted as the way

" children learn. Developed early childhood

.. materials, including blacks; materials and activities
called “gifts for play”. : . o
Twice visited Pestalozzi’s schools; had great
influence on the early American Kindergarten
movement. . . . “Play is the highest phase of
Described as a dreamy and restless child; an idealist child development.”
..as aman, hard working, dedicated, deeply religious.
- Ari unhappy childhood, caused by a distant father and uncaring stepmother, led to
his resolve to devote his life to making children happy. A bright spot was working in
the garden with his father, reflected as a central feature of the kindergarten.

Read more information on pages 116.

Maria Montessori
Born: Angust 31, 1870
Died: May 6, 1952
Born: Chiaravalle, Italy )
Died: Noordwijl-on-Sea, Holland *

eveloped the Casa ei Bambiai, Children’s House,
“for shunichildren it Rome; developed comprehensive
: formulation,

ized fuxnishings

‘doctor in Italy; had a mesmerizing personality. :
Fven as a child, she had a strong sense of the dignity
f every person. A teacher commented disparagingly
bout the expression in her eyes; from that dayon

#.“The gréatest crime that '
- society is committing is . .
‘wasting money it should
spend for its children.

v
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Erik H. Erikson
}?_qm:'June 15,1902
Died: May 12, 1994 -
‘Born: Frankfurt, Germany
Died: Harwich, Massachusetis
. Psychosocial Theory = . . IR
Identifies needs of children at dj.ﬁ'erent"age/sfé'ges; a
beginning with a need for trust for infants, - -~ k
autoz;xomy for toddlers, initiative for preschoolers, - - :
*.and industry for school-aged children; highlights the )
importance of social interactions in development.+. ;. -
Application: Bank Street Model.
Described as thoughtful, energetic iGa -
s getic, magnetic; a “Tt is hi
y s 1 2 etic; uman to have a lon,
Zc olarly thinker and prolific writer. childhood; it is civilized to hiue
t 18 wandere(;i through Europe as an artist;. . @n.even longer.childhood .-
sZ;m]l)led on a job as a teacher in a progressive .. : S
school in Vienna run by Anna Freud. This : i
s \ b . proved to be the turnin; int, hi
t].lﬁi;l:)or(;uitl:n t}(:j Fret}:l:; work and his life-long involvement with pgyl:}:t:nazgal;tic
eory. Later his wri gs were likened to " painti i
with intricate detail and an&l:enh'mi.‘.{1fe o iForks of art’ paintings of word pictures
.'Rga@ more information on pages 118120 e »

Jean Piaget
Born:August 9, 1896 -
Died: Septémber 17, 1980

i
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B(urrhus) F(rederick) Skinner i
Born: March 20, 1904 b :

Died: August 18, 1990
: Borm: Susquehanna, Pennsylvania

‘Died: Cambridge, Massachusetts
-Behaviorism
- Environment is important in shaping all aspects _of

behavior. Consistent positive consequences (positive
 reinforcement) ensure that behavior will be repeated;
behavior modification is application of behaviorism.
Application: Bereiter-Engelmann program.
Ambitious, goal-driven, persistent; seen as the )
“Darth Vader” of psychology by some, as 2 brilliant
innovator by others.
“Fred” Skinner experienced a calm and nurturing
childhaod. Perhaps his later theory was shaped by
childhood experiences, since his Grandmother
Burrhus reinforced good behavior with pie, candy,

Read more information on pages 123-124.

Lev Vygotsky
Born: November 5, 1896
Qied: June 11,1934

:© Born: Orsha, Russia

: d: Moscow, Russia

- Sbciohistbr‘ic Theory -

e the product of our times. Thus, his
ory reflects the Marxist-Leninist -

*i§ a primary tool for conveying society’s values.”
Application; Reggio Emilia. Do

A7 intenséyet very social per
‘s to inspire others; deeply interested in a variety o

organized stimulating intellectual discussions f
the énvirénment so others could learn con
the zone of prozimal development. - ‘

Read more information on pages 124-126.

elieved sSocial and historic forces shape intellectﬁ'al

hiy'of Russia during his lifetime. Language

son with the ¢apacity

fields'and topics, many of which he mastered. ...
His ¢hildhood friends called him “little professor” .-
“because of his academic pursuits; at age 15 he " CEe 2l

for bis peers. His ability to stru
ibuted to ‘

“Who's Who in ECE?" was

3

“Tpaching is the expediting of
learning: A person who is
taught learns more quickly
— than one who is'not.”- —

and letting him win at dominoes.

f  higher mental functions occurs.
through the adult’s
stance and participa

formulation of his idea

: compiled with the assistance of Melissa

s
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-+ out their projécts. Often the representations of learning in projects

are expressed in artwork; but, as Forman (1993) poi i

move firlon;'l .Ieami.ng to draw, to drawing to 1ear€1.l?at:t o;:t:l:ﬁﬁ;;z ‘
iiz;);gst :'d yI,Ch children explore the properties of the concept or tapic

The subject or theme of projects can emerge from i
b‘y children, ideas proposed by children or teafhers, qu:::rt;gl‘:;%kﬁ
riences. Thus, there is no preplanned curriculum beyond the ef:;gal
goa]§ set by the teachers. Projects can revolve around most ang topic,
ranging from shadows, reflections, caves, and the city when it rimsp t .
demg?,mg and I::ulldmg an amusement park for small birds. "
Forman cites an example of a project, 1 i i i

pervasive feature of their commu.git; eﬁv?r:nﬁiﬁfh;lfn{zg S: ui:l: g
poppy fields. Children begin by drawing the subject, to start ﬂll)inkgn—
about whz}t poppies are like. Teachers and children c’ommunicate‘ th ;
ask quesi.:mtfs, examine each others’ work, and consider the varim.ls aesy
pects of l}fe in a poppy field. After several days of discussing, drawin, )
and considering questions, such activity is followed by a trip t’;o apo .
field! They have been immersed in poppies for several days now, andzgz
ready to o}_)serve:, compare, and ponder some of the questions t};ey have
askegl. T.he earlier activity has prepared the children to learn ahout
Poppies in greater depth now. When they return to the classrooms and
again draw poppies, their creations are much more accurate and dy-
namic. T{xey_ are, after all, based on careful redefinition of the sub'ec{
or assimilation of new infdrmation. Immersion in a topic and a élm X
frame for each project set by the interests of the children, not b the
adults, allows for much greater depth of learning. , ve

::re d‘feachers. E@ucation, according to Malaguzzi (1993), must be cen-
s e A](_)ln its three important participants—children, teachers, and fami-
i;z‘ N three l_nuslt have a sense of well-being if the educational program
mtec; che eﬁ'echye.!Teachgrs in Reggio Emilia schools work in pairs, as
o :1:, wthl:Ich~s§ay with a group of children for three years, from’in- :
k o ge three or from thr_ee to six. The teachers’ role is to be a re-
urce for and, in'effect, learning partners with the children. Teachers

have the support of a team of pedagogical coordinators and a visual arts

teacher. Considerable communicatio ordinati

1 n and coordination facilitate the co-
;};sra;wg atmosphere of Rgggio Emilia programs. The progré;s inclelft;e
o t}?‘ zr V;Eek]y staff meetings and provide ongoing staff development, :
Doth aJ(fis I\Z (Bc?eldeeﬁ;? stlrggg «;‘)m.uu'tment, skill, and a sense of profes: L
1955 T o] D, 998; orman, 1993; G:andlm, 1993; Malaguzzi, .

The Bereiter-Engelmann Model - ’

Durin i .
B S P s s ror ) S
Beroiter cad Sioehi Z € - One was developed by Carl  he Bereiter-En ich i
els developed d ff; ;d'f;ngi:n n tge %9605- L‘!‘e many of themod- g behaviora mg::r; auns‘:asm : '«jif:égh:;:zc[:;fd
dren from poverty backgmund’s was esigned primarily tO help chil-  gprach in which ﬂ;e teacher presents carefull
would diminish the Hcithood o fg?u; some successful experiences that planned lessons in three academic areas, !
SChddelmmlTh B ie | ) ailure once.they started elementary

e Bereiter-Engelmann model is noticeably different from the
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other programs we have described because it is based on some very dif-

ferent premises, both about how children learn and about how to best .

meet their needs. ) )
The program was founded on the assumption that because disad- -

vantaged children were already behind their middle-class peers, they -k

needed not just enrichment activities but a program that would accel-
erate their rate of learning. Such a program could not be designed to
meet all of the needs of preschool-aged children. “A short-term pre-
school program cannot be expected to produce above normal gains in all
e ST areas of development at once; a ‘well-rounded’ Pprogram is therefore in-
e 2 R f concepts, such as n.xath,' SClen.ce:“..al.‘t_" : compatible with the goals of catduz?g.up: selectivity is necessary” (Bere- i v
 of the main features of the Reg%;“:frn . ‘g and social studiés (l?lfﬁl}’, 1;33:)(; -o.f the . | lstgrfz Engg];r_x:_aﬁnéliGE, p;nllQ;.s (Ttis mpgrtant to nof;e :I:;tilgi?giﬁ
S is- it ergent currl e ' the emer; 3 ‘was mitiated, 1t be, a summer program fo;
i amnooifntfacla}r,n:asrgletlslteiﬂlgwum is not: A mpo;f:;t;hzt\:ray that, actively \‘{‘}":‘ " to enter kindergarten.) ’fg‘hus, the BereiterEElielmann program was
The npb en promoted for many decades in’ .~ curriculum. ;sdf :n in the process of planning, in- . : designed to meet very specific, teacher-determined learning goals
= %g&;:zs?aﬁd' elsewhere. In'the conitext - gages the c:ﬁld a?i%ptéﬁdn (Sheerer et 2l., 1996) 0 rather than to meet the needs of the “whole child.”
Emilia, hbvv'éve‘r,’the:;grﬁg?li;rzg‘;. e ecica ‘or shared Teading i "F"g‘f;’?n ail ; e Canteatum. o of this highlystractored reschoct e
| the children’s interests . . DISCUSSIOR B% Z5e™ = ew theme by sparking in-"" : e Curriculum. e center of this highly structured preschool curricu- .
‘gzeﬁgieﬁ:xvided a ‘néw emphasis to i:ar:ﬁi gﬁi’gﬁ;ﬁs’ foliovyed by g.qurahqq of . Iund is daily lessons conveyed through a direct instruction approach.  direct instruction (also called
roach to curriculum development : Test a’pogsible field trip. -research,: : The teacher presents carefilly planned lessons, drills, and exercises de- - programmed instruction)—
- the. emérgent’ curriculum e signed to meet very specific goals. In the Bereiter-Engelmann program, A method of teaching in which the
these lessons are offered in three academic areas—language, math,and  teacher determines exdctly what the
reading. Precise teacher questions, which require specific verbal answers  children should lean, devises a
from the children, are presented in a carefully sequenced order. f:;;}"e:c:ﬂ?g:?ﬁ;g:?fa:g:':isd ©
The teacher’s enthusiasm is imnportant in implementing this ap- tea chespit directly by conn:olling the
proach. Each lesson is designed to help the children master specific skills information accarding to children's
related to program goals; for example, language goals related to the use responses.
of plurals, complete sentences, if-then statements, afirmative as well as
negative statements, and polar opposites (big/little, up/down). Other
goals relate to color recognition and naming, counting to 20, recognition
of letters, ability, to rhyme, and development of a sight-reading vocabu-
lary. Constant reinforcement, both in the form' of praise and food, is used
- to motivate and %ncourage the children. .

The Enviro_nmer;t. In addition, the environment 6f the Bereiter—
Engelmann model is quite different from that of other early child-
hood programs. The facility is arranged into small classrooms, where
“ direct teaching. activities are carried out, and a large room for less
structured, large-group activities. A model floor plan suggested by
Beteiter and Engelmann (1966) includes three small classrooms—
named the Arithmetic Room, the Reading Room, and the Language
Room—each furnished with five small chairs facing a chalkboard "
(and, presumably, the teacher). The most important feature of these
small study rooms should be their acoustic properties, ensuring that
they filter out any noise that would distract from lessons. These
rooms should also be plain, to minimize distraction from the task at
hand. A larger “homeroom,” furnished with tables, a piano, and a
ch'alkboard, provides a place for snack and music times. .
* Bereiter and Engelmann (1966) also suggest that there be very few
materials available to the children, mainly ones that will réinforce con-
cepts taught in the lessons. These might include puzzles, books, tracing
materials, paper, and crayons, but not creative materials, because creative
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development is not a goal of the program. It was assumed that f.he ﬁC!.’l-
_____ nessandvariety of peer play and games, for example, will be readily avail-
"™ able' in fhe child’s normal environment.

The Schedule. The daily schedule revolves around three intensive 20-
minute lessons in language, math, and reading, each involving five chil-
” dren and one teacher. These small-group periods are interspersed with
functional times for eating and toileting and a 15- to 20-minute music
period. Music is also a direct instruction activity because it is used to
reinforce language. Three teachers work with the children, each teach-
ing one of the three subjects to each of the three groups of children.

The Teachers. Bereiter and Engelmann (1966) suggest that elemen-
tary school teachers are more suited to teach in this model than are

teachers trained to work with young children. The training of early
! : N

childhood educators

has provided them with a deeply ingrained bias against ‘forcing’ the child in
any way; the intensive preschaol is premised on ‘forcing’ the child. Their con-
ception of child development and the emergence of skills is usually diametri-

cally apposed ta the viewpoint an which the intensive preschaal rests..(p. 69)

Evaluations. Because the Bereiter—Engelmann program operates
quite differently from the other programs we have discussed, a few

words about how this program fares in research evaluations might be

helpful in considering its merits. The Bereiter—Engelmann program
was included in a number of comparative studies that sought to exam-
ine the impact of this approach. Initial evaluation showed that children
had significantly improved IQ and achievement test scores, more so
than the other groups studied; however, those gains declined quickly

over the next few years, as they did for the children who had been in- -

volved in other programs as well. )
The levels of curiosity and inventiveness of the children in the

Bereiter-Engelmann model seemed lower than those of youn‘gsters
who participated in other types of compensatory programs (Miller &

’2 1 . E i - ) : - N :
| (ﬁRESEARCH SUPPORT FOR EARLY CHILDHOOD 7}}
:
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Bizzell, 1983; Miller & Dyer, 1975). In part, this may be because the
high level of reinforcement, according to research, tends to decrease the
intrinsicinterest children may have in learning (Lepper, Greene, & Nis-
beit, 1973). In other words, once the external motivators for learning
were removed, the process of l¢arning may have ceased to hold the chil-
dren’s interests. : '
More recent evaluation of adolescents who had participated in
the Bereiter—Engelmann program as preschoolers showed some un-
_expected outcomes. The youths who had been in a direct instruction
program appeared to have higher rates of juvenile delinquency than
youths invelved in programs where the major teaching method in-
... volved self-selection (Schweinhart, Weikart, & Larner, 1986a). The
authors of this study speculated in a subsequent publication
(Schweinhart, Weikart, & Larner, 1986b) that when young children
have control over the activities they participate in, they nay well de-
velop a greater sense of responsibility and initiative. They point out
that development of such traits is crucial in early childhood, as de-
scribed by such theorists as Erik Erikson (see page 118). Proponents
of the direct instructional approach, however, have questioned these
conclusions and expressed concern over the research procedures - -
used in these §tudies (Bereiter, 1986; Gersten, 1986). Thus, the the-
ori'atical approach that is used to help children acquire cognitive
skills may have some far-reaching effects, but their measurement is
not an easy task.

We have explored stme different theoretical ideas about how
young children develop and learn, and we have examined several mod-
e}s based on these theories. You have undoubtedly recognized by this
time that early childhood education is not a single, unified field based
on an agreed-upon philosophy. Let us now briefly examine what re-
search tells us about the effects of early childhood education and, where

applicable, what role some of these theoretical i i
applicable, precePts play in shaping

EDUCATION

A question that must be asked is whether early chﬂdiaood education
makes a difference. As we have already indicated in several contexts
mu_ch of the research about the effectiveness of early childhood edu:
cation has come from the evaluation of programs designed for chil-

l E‘l’ren from impoverished backgrounds. The result of such research is
lmpqrtant in gauging the value of compensatory education, but it also
prov?des us with more general information about early childhood ed-

i ugatmn. In addition, it is important to understand the effect df early
childhood education on all youngsters, particularly with the large
number of young children enrolled in child care programs. We will
look at these two topics separately.

Visit a Head Start pragram in your community.
Which family services and education experiences
pravided by this program might contritite to the
types of lang-range positive effects found by the
research?

The Effects of Early Intervention

; The 1960s can be portrayed asa perioed of great optimism on the part
| ofthe edu/ators and psychologists who had a hand in the development

Research on early intervention pragrams such as
Head Start has shawn that they result in long-
term, positive effects and cost benefits.




144 s Part Hl The Why of Early Childhood Education ’
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Head Start movement: .
Intervention was supposed to impart immediate benefits so that class differ-

ences would be eliminated by the time of schaol entry. Furthermore, many ex-
b pected that the brief preschool experience would be so potent a counteraction

Longitudinal research has shown that
Head Start has some positive, long-
range benefits for children, their families,

to the deficits in poor children's lives that it could prevent further attenuation
in age-appropriate performance and a recurrence of the gap between social
classes in later grades (Zigler & Berman, 1973, pp. 895-896).

Head Start, as we now know, did not live up to that idealistic ex-
pectation. Many of the early intervention programs showed some short-
term results in improved IQ and achievement scores for the first two
years of elementary school (Lee, Brooks-Gunn, Schnur, & Liaw, 1990;
Royce, Darlington, & Murray, 1983; Schweinhart & Weikart, 1985). But
the relatively brief time that children spend in Head Start just cannot
make up for the wide variety of social ills that beset the children of
poverty. Broader assessments of compensatory programs, however,
have demonstrated that early intervention can have important and
lasting effects. In a survey of outcome evaluations from a number of
early childhood programs for children from low-income families, nu-

merous clear long-term benefits were found (Campbell & Taylor, 1996). —...

These include not only IQ gains but higher test scores and better
progress throughout the school years. Children of these programs also
were better adjusted, had more positive attitudes, and had a higher
sense of self, Parents of these children often improved their educational
and vocational status and showed reduced incidents of child abuse and
neglect. “Early childhood programs clearly do help overcome the barri-
ers of impoverishment” (Campbell & Taylor, 1898, p. 78).

A most interesting set of results comes from the cognitively ori-
ented curriculum, which has been one of the most thoroughly re-
searched early childhood programs for children from low-income fami-
lies. Follow-up data through adolescence were collected on youngsters
who had been enrolled in the program, giving information on their sub-

" sequent experiences and functioning within the larger society. When
contrasted with a coriparable group that had not attended preschool,
the cognitively oriented graduates were significantly more likely to have
completed high school, experienced job success and satisfaction, and
been self-supporting rather than dependent on welfare. They were also

less likely to have been arrested, required special education services, or

experienced a teen pregnancy. - - R E

Further follow-up at age 27 of those who had participated in the
program as preschoolers showed continued positive results (Schwein-
hart, Barnes, & Weikart, 1993). Results indicate that, compared to the
control group, these adults had higher earnings, were more likely to

. own a home, demonstrated a gredter commitment to marriage, were

less dependent on social services, and had considerably fewer arrests.

Such long-range results indicate that high-quality early childhood
programs can and do make a difference, not just to the individual chil-
dren involved but to society at large. These researcheérs have estimated
that early childhood intervention is a good tax investment that can
save up to seven times the amount spent during the early years by off-
setting later welfare, special education, and crime costs (Barnett, 1996;
Schweinhart et al., 1993).

——— LT

Another project, which has been in the news recently, also has long-
term positive cutcomes for children from poverty backgrounds. The
Abe‘ceda.rian Project of South Carolina has followed a group of children
from infancy, when they entered the project, into full-time, high-quality
child care, through early adulthood..A cont=ol group with similar char=
acteristics did not receive any intervention. The children who partici-
pated in the early childhood intervention program from infancy to age
five had higher cognitive test scores throughout their subsequent
schqoli;ug. A significant number of the intervention group continued on
to I'n_gher education. This project underscores the importance of ]ﬁjgh—
q.ualﬂ;y programming from infancy for children at risk. Such interven-
tion greatly improves the likelihood of later educational success (Bracey,
1996; Campbell & Ramey, 1994; Ramey et al., 2000). ’

Similar, positive long-term results were also-found for adolescents
who had participated in the Syracuse University Family Development
Resez-l.rch Program (FDRP) during their infant and preschool years.
Mps't nnp;essive;was the highly significant difference in involvement in
the juvenile justice system between these teenagers and a comparable
(control) group that had not participated in an early intervention pro-
gram. Not only had far fewer of the FDRP youngsters heen involved in

Jl:lvemle delinquency, but the severity of the offenses, the number of in-
cidents, and the cost of processing were far lower. oo

o Another finding from this study showed that, particularly for
girls, early intervention resulted in better school berformance and
lower absenteeism during adolescence than was found for the control
group. ’I:he teachers also rated the FDRP girls, compared to the control-
group gxr]s, as higher in self-esteem and self-control (Lally, Mangione,
&. Honig, 1988). Follow-up studies such as these provide evidence thatz.
high-quality early childhood intervention programs can and do make a

" difference. .

The Effects of Early Childhood Programs
on Low-Risk Children
Over the past several decades, much of the research in earl'y childhood

e(_lucation has focused on children at risk because of poverty, as we just
discussed. More recently, however, researchers have begun to examine

and sodety. N

Research is showing that high-quality child
care has an effect on all aspects of children’s

-
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144 Hice such a'large pr, o g . :
of th, s " Proportion of )
€Ir time in chilq care settings, it ig i a gifted program in elementary school. A follow-up study of the chil-

drenin the Cost, Quality, and Child Outcomes Study that we discussed
in Chapter 1 also found that in elementary school those children who .
had been in higher-quality programs as preschoolers continued to have .
higher scores in language and maph in elementary school (Peisner- -
Feinberg et al., 1999). Conversely, Howes (1990) found that children in
poor-quality child care from an early age were the least task-oriented
and most distractible in kindergarten.
A number of factors contribute to child care quality. Among these
is the strictness of a state’s child care licensing standards. Vandell &
Corasaniti (1990) evaluated a sample of middle-class eight-year-olds in
a state with minimal child care standards. They found that children
who had been in full-time child care since infancy were rated lower on
a variety of measures by both teachers and parents than children who
had experienced part-time or no child care. They had poorer peer rela-

* (Clarke- s clearly affected b
and %;Cif\a'art’ ‘19875 Phillips, MCCartr}; e th; tions, work habits, emotional health, and academic performance, and
sults uart-Erickson (1 988) found 4 were more difficult to discipline. A more recent study followed changes
1n children wh that posi . . . ) A T
0 ar in child care standards in the state of Florida, which in 1992 passed

! o dersson (1989, 1992) fllomay as i3l In two

ar
wed children who h. mote stringent child care regulations related to child-adult ratio and -

inf;
o e m ongggﬁ;uig_ care o ages § anqg 13. At both ] teacher training (Fowes, Smith, & Galinsky, 1995). Careful-measures T

Childreg’s mpétent, before changes were implemented and then later fou?w~up foun_d that
fected by chilg these changes made considerable difference to the children. Their cog-
priate in clagg ¢ 2 nitive development, language, behavior, and social competence all im-

. (PEisnepFelnbmoms where. teachers uge Positi proved after the state’s child care standards became more stri.n.gent.
schaolers’ emo:’rg & Burchina] ) ] It is clear to many darly childhood professionals that child care
and laughing) 1onal expressioy, ; h L & quality has an impact, not only in relation to children’s behavior and
. 1g) when caregivers iling E functioning at the time they are in child care, but potentially for many .

their interacw 3 3

Tteractions with the child i ive i £ years later. This is why many professionals urge changes that would
improve the overall quality of child care. But bringing about such
changes will take considerable commitment from many sectors, in-
in preschool ; E l cluding parents, child care professionals, employers, and government.

A had fewer behavior problemsg % It is important g:hat we contribute as positively as possible to the fu-
” ture success of young children. Our research right now tells us that

Bryap, 1993). Ano
l'1'el:«.1t101:ls with their teachers
n elementary school; thyg

i . X Preschoo] year: : ) Xperience § -

: caliber of :}?1_‘13;’ & Kagan, 1999), you \erl H(l:msner-Feznberg, Clifford many children are not in high-quality child care settings, and that this
in early ehitdy -adult Interactions is ap, im Oretcall f.'ron.1 Chapter 1, the i : compromises not only their current development, but also their
ment s 00d programsg, Yet another Portant indicatoy of quality P chances for a successful future.

» A0xiety, has been linked tg aspect of emotjop, al R €

ARY; o =T
1. Early childhood education, although relatively new as a formal
system, has antecedents that reach far back in history as ideas
) ab_out children a.nd how they should be treated were shaped. )
) 2. The writings and work of many individuals through history-have
play in higher-qual; i i E o - contributed to our contemporary ideas about young children and
3 (Hoy : 1 early childhood education.
-8 3. Particularly in this century, a number of theorists have proposed
! " models that help us understand the nature of young children and
how best to meet their needs. ) ¥
L A. Some theorists believe that children’s development follows an
inborn plan. .

child care earned hj
Field (1991) fyup,
rollment iy a high
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absorbent mind object permanence How does it diffe i
abstract thinking observable behavior seen? How is ite:ii?ln;;ﬂﬁ:fr ]f' childhood Programs you haYe
accommodation open education original pr : elements of Maria Montessori’s
. e program do you see?
adaptation operant conditioning 5. Visi : .
assimilation organization - Visita Head Stau:t program in your community. Which family ser-
Autonomy vs. Shame and Doubt  plan-do-review cycle Z;gf;im: e;iu:;hon exl);rllences provided by this program might
behaviori lanning tim. ute to the types of long-range iti
b:h:ﬁﬁ?:::djﬁcation §ositivegreinfzrcement research? Errange positive effects found by the
) child study movement preoperational period
classification prepared environment
s cognitive developmental theory programmed instruction L INEVINA
coficeptual = - psychosocial theory - N - ¢
concrete operations period punishment gf:;zeard;iltmqal books, articles, and Web sites on topics discussed in
daily living recall time : ; )
developmental interactionist reinforcement Goldhaber, D. E. (2000). Theories of k . ;
maodel representation perspectives. Mountain, View, (‘731; ; ;/_[n;;g ggvelopment. Integrative
didactic schemata Lascarides, V. C., & Hinitz, B. F y 9000). History of o i -
direct (programmed) instruction  self-correcting education. New York: ﬁ‘almaﬁ Pres)s: History of early childhood
disequilibrium sensitive periods Roopnarine, J. L., & Johnson, J. E 2006
early childhood education sensorial : ) childhood education (Brd’ed.)_. ISI Pper).sfiﬁgzt;gil‘z;sr t?\] 3771.\? o
models sensorimotor period - Prentice Hall. > vd: Merril-
ego strength sensory discrimination F
equilibrium seriation % ( - |
extinction shaping g ;
formal operations period social reinforcer § o REiERs .
human development theory socichistoric theory § 1 Theory into Practice (TIP) Database:
Industry vs. Inferiority spatial relationship i httpj/w&,w tip.psych .
Initiative vs. Guilt stage theorist o P-psychology.org/theories.html
key experiences Trust vs. Mistrust & ’ on:
kindergarten - ‘work time £ | http/fwww.weber.edu
logical thinking zaone of proximal development Cost, Quality, and Child Outcomes Study:
number concepts (ZPD) ‘ http:/fwrww.fpg.unc.edu .
also:

B. Others consider that children’s development is affected pri- Chapter 5 Rationale Supporting Early Childhood Education % 149
arily by external factors. .
marty by a ) ) ] 2. Observe an early childhood program. What evidence do you see of
4. Many theories have been applied to early childhood education the influence of one or more theorists (for instance, Piaget, Erik-
through the development of specific program models. son) or the behaviorists? Ask one of the teachers if h’e or she ’d.raws
5. Research has proven the effectiveness of early education.” on any particular human development theories and compare to
your observation. b

3. What was your earliest school experience? How does it compare to
the type of programs you see for young children today?

4. Ifone is available, observe a Montessori school in your community.

http/Awrwrw.ed.goviofices/OERI/ECT/html .

1. Historic events have a great impact on our view of children and
how we treat them. What social and political events have taken
place during your life that have had an impact on young children L [
and their education? Also ask this question of a relative or friend !
who was born in an earlier era,

For additional early childhood education resources, visit our Web site at
httpdiwww.earlychilded.delmar.com

L

B R}
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OBIECTIVES =~ = g

An objective is a more specific interpretation of a’'general goal, and it
provides a more practical and direct tool for day-to-day program plan-
ning. Goals can be identified at the beginning of the program year to
provide direction; objectives are useful for short-term planning. Objec-
tives will differ, depending on whether they are deyeloped for the group
as a whole or for an individual child. We will examine three types of ob-
jectives commonly used in early childhood education.

Developm‘entai Objectives

The purpose of activities is often to promote specific aspects of physical,

cognitive, social, or emotional development, each identified as a devejl-
opmental objectivg. J’E{XM Egz'xssidering which developmental domain
will be particularly eAhanG y each activity, you can ensure that your
program provides a good balance of activities that encompasses all ar-
eas. Experienced teachers often develop a sense of this type of balance
in program planning.

—————i e, e

ol bosion, I
goal—An overall, general overview of
what children are expected'to gain
from the program. .

RV AKEYIR O INTGEI S G
Goals shauld be based an an understanding of
children and should reflect the program's under-
lying theoretical base.

objective—An aim; a specific inter-
pretation of general goals, providing a
practical and directive tool for day-to-
day program planning.

BRI KEVP O

Objectives should facilitate short-term planning
and should be part of written lesson plans.

developmental objective—
Purpose or rationale for an activity that

. 'specifies that the activity is inteded to

promote an aspect of physical, sacial,
emotional, or cognitive development.

RO IN TR |
specify which develop-

i st e et AT
po

Sample Goal 1: The children will increase the
control in tasks requiring use of the hands.,

Sample Objectives in’ _Suppox'-f of [
' Thg ¢hildren will thread one-inéh be

skills; forming friendships, -
loping'émpathy and concern for the

«Sa.lpple Ol?jgsctives:ihs;.lipoi_—t of Goal 4:

e The childred will name two functions of the heart,

“’the beart and hedring Dr. lfl’erbeg't d.lSC!J.SS ‘the'heart.
mergency operator and will demonstrate

* The children will explain the role’of the
. -how to'dial 911 in case of an emergenc

mental domain will be enhanced by an activity,
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Appropriate objectives for :E;Zz e
childhood activities suppo!

children's development Thfeeg:ar«olds,
for instance, are interested in the
everyday activities of their wol a-n|~
what the important pechJe in their lives
do. What do you think ths_s three-year-
cl& might learn from serving herself?
What objective might the teacher have

had in mind in planning this?

Wxﬁ":’?ﬂl X 0}
Content abjectives relate 10 the subject matter to
e Gonveyed by the activty.

A'CE’CM - -
Content Objectives

Objectives are also identified for the content or subject ma.ttet of the
curricylum (Essa & Rogers, 1992; Lawton, 1988; Peters, Nefs\'rvorth, &
“Yawkey, 1985). A content objective relates t6 what an individual ac-
tivity is conveying, which, in turn, is tied to a unit’s topic or thfame. Ap-
propriate topics can be drawn 'from ideas gen.erated by the children or
from meaningful aspects of the children’s environment to expand their
understanding of the world. . o
Content objectives can be met through a variety of actwlf.lesi al-
though how they are met will depend on the developmental objectives
that have been identified (Essa & Rogers, 1992). For instance, a content
objective that “children will identify .thrg-zta body parts” can be .n}et
objecivesgivedieston 10 the teachers ho through a variety of activities. These might include a language activity
carry out the actiiies? (reading a story on the topic), a motor activity (playing a game of
i “Hokey-Pokey”), or a perceptual activity (glum.g. :.:ut-ou.t bosiy—part
shapes). Generally, teachers plan a va.ric?ty of act-f'ntles, Wlth d{ﬂ'er-enf?
) : deVEI?pﬁJ.eutal objec?ives, té help rm& z:ar nsrlg'e\flﬁc content objective.

ct;nten%bjectivg——Purpose or
rationale for an activity that specifies

that the activily is inte;nded t:t ;
promote specific subject matter.

Review a lessan plan that contains specific abjec-
tives. Do you see @ relaﬁonship.belween the ob-
jectives and the planned activities? How do the

Behavioral Objectives =~

. Alfhough.development,al and content objectives usually apply to plaz}l—
" ‘ning for the total group, a behavioral objective is generally usgac‘i in
planning for an individual child. Behavioral objectives are very s;zeclﬁc,
based on what is observable. As an example, a behavioral objective for

) 1 b'ecﬁve-fﬁirﬁ or
::allxa‘:;i:a‘i';szr 'f]Qr an individual child,

that describes in very spedific and

id i i ‘ taining four .
s what the child is a four-year-old might state, “When shown a row con ; o
Obs:g::‘fotin“:stﬂ blocks—one red, one blue, one yellow, and one greee;;Slmon Wll% p03nt
P rENTEEEaEEs  to the red block, when asked, in three out of four B541s™ The objective
ST VR PR

" does not tell you how to teach red, only how to measure the objective’s

Bahao st e L 0 Y SORGG, s fherefore, it will be tested aftor & pesiod of e ta whil,

observable terms and usually apaly to an indi-

vidual ehitd. will frequently verbalize and encourage Simon to verbalize the color.

Behavioral objectives, because of their ﬁ?géiisvgﬁéfﬁi"}-e, are often
used in working with children who have special needs. T!:us provides a
way of pinbﬁ\o“i*ﬁ"u“ﬁ‘g an area of deficit (Simon cannot identify colors yet);

breaking down behaviors intq small and manageable steps (we'll starf,

Simon will use red play dough, paint, blocks, and Legos, and the teacher

with the color red); dociumenting progress (it will be clear when Simon
points to the red block three times out of four); and providing account-
ability (Simon has learned the color red). When federal or state funding
provides services for young children with disabilities or children en-’
rolled in a Head Start program, accountability becomes particularly
important, and behavioral objectives can contribute.

Notice that the behavioral objective for Simon uses a verb that de-
scribes action. When Simon points to the red block, there is no guesswork
involved on your part; his pointing is observable. Words such as label,
narme, identify, match, sort, classi; , or order from largest to smallest re-
late to a child’s actions that you can observe. However, words such as
think, enjoy, consider, appreciate, or be aware of describe an internalized
process. If, for instance, the objective had stated that Simon will under-
stand the color red, you would have no way to measure this because you
cannot “see” Simon understanding the concept of redness (Deiner, 1999).

Behavioral objectives are useful, particularly in planning for an
individual child in an area needing attention. Such objectives have also
been-criticized, h‘p_vzgylen BFcause they specify how a child will behav‘%h
they eliminate spﬁf%ﬁt&'@eaﬁﬁt}g and playfulness; they prgé\%udg a
child’s internal motivation to THEEE atopicor skill by spelling out and
directing the content of activities; they demand a great deal, of work
from the teacher becanse each identified behavior will require develop-
ing a list of objectives; and, because they are broken into such small
components, it is sometimes difficult to keep in touch with the larger
goals for the child (Lawton, 1988). : :

EVALUATION

Evaluation is closely tied to goals and objectives as a beginning, an ending,
and an ongoing process. To set appropriate goals and objectives, we need
to know something about our group of children, and preassessment can
help us learn about them; to find out whether the children have met
the goals and objectives, we provide summative evaluation at the
ends of units; and to know whether planned activities, methods, and
topics are accomplishing what we want them to, we engage in ongoing
formative evaluation. .
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A behavioral objective specifies exactly
what is expected of the child; for
instance, that he will pick out the blue
Square correctly in three out of four trials.

preassessment—A form of evalua-
tion given before téaching a specific
concept or topic to"assess how much
children know about it and to compare
later how much they have leamned.

summative evaluation—An: .. -
assessment that follows a spécific
lesson or unit to evaluate whether the
children have met the objectives.

formative evaluation—Ongoing
assessment to ensure that planned
activities and methods accomplish what
the teacher intended.

bt
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One of the most effective ways of
gaining information about the children in
your class is through focused
observation.

SRS EIKEYIRO | N anes
(bservation is an unobtrusive way of gaining
information about children.

With a fellow studant, spend about 15 minutes ob-
serving the same child: Each of you write an
anecdotal observation invalving this ehild for the
exact same period of time. Now compare your two
ebservations. Do they describe the same behav-
fars, activities, and interactions? Oo they convey
the same “picture” of this child? If the two obiser-
vatins differ in a significant way, why is this? Are
there some subjective elements in either observa-
tion that might contribute to this difference?

anecdotal record—A method of
observation involving a written “word
picture” of an event or behavior.

An anecdotal record provides a “ward picture” of
an event or behavior,

running record—A type of obser-
vation that provides an account of all
of the child's behavior over a period

of time.

Evaluation can be carried out in many ways. We will discuss both
informal and formal types of assessment and the applicability of c.liffer-
ent approaches; specifically, we will examine observational te‘chmques,
teacher-developed rating scales and checklists, and standardized tests.

“We'Will also address the potential for misusing evaluation instruments,

including the need for sensitivity and care in using them, and th‘e sele.c-
tion of appropriate measures. One way to minimize such potential mis-
uses is to rely on more than one method of assessment th.rough.use of
more inclusive, comprehensive assessment systems, which we will con-
sider as well.

Observation

One of the most effective informal methods of evaluation is through fo-
cused observation. Early childhood teachers use observation as a primary
method of gaining insight into the various facets of children’s develop-
ment, at different times and in different contexts (Wortham, 2001). Ob-
servation can provide us with detailed information about behavior, can
help us understand it, and can provide the basis for predicting behaw.or.
One of the most appealing features of observation is that it is unobtrusive
and natural. It does not interfere with the child’s ongoing activity and be-
havior, in contrast with more formal tests that require that the child per-
form specified tasks in an isolated setting.

Types of Observation. Observation can take a variety of form's. (?ne of
the most often used is the anecdotzl record, a brief description or
“word picture” of an event or behavior. (Puckett & Black, 2000). A col-
lection of well-written and accurate anecdotes can provide a very de-
scriptive characterization of a child. Anecdotal records come only from
direct observation, are written down promptly and accurately, describe
the context of the behavior, are factual rather than interpretive, and
can focus either on a typical or unusual aspect of the child’s behaviox:
(Bentzen, 2001; Wortham, 2001). . .

A running record is.a more detailed account of a child’s behav--

ior over a period of time (Wortham, 2001). Whereas the anecdote 'fo-
cuses on a single event, the running record keeps track of everything
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" that hapf)ens in a specified time period, whether it is a half hour or sev-

eral months.

Such a record can be very useful when you are trying to pinpoint
the source of a problem. It was most helpful in getting a2 handle on the
disruptions in one class, where three-year-old Erin seemed to always be
at the center of aggressive outbursts. A careful running record, kept
over a period of three days, helped the teachers see that Erin was re-
sponding to rather suble taunts from two other children.

One helpful device in keeping a rupnin%record is the ABC analy-
sis, in which ghree columns identify the"anfﬁéceﬁé\nt, behavior, and conse-
quence of incidehts (Bijou, Peterson, & Ault, 1968). This helps you focus
not ontlyon the child’s behavior, but also on what precipitates and what
follows it as well. " Ameiieeg b mae

Time sampling provides a way of measuring the frequency of a
behgyioic over a period of time (Wortham, 2001). Time sampling is a
quan’ﬁ%ative method of observation, in that you count how often the be-
havior occurs at Whif6iH time int&r¥als. You may, for instance, want to
know just how often the adults in the classroom attend to Tracy, be-
cause you suspect he is often overlooked and neglected. Since you don’t

have time to observe Tracy all day long, you might determine that every

" half Hiour you will spend five minutes watching Tracy, noting every time

a teacher attends to or interacts with him. Over a period of a week, you
should have a representative sampling of the attention Tracy receives
from adults. You might also decide, for purposes of comparison, to ob-
serve Sharon at the same ime because Sharon appears to get frequent
adult attention.

When you want to observe a less frequent behavior, event sam-
pling can be used (Wortham, 2001). In this case, you wait until a given
behaviar occurs and then write a descriptive record of the event. Event
sampling can be useful if you have noted that Kareem has periodic cry-
ing spells, and you have trouble pinpointing the cause. Thus, each time
Kareem en'gages' in this behavior, one of the teachers stands back and
records carefullyi what is happening. The ABC method can be very use-
ful in recording such an event because you are trying to get a sense of
its causes and consequences (Wortham, 2001).

Characteristics of Good Observations. One of the reqirements of
gogcd 19 s;ervation is that it be objective. Your role as observer is to be as
imp as possible, to stand back and record what you see rather
than what you, think the child is feeling or experiencing. Compare the
two records iz?‘Figure 6-2. What distinguishes the two? The first obser-
vation tells you how the observer is interpreting the incident; the sec-
ond describes what is happening. Can the first observer really know
that Letitia does not like Erica? That the teacher is angry? That Leti-
tia made a conscious decision to pick on Erica?

Another characteristic of good observation is that it is adequately
descriptive. Language is a powerful tool that allows us to conjure up a
picture of an event. Cohen and Stern (1978) provide some helpful sug-
gestions to beginning observers in the use of descriptive vocabulary.
The verb run, for instance, has many synonyms that can invoke a
clearer image of what is being described. Examples include stampede,
whirl, dart, gallop, speed, shoot across, bolt, fly, hippety-hop, or dash.

.

A runwing record provides a detailed account of
everything that accurred during an extended
period of time. B F

ABC analysis—An observational
technique in which the abserver
records observations in three
columns, identifying antecedent,
behavior, and consequence.

time sampling—A quantitative
measure or count of how often a
speific behavior occurs within a given
amount of time.

e e KNG B O NN S S|

In the time-sampling method, 2 given behavier is
recarded only at specified intervals of time, such
as every half hour.

event sampling—A method of
observation in which the observer
records a specific behavior only when
it occurs.

R KEY P OINTS!
Evem: sampling is used to observe and recard
only when a specified behavior ocours,

Bood ohservations need to be objective but at the
same time be adequately descriptive. A callection
of abservations can then be combined and inter-
preted to better understand the child.
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' Teach.er,Portfblios )

% J§ Te spend a lot of time discussing the evalu- -

ation of children, how best to carry these

".out, what methods to use, how to use the results,

-and what would be the most meaningful ap-
roach. We don’t spend as much time thinking
about how to evaluate teachers, however.
... Over the past several years, we have been
eveloping a portfolio approach in keeping
records on our children. Some children begin at
our center as infants and stay until they enter
“ first grade. There is much meaningful informa-

tion that we need to ndte down and use so that
‘we can provide the best possible experience for -

these'little ones. Because each is a unigue indi-
vidual, their, portfolios reflect that uniqueness

and individuality. Recently, we_have taken a,

ar approach to the assessmer of teachers.
Fach of our teachersis a unique individual,
ch is at a different-stage in both profes
) sonally and p féssion;
This; the teacher portfolios reflect that individ

‘uality. They “are’.structured ‘aroimd individual

* these meetings become part of each teacher’s -

portfolio.
Goals of my staff have varied greatly. One
year, one teacher's goal was to learn more about
‘infants’ emotional development. Another has
been learning about inclusion of infants and
" toddlers with disabilities in the program. Yet
another has made it his goal to learn more about
effective strategies for collecting materials for
“the children’s portfolios. We use a variety of
methods, from attending workshops, to reading

- books and articles, to taking classes to help the

" staff reach their goals.” - - *

teacher’s performance” and peer “chservations

. What else goes into the portfolios besides '
" "goals and plans for reaching them? That varies
“ from teacher to teacher. My observations of the

¢’ also included, Documentation of whiat is,
working well—for example, successful curricu-,
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Observation #1 L
Letitia comes into the cl; ately decides to pick on Erica, whom -
she doesn’t like. She approachés Erica and, in her usual aggressive way, grabs the .
doll that Erica is playing with. Letitia doesn’t really want the doll, she just wants
what Erica has, When the teacher sees what has happened, she gets upset with - )
Letitia and makes her give the doll back to Erica. Because of this, Letitia gets really
angry and has one of her nasty tantrums, which ma éryone in the class mad.
Observation #2 Lo .
Letitia marches into her classroom. She locks arotmd for & few seconds, then ambles
to the dramatic play area, where Erica is putting a doll into the cradle. Letitia stops
two feet in front of the cradle, standing with Her legs apari and hands on'hips. She
watches Erica put a blanket on the doll, then steps right up to it, grabs the doll by an
arm, and pulls it roughly out of the cradle. She runs'with the doll into the block area
and turns around to look back at Erica. As Letitia is running off, Erica yells, “No! I
was playing with the doll.” Erica looks at Mrs. Wendell, whose eyes move toward the
dramatic play area. Erica’s shoulders drop and she says in a softer whimper, “Letitia
took the doll I was playing with,” then starts to cry. As Mrs. Wendell walks toward ~
Letitia, Letitia drops the doll and darts to the art area. Mrs. Wendell catches up with
Letitia, holds her by the arm, and urges her back to the block area. She picks up the
doll. “Letitia, we need to give this doll back to Erica. She was playing with jt.” Letitia,
her lips pressed together over clenched Jjaws, pulls away from Mrs. Wendell and
throws herself.on the floox, kicking herfeet andSereaming.

Adding descriptive adverbs, adjectives, and phrases will also enliven an
anecdote. Although synonyms can add authenticity and life to your ob-
servational anecdote, be sure to use the dictionary frequently to ensure
that the word you choose actually means what you intend. Can you find
some descriptive words in the second example in Figure 6-2 that make
the incident come alivé? SLea uwr. o

Good observations also describe nonverbal cues, some of the nu-
ances of body language as well as voice inflection that can give deeper
meaning to an anecdote. Children, like adults, share subtle movements

of their face a;ndI body’and shadings of voice that describe common feel-

: ings and reactions. Izard (1982), for instance, uses common facial nu-

ances in infants and children to measure emotion. Body language is not
easy to read, requiring experience and practice to interpret accurately.
As you begin developing observational skills, you might double-check
with a more experienced teacher to verify your reading of such nonver-
bal cues. Again, looking at Figure 6-2, do you see some descriptions of
such nonverbal signs? A

Interpreting Observations. As we have indicated, observational infor-
mation must be gathered objectively, without inserting personal bias.
But there comes the point, once you have gathered a collection of anec-
dotes, whén'you can look for patterns (Wortham, 2001). Interpretations,
however, should always be kept clearly separate from observations. In
reviewing observations that $Pan a period of time, you should be able
to find clues to children’s unique ways of behaving and responding.
When a set of observations shows repeatedly that a child reacts ag-
gressively to conflict, or becomes pleasurably involved in messy media,
or talks to adults far more than to other children, you can see a char-
acteristic pattern for that child. :
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When a behavior such as a tantrum or
arying spell occurs infrequently, event
sampling is a good observatianal
method to utilize. Thus, the teacher
observes and carefully notes the
behavior anly when the tantrum or
crying event happens.

When recording observations, it is
important to note nonverbal cues such
as voice inflection or facial expression.
These can be revealing. What does this
child's bady language and expression
tell you?

As you interpret observations, keep a clear focus on norms of de-

velopment for young children. An uriderstanding of the age range
within which specific traits and behaviors generally occur (see Chapter
2) will help you interpret observations. Your familiarity with child de-
velopment, combined with sensitive observation, provide a powerful

“tool to understanding the children in your care to help you maximize

their development. .

But interpretation should be undertaken cautiously. Human be-
havior is complex, not easily pigeonholed, and there is the danger of
overzealous interpretation when a pattern is more in the mind of the
observer than representative of the child.

Some Observational Techniques. Finding time to observe can be chal-
lenging for the busy teacher. Cartwright and Cartwright (1974) recorn-
mend developing a pattern and time frame for carrying out observations,
Hymes (1981) further suggests setting a goal, a fixed number of anec-
dotes to record each day. It is helpful to carry a pencil and pad in your
pocket while working with children to facilitate jotting down some quick

notes and-then to set aside a few minutes at the end of the day to write .

up the records.
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Dated anecdotes can be put on file cards to be kept in a file box
with a divider for each child in the class. Another handy storage device
is to keep a running record in a loose-leaf notebook with separate pages
for each child (Bundy, 1989). A file box or notebook can be kept in a spot
that is accessible but ensures confidentiality. Keeping such records can —
also pinpoint children who are being overlooked when, over a period of
time, you find very few or no records on some youngsters (Hymes, 1981).

Early childhood student teachers and, in some programs, teachers
may be asked specifically to record observations rather than partici-
pate in the class for a pefiod of time. If you are assigned a role as an
outside observer rather than as a member of the classroom, the obser-
vation will require a somewhat different approach. First, you will have
more time to engage in a thorough observation, perhaps to keep a run-
ning record. If you are observing in the classroom (rather than from be-
hind a one-way mirror), you must be as unobtrusive as possible so that
children’s behavior is minimally affected by your presence. Seat your-
self where you are less likely to be noticed, avoid eye contact with chil-
dren, and dress simply (Wortham, 2001). If children come to.you to ask
what you'aré doing, as invariably they will, give a simple answer that
does not invite further conversation, for instance, “I am writing.”

Teacher-Designed Instruments o .
Other frequently used, informal methods of evaluation include check-
lists and rating scales designed by the teacher. Both types of in-
struments are based on specific learning objectives or developmental
indicators (Wortham, 2001). Checklists and rating scales are prepared
in conjunction with observing the children, but results are recorded with
a'simple check mark or numerical evaluation rather than a lengthy ver--
bal description.

* The primary difference between these two is that checklists sim-
ply note the presence or absence of a skill or concept, whereas rating
scales evaluate the level of attainment (Wortham, 2001). The advantage
of such instrumentsispthat-&ey—are‘qtﬁck-enieasy_tuse,ﬂ:e;x%,ind
very specific to t] t];,e,needs‘of—your—situation_However, teacher-designed
instruments can be time—consuming to prepare and have to be devised
with care and thought tgbe valid and appropriate. .

Afile box with dividers or a notebogk
helps organize observations and other
information about a child.

checklist—A method of evaluating
children that consists of a list of
behaviors, skills, concepts, or attributes
that the abserver checks off as a child
is observed to have mastered the itern,

rating scale—An dssessment of
specific skills or concepts that are
rated on some qualitative dirmension
of excellence or accomplishment.
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R RESVEKEY P OINT SR ns
Checklists and rating scales are ways of checking
whether a child or group of children engage in
specific behaviors or skills.

Design & checkiist of 10 items to assess social
devel of a group of preschoolers. How did

Checklists. A checklist lists behaviors, skills, concepts, or attributes
and is followed by a space for noting their presence or absence. They
can be devised for individual children (Figure 6-3) or for the entire
class (Figure 6-4). Some checklists include space for recording multi-
ple observations that can be repeated over a period such as a year
(Figure 6-3); others are taken at one point in time (Figure 6-4). If you

. Chackist of Selected Gross Motor Tai
ur fimes during the year

Child:
Instructions: Mark with an “X” when task has been mastered.

Date of Observation

Behavior 1) 2) 3) 4)

Hops on one foot

Balances on one foot for
5 seconds .

Walks 2-inch balance beam

Jumps across 12 inches
and lands with both feet

Throws 10-inch ball 6 feet

Catches 10-inch ball
with both arms

Pumps on swing
Pedals tricycle T

you decide on which items to include? What re-
sources did you use to put this checklist to-

Date:

Instructions: Mark with an “X” when task has been mastered.

gether? If possible, observe a group of preschaal
ersand apply this checklist to several of the
children.

B 12-inch | Throw | -~ ] ~&un
. c o Bal 2-inch | Broad | Ball | Catch | Pedal | -on
Name Hops | 5sec | Beam | Jump | 6feet | Ball | Trike | Swing
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utilize a list that includes all the children in the class to get a sense
of which children have and which have not mastered specific tasks, do
not post such a record in the classroom where parents will see it and
make comparisons.

Rating Scales. Rating scales provide more qualitative information than
checklists because they indicate to what extent the child engages in or
has mastered a behavior. As a student, you are judged on a rating scale
that usually takes the form of letter grades ranging from A (excellent) to
F (unsatisfactory), and your cumulative grade point average (GPA) gives
a numerical value to all of the ratings (grades) you have received.

The dimensions of ratings applied to children will depend on what
you want to measure. You may, for instance, want to determine the fre-
quency of each child’s participation in various types of activities (Fig-
ure 6-5). In that case you might graph the children on a continuum that
goes from “always” to “never” (Wortham, 2001):

Always Frequently Occasionally Seldom Never
il | | 1 ]

,_.,,,_o;-.(Cartw:ight; & Cartwright, 1974):

Always ' Usually | Never
| : | ]
_Rating scales can alsp be used to show where a child is in the pro-

cess of mastering certain tasks. You could, for instance, take the check-

list of gross motor skills used in Figure 6-2 and turn it into a rating
scale by rating each behavior as follows:
1. Performs task all the time
2. Performs task sometimes
3. Performs task rarely
4. Never performs task
. |
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RS VHIKIEE VIR O LN 2o bn
Standardized or formal tests are more stringently
developed and used, and they must follow
specific testing criteria.

_validity—A characteristic of a test

that indicates that the testactually
measures what it purports to measure.

reliability—A measure of a test
indicating that the test is stable and
consistant, to ensure that changes in
score are du= to the child, not the test.

Screening tests are a quick way of identifying
chifdren who might be at risk, but such tests must
be followed up with more thorough assessments.

screening test—A quick method of
identifying children who might exhibit
developmental delays; only an
indicator that must be followed up by
more thordugh and comprehensive
testing.

diagnostic testing—Another term
for screening, which might indicate
that more thorough testing should be
carried out. H

Denver II—A quick test for possible
developmental delays in children from
infancy to age six.

norm-referenced—aA test in which
scores are determined by using a
large group of same- age children as
the basis for comparison, rather than
using a predetermined criterion or
standard of performance.

Developmental Indicators for
the Assessment of Learning
(DIAL IIT)—A developmental
screening test for children ages two to
six, assessing motor, concept, and
language development.

It may be appropriate to add a “not observed” category to differ-
entiate between a child who cannot perform a task and one who chooses
not to engage in the specific behavior while the teacher is observing.

Standardized Tests

Whereas observations and teacher-deyised instruments are informal

methods of gathering information about children, standardized tests
are considered formal assessments. Such instruments are developed
by professionals and are distributed commercially. Standardized tests
are developed, tested, and refined so they have validity and reliabil-
ity. Validity means that tests measure what they purport to measure.
Reliability means they are stable and consistent; you know that
when a child’s score changes, it is because the child has changed, not
the test (NAEYC, 1988). When standardized tests are administered,
specific standards for testing conditions are delineated to provide uni-
formity. Over the past few years, the use of standardized tests with
young children has increased; thus, we will examine the general cat-
egories of such tests and a sampling of specific instruments.

Screening Tests. Screening tests provide a quick method of identi-
fying children who may be at risk for a specified condition; for instance,
developmental delay. Screening is not an end in itself but is meant to
be followed by more thorough diagnostic testing if the screening in-
strument shows a possible problem. Most screening tests take about 15
to 30 minutes to administer. They are used by a wide variety of profes-
sionals in addition to early childhood educators, including medical and
social work personnel. A number of screening instruments have been
developed in recent years as a result of the Education for All Handi-
capped Children Act (Public Law 94-142), which seeks to identify and
provide early intervention to young children with disabilities or those
at risk for later learning problems (Wortham, 2001).

One widely used screening instrument is the Denver II (Franken-
burg & Dodd, 1990), for use with infants and children up to age six. Use of
the Denver II can be learned relatively quickly. This test, often used by
medical as well as early childhood professionals, examines the child’s func-
tioning in seif-help, social, language, fine motor, and gross motar areas.

Items on the Denver II are scored in relation to a norm. Such
norm-referenced tests provide a large comparison group for each age
against which the score can be compared (Goodwin & Goodwin, 1982).
For each tested item, the Denver II indicates whether the score of a
child is at the 25th, 50th, or 90th percentile or well below or above the
functioning of other children who are the same age. If the child fails to
accomplish tasks for his or her age group in two or more of the four ar-
eas, then more in-depth testing is recommended.

Another widely used screening test is the Developmental In-
dicators for the Assessment of Learning (DIAL III) (Mardell-
Czudnowski & Goldenberg, 1998), which screens in the motor, concepts,
and language areas. This test, normed for children between the ages of
two and six, has separate norms for white and nonwhite children. Like
the DDST, this test is easily used with some practice and does not take
long to administer.
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Developmental Tests. Frequently, a screening test will indicate the
necessity for more complete assessment and is then followed by a more
thofough and time-intensive developmental test. Such tests measure
the child’s functioning in most or all areas of development, although
some mstruments are specific to one or two areas. Various in-depth
comiertial assessments are available, complete with kits containing
the necessary testing materials.

Developmental assessments are usually criterion-referenced
rather than norm-referented. Thus, children are measured against a
predetermined level of mastery rather than against the scores of a
group of children of the same age. The criteria in these tests are based
on the test developers’ educated understandmg of what children, at
various ages, can be expected to achieve.

One widely used developmental test is the Brigance Di agnostlc
Inventory of Early Development—Revised (Brigance, 1991). With
some training, early childhood teachers can use this test. It contains
subtests for ﬁne\motor, gross motor, language, cognitive, and self-help
areas; it does not measure social development. Test materials are de-

.signed so that a child’s progress can be followed in one booklet over the
testing years, from birth to age seven. Testing of many of the items can-

be incorporated into the curriculum,; therefore, a child does not need to
be pulled ﬁ-om the class for the Bngance to be admm.tstered oL

I ntelllgence Tests. One of the oldest ty'pes of standardazed assess-
ments is the intelligence test. Such tests have stirred considerable con-
troversy, much of it loaded with emotion because it raises the question
of whether intelligence is a fixed biological trait or whether it is mal-

"leable and can be raised through an-enriched environment (Jensen,

1985; Woodrich, 1984). Another volatile controversy about such tests

has been the concern over culture bias (Goodwin & Goodwin, 1982)— °

that tests are slanted to white, middle-class norms and experiences.
One of the major applications of intelligence tesfs with young
children has been to identify those who fall well below or above the
normal range. Classifications of mental retardation or giftedness, for
instance, are generally set by IQ score ranges. One of the concerns
with using IQ scores for young children is that these scores are not

“Can you catch the ball?” Screening tests
are based on several simple tasks that
the child is asked to carry out.

Develupmental tests are thorough assessments of
children's development in alf or several domains.

developmental test—Measures

“—the chld's furctioning irnost or all
areas of development, although
somne such tests are specific to one
ar two areas.

criterion-referenced—A charac-
teristic of tests in which children are
measured against a predetermined

level of mastery rather than against

an average score of children of the

samme age.

Brigance Diagnostic Inventory
of Early Development—
Revised—A developmental assess-
mertt tool for children from birth to
age seven.

FEadn e/ KE VP OINTE g
Intelligence tests measre inteflectual functioning
and are usually highly struclured as to how they
can be administered and interpreted.

Have you been tested with a standardized instru-
ment? Recall how you felt about the testing situ-
ation and the questions asked, What emational
impact did the test have on you? How might
young children feel about being tested? What
can a tester do to help children perform to their
best ability?

| R Y N S,
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Children’s ability to answer items on
readiness tests depends to a large
extent on their prior experiences. What
kinds of common early childhood
experiences will help these five-year-
olds answer the types of questions
asked on the Metropolitan Readiness
Test? o

'

T Stanford-Binet Intelligence - =

Scale—A widely used test that yields
an intelligence quotient (IQ).

-

McCarthy Scales of Children’s
Abilities—An intelfigence test,
particularly used with children who
are mildly retarded or who have
learning disabilities.

|

In recent years, readiness tests have been
increasingly used to determine whether children
are prepared to enter a specific program such as
kindergarten or first grada,

Metropolitan Readiness Test—
A-test to determine whether a child is
prepared to enter a program such as
kindergarten. ’

11:Wa.ri:ic-nlarlly irle‘;ilicti\dre of later IQ. Most children’s scores change be-
een early childhood and adolescence, a: i
ooy calld] , and some change con&dgrably
§uch t_ests:_are highly structured and must be administered by a
psytfhologist spécifically t¥Fined in their use. The Stanford-Binet In-
tetlhgence Scale (Thorndike, Hagen, & Sattler, 1986) is a single test
with varying tasks for different ages ranging from two through adult-
h?od. The test yields an IQ score; 100 is the average. The Stanford-
Binet yields a single, global IQ score, without breaking down results as
do some other tests.

] One such test is the McCarthy Scales of Children’s Abilities
designed for children ages 2% to 8 (McCarthy, 1983). The McCarthy:
yields a General Cognitive Index, which is similar to the global 1IQ
score of the Stanford-Binet, but it also provides subscores on the Ver-
bal Index, Perceptual/Performance Index (nonverbal problem solving),
and Quantitative Index. In addition, the McCarthy reports a Memor);
Index and Motor Index, which are based on separate assessments. The
S.tanford—Binet is more accurate for children with significant retarda-

. tion, whereas the McCarthy is considered more appropriate for chil-
dren. who are mildly retarded or may have learning disabilities or pro-
cessing difficulties (Wortham, 2001).

tests should not be used to predict school success because they merely
measure a child’s level of achievement of specified academic tasks at the
t1:m§ of testing (Meisels, 1986). One study, in fact, found that the pre-
dictive validity of one widely used readiness tfest when compared to
first-grade teacher Jjudgment and report cards was very modest, raising
gui]sltions about, the usefulness of the test and about the potential harm
0 the many children misidentified as no

Shemamn b not ready fo1‘- school (Graue &

One such instrument used extensively by school districts across
the country is the Metropolitan Readiness Test (Nurss & McGau-
vran, 1986). It has been criticized, however, becauge correct answers

(
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rely heavily on exposure to specific concepts rather than on innate abil-
ity. Unfortunately, the test does not distinguish between a child who
has had limited exposure and the child who has actual learning dif-
ficulties. The use of these tests has driven many prekindergarten
programs to incorporate activities designed to prepare children for
readiness testing, often at the expense of other appropriate activities,
particularly exploratory, hands-on experiences (Schickedanz, Hansen,
& Forsyth, 1990).

Concerns about Use of Evaluation Instruments

All informal and formal evaluationsmethods can give us useful insights
into the children in our care. But although using a variety of methods
to better understand children has always been an important part of
early childhood education, there is a growing concern about potential
misuses, particularly of standardized evaluations. The 1980s brought
an increased emphasis on testing, particularly as a way of proving that
educational goals are being met (Wortham, 2001). .
' One major concern involves the misuse of readiness tests. With in-
.. creasing frequency, such tests are being used to decide children’s place-
ment; for instance, if they will be allowed to move on to first grade,
placedin a transitional class, or retained in kindergarten, or if they will:
be admitted to a particular preschool program (Wortham, 2001). Thus,
children are often labeled as failures when, in fact, they are expected to

conform to inappropriate éxpectations (NAEYC, 1988). How devastat-’

ing such practices are on children’s self-concepts! Read the eloquent
discussion of these concerns in NAEYC’s 1988 “Position Statement on
Standardized Testing of Young Children 3 Through 8 Years of Age.”

A corollary to this trend is the fact that many early childheod pro-
grams have adopted curricula whose main aim is to prepare children
for readiness tests (Bredekamp & Shepard, 1989). Thus, preschool and
kindergarten programs promote developmentally inappropriate meth-
ods to meet such; goals, intensifying the problem of “failures” and chil-
dren who are “unready” (NAEYC, 1988). .

It has long been acknowledged that standardized tests have a vari-
ety of limitations. For instance, a test cannot ask every possible question
to evaluate what a child knows on a topic; but the fewer the questions,
the more the chance that the test just happened to include the ones the
child does not know. However, the more items there are on the test, the
greater the chance that the child will become restless and disinterested
and not give a representative picture of her or his ability.

Another criticism of standardized tests has been that they can be
culture biased, yet test designers have found it impossible to devise
tests that are completely culture free (Wortham, 2001). In addition, it
is very difficult to establish reliable and valid instruments for young
children, given the rapid changes that occur in development as well as
the normal individual variations among children (NAEYC, 1988). This
also calls into question the use of norm groups against which individu-
als are compared. ’

In addition to the potential problems with a test itself, there are dif-
ficulties in evaluating young children that can affect the accuracy of test
results. A number of factors can affect how accurately the test reflects the

Early childhood professionals have raised some
major concems about the use and misuse of
standardized tests, particularly when these lead
to developmentally inappropriate practices.

— .. e
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Given the information from this chapter about the
values and potential misuses of evaluation proce-
dures, develop a set of criteria that might guide
you, as an early childhood professional, in using
assessments in the most effective way. What do
you consider to be the three most important ben-
efits of such testing? What should you avoid?

Bomprehenswe systems of assessment, also
called authentic assessment, focus on the whale
child and all aspects nf'development such
assessments use many different methods and are
closely finked to cumcu‘um planning.

authentic assessment—A cormpre-
hensive approach to assessment, using
muttiple methods, which takes into
account the whole child and focuses
on all aspeds of development.

work sampling system—Samuel
Meisel's alternative method of
gathering reliable information about
young children, using a combination
of abservations, checklists, portfolios,
and summary reports.

child’s ability. These might include the child’s attention and interest, the
familiarity (or unfamiliarity) with the surroundings, the trust the child
has in the adult tester-(or whether the child has even seen this person
before), the time of day, the fact that the child slept poorly the night be-
fore, or the fact that the mother f,orgat to kiss the child good-bye. In too

many instances, tests are given to young children in large groups, a prac- .

tice that further decreases reliability (NAEYC, 1988).

If so many problems are inherent in standardized tests, what is
the answer to the dilernma of their increasing use with young children?
NAEYC (1988) recommends that the relevance of tests be carefully

evaluated by administrators: Will results from the test contribute to.
improving the program for the children? Will the children benefit from .

the test? If the benefits are meager in relation to the cost (expense and
time), perhaps the test should not be used. Furthermore, it is recom-
mended that

Tests be carefully reviewed for reliability and validity
They match the program’s philosophy and goals

Only knowledgeable and qualified persons administer and inter-
pret results - -

L)

3 I

Testers be sensitive to individual and cultural diversity

Tests be used for only the purpose for which they were intended

it B %

No major decision related to enrollment, retention, or placement
in a remedial program be made based on only one test, but that
multiple sources of information be used for this purpose.

Assessment Systems

Concerns about inappropriate evaluation, such as the ones expressed in
NAEYC'’s Position Statement on Standardized Testing, have led profes-
sionals and researchers to suggest some altemaf:lve more comprehen-

. sive approaches Such approaches make 'a much clearer link between

what is being assessed and the early childhood curriculum. The term
authentic assessment has been coined to reflect this shift. Authentic
assessment takes into account the whole child and focuses on all aspects
of development. It is “the process of observing, recording, and otherwise
documenting the work that children do and how they do it as a basis for
educational decisions that affect individual learners” (Puckett & Black,
2000, p. 7). Such assessment is ongoing, occurring in many contexts and
through many different methods. Portfolios (see “A Closer Look”) can be
one form of authentic assessment.

One example of a'more comprehensive system of assessment is
proposed by Meisels (1993). The work sampling system combines
several types of data over an extended period of time to assess chil-
dren ages 3 to 8. Teachers’ ongoing observations are recorded on de-
velopmental checklists, which are categorized into seven domains and
include many common, developmentally appropriate activities and
expectations. In addition, portfolios of select pieces of the children’s
work are also compiled, and teachers prepare narrative summary re-
ports at three points during the year. Another alternative testing pro-
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cess is the High/Scope Child Observational Record (COR), for
children ages 2% to 6 (Schweinhart, 1993). Teachers write brief notes
about children’s behavior in six categories; initiative, creative repre-
sentations, social relations, music and movement, language and liter-
acy, and logic and mathematics. These anecdotes are then used to rate
children on 30 items, each of which has five levels. Alternatives to tra-
ditional, often developmentally inappropriate testing methods, such
as the work sampling system and COR, offer promise for those who
work with young children.

One final note: It is important to keep in mind that any informa-
tion gathered about children and their families—whether from test re-
sults, observations, or something a parent shared—needs to be treated
with confidentiality and respect.

Selecting and Using Evaluation Methods

We have looked at a number of formal and informal methods of evalu-
ation, information that can be mind-boggling considering that we have
reviéwed only a very small number of the many available commercial

instruments. Selecting an appropriate method will depend on how the.

results are to be used. We will briefly examine some suggested methods
in terms of three purposes of evaluation: gaining information (1) about
children, (2) for program planning purposes, and (3) for parent feed-
back. Ideally, these three should work closely together and overlap.

Information about Children. Effective teaching depends on knowing
as much as possible about the children in the class; a variety of data
gathering methods can be used as follows:

# Ongoing observation can provide valuable insight into all chil-
dren, their functioning as part of the class, their growth in all de-
velopmental areas, what they particularly enjoy, where they run

‘ "into dlﬂicultles, how they get along with peers and teachers how -

+

they commuxucate, and so forth C e

* A screening test, used with all of the c'hﬂdren early in the school
. _.year, can help identify those who need further diagnostic testing
- and those who mght benefit from specrﬁc intervention programs.

A developmental assessment can be ngen to children whose per-
formance on the screening test indicated a need for further eval-
uation. Such an assessment should be combined with observation,
parent interviews, possible professional testing (for instance, by a
speech pathologist, audiologist, physical therapist, or doctor), and

- other sources of information to provide as full a picture of the child

as possible. Based on 4 thorough evaluation, it is possible to make

*. better educational and therapeutic decisions about the child’s fir-

-« ture.Periodic retésting on the developmental assessment can

* show whether the child is making progress and can pinpoint ar-
eas needing further attention. :

% A collection of the child’s work in the form of a portfolio can also
contribute to a bei:ter understanding of the child’s interests and
abilities.

High/Scope Child Observa-
tional Record (COR)—An alterna-
tive method of gathering reliable
information about young children;
COR utilizes teachers' notes of obser-
vations by dassifying them into”
specific categories.

confidentiality—Requirement that
results of evaluations and assess-
ments be shared with only the
parents and appropriate school
personnel.

Evaluation methods can provide valuable infarma-

T tian abuut clifiven, give difaction for program

planning, and cantribute feedback to share with
parents.

One way to assess'the ability of all *
children in a dlass on'a task such'as
scissor use is thmuglﬁystemanc
observation or use of a cher_khst




f ]anguage samples, COpleS of the da.ﬂy sched-
ule and events of each day, notmg the child’s

atterns of sleepmg, eating, and playmg' and -+
10tes about progress in reaching various skills

as well ‘as dates of aclnevement ‘Similar materi-
15 can be collected'in toddler portfohos, includ-

g.T records «of 'social -‘play and’ samples of art'

orL (Puckett & Black, 2000). " .
Portfohos can be orgamzed i’ any way tha_t

e s et £ i s 4 e e e
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Informatfon for Program Planning. One of the main purposes of assess-
ment is to help direct program development. Once you have an idea of
strengths and areas that need attention, both for individual children and
for the group as a whole, you can plan a prescriptive curriculum (Hen-
driclks, 1998). Some useful data-gathering methods jaclude the following:

% Information from observations can provide excellent program-
ming direction. You may notice, for example, that the parallel play
that predominated earlier in the year is beginning to give way to
more and more interactive play (remember our discussion of play
in Chapter 2). You might plan activities that require a greater
measure of cooperation and set up the class environment to facil-
itate more social interaction.

Checklists and rating scales allow you to evaluate the functioning
of the group of children on tasks that you identify as important.
You may, for instance, discover that the majority of your three-
year-olds are not able to hold scissors effectively, let alone cut with
them. This information tells you that more activities using scis-
'sors should be planned to help children acquire this fine-motor
skill. Similarly, these evaluation devices (as well as observations)
will help you determine whether children have successfully met
the objectives that you set for specific curriculum units.

i

¥ Some programs administer either a formal or informal develop-
mental assessment gt specific points of the year fo evaluate
whether ¢hildren are meeting the overall goals of the program.

%* Portfolios of each of the children can provide insight into the chil-
dren’s interests and progress toward meeting program and indi-
vidual goals.

Information for Parent Feedback. All forms of evaluation provide in-
formation to share with parents. It is important to examine the child’s
strengths, not Just areas that may be problematic, and it is vital that all
information be as accurate, realistic, and unbiased as possible. Data
carefully collected overa period of time and thoughtfully evaluated pro-
vide the basis for good parent-feedback conferences. R

There are a number of points to keep in mind when sharing eval-
uation results with parents. In all mstances tests or other evaluation
information should never be given in'isolation, out of the context of the
child’s overall nature. Thus, to tell parents that their child is perform-
ing below (or, for that matter, above) the norm in fine-motor skills is
only part of the picture. It is equally important to tell them that their
child has excellent social skills, shows leadersth qualities, has a de-

lightful sense of humor, seems to particularly enjoy sensory activities, -

and so forth. Such information does not rely solely on the results of a
developmental assessment, which yielded the fine motor score, but is
reinforced by observations, anecdotes, and the teachers’ reflection
about the child.

Another point to remember when sharing evaluation results with
parents is that you should be able to explain the measures that were
applied. Some standardized tests are rather complicated to use, score,
and interpret. Be sure that you understand W}{at the test results mean
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Early Childhood Environments
Rating Scale (ECERS)—A widely-
used assessment of the early
childhood environment, used both
for research and for program
@évaluation purposes.

and that you can explain them. It does not help a parent who asks,
“What do you mean she scored below the norm?” to be told, “Well, P'm
not exactly sure what ‘norm’ means.” If your school uses any kind of
standardized test, read its manual carefully, know how the test was
constructed, understand how results should be interpreteg and used;
and be familiar with the terminology.

At the same time, it is also important to keep in mind and coxn-.

vey to parents that tests have their limitations. Consider the pre-
ceding discussion about the shortcomings of and concerns about
tests and let parents know that these represent only part of the in-
put used in evaluation. Also remind parents, as well as yourself, that
children are amazingly flexible and often will experience a guick
change or growth spurt in their development that could suddenly
modify the test findings. Never present any evaluation results as the
definitive information about the child’s abilities and functioning.
Similarly, let parents know that a wide variety of profiles fall within
a “normal” range. )

Finally, when sharing evaluation results with parents, also be
prepared to defend the measures you used. A parent may well ask
you, “Why did you give this test to my child?” Be able to answer such
a question, because it is certainly logical and valid. You need to feel
that the test provides valuable information and you should be able to
specify how information will be used. For instance, such measures
should help plan relevant learning experiences for the child
(Wortham, 2001). .

Evaluating the Environment

A number of instruments are available for assessing the early childhood
environment. Such tools are often used for research purposes, but are
equally used for self-assessment and program evaluation by teachers
and administrators. The most widely used such instrument is the Early
Childhood Environments Rating Scale (ECERS) (Harms, Clifford,
& Cryer, 1998) and its related forms for infant and toddler (ITERS)
(Harms, Cryer, & Clifford, 1990), school-age (SACERS) (Harms, Jacobs,
& Romano, 1996), and family day care settings (FDCRS) (Harms &
Clifford, 1989). These scales rate all aspects of the physical and social
environment and take into account indicators of inclusion and cultural
sensitivity. Each scale examines aspects of the environment specific to
the age group of children. The ECERS, for instance, includes 43 items
under the categories of space and furnishings, personal care routines,
language-reasoning, activities, interactions, program structure, and
parents and staff. Completing a rating using one of these scales takes
about two to three hours. .

1. Goals provide an overall, general overview of what is expected of
- the children.

L AT
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2. Objectives are a more specific interpretation of goals. There are

different types of objectives.

3. Evaluation is an important element in early childhood education
and helps assess whether goals and objectives are being met.

A. One of the most widely used methods of evaluation is ob-
servation.

B. Teacher-designed instruments such as checklists and rating
scales are another type of evaluation. .

C. Many commercially produced standardized tests are used for
different purposes. ‘

D. Althotigh evaluation instruments are widely used, there is
also considerable concern about their use.

E. Assessment systems which rely on multiple measures of gath-
ering information about children give a more balanced and au-
thentic picture of their functioning.

F. Information from evaluations and assessments can be used in
different ways.

G. Environments can be assessed through such widely-used in-
struments as the Early childhood Environments Rating Scale

(ECERS).

formative evaluation

anecdotal record goal o
authentic assessment High/Scope Child Observational
behavioral objective -Record (COR)
Brigance Diagnostic Inventory of ~ McCarthy Scales of Children’s
Early Development—Revised Abilities
checklist .. - o] coene :Metropolitan Readiness Test
confidentiality | “’norm-referenced
‘content objective objective
criterion-referenced preassessment
Denver I rating scale
Developmental Indicators for reliability
" the Assessment of Learning running record
(DIAL III) screening test
developmental objective Stanford-Binet Intelligence
developmental test ' Scale
diagnostic testing summative evaluation
Early Childhood Environments time sampling
Rating Scale (ECERS) validity
event sampling work sampling system

i
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1. Review a lesson plan that contains specific objectives. Do you see
a relationship between the objectives and the planned activities?
How do the objectives give direction to the teachers who carry out
the activities?

2. With a fellow student, spend about 15 minutes observing the same
child. Each of you write an anecdotal observation involving this
child for the exact same period of time. Now compare your two ob-
servations. Do they describe the same behaviors, activities, and in-
teractions? Do they convey the same “picture” of this child? If the
two observations differ in a significant way, why is this? Are there
some subjective elements in either observation that might con-
tribute to this difference?

- Design a checklist of 10 items to assess social development of a
group of preschoolers. How did you decide on which items to in-
clude? What resources did you use to put this checklist together?
If possible, observe a group of preschoolers and apply this check-
list to several of the children.

4. Haveyoubeen tested with a standardized instrument? Recall how

you felt about the testing situation and the questions asked. What

emotional impact did the test have on you? How might young chil-
dren feel about being tested? What can a tester do to help children
perform to their best ability? ’ !

o«

5. Given the information from this chapter about the values and po-
tential misuses of evaluation procedures, develop a set of criteria
that might guide you, as an early childhood professional, in using
assessments in the most effective way. What do you consider to be
the three most important benefits of such testing? What should

you avoid? :
{ADDITIONAL RESOUREESEEAT i e

Select additional books, articles, and Web sites on topics dJ;'scussed in
Chapter 6. o

Bentzen, W. R. (2001). Seeing young children: A guide to observing
and recording behavior (4th ed.). Clifton Park, NY: Delmar
Learning.

‘Wesson, K. A. (2001). The “Volvo effect”—Questioning standardized
tests. Young Children, 56(2), 16-18.

Wortham, 8. (2001). Assessment in early childhood education (3rd ed.).
Upper Saddle River, NJ: Merrill-Prentice Hall. o
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High/Scope Educational Research Foundation:
http//www.highscope.org :

Alfie Kohn'’s “Rescuing Our Sh:hools From ‘Tougher Standards’ ”™:
http//www.alfiekohn.org/standards/standards.htm

NAEYC’s Position Statement on Assessment:
http://www.naeyc.org/resources/position_statements/pstestin.htm

For additional early childhood education resources, visit our Web site at
httpJ//www.earlychilded.delmar.com
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place identity—Considered part of
self-identity because it relates to the
environmental context within which a
child's needs are met, competence is
developed, and control over the
physical world is gained.

behavior setting—According to

- Kounin and Sherman; different envi-
ronments elicit behaviors that are
fitted to the setting; thus, children act
“schoolish” at school.

Because children's engagement in activities
depends an the enviranment, teachers need to
pravide the most appropriate setting possible for
learning.

The environment can help promate or discourage
positive peer interaction, independence, and seff-
esteem in children.

FREZHEVIOUESTION $ETESE

Talk-to two or three children who are four or five

vears old. Ask them what they like about their

classroom and playground. Are the features they
, mention ones that you consider particularly inter-

+.. esting and noteworthy? V?hal do their answers

tell you about these children's interests, attitudes,

- and needs ifi #elation to the enviroment?

According to researchers (Kounin & Sherman, 1979), when children
are in a particular behavior setting they behave in a manner appropri-
ate to that locale, following what might be viewed as unspoken rules. °

Itis apparent that preschaolers behave “schoolish” when in a preschaol. They
are diligent creatures who spend 95% of their time actively occupied with{.the
“facilities provided and they deal with the facilities appropriately. . .. [Tlhey do

all of these things in a sort of unwritten private contract between themselves.

and the setting they enter: teachers and peers infrequently exert any pressure
to either enter or leave these settings. (p. 146)

Such research underscores the importance of providing an envi-
ronment that supports development and learning. If children’s engage-
ment in activities is to a large measure prompted by the environment,
then it is incumbent upon teachers to provide the most appropriate set-
ting possible.

The quality of the environment has an impact on the behavior of the
children as well as the adults who spend their time in that space (Rettig,
1998). “Arrangement, organization, size, density, noise level, even the
color of the classroom directly and indirectly invite a range of behaviors
from children and teachers” (Thomson & Ashton-Lilo, 1983, p. 94).

Effect of the Environment on Children

The early childhood environment should support the development of
children. It has a direct effect.on-how-children-behave.toward each ather.
Positive peer interaction is promoted when children. are naf.crawded,
when an ample number and variety.of items are available, and when so-
cially oriented materials are provided. Classroom arrangement and
careful selection of materials also foster cognitive development by pro-
viding opportunities for children to classify, find relationships, measure,
compare, match, sort, and label. The environment also enhances both

fine"and pross motor development t] iatel
enging equipment,and.matezials (Dodge, 1992).

Children’s growing sense of independence is supported when they

"can confidently and competently use equipment and. when_spaceg_and

materials are arranged so they can see what is available and make gu-
tonomous choices. At the same time, children develop a sense of respon-

" sibility when the environment makes it clear how and where materials

axeto be Tetiirnied WHEH they fifish using them. Children are more pro-

ductively mvalved in ackivities wh the purpose of classroom.spaces is
clearly defined and when materi s are_developmentally. apprapriate
(Sheplierd & Eaton, 1997). Children are also more likely to follow class-
room rules when the environment reinforces these; for instance, if it is
important for reasons of saféty that children not run inside, classroom.
fuinishings shotild be aranged in a way that makes walking, rather
than running, natural. L

" The environment also enhances children’s self-esteem when it is

designed with their needs and development in mind, when it provides
space for personal belongings, and when it Promotes competence by
m%ﬂ‘éren to function independently. In addition, the environ-
ment should convey a sense of security and comfort through a
friendly, warm, and” “:{;‘ig'g_gtmos'ﬂiéfg;y and through “soft” elements
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such as beanbag chairs, carpeting, or sling swings (Jones & Prescott,
1978; Weinstein, 1987).

Effect of the Environment on Teachers
‘When the environment is set up to maximize children’s development,

prevent problem behaviors, and promote appropri'fxte behaviors, t?z.u:h-
ers well-being will be indirectly supported. More directly, teachers’ jobs

roundings, Tf they have a designated space where thfay can relax and
plan, and if their needs are generally taken into constderat}on (Thom-
son & Ashton-Lilo, 1983). Both personal comfort and })rofessmga‘lmeds
should be suppo s & Clifford, 1980). Envuonme_ntal facb.nrs
sumgi?fme, light, color, soun'd absorphqn, ventx}a~
tion, and spatial arrangement can facilitate or hinder staff in carrying
out their jobs. 'I‘h{xs, a carefully arranged environment can help prevent

A pleasant, well-organized environment
that provides children with a variety of
age-appropriate activity options supports
children’s development in all domains
and enhances leaming. R

An appropriate enviranment must also take the
needs of teachars into account.

and attune yourself ta the environment. What do
you like? What do you dislike? How would it feel
1a work all day in this setting? What changes
could make this a more pleasant or accommodat-
ing enyi t for adults?

teacher bumgu_tjby supporting. teacher:’ goqls for the children and by
aking the workisife a pleasant place tohe:
= Eisenberg (1997) identifies four categories of space for adults
within the early childhood classroom. Appropriate space should be pro-
vided for the personal bel@giggs_____mhgr_s_amd_ynlum A small
lacked area, a coat hook, or space on a shelf can meet this need. Tea.c}:.m-
ers also need space where they can pla_n_;a_p_rl_m-_g‘n_a_g_c;;amn_____m
ties; this includes storage for needed materials. A third category.for
“adult space is an area where paperwork is kept and Tesource materials
such as books and journals can be kept. Finally, there is a need for ades-
ignated space for written communication with other adults';.for mst.ance,
sign-in sheets, messages and information for parents, and communiques
among staff members. Eisenberg concludes that a program will be much
more harmonious if adult needs are considered.

ARRANGING THE INDOOR ENVIRONMENT

As we consider the indoor environment, we m!.}st take into account both
its fixed features—for instance, size and shape of the room, placement
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When arranging the classroom, it is best
to take advantage of natural features; for
instance, putting the art area near a
window. What other environmental

features will have an impact on how the *

early childhood classroom i arranged?

Fixed features of 2 room-—such as its size and
shape, placement of doors and windows, Blilt-in
storage, and water access—must be considered
when amranging the indoor space.

of windows and doors, built-: atures such-as-shelves-and storage
space: movable or semifixed features, such as arrangement of
furnishings and materials, color, and texture (Prescott, 1997).

leed Fea‘tures

Room size will, to a large extent, dictate how many childrén and how
much material can be housed in the space. The maximum number of
children allowed in an area is prescribed by licénsing regulations. In
most states, 35 square feet per child is required, although 50 square
feet is often suggested as more desirable. Some experts recommend as
much as 100 square feet per child (Spodek, 1985). Although the re-
search on the effects of crowding is not clear-cut. Phyfe-Perkins (1980)
concludes that “crowding of children which provides less.than_25
square feet per child for an extended penod of txme should be avoided.

It may increase aggressi teraction and
EXQLV_E_IBQBK (p. 103).

The shape of the room has an 1mpact on 1’cs arrangement and su-

cheeReme.
pemsmn A rectangular room seems more adaptable than a sguare

ohe, and an L-shaped room poses more problems Tor supervision
(Mayesky, 1998). ~ ... s
- To some extent, room arrangement wﬂl be affected by the amount

of_nafural light available through windows. For instance, color used

duﬁwnes is enhanced by clear, bright light; thus, it is desir-

able to locate windows. Areas in which children need

to attend to close detail, such as the book or language center, should

also be located in a well-lighted place, All areas of a room should be well
lit, and places not reached by na@%(mdedm-

equate eleciric lighting.
\Buﬂdmg materials have an effect on acoustws. Some rooms are

constructed with sound-absorbing ce1hng, floor, or wall materials,
whereas others seem to reverberate with noise. If the room’s noise level
binders rather than enhances the children’s participation in activities
and the communication process, added features such as drapes, car-

pets, and corkboards c@hdpﬂmatmummgome
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Because many young children’s acmvmes are messy, it is impor-
" Sensogz activities,
the art center, a r projects should be placed near the water
source. If there is no running water in or adjacent to the room, an al-
ternate arrangement, (for instance, a bucket with soapy water and pa-
per towels) should be close at hand.

If the room contains bm.lt -in storage units, the room should be

‘arranged to best utilize these upits. Shelves that are placed at child
level should hold materials the _ch;:ld.ren.use ele;_y ay; for nstance,

blocks, manipulatives, or art implements. Besides built-in storage, eas-
iy reachable portable it §HoTd be added as needed. If built-in stor-
age space is above the children’s reach, such ‘shélves can be used for
teacher materials or items not used every day (Prescott, 1997).

Movable Features

More than a room’s fixed features, it is the movable elements that allow
you to arrange a well-planned, developmentally appropriate environ-

ment for children. Placement and grouping of equipment and furnish-
ings communicate many messages. They convey the purpose of spaces,

set limits on behavior, indicate how many children can comfortably use

" an area, establish_boundaries, invite possible combinations of play

through juxtaposition of areas, and encourage quiet or active involve-
ment. Reégéarch has provided some guidelines for maximizing the ef-
féctive use of space. Phyfe-Perkins (1980), in a review of studies that
examine the effect of physical arrangements on children’s behavior,
proposes some helpful principles.

2 Children in full-day child care need privacy; thus, places where
- children can be alone shot e provided in the environment.
children can be alone sh
8 Soft areas such as beanbag chairs, pillows, or rugs allow children to

snuggle and find comfort if “adult laps are in short supply” (p. 103).

B5] . Small, enclosed areas promote quiet activities as well as interac-
_tion among_sma]l_gmups-of children.

3] Physu:al bound: und areas can redunce distraction, which,

in turn, increases attention to activities.
e

B Large spaces allow for active, large-group activities that are more

boisterous and noisy.
R

B8 Clearly organized play space and clear paths can result in fewer
dfsruptions and more goal-directed behavior.

Elizabeth Prescott (1987), one of the leading researchers on ef-
fective environments for young children, suggests that recurring

- guidance or curriculum problems can quite often be resolved by rear-

ranging the classroom. She advises teachers to examine classroom
pathways from a child’s eye level to ensure that they are clearly de-
fined, that all areas have a path leading to them, and that they are
not obstructed. Curtis and Carter (1996) also suggest that viewing the

room_from a child’s point of view helps the teacher see if there are
things of interest that peak curiosity within reac : child, if there

An eaﬂy childhood classroom is made more
flexible and can meet the needs of young
children by thoughtful amangement of its
movahle features such as furniture and

equipment.

NEN




. HESTER, Headi'}ifeache'r,:Pr‘éSchcdi‘”C

The New Room

switch the classrooms used by two groups at

the end of the year. My class of three- and four-

- year-olds would move into the space previously
used by the kindergartners, and they would take
our room. We had occupied the larger, upstalrs

—.area while the kindergartners had been in the

4171-16‘1&3 intimate downstmrs room. If you had seen
the two rooms before and after the move, you
* would have seen great differences!

The challenge was to arrange our new

downstairs area to fit the needs and interests of
my class. I know the characteristics of my kids
d what works and what doesn’t. The younger
ones need more supervision, are more easily dis-
tractéd, and can be messy. The older ones want
lenty of room to carry out activities and pro-
ects. All of them love the housekeepmg area:

‘bega.n By looking for the best large corner ;

or ‘placing housekeepmg, separatmg it like a

mce the c_];.ﬂdre oPcen hke to take props fro;

"I‘he art a.nd Sensory areas I placed as closé
0 the bathroom as possﬂale. The shorter- the d_lS-

ater, 'the fewer little ﬁnéerpnnts need-to be
leanied up later Luck:ly, the floor area near the

e ‘classroom. T placed the *
area-for mampulatlves ‘next ‘to housekeepmg :

lass

i +.* would muffle sounds. Some of the ybunger chil-
ur staff made the decision that we would -

dren in particular love to build towers and then
knock them down, so carpeting is ideal.
Some activities needed to be placed where

there would be minimum distraction, and these " '

I put in the corner nook under the loft, where
‘there is little traffic. This is where I put the com-
puters and the books, quiet activities that need
concentration.

Overall, I was concerned about safety and

ease of supervision. We arranged the room so
that the teachers could see all areas easily. No

- high dividers obstruct the view. We have one
- blind spot in this room, however—a corridor - -
that leads to the exit to the outside. This corri- -

. dor can’t be observed by the teachers. We solved -:
‘this by talking to.the children about the need to

. stay “on this side of the metal strip” at the edge
of the carpet. The children ‘monitor themselves )

sand each other. If someone strays over the line

va.nably another child will say, “You
ing safe. You Te. over the line;

onrment,
he charactensmcs ‘of the chﬂd.ren need .to.be.
W A T
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is enough room for several children to play together, if there are in-
teresting props to support play, and if there are items that make the
child feel at home.

The walls of a classroom offer an excellent opportunity-to.convey -

the EM phy and activities of a classroom. Bulletin boards and other
wall space should display the children’s creations and should reflect.the
children’s planning and thinking rather than the adults’ (Jones & Vil-
larino, arino, 1994). .

2

Learning Centers
Indoor space is often organized into learning centers (also called in-

terest or activity areas) which cggmwm
around co; arning centers can include art, manipu-
latives, dramatic play, sensory experiences, blocks, music, science,
math, compm.ers,.books,_langgage art;s, woodworking, cooking, and a

variety of other areas that fit the unique interests, needs, and charac-
teristics of a grf?up of children and teachers (Essa & Rogers, 1992).
Available space and materials, ages of the children, and licensing reg-
ulations also contribute to decisions about numbers and types of learn-
ing cemters included in a classroom.

Learning centers allow children to malke choices from a range of
available, developmentally ‘appropriate activities. A curncul}lm based
on learning cénters can be considered responsive to the children be-
cause it is designed to meet and respond to their specific needs and ex-
periences (Myers & Maurer, 1987). Yet, although learning centers and
their activities are planned, structured, set up, and facilitated by teach-
mihmhﬂgg@_mwwwty
(Sloane, 2000)

‘When you arrange learning centers, it is important to take into
account the size of the activity area. Researchers have found that
smaller, more-defined, and secluded areas encourage children to en-
ter more quickly into play, sustain play for longer periods of time, and
engagem_muneﬁ_rgpl_eg_ﬂgy (Tegano, Moral, DeLong, Brickly, & Ra-
massini, 1996). Thus, using all areas of the room, especially odd-
shaped ones such as lofts, the area under lofts, and other sheltered

Periodic assessment of the classroom
and, if appropriate, rearrangement of
leaming centers can capitalize on
children's changing interests. R

learning centers (also called
interest or activity areas)—Where
materials and equipment are
combined around common activi-
ties; for instance, art, science, or
Ianguage arts.

One effective way of arranging the indoor envi-
ronment is through organized learning centers

that combine materidis and equipment around

comman activides. .-
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1. The room a.rra:ugemeut should reflect the pi'ogx"am’s philosophy. If the program'’s b , tural light near windows. Ensure that
aim is to foster independent decision making, self-help skills, positive self- - Place activities that are enhanred by nal ght ne e e .

all areas are well lit, however. -

. concept, social interaction, and more child-initiated than teacher-initiated -« SRS R
! ) F ., activities, this should be p,rnmoted through room arrangement. . 23. Place tables and chairs in or near centers where tabletgp ac@wﬁe{sj:re ceu’n;gl . -
. 2'. Klei in mind th chxld.t e o d devel tal levels. As childr t cut. For instance, tables should be placed in the art and manipulative areas
E i = oldor, provide oo B s o ental lev o B® are not needed in the large block center. Tables scattered ﬂ_zrough»the'roon? can

- older, provide miore choicgs, a nioré cofplex envirohment, and greater o

.’ opportunity for social play. For young preschoolers, it is best to offer a simple,

t;m‘:;lm:tgyed dgarly defined classroom with space for large motor activity.

: “Seliool- 5558 ehaldren need more varied materials and flexible space in which

| they can plan and carry out complex projects. . . 7 )

L 3. Any environment in which children; as well as adults, spend blocks of time

- should be attractive and aesthetically pleasing. Thought and care should be
given to such factors as the arrangement of furnishing, use of colors and
textures, and display of artwork. Plants and flowers added to the classroom can
ephance its attractiveness. e T e T

4. If children are encouraged to make independent choices, then materials should
be stored at a level where children can easily see, reach, and return them.

= 5. If children are to develop self-help skills, toileting facilities and cubbies for coats

and boots should be accessible to them. Access to learning materials also

' contributes to the development of self-help skills.

6. If the program supports a positive self-concept in children, then there should be
individual places for children’s belongings, for their_projects or art to be saved;~ |- -
and for their work to be displayed.

7. If development of social skills and friendships is encouraged, then the
environment should be set up to allow children to participate in activities with
smeall groups of other children without undue interference or disruption.

8. If children are to have many opportunities to select and djrect their own activities,
then the environment should be set up to offer a variety of activity choices.

take on an added use during snack time. * . R e

24. Consider multipurpose uses for space, especially where room size is restnctei
‘When your room allows for a limited number of areas to be §et at any one time,
some of these might be used for more than one activity. For instance, tl.le area
designated for large group activities might also be the block. area, music center,
or place set aside for large motor activity. e

925, Some learning centers may not be part of the classroom on a daily basis. Such
centers as woodworlking, music, or cooking may be brought into the l.:lassroux:n on
a less frequent schedule or may be rotated with other areas for specified periods
of time.

26. Be flexible in the use of space and open to rearranging it. As children mature
and their interests change, so should the center. Also, if repeated problems arise,
try solving these by rearranging the environment.

27. Safety should be an overriding, primary concern in setting up an environment
"for young chl_ﬂdxen.

' |
i

nooks, encourages more intense and involved play. Evaluate your
classroom to look for all pbssible areas that-can be creatively used as

; 9. There should be places for children to be alone if they so wish. Quiet, private . 3 interest areas. 3 .
! spaces can be planned as part of the environment; for instance, a corner with large X . One useful tool in arranging a room into learning centers is to
pilloyys, a cozy spot in the library area, or 2 designated rocking chair with cushions. : ] draw a scale model of the classroom, with fixed features such as doors,
10. There should be “soft” places in the environment where children can snuggle -

. windows, and built-in furnishings marked. You can then pencil in fur-

and find comfort. verlesmed, PP
) . Cae ] ‘ . . t tiall
11. An environment set up into learning centers should have clearly marked 3 . niture untﬂ you ﬁﬂd aworkable arr BngEmeBt..emethOE‘a.itha 18 ml tay
' " boundaries that indicate the space designated for each given aréa, Storage [ more time consuming but allows more extensive Sp?tl experimenta- L.
: 'shelves and other farnishings can be used to define the edges: R . tion is to draw and cut out scale models of the furniture and manipu- R

“12.Paths to'each area should be clear and nnobstricted
*! use areas that are hard to reach. ? .
13. A péthwéy to one area should never go through another activity center. This

. ““only interferes with ongoing play and can cause anger and frustration.

Childre late these on your classroom drawing. Commercial classroom plaJ.jnDin.g .
e ‘ guides are also available, which include room layouts and a wide vari-
] ety of scaled equipment cutouts. Figure 7-1 offers some suggested

guidelines to keep in mind when arranging a classroom for preschool or

] primary school children.

Sl

- 14 'Doorwa;ys and other exits should be unobstructe
L +16. Quiet activities should be grouped near each othi d on d
-, “placed at some distance from these. The block area should not be next to,th
#"book'avea, for example. - R k
16. Group those activities that have common elements near each other to extend
.; - children’s play possibilities. Blocks and dramatic play are often placed next to

: Safety
‘ j It is also important to be aware of safety considerations when arranging ~ ESEZEEA S A=l]TI i =
and equipping an early childhood classroom (Click, 2000). Some guide-  Safety should be of primary concern as teachers

lines will be spelled out in building codes, fire regulations, and child care  arrange and equip the classroom. d CéLﬂ.,d” .
licensing. But beyond these, additional measures ean protect children - gowdke e -

] from foreseeable accidents. Each classroom should have atleast. fwo ex-
its to be-used in case of-emergency. Clearly marked emergency exit
routés should be posted and familiar to teachers and children alike, and

' a well-functioning fire extinguisher and smoke detectors should be in-
stalled in each roorm. Carpeting, drapes, and other furnishings should be
treated with fire retardants.

l Walls and o urfaces should be painted with Iéad-free paint. lead ~ \[’; se { ;‘C«)w:‘ IS
Any potentially hazardous substance, such as those used for cleaning [ o i Foe™ ‘

- each other to encourage the exchapge of props and ideas. -, A i
17. Provide areas for individual, small group, and ]argé group activities by setting
cup di:ﬁ'ex"enbrsized centers. T e o
18.’ Soxde areas require more space than others. Block play, for instance, is :
enhancgd by ample room to build and expand block structures. , - .. : -
18, The sizes of various learning centers will, to some extent, convey how many .-
.children can play in each area and how active that play should be. Small, cozy - -
areas set natural limits on the number of children and the activity level,
 whereas large areas send the opposite message.” ' . R :
20. Decrease noise level by using carpeting or area rugs in noisy centers such as the
block area. - : S R ST
21. Place messy activities near a water source.

B
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Many playgrounds contain conventional
metal structures such as the galvanized
pipe geodome climber along with metal
swings, slides, and climbers. As you read
this chapter, you will see that such
playgrounds are being replaced by
newer “playscapes””

The traditional metal swings and slides of many
playgrounds are being replaced by more contem-
porary playscapes.

in a locked

d be stored out o

cupboard. Electri should be covered. Sharp edges should be
eliminated from all furniture and built-in_storage units. Any light-

or medical purposes,

welght equipment should be backed against a wall or another sturdy
surface’so 1 pulled over during vigorous_play. In
addition, when the classroom is carefully arranged with clearly defined
learning areas and paths, the number of accidents will he minimized.

Environments for Infants and Toddlers

An environment for infants and toddlers needs to be designed with many
of the same guidelines suggested for preschool and primary environ-
ments; it must be developmentally appropriate, safe, secure, comfortable,
aesthetically pleasing, and appropriately stimulating. The environment
must encourage movement and exploration while meticulously ensuring
safety and hygiene. Further, it must be adapted to the needs of very
young children by including discrete areas for playing, eating, diapering,
and sleeping. Developmental changes are rapid during the first two
years of life. The environment must take such changes into account by
providing differing levels of stimulation and challenge for differe ]

(Bredekamp & Copple, 1997; Gonzalez-Mena & Eyer, 2000; Harms,

" Cryer, & Clifford, 1990; Lally & Stewart, 1990).

ARRANGING THE GUTDOOR ENVIRONMENT

Just as the indoor space is arranged with care and thought, consider-
ing the children’s needs and developmental levels, so should the out-
door environment be carefully designed. The outdoor area should be
more than a place where children can let off steam and exercise large
muscles. It should also provide opportunities that enhance socializa-

tion, cognitive and language development, sensory exploration, creative
expression, and an appreciation of nature. >detecdencirme
“Unfortunately, too often outdoor areas are gerally setin concrete,
leaving little room for versatility and rearrangement. Most early child-
hood playgrounds come equipped with either traditional structures
such as metal swings, slides, and climbers or with more contemporary

\u"«—-mv..\\y.,-u!;‘._‘-.\x: 5
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Contemporary playgrounds are more
versatile in design and construction.

They are made of various materials such

as wood and plastic and encourage a
variety of activities. k

playscapes—Contemporary, often
innovative-playground structures that
combine a variety of materials.

)

-creative playgrounds—Outdoor
play, areas that use ihnovative
m%mm'@@e_hg one
poles, nets, and cable spogls. i

adventure playground—Aa

+ European innovation, a type of outdoor
play area in which children use a wide
range of available “junk” materials to
create their own environment.

e N VAR DI N TS
Guidelines help the early childhood teacher
evaluate the safety and developmental appropri-
ateness of outdoor equipment.

playscapes, which combine a variety of materials and allow for a
range of activities. Such equipment must meet standards of safety and-
developmental appropriateness. Beyond the immovable components of
the outdoor space, however, various elements can enhance and expand
children’s play, as we will discuss. - . — e

Fixed Outdoor Play Structures

In the early decades of the 20th century, wheﬁ the playground move-
ment took root in this country, outdoor play areas were generally
equipped with swings, slides, seesaws, and sandboxes, not so different

from many playgrounds today (Eriksen, 1985). But the design of play « :

structures has also come a long way from such traditional, single-
purpose pieces of equipment. Through the efforts of child development
specialists, professional playground architects, and commercial equip-
ment developers, far more creative and versatile play structures are
now available. B

. Many of today’s @M&gm&mﬂ&m@ﬂi&m con-
structed of such materials as fires, cargo nets, railr d ties, telephone
PolS5, TaTge cable spools. barrels, and drainage piocs. & Eurgpens vork
ation is the adventurs playground in which children use'a wide
range of available “jl&i‘ﬁﬁﬁ jals i environments
(Frost, 1992). In fact, research has shown that children engage in-a
wider variety of social interactions, greater language usage, and more
originality on innovative rather than on traditional playgrounds (Hay-
ward, Rothenburg, & Beasley, 1974). Where traditional structures were
primarily constructed of metal, which could become dangerously hot or
very cold during weather extremes, new equipment materials include a

W_@je@r.oﬂneate_wpd surfaces_and, “space-age plastics” (Frost & R

Wortham, 1988).

Just because equipment is contemporary, however, does not nec-

essarily make it developmentally appropriate or safe (Frost & Klein,
1979). Some guidelines can help ensure that outdoor equipment pro-
vides suitable play space for young children.

# Because large structures are relatively fixed in the function they

serve, they sho in d . For example, while in-

H

Chapter 7

cluding opportunity for a wide range of motor skills, they can also
provide some open spaces underneath, which children can use for
dramatic play (Frost & Wortham, 1988). More complex play struc-
tures epconrage more complex play that lasts a longer time than
@o’njjm.p]ssm;ctm;es (Kritchevsky, Pregcott, & Walling, 1996).
¥ Play equipment should provide graduated challenges, offering ac-
tivities that allow for safe risk taking for children of different ages
and developmental levels (Moore, Goltsman, & lacofano, 1087). An
outdoor play area used by a range of children could, for instance,
include one gently sloped and one taller, more steeply angled slide;
balance beams of different widths; or steps as well as ladders lead-
ing to raised platforms. ) h o

Play structures should promote social interaction rather than
competition among children. Wide slides, for example, encourage
two or three children to slide down together; tire swings.invite
several children to cooperatively pump; and added props encour-
age dramatic play. At the same time, there should also be a provi-
'sion for privacy if children want to be alone.

%

# A final, important factor is the safety of outdoor play equipment.
Equipment should be securely anchored to the ground and in good
repair with no sharp edges broken or splintered elements, or loose
nuts and bolts. There should be no openings that could trap a
child’s head, fingers, hands, or feet. Swing seats should be made of
a lightweight material. Safety W@mm is
of appropriate-size; climbing heights should not exceed the reach-
ing height of the children (Frost, 1992; Frost & Wortham, 1988).
The surfacing material under swings and climbing_stmctures

~must also be considered to ensure that children are somewhat
cushioned if they fall. In some parts of the country, spiders and
other insects like to nest in dark parts of play equipment; for in-
stance, inside tires. Thus, frequent safety checks should be carried

- out and appropriate measures taken ir such cases. If there is fre-
quent rain, tires can also trap water, which then stagnates and at-
tracts mosquitos; drilling drainage holes into the bottoms of tires
can avoid this problem “Tire Hazards,” 1986). ’

+ An outdoor play area for infants and toddlers in the sénsorimotor -
stage of development (recall the discussion of Piaget’s stages of devel-°
opment in Chapter 5) must encourage basic motor skills and sensory
experiences. It must allow for a wide range of movement; stimulate the
senses; offer novelty, variety, and challenge; and be safe and comfort-
able (Frost, 1992).

Flexible Outdoor Play Componénts

Although not many adjustments can be made with the large equip-
ment, there are other ways in which the outdoor environment can be
arranged to enhance and support children’s development. By adding
equipment and materials, capitalizing on the natural features of the
play space, and creating interest areas, the outdoor play space can-be
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The outdoor environment can be made more
flexible by adding movable equipment, by
including indoor curriculum activities such as
painting or woodwarkdng, and by taling -

dvantage of natural features such as slopes-and

made more exciting and flexible.

shaty trees.
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Many activities commonly considered
indoor activities can be carried outon
the playground. Sensory tables and art
activities, for example, can be
accornmodated outdoors as well as
inside. What other activities, usually
restricted to the indoor environment,
could also be set up outside?

W\]Eﬂmm
Observe a group of children ir an autdoor envi-

ronment. What kinds of activities are the children
involved in? Which developmental nees are b

ing me

that promote one, or several, areas of develop-
ment (for instance, social, language, cagpitive),
what changes or additions could be made to
bring these ahout?

.

4 The environment can be adapted in a variety of
ways sa children with special needs can enjoy
its use.

17 If ou see litle involvement in‘activities™ . .

Avariety of movable large equipment components can be added to
the outdoor area. When large | crates, sawhorses, ladders, ramps,_bal-

ance beams, tirespulleys, hollow blocks, or cardboard boxes are . pro-

vided; children will i a variety of creative ways to incorporate these
into thf:ir play. Such movable components give children the opportunity
to strz;ture and arrange their own environment. :
outdoor play area should also take advantage of all avail

natu:ral features. The play yard’s physical contours p_lg_uts, and surf:i:
provide potential for enhancing the ﬂgygl_'ggg{._A small hill can let chil-
dren experience gathering momentunras they run or roll down, or it can
be used as the site for a tunnel. A large, grassy area is ideal for large-
group movement, ball toss, or parachute activities.

’[‘re_es provide shade; shrubs and flowers add to the aesthetic and
sensory pleasures of the yard. A flower, vegetable, or herb garden that. the
children help tend can provide a meaningful science experience. Multiple
surfaces such.as fine sand for digging, cement on which to nde tricycles,
Dpea gravel or wood shavings under large equipment, grass to sit on, chr’;
to make mud with, textured paving stones to touch with hands or ,bare
feet—all add tp making the outdoor area a good learning environment.

The playground should also accommeodate all indoor curriculum
areas; for instance, art, music, science, or story time. “The good con-
temporary playground contains nogk: Anni hitheater ar-
eas, tables, b s, and so on for full loration of these subjec-ts"
(Frost & Wortham, 1988, p. 26). Woodworking, sand, water, and other
sensory activities are also portable and very suitable additions to the
f)utdoor environment. An outdoor area can also be enhanced by creat-
ing defined learning centers that are more permanent, similar to those
used indoors. '

ADAPTING THE ENVIRONMENT

I{mreasingly, early childhood programs are including children with spe-
cial needs into their facilities. It is important when children with dif-
fereut levels of ability are included to provide a suitable environment
in which all of the children can experience appropriate challenges and
successes. Frost (1992) presents a compelling reason why it is impor-
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tant to adapt the early childhood environment for children with special
needs. “Play is the vehicle by which children develop and demonstrate
‘competency in dealing with their environment. If a handicapping con-
dition results in play deprivation, the child’s ¢Stapetence in interacting
with people and objects will also be lacking” (p. 297). Following are sug-
gested adaptations for children with physical and visual disabilities.

Children with severe PhySiﬂI@,WE_EE@_S&@M—EQmp-
ment, Such a8 special chairs or bolsters, to_help them participate as
much as possible in activities: Children who rely on wheelchairs or
walkers for mobility,.as well as_those with other physical limitations,
need wide enough paths.and entries to learning centers to maneuver in
an_unobstructed way throughout the Toom. Activity.opportunities and
shelves from which children select materials should be accessible so
tge:ié‘_‘clﬁl‘a_;gp,can.be_as independent. as possible. Similarly, outdoor ac-
fivities and equipment must be accessible through such modifications
a5 Wide, génitly sloped ramps with handrails; raised sand areas;or sling
swings that provide secure-body-support.

Children with visual impairments require a consistent, unclut-
tered, and clearly arranged environment that they can recognize
through touch. Landmarks such as specific equipment or furniture, and

"3 'sensory-rich environment with varying textures, can help blind chil-

dren orient themselves inside or outside (Frost, 1992). .

The environment should always be responsive to children, suited
to their unique needs and characteristics. Recognizing that each child
is uniquely individual, the play environment should be versatile
enough to provide a rich variety of sensory stimuli, opportunities to
make and carry out independent choices, and a range of experiences to
promote all areas of development in children of varying levels of com-
petence. A sensitive staff can help make the early childhood experience
of children with special needs as beneficial as possible through some
appropriate envifomnenta] modifications.

1

DEVELOPMEiNTALLY APPROPRIATE EQUIPMENT

Early childhood éqm’p{nent refers to furniture and other large items
that represent the more expensive, long-term investments in an early
childhood facility; materials refers to the smaller, often expendable
jtems that are replaced and replenished more frequently. Because it is
expensive, equipment needs to be acquired carefully. Figure 7-2 lists ba-
sic equipment that should be included in classrooms for young children.

Criteria for Seleciing Equipment
Some important questions to ask when selecting equipment include the
following:

#* Does this piece of equipment support the program’s phi-
losophy? Equipment should promote children’s self-esteem and
independence, encourage positive social interaction, and support
children’s development. .

% Is the equipment appropriately sized for the children?
Some pieces of equipment are available in vatious sizes. For a

-‘equipment—Large items such as

furniture that represent a more
expensive, long-term investment in an
early childhood facility.

materials—The smaller, often
expendable items used in early
childhood programs that are replaced
and replenished frequently. -

Equipment must be carefully evaluated to ensure
its appropriateness for young chidren.
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A classroom for 16-20 young chx]dren ora smaﬂer groy)
1 p of mfants or toddlers
sh«}_uld include, but not be d to, th | g pieces of Equipment .
Eq‘uxpment i . : ‘Materials Music Center
Basic Furniture e : Vanety of records
8-4  Tables that seat 68 each (rotmd Beanbag chairs, px].'{ows Props for movement activities, sm.:h
rectangular, or both) for meals Bulletm boards - - .
and activities, as needed 34 Ll‘ongl_msmts_.sb_as
24-28 - . xylophones or bells - = .
1 Rocdngchair - ’ 1 ﬁwmmm ;
+16-20 Cubbles. one for each child, to whng Center Qe
store personal belongmgs - Wﬁunmﬁhﬂ% o
Dramatic Play Center o 1 Sef tools Thick Styrofoam sheets
1 Small table_— “* .+ Dressup dothes, both m en's and 1 _Toolstorage unit . A _:_‘{'ariety of nails, screws
24 Chairs_~. — - . women’s ’ Outdoor Eqripment ’
-i ﬁ:f;a;i:m ~ o E“: 7 df:gd ontainers Gross motor equipment that Sensory materials such as
1 Troningboard " el: o es, pots/pans allows chﬂd.lrelx: to slggle, climb, ﬁne-gr(amed sand and accet;s t;'b
e epuones swing, crawl, hang, balance. water (in appropriate weather,
' s D%ﬂi,hdlﬂ'erent ethnic groups, Doll clothes, blankets 8-10 Wheeled vehicles such as tricycles, Movable equipment such as tires, °
1 D ]; b ;exes B Dramatic play kits with props for ! “wagons, scooters, A p]ay house crates, planks, and cardboard boxes
—enlecorend — . selected themes R - orother space for quiet or Balls, ropes, parachute
At Center — - L -Grmeticplay e et fom e
2 Easels, two-sided. Variety of paper, Infant/Toddler Environment
Eﬁ‘_ . paints, crayons, . o
1 Storage shelf for materials seissors, glue, °°Haggﬂaunah,dax Cribs or cots * Soft toys
Block Center o v Changing table . " Mbiles
. 1 Set unit blocks, 2503 i . s . . Storage near changing table . Colo displays
12 shapesc 00 pieces, Va;';ui props, mclud.lhgg . Storage for belongings, toys Teething toys
1 Sethollow 5 Ve ture Toddler-sized chairs and tables  Sturdy books
ollow blocks L . . .
1 Set cardboard blocks s Mats, carpets . . s..i e+ rDramatic play props
3-6 Large wooden vehicles Cassette player . - Small blocks
Manipulative Center . Strollers, buggies gmtoys
1 Storage ghglf)mth.mdmduaj N Wide variety of, pgz;]a.paglmg_ .+ Mirrors
. Shoraggbins . . <ieee =roener oo CODStruction toys, parque s, Note: This suggested equzpment and mnzerwls list is by no means m:haustzue. Many
! R lotta and uthepgen;es ’ B other items could and Should be added, seletted to suit the program, children,
’ Sensory Center - o . and staff Dzscusswn of activities in Cha, 9 through 13 be consulted for
; ; addi
! Ya;'mty of,props such as fu:)gds )
: w ¥
wa hee]srsceﬂps—wntamers
2ot mavels ’ .

class of two-year-olds, chairs should be smaller and tables lower I
than for an older group of preschoolers. . Brawse through one ol the many calalogs in
which early childhood materials and equipment
are advertised. Evaluate several of the items in
the catalog aceording to the criteria outlined in
this chapter for selecting equipn']ent and materi-

Wide ane_tze of books
“File of flannel board s
iting mater} .
Vanety of puppets

Wide v variety of natural matenals

- found in nearby environment

Variety of s scgenhﬁ?ﬁ;tsrmch

as mn:roscupes, magnifiers,
ermometers . . ... -

VaneEiBT’ math materials sggx)s
. attribute blocks, Cuisinaire rods, *
ems 1o sort- ordasafy-senak
.~ 'calendars;timers
Variety-of-old. mechamcaLobjects to .
take.apart, such as m:k_gaz.tches,'
cameras, or lo X

% Is the equipment safe? When purchasing equipment, it is im-~
portant.to ensure that safety standards are met and that the
equipment will withstand long-term usage. It must continue to be
safe for the expected lifetime of the equipment. Manufacturers of ¢
outdoor play structures often provide a safety warranty for such s What conclusions can you draw about seect-
-equipment. u;g' :ev:'llupmenta!ly appropriate items for young

chtidren?

¥ Is the equipment durable" Early chlldhood equipment should
be well built to withstand hard use by large numbers of children
over a period of years. Varnished or plastic surfaces will protect
tabletops and shelves, Outside equipment should be finished to re-
sist weathering, rusting, and chipping. It is usually more expen-
sive in the long run to purchase less expensive equipment that is
not interided for group use and will have to be replaced sooner.
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Classrcom equipment has to be sized
appropriately for the children. The chairs
and tables in this class of toddlers are
smaller than the fumishings in the
classrooms of their older peers.

% Is there room for this equipment? The size of the classroom or
outside play area will dictate how much equipment (and of what
size) can be accommodated. A large outside structure that takes

up most of the space in a relatively small play yard may be im-
practical if it leaves little room for other activities. Storage room
should be available if a piece of equipment—for example, a water
table or woodworking bench—will not be used all the time.

% Can the equipment be constructed rather than purchased?
Sometimes teachers, parents, or community volunteers with car-
pentry skills can make a piece of equipment at a considerably
lower cost than would be required to purchase a commercial equiv-

~ alent. Ensure that a volunteer carpenter understands your stan-
dards for safety and performance. Many exciting play yards have
been constructed by parent and staff groups; however, if you are
considering construction of outdoor equipment, get expert advice
to assure its safety. One preschool center, with the help of volun-

teers, had constructed a very interesting, contemporary play- -

ground-that the children very much enjoyed. About five years after
the construction of 2 tire swing, which was suspended from three
telephone poles by heavy chains, one of the poles snapped from un-
suspected dry rot. One child’s nose was broken by the falling wood
and ¢hain. This preschool decided that homemade equipment, al-
though it offered unique choices, could not be used because of the
safety risk to the children and because the liability was too high.
Within a year, all of the volunteer-made equipment was replaced
by commercial units with warranties.

7%

Is the equipmént aesthetically pleasing? Consider whether
a new piece of equipment will fit harmoniously with existing
furnishings. When you purchase a new sofa for your living room,
for example, you look for something to match the existing decor;
in the same way, consider new equipment in the context of the
entire classroom. Many early childhood items are available in
attractive natural wood, whereas others come in brightly col-
ored plastics.

"y

LTS sei e gt
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# Is the equipment easy to clean and maintain? Classroom
items should be relatively easy to sanitize and keep clean. Re-

placement parts such as bolts or gears should be readily available

from the manufacturer.
b

Computers and Other Technology

Over the past two decades, early childhood programs have increas-
ingly invested in the purchase of computers and software for the chil-
dren’s uses. Toward the end of the 1980s, about one-fourth of early
childhood programs had computers; today, j:he vast majority of facil-

jties have them, although programs that?§érve poor and minority -

children have less access to such technology (Bowman, Donovan, &
Burns, 2001). A growing number of people today have computer lit-
eracy; in other words, they are knowledgeable about and capable of
using a computer. It is often argued that young children are entering
a world in which familiarity with computers will be a requisite for ef-
fective functioning; therefore, exposure to computers and develop-
ment of some basic computer skills should be part of early childhood
programs.

Electronic technology is an integral part of 21st century life, which
most children are exposed to at home as well as at school. Computers
can be of benefit to children ifthey are appropriately used. “As with any
learning resource, how computers are used with young children is more
important than if compulers are used. Integrating computers into
classrooms may make a significant difference in children’s develop-
mental gains or it may have no effect at all or actually reduce children’s
creativity” (Haugland, 2000, 12-13).

‘When should young children be exposed to computers? Haug-
land (1999) suggests that computers not be used with children
younger than three because computers do not “match their learning
style” (26). Infadts and toddlers are sensory learners, mastering such
tasks as crawling, walking, talking, and toileting; they are not yet
‘ready to focus or computer-related tasks. By age three, however, chil-
dren have mastered the basic motor, language, and social skills that
are requisites for using computers. Haugland (1999) recommends

. that preschoolers be allowed to explore computers freely, using ap-

propriate software. Children in kindergarten and the early pnmary
grades can use computers in a more structured way, again with
developmentally appropriate software. In addition to free-choice com-
puter activities, teachers can also provide some more directed activi-
ties that support learning objectives.

Computer software refers to the “instructions” that direct the
computer to perform an activity. Software is usually stored on a disk
that is inserted inito the computer or can be downloaded onto the com-
puter’s hard drive so no disk is needed. The selection of computer soft-
ware for an early childhood program must follow the same principles
as the selection of any developmentally appropriate materials. The
°NAEYC Position Statement: Technology and Young Children—Ages
Three through Eight” (NAEYC, 1996b) can guide teachers in what may
seem to be a complex and difficult task in evaluation of available re-
sources. The statement affirms the important role of the teacher as the

computer literacy—Familiarity
with and knowledge about computers.

Cnmpulers have become a prevalent feature in
many early childhood classrooms; in addition, a
considerable amount of software has been
developed for the use of young children. Software
must be carefully evaluated for appropriateness.

IF you have accesstea cumputer and early child-
hood software, try out ene early childhaad activ-
ity on the computer. After you have mastered the
activity, evaluate the software accarding to the
criteria presented in this chapter. What do you
think young children, will leam from the activity?
What feature(s) do you think might be appealing,
I haolers?

or fi ing to

software—The “instructions” that
direct a computer toperform an
activity, usually stored on a disk or
directly in the computer; many such
programs are available for young
children:
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Aany early childhood programs today
clude computers for children's use.
Aany of the early concems about
‘omputers for young children (for
stance, that computers would

fiscourage peer interaction) have been .

fispelled. What are some advantages
ind potential problems in using
‘omputers in early childhood programs?

wide variety of developmentally appropriate
2arning materials are available commercially; in
ddition, many programs alsa include teacher- or
arent-made materials.

8

one whose professional judgment ultimately deems developmental ap-
propriateness of technological learning materials.

There is a huge selection of software available for young children,
but only about one-fourth of what is on the market is developmentally
approgriate; inappropriate “drill and practice” programs, in which
there is one right answer, represent the majority of software packages
on the market today (Shade, 1996). Haugland and Shade (1990) pro-
pose 10 criteria for judging developmental appropriateness.

1. Age appropriateness—The concepts tanght and methods pre-
sented show realistic expectations of young children.

2. Child control—The children, as active participants (not the com-
puter), decide the flow and direction of the activity.

. Clear instructions—Verbal or graphic directions are simple and
precise. Written instructions are not appropriate.

4. Expanding complexity—Software begins with a child’s current

skills, then builds on these in a realistic learning sequence that
continues to challenge.

2]

5. Independenc%Child;en are able to use the computer and soft-

ware with a minimum amount of adult supervision,

6. Process orientationl——The intrinsic joys of exploring and dis-
covering are what engage children on the computer. Printouts of
completed work can be fun, but they are not the primary objective.
Extrinsic rewards such as smiling faces or other reinforcers are
not necessary.

7. Real-world model—Objects used in software are reliable mod-
els of aspects of the world, in appropriate proportion to each other,
and in meaningful settings.

8. Technical features—Children’s attention is better held by high-
quality software, with colorful, uncluttered, animated, and realis-
tic graphics, and realistic sound effects. Software also loads and
runs quickly, minimizing waiting times. . :

9. Trial and error—Children have unlimited opportunity for cre-
ative problem solving, exploring alternatives, and correcting their
OwWn errors. ) . :

10. Transformations—Children are able to chang«'avobjects and situ-
ations and see the effects of their actions. . - '

DEVELOPMENTALLY APPROPRIATE MATERIALS

In addition to the more expensive furnishings and equipment, an
early childhood classroom requires a rich variety of play and learn-
ing materials. These include commercially purchased items such as
puzzles, crayons, or Legos; teacher- or parent-made games and ma-
nipulatives; commercial or teacher-assembled kits that put together
combinations of items for specific dramatic play themes or flannel
board stories; and donated scrap materials for art or construction ac-
tivities. Review the recommended basics for an early childhood pro-
gram listed in Figure 7-2. Co
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One special category of learning resources, Montgls_sor_l equip-
ment, stanrc’ls out because of its specific attﬁpt.ztes and prescnb_ed use.
- Phese 'midterials are &viilable™through 'qpeﬁla.] catalqgs for use in
Montessori programs. Montessori items are of high q?a.ht.y and design,
and their cost is also relatively high. The Montessori philosophy doesl
not recommend that these materials be used by non»Montes;or.l
schools, although many eclectic programs stock some of these 113aten—
als. You may want to review the discussion of Maria Montessori’s pro-
gram and its contemporary counterparts in Chapter 5.

Criteria for Selecting Materials -

More than ever before, a great selection of early childhood materials
is commercially available. Toy and variety stores, as wezll as catalogs,
display variously priced toys and games that often promise to fully ed-
tcate of entertain young children. In selecting learning and play ma-

terials, some specific criteria must be met to assure their suitability

. for young children.

TR :Dé\felopinenta]ly appropriate—Materials .shpuld' ma.tch the
stage of development of the children. Toddlefs just mastering lan-
bgﬁ'ag'é and locomotion will benefit from play items that‘encourage
vocabulary building, promote a sense of balance, exercise fingers,
and feed their burgeoning sense of independence: Older pre-
schoolers and primary children, however, need materials that uti-
lize their more refined skills in all areas of d_evelopment.'All early
childhood materials, however, should actively involve children, be
interesting, and be safe.

* Active—Young children need materials th.at they can act on.

They quickly get bored with items tha.t require no act‘mn on their

part or that don’t stretch the imagination. All early childhood ma-
terials should promote active involvement and exploration.

% Open-ended—Among the most popular and most ﬁequer_:ﬂy
used materials are open-ended toys, ones that can be used flexibly

Manipulatives are among the most
versatile, open-ended materials
because they lend themselves to an
infinite variety of uses. N

Montessori equipment—€arly
childhood learning materials derived
from, and part of, the Montessori
approach.

i

Materials need to be carefully selecter to ensure
that they are developmentally appropriate.

h-_ -\
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Toddlers who have not yet mastered the
social skills involved in sharing should
have access to mare than ane of their
favorite play materials.

®

P

-

%

17

%

and do not d?“cfi:’a"f)é‘how they are to be used. Not all materials in the
early qhﬂdhood program will be open-ended (puzzles, for instance,

"have only one outcome), but the majority should be.

Give feedback—As children interact with materials, they
should receive feedback on the success of their actions. A com-
pleted puzzle tells the child that the pieces have been fitted to-
gether correctly; when the “bridge” stays up, the child knows that
the blocks were stacked successfully; when there is a place set-
ting for each of the four children at the table in the housekeeping
area, they know that they have matched children and dishes ap-
propriately. '

Multipurpose—Materials or combinations of materials should
suggest many possibilities for play. Children’s problem-solving
_skills and imaginations will be enhanced by multipurpose mate-
rials. Children of different skill levels should be able to use mate-
rials successfully. ‘ .

Safe and durable—Items purchased for children’s use should be
sturdy and well constructed. Materials should be of high quality;
for instance, hardwood or nonbreakable plastics. Young children
should not be given toys that require electricity. All materials
should be checked regularly for loose parts, sharp edges, splinters,
or chipping paint. bagrak

Attractive—Materials’ appearance should be appealing and -

inviting.
Nonsexist, nonracial—Materials should convey a seﬁse of

equality and tolerance rather than reinforce sexist, racial, or cul-
tural stereotypes.

Variety—A wide variety of materials that cater to different in-
terests and that meet all developmental needs is necessary. There
should he atffle materials to develop fine and gross motor-skills,
to exercise cognitive processes, to promote language use, to en-

Chapter 7

courage socialization, to.provide outlets for emotional needs, and
* Dup‘]o_fcate——Almough variety gives children divergent ways
through which they can develop skills, there should also be more
than one of some items. Toddlers, who have not yet mastered the
art of sharing, especially need the assurance of multiples of popu-

lar items. .
Software packages are only one way that computers can be usgd
by young children today. A variety of Web sites are also readily av.a.ll-
able (Haugland, 2000). Web sites can provide a rich variety of learning

opportunities to Lnhance a variety of cognitive and social skdills. There .
‘are S0 many Web'sites available, however, that a teacher must carefully

screen and select appropriate ones for use by the children. Information
Web sites, which are often enhanced with sound and video, can be-used
to help children find answers to questions and build knowledge. Haug-
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Many wonderful early childhood
materials have been made by teachers
or parents.

1and, for instance, discusses a “virtual” trip to the zoo, where children )

can see and hear the animals.

Teacher-Made Materials and Resources

Some of the best early childhood materials are not purchased commer-
‘cially but are ones that an energetic teacher or parent constructs:
Homemade toys often are tailored to fit the specific interests or needs
of the children. Many resource books offer excellent suggestions and in-
structions for games and materials that enhance cognitive concepts,

fine or gross motor skills, and language development (Baratta-Lorton, .

1979; Debelack, Herr, & Jacobson, 1981; Linderman, 1979).
Teachers also can develop and organize classroom resource 1::1:11:.e'~
rials to facilitate planning and programming. One helpful resource is
' lzo‘o&m\\rm\g -

s KEV POINT:
* Teachers may develop elassroom resource
materials; for instance, dramatic play kits, a flan-
nelboard story file, ur a song and fingerplay file.
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AR IKIEV P O HNEE A6
‘ommunity resources can provide a variety of
veresting materials for early childhood
10grams.

1

HBEEREE VK EY, POINT-=i5

arenls can be an important resource to the
arly childhood program in relation to the envi-
mment.

dramatic play kits, which contain a collection of props for commmon dra-
matic play themes. Contained in individual labeled boxes, dramatic
play kits can include some of the following items:

% Health theme—bandages, empty syringes, hospital gowns,
stetloscope, empty medicine vials, and similar items donated by
local doctors, hospitals, and other health care providers

e, . o
Ba]je’ry t!heme—-ro]ljng pins, cookie cutters, baking pans, muffin
liners, aprons

%

i

Self-care theme—small mirrors, combs, toothbrushes, hair roll-
ers, empty shampoo bottles, other cosmetic containers

alleal\ . -
* Grocelc'; store theme—empty food containers, cash register, reg-
ister tapes, bags, play money

Another helpful resource is a flannelboard story file. The flannel-
board pieces, a copy of the story, and suggestions for variations can be
collected into separate manila envelopes, then labeled and stored in an
accessible place. Similar to pulling a book off the bookshelf, lannel-
board stories will then be readily available to both teachers and chil-
dren who wish to use them. - . R -

A similar collection of favorites can be put into a song and fin-
ger-play file. One way to do this is to type the most frequently used

"songs and fingerplays on 5” X 8” cards, laminate them, punch holes
in the upper left corners, alphabetize the cards, and connect them
with a key ring. This file can be used by new or substitute teachers
and can help refresh the memory of teachers who may have forgot-
ten all the words. Newly acquired songs or fingerplays can be added
at any time.

Numerous community resources can be tapped for useful materi-
als. Often, their scraps can be an early childhood teacher’s treasures.
Home decorating businesses may be able to contribute color chips and
wallpaper\ or drapery samples. Printing companies may be able to pro-
vide- mmﬁfﬁé‘é "from paper of different colors, sizes, textures, and
weights. Carpet sales rooms may make available carpet squares or the
heavy inner rolls from carpeting. Businesses that receive copious com-
puter printouts may be able to provide computer printout paper for art
and writing projects. Lumber companies are usually willing to share
scraps of soft wood or wood shavings. Travel agents may Have old travel
posters and brochures to contribute. It is a good idea 1o canvas your
community for possible resources. - C

PARENTS" ROLE IN THE EARLY CHILDHOOD
ENVIRONMENT o o

Parents can be active participants in matters related to the early child-
hood environment. They can contribute in a variety of ways to select-
ing, modifying, or maintaining various aspects of the environment.
Some programs have advisory or policy-making parent councils that
may be involved in decisions about major purchases or construction.
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Parents also often have a strong commitment to their ch:ildren’s pro-
gram and are willing to spend a few weekend hov:xrs helping to pa‘mjz,
clean, varnish, or construct. Many parents c(:mtr%bute to their Ch:;llfs
center by making learning materials or c(?ntnbutmg throwawayshﬂzt
children can use for creative activities. As in all areas of the early ¢ d-
hood center’s functioning, parents can be a tremendous resource in
matters related to the environment.

1. The physical environment affects both children and adults.
- i i ce of the indoor environment, focusing on
> gg:vség Z:lilte ;T;;Dc:é'zﬁvely to support the development of young
children. .
3, Consider the outdoor environment and how to maximize its
potential.
"4 "O¢asionally the énvironment must be adapted to meet the re-
quirements of children with special needs. .
5. Select developmentally appropriate equipme.nt, with particular
emphasis on the role, of computers in early childhood programej..'
6. Consider criteria for selecting appropriate materials for use in
early childhood programs.

layground ©, - . ..:materials . :
g‘:;::;’»:: 25&? . fMpnte.ssoﬁ"equipment
computer literacy : R place identity
creative playgroun playscapes
equipment R - soﬂ;g/arev
learning centers

1. Talk to two or three children who are four or five years old. Ask

" ‘them what they like about their classroom a‘nd playg}'ound. A:re
the features they mention ones that you consider particularly in-
teresting and noteworthy? What do their answers tell you about
these children’s interests, attitudes, and needs in relation to the

environment? s

[




Chapter 7 The Physical Environment % 203

NAEYC’s Position Statement on Technology and Young Children—
Ages 3 to 8:°

hitp:/fwww.naeyc.org/resources

Once you access this Web site, click on “position statements” :
(listeld on the left side) and find the position statement on “technology .
and young children.” .

Keeping Outdoor Learning Safe:
hitpJ/Awww.cyfc.umn.edw/Children/naeyc5.html ’

For additional early childhood education reséurces, visit our Web Site at
http/fwww.earlychilded.delmar.com
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activity time—Largest block(s) of
time in the early childhood program
day during which children can self-
select from a variety of activities.

One of t'he largest time blocks in the early
childhood schedule is activity time, during which
children select from a variety of developmentally
appropriate activities. .

skills, and ability to draw what is valuable from the day’s experiences. In -
the second example, the teacher feels a need to supervise the children’s
experiences closely to ensure that they gain specific skills and informa-
tion. Both approaches are used, although most early childhood profes-
sionals prefer the former, where faith is placed in children’s ability to
learn and'flourish in a well-planned environment, Let us now examine
standard components of the early childhood program, keeping in mind
that these can be arranged in a great variety of ways.

Activity Time

The largest block(s) of time each day should be reserved for activities
from which the children can select. Activity time, in many programs,
is also called self-selected learning activities, free play, play time, learn-
ing center time, or other similar names that connote that the children
make choices about the activities in which they engage. This is the part
of the schedule in which you insert many of the activities we will dis-
cuss in the next few chapters. A wide variety of well-planned activities
should reinforce and support the objectives and theme of the curricu-
lum. WWMQMﬁPML@ES
for the Erilgmuﬁﬁn&migios&motmoguiﬁ&erccéaw,
and Janguage skills.

In a part-day program, there will usually be only one lengthy ac-
tivity time block; an all-day child care program will typically have at
least one such block in the mo ing and one in the afternoon. Such time
blocks should include at leasf - 45 minutes, (and can be as long &5 2 hours
or more) to aH%@mPliﬁh&toM&Ll&gmsm
activity, get involved in it, and bring it t satisfactory conclusion.
meﬂl,cofcou—:se, participate in more than one activity, but
others will spend all of their time with one activity.

Increasingly larger time blocks will be required as children ma-
ture and as their attention span increases. Thus, in an after-school pro-
gram, you may plan up to 2 hours for activity time, assuming, of cow;
stimulating, age-appropriate activities are available Ondeter

A recent study confirms the importance of an ade&@ate- ength. -
time block for self-selected play. Christie, J ohnsen, and Peckover (1988)
compared four- and five-year-olds’ social and cognitive levels of in-
volvement in play during a 15-minute and a 30-minute free play period.
They found that when the play period was longer, children engaged in
more mature play. More specifically, in the longer play period, children
engaged in considerably more group play than parallel or solitary play;
in the shorter period, there was more onlooker and unoccupied behay-
ior. Similarly, there was significantly more constrictive play, in which
objects are used to make something, during the longer play period.

Activity time blocks also allow the teachers tc interact with chil-
dren individually or in small groups. Social guidance, informal conver-
sations, well-timed questions, and careful Iisten.ing__ give teachers the
chance to.léarn more. t the childrén’isi the class, develop_relation-

shfp;s.,__i“ﬁtto.dllﬁﬁ_oirgi{lfg{@;cfm‘@m»iialuate the children’s under-
standing-of concepts, or assess developmental status.
When planning the activity time block, consider safety and ade-

quate supervision. Some activities require close attention by an adult,

B e . W
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In small group activities, the teacher
focuses on a specific concept that is
presented to five or six children ata
similar develeorental level.

RN

During small group activities, a teacher usually

- presents a concept {o a few children, ensuring
that the activity malches their abilities and
interests. :

in leading group ac_tivities; for instance, “reading” a familiar book, lead-
uallg( songs, and moving the group into transitions. Such Dpportu.ni;ies to
N t: e over group leadership should, of course, never be imposed and
= shouid bg conducted as the child chooses. More recent early childhand
programs, particularly those based on an emergent curriculum 210
proa'ch, use group times in a different way. In keeping with the m .
egahtana.n rel.a_tionship between adults and children, group times o
. v1dfe opportunities for the genuine exchange of ideas a,md exploratiol;m;’
zgplci, and q&en involve sub-groups of children, depending on their ino-
Wlrcel:l ,slggg;nvolvement in the topic under discussion (Fraser & Gest-
) When guiding large group (as well a ivities, it i
important to remember how c}i@gga;:ffwﬁzg;:fgimf
opgn_nen?a]lz appropriate group activities. Children, as active learne ]
}mll gain more from activities that allow for their input, include actirs’
involvement, and encourage flexible problem solving / Asking children fo
provide answers for which there is a ’ﬁé"ﬁ?’ﬁw}ing]’ or “‘correc?:f’1 o:

“incorrect,” response does not support their de
C " 0 vel
their growing self-esteem. opmental needs and

[TAN

Small Group Activities &~

Some programs include a small group activity time i ich fivi
;I%RLLM%WW‘Miﬁfe?;ﬁ;ﬁ

i“nta.lnutes‘ This can be hath led By staggering small groups through-

ouw Fe program day or by having each teacher take a small group dur-
Jéng a‘demg-naf:ed small group time block. Usually such times focus on

eachmg.spemﬁ‘c concepts and are ghired to the abilities and interests
of the children in the group (Hohmann ét al., 1995). Children are of:
grouped by developmental level for small group activities, althouelli
Hohmann' and colleagues recommmend that small groups rt;presentg
cross-section of the classroom population to promote cross-learnin, 12
a Sll.laﬂ group setting, the teacher has an opportunity to pay closf. 1
.tentmx} to each individual child. As you might expect, careful lanm'an .
is crucial for successful small group activity times ’ P ¢

b b aie 2 e e
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whereas others can be carried out relatively independently by the chil-
dren. Such activities as cooking and woodworking require constant
teacher attention, for example. Water and sand play, other sensory ac-
tivities, messy media, and blocks also need close supervision.

For each activity time block, it is important to consider the bal-
ance between activities that should be closely supervised and those
that are more self-directed, particularly in relation to the number of
adults available in the class. It can be easy fo lose sight of safety needs
in an effort to provide a wide variety of interesting and stimulating ac-
tivities.

Large Group Activities :

Most programs include one or more times when all of the children and
teachers gather together. Large group time—variously called circle,
story time, group, or other similar names—can be used for many pur-
poses. Some teachers tend to use it in the same way day after day, and
others use such times to meet various objectives. Some programs have
several group times, each serving a different purpose; for example,
morning business (roll call, calendar), story, or music/movement.

Group times offer the possibility of meeting a wide variety of ob-

jectives. For instance, they provide an excellent opportunity to intro-
duce a new curriculum topic or to probe the children’s comprehension
of concepts and information (Essa & Rogers, 1992). They can also be
used for discussions, stories and books, songs, finger plays, movement,
socialization, poetry, games, dramatizations, sharing, relaxation exer-
cises, planning and review, calendar or weather, and a host of other ac-
tivities best carried out with the whole group (McAfee, 1985).

From interviews with and observations of early childhood teach-
ers, McAfee (1985) found that the most popular and frequently observed
circle activity was the reading - of books or stories. In verbal interviews,
teachers indicated that , music activities were carried out almost as often
as book and story activities, but in actual classroom observations

_ McAfee found '.;cnusic used only about one-third as often as reading ac-

tivities. “Show and Tell” was observed quite regularly, whereas other
types of activities were seen relatively infrequently ornot at all.

As part of a recent research study (Essa, 2000), six preschool
teachers were videotaped. Their guidance techniques were later ana-
lyzed. When children were engaged in self-selected activities there
were almost no behavioral concerns. What became quickly obvious,
however, was that the bulk of behavior problems occurred during
teacher-led group activities. Teachers were constantly reminding chil-
dren to sit still, listen quietly, or “keep your hands to yourself” Closer
examination of the videotapes showed that there was almost no oppor-
tunity for the children to be active participants because the teachers
did all the talking, controlled the direction of the activities, and held
generally over-long group times. In other words, the group activities, in
contrast to the other parts of the curriculum, were not developmentally
appropriate.

In traditional programs, group times are almost always teacher-

initiated and led, although teachers often seek children’s input. In fact,’

older preschoolers and primary children enjoy and are very competent

large group time (also called
circle, story, or group time}—Time
block(s) during the day when all of
the children and teachers join
together in a cornmon activity.

Large graup times, when teachers and children

gather together, can serve a variety of purposes
and include many types of activities.
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Other important components that must be

cofisidered in scheduling include cleanup, meals,
nap, and transitions.

!
Visit an early childhood program and laok at its
daily schedule. What elements are included?
Does the schedule seem developmentally appro-
priate by taking into account the needs of the
children? Does it provide the kind of balance dis-
cussed in this chapter? Would you change any-
thing in this schedule? Why or why not?

f

Time for outdoor play may be affected by the weather, although
the weather should never be used as an excuse for not going outside,
Children thoroughly enjoy the snow, for instance, if they are prop-
erly clothed. Children do not catch cold from playing outside in the
winter. . R
If inclement weather does pré;/ent the children from enjoying out-

side time, alternative activities should be made available inside so chil- v

dren can expend energy and engage in large motor activity. Many
schools have a selection of large motor equipment, such as tumbling
mats or an indoor climbing apparatus, to use on rainy days. If this
equipment is in a relatively restricted space, then small groups of chil-
dren should be allowed to use it throughout the day rather than having
the entire group invglved at one time.

N

’

Cleanup 9

1t is wise to schedule 10 to 15 minutes, particularly after activity times,
for children and teachers to participate in putting the classroom back
into order. When cleanup time is included in the daily schedule, it con-
veys that tl‘{_is is an important component of the program.

D

I
I
Meals™ §

Sharing food provides a unique opportunity for socialization and learn-
ing; thus, almost every program includes at least one snack, if not sev-
eral meals. A three-hour program usually includes a snack time around
the halfway point of the day. The timing of meals, however, should be
dictated by the children’s needs, not by a rigid schedule, especially for
infants. If it appears that some children get to school having had break-
fast-several hours before or not having eaten breakfast at all, then an
early morning meal should be provided. An alternative, particularly if
children’s arrival at school is staggered over several hours, is to have a
snack available for a period of time and allow children to eat as they
feel the need to refuel. ! : . )
Timing of lunch will depend on the ages of the children, the
length of time they are at the center, and when morning snack was
served. Younger preschoolers may need lunch at 11:30 A.M. and be
ready for a nap by noon. How much time is allocated for each of these
meals will depend on the children in the group and the type of meal,;
generally, however, 15 to 20 minutes for snacks and 20 to 30 minutes
for Iunch is adequate. Most children can comfortably finish a meal in
this period of time.

Nap or Rest

In full-day programs, children should have time for sleep or rest during
the middle of the day, usually sometime after, though not immediately
following, lunch. Allocating one to two hours for this time is usually
enough (see Chapter 14 for a more detailed discussion). Also be aware
of your local regulations for rest time, because some states include spe-
cific requirements. :

Chapter 8 SCNEAUING and LUMCUILM Fidiinig o £11

A somewhat different type of small group activity is an i;zte’Ig'rhaixi
part of emergent curriculum programs (Cadwell & ‘Fyfe, 1997). Tois
type of dialogue, although fg_c_ﬂitated by the teacher, is not as teacher

" directed as the small group. Sctivity Previously described. Nonetheless,

teachers are full participants in S\lCh‘COnVerSS'iﬁDDS \‘zvith small group;
of children, asking open-ended questions, stglnula’a{xgﬁit::l}Jnnllnﬁi,e a{:;e
ing di i ch dialogue is “to exp.
ovoking discussion. The purpose of such ¢ - ]
Ic:)}";ildren’sg ideas” (p. 85): What is especxall}f 1mpo1rtant is thaft te.aclfe;s
i 1y to gain insight into the children’ s.process of thmkmv ing.
gy v how to conduct meaningful conversations

llent discussion of ; 4 0
évlz'lﬂ'f};iaﬁngroups of children can be found in Joanne Hendrick’s First

Steps Toward Teaching the Reggio Way (1997).

NP

Outdoor Activity '
A large time hlock for outdoor play should be parF of the i;ﬂﬂ}é:‘:higui:;
Some adults think of outdoor play merely as a time for t;den 0%
pend excess énergy and for teachers to 1.:a'ke a.rest. B_ut oul d?ior ime
contains far too many valuable opportunities f.or learning an ] eve :;1
mment to be dismissed in this way. ‘When you t}npk oij outdoor ;::1 ii o
integral part of the early childhood experience, it bgcom_es y:;:}a1 altoa
Jocate at least 45 minutes o this time block. K«‘aep in md 1 ad oul too?
time requires planning in the same way thaif mfloor act_wlty oes,
that it involves the same kinds of teacher-child mty:erachons. i

Just like during activity times, thfa teacher's role. v;{henfou S g
includes setting up 2 stimulating environment, providing for eac

child’s individual needs, guiding children’s behavior, providing a ;an:
ety of experiences, taking opportunitie.s to teach ‘c?ncepts, and e::e
couraging exploration and problem so':(vm.g. In addition, slome u::ckn
safety concerns require special attention in an outdoor P azh ar b:lity
important skill that you, as the teacher, should develop is the :r;i ity
to scan, to keep an eye on the entire outdoor play areaiz 1sf P fiew
larly important to pay attention to the fronts and badto [ s.w‘li g‘ e,
slides, climbing equipment, tricycles, and other whegle ys, an

area in and around the sandbox.

So much leaming goes on in the
outdoor environment! Large blocks of
time for vigorous outdoor pldy must be
an important part of the early childhood
schedule. -

R e K EVAR D INTHREZ PRt
l"zrge time blocks should be set aside for outdoor
activities. .
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Other important components that must be

) . L
considered in scheduling include cleanup, meals,
nap, and transitions.

Visit an early childhood program and lenk at its
daily schedule. What elements are included?
Does the schedule seem developmentally appro-
priate by taking into account the needs of the
children? Does it provide the kind of balance dis-
cussed in this chapter? Would you change any-
thing in this schedu]e‘{ Why or why not?

!

K

Time for outdoor play may be affected by the weather, although
the weather should never be used as an excuse for not going outside.
Children thoroughly enjoy the snow, for instance, if they are prop-
erly clothed. Children do not catch cold from playing outside in the
winter. : R
lfinc]entent weather does prevent the children from enjoying out-
side time, alternative activities should be made available inside so chil-
dren can expend energy and engage in large motor activity. Many
schools have a selection of large motor equipment, such as tumbling
mats or an indoor climbing apparatus, to use on rainy days. If this
equipment is in a relatively restricted space, then small groups of chil-
dren should be allowed to-use it throughout the day rather than having
the entire group invglw}ed at one time.

N
s

-
Cleanup .~

It is wise to schedule 10 to 15 minutes, particularly after activity times,

for children and teachers to participate in putting the classroom back

into order. When cleanup time is included in the daily schedule, it con-

veys that th,is is an important component of the program.
>~ o

&
Meals™ ©

Sharing food provides a unique opportunity for socialization and learn-
ing; thus, almost every program includes at least one snack, if not sev-
eral meals. A three-hour program usually includes a snack time around
the halfway point of the day. The timing of meals, however, should be
dictated by the children’s needs, not by a rigid schedule, especially for
infants. If it appears that some children get to school having had break-
fast several hours before or not having eaten breakfast at all, then an
early morning meal should be provided. An alternative, particularly if
children’s arrival at school is staggered over several hours, is to have a
snack available for a period of time and allow children to eat as they
feel the need to refuel. . ! ‘

Timing of lunch will dépend on the ages of the children, the
length of time they are at the center, and when morning snack was
served. Younger preschoolers may. need lunch at 11:30 AM. and be
ready for a nap by noon. How much time is allocated for each of these
meals will depend on the children in the group and the type of meal;
generally, however, 15 to 20 minutes for snacks and 20 to 30 minutes
for lunch is adequate. Most children can comfortably finish a meal in
this period of time.

Na'p or Rest

In full-day programs, children should have time for sleep or rest during

the middle of the day, usually sometime after, though not immediately-
following, lunch. Allocating one to two hours for this time is usually

enough (see Chapter 14 for a more detailed discussion). Also be aware

of your local regulations for rest time, because some states include spe-

cific requirements.

Chapter 8 >CNEQUING 3Na LUINCUILIN Fidiiig = &80

Transitions

Those times between activities are as important as the activities them-
selves. Failing to plan how children will get from one area to another—
from group to the bathreom to snack, or from cleanup time to putting on
coats to going outside—can result in chaog: We will discuss transitional
techniques in more detail in Chapter 14in the context of group guidance.

Scheduling for Infants and Toddlers

n an infant and toddler program, the schedule is initially set by the
needs of the children and, gradually, shifts toward a more uniform
schedule as the children get older. An infant program has to revolve
around the eating, waking/sleeping, and elimination patterns of each
child. The daily program for each child is uniquely tailored around her
or his physiological patterns. As they get older, children begin to eat at
times more consistent with adult meals; sleep primarily at night with
two time spans, then one time span, for sleep; and regulate their elim-
ination schedule. Thus, by the end of the toddler years, children are
ready to enter into a more uniform schedule that applies to the entire
group. One of the best ways to meet the needs of infants and toddlers
and to help them make the gradual transition from an individual to a
group schedule is to provide a consistent caregiver who remains with
them throughout this period (Essa, Favre, Thweatt, & Waugh, 1999).
See EXPERIENCES for,an example of such an arrangement.

GUIDELINES FOR PROGRAM SCHEDULING

These components of the early childhood day—activity time, large
group activities, small group activities, outdoor activity, cleanup, meals,
nap or rest, and transitions—can be arranged in the daily schedule in
a wide variety of ways. Let's examine some guidelines that will help in

setting an eﬂ'Tctive schedule.

- i

Alternating Active and Quiet Times

Children need time both to expend energy and to rest. A useful rule in
scheduling is to look at the total time in terms of cycles of activity and
rest, boisterousness and quiet, energy and relaxation. Categorize the
descriptions of time blocks listed in your daily schedule in terms of ac-
tive (for example, activity time, outdoor play, large group activities that
involve movement) and less active times (for example, story, small
group activities, nap, snack). ’

In applying this guideline, think about providing the opportunity
to be physically active after quiet times and to slow down after active’

snvolvement. Also consider the total consecutive time that children are
expected to sit quietly. Thus, reconsider a schedule in which children sit
at a large group activity from 10:00 to 10:20, then move into a small
group activity from 10:20 to 10735, followed by snack until 11:00. Such
a schedule ought to include an active break within that hour, in which
children shift from one relatively inactive period to another. Similarly,

In planning a schedule, it is impartant to balance
times when children are active and when they
arequiet
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when children have been engaged in active exploration, a quieter time
should follow. One caution: Do not expect children to move immediately
from very active involvement, such as outdoor play, to being very quiet,
such as nap time. For such times, plan a more gentle transition that
helps children settle down gradually. N

Balancing Child-Initiated and
Teacher-Initiated Activities
Most early childhood programs provide large time blocks in which chil-

S REKEV O U ESTIONHE2H5hs]
dren can make decisions about the activities in"which they will partic-  Consider the issue of child-initiated vs. teacher-
ipate and how they will-carry them out. Most programs also include  initiated actvty. Do you agree with the author
times when teachers direct activities. Typically, activity time and out-  that there should be ample time for children to

' GERRI, Head 'E'eaches',,Eﬁfant/?}_dddl.érvCﬁ'aési.’_t“”

" Attachment and Continuity s R
- . across the room means. I use a lot of expressive ’

;. Tn our center, the three infant/toddler head - - faci i »
teachers stay with a group of children for - - ci?lzlr:ip Zi:s:;ﬁi-ovf: ﬁn “r(.a:ﬁi eachother The . - door time accommodate child initiation, whereas small and large group  make decisions and exercise independence or do
_ three years. Teachers and children move to new __have such alon —stian?iine w11 e b‘eCause we : times generally involve teacher initiation. Some functional activities,  you think more teacher contral is impartant?
rooms as the children’s development indicates ~trist. Pve knov;gn th vgi;te ationship b.aSE.d on such as snack, nap, and cleanup, require children to follow the direction  lote that nat everyone agrees on this question.
new skills and needs. So, over a three-year pe- The c ontinuity of bel.n ,‘:ﬁny all their lives. b of adults and thus do not entail children’s initiative. Biscuss this question with others in your class
riod, a strong bond is formed between teachers - whom they hav : ing with me, an adult to ¥ A balance between child and teacher control must be carefully  and consider both sides of the issue.
and ‘each of the children in their group. Above y have a strong attachment, for three ¥ considered. When young children are allowed to decide how they will

eve}'ythmg else, the children gain a good foun- Yearsliizvald:s—ﬂa‘n anc};o‘r for them. - ST T e ... spend their time, they develop qualities such as autonomy, judgment, R
.dation of self-esteem; this, in turn, leads to a relaﬁomhjpisﬂf ?Ic’ 3 important aspect of our L " indepehdent, decision maling, social give-and-take, initiative, explo- There should be  balance between child-inifiated
_strong sense of independence. All other skills  gles with t}’l;e chi?dr o't get nfo power atrug- ration, and creativity. In addition, children are also expected to develop and teacher-initiated activities to allow chidren
develop naturally because the children have andIgive them as enc'hl, try not to limit them ; a reasonable amount of compliance, understand the riles of group be-  enouth time to make decisions and exercise their
gained a strong sense of trust and a strong at-  ble Ingl' as md? pendence as possi- . havior, and accept the authority and wisdom of adults. Generally, when grawing autonomy.
taChm ent to t]!}eit teacher. nee' 4 fo;n;iyt:?;s ](:) :;c‘)gnalﬁe that t}}ere i:S no ’ : adults convey respect for and trust in the ability of children to make : .
At one time, each of the teachers had a - tion on childr n;'Ip‘h s -or-notmg situa- - : appropriate decisions, children will reciprocate with enthusiastic par-
oup of infants, or one-year-olds, or two-year- . play, about en. They can make choices about - ticipation in adult-initiated activities. Of course, teacher-initiated ac-
ds, for one year. Then the children moved on to ; y,I?mm1 feat?gil about sleeping, about toilet- tivities must be developmentally appropriate and engage the interest
y room and a new teacher; but things are’ " ogs‘te byikwna K aty&:hen a dfuldvr-esmts Ineed * _ of the children. Most of the day’s activities should, however, be child se-
1y different now. I've reflected on how thi tep back and reassess the situation. More of- F lected and allow children to move from activity to activity at their own
cfﬁw;'th:ee;}e,a% rotation has ‘affected all. of us; c;ﬁ?;?,ﬁf;:‘;ﬂl’g%ﬁm& a.deiiSion that the - P pace (Miller, 1984) '
ildren PSR s at [ coul e made on his or.her own. ’ .
Pfaacﬁ?sadﬁgftggcgeéﬁl think that my whole ap- ;" ;always try to exatnine the child’s ﬂeécg”n ansdo' ,t:): ] !
proach s difforeat, When the children were with ; ; give the child a choice when blo. When I Activity Level of the Child :
ie for one year, I tended to focus on those that ve Lae Chilg a cholce whenever possible. When | ivity Level or the Lni ren - i
ad the greatest needs; not that the others wer f;:flake_t]}em own ,deé.i— B By nature, young children are active and must have many opportuni- e KEVIP OINT
g A0S ely to resist when there is ties for expending energy. Some children, however, are more active than  The activty fevel of the children is an important
‘ others. Occasionally, you will find that you have a group in which a  consideration in making scheduling decisions.
. large portion of the children is particularly active. ‘If this occurs, a
schedule that has worked for you in the past may not serve as well be-
cause the needs of the children are different. In such a case, adjusting

TR

and the other’igfgg{/todd]e

e 1 r staff are aware of |
“ihis T R " >, aware | ¥ the schedule as well as the classroom arrangement and the types of ac-
e tte?ifw;i; Z;heﬁi”if cﬁdﬁggg;tm’snb? make a : tivities planned will help the class run more smoothly. You might, for

T % 503 that havi: Jeen a won- _ instance, carry out some activities, which are traditionally indoor ones,

“ehildron aving the same outside and plan either. a longer or an added outdoor time block.
dren for three years : .
he delfesteern and - .
: foundation for de- : . Developmental Level of the Children
Tést oﬁj:heu; lives.’, : As children get older, their attention span noticeably increases; thus, KEVPOINT

your daily schedule should reflect the group’s ages and developmental  The ages of the children wil have an impact on
Jevels (Miller, 1984). For older children, plan longer time blocks for  the schedule hecause older chidren have longer
small group, large group, and activity times. However, younger children  attention spans and younger children may require
require added time for meals, nap, and cleanup. ‘With a group of very  more time for some routines.
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Itis important to consider the children’s
overall activity level. Sometimes a
- particularly active group of children
needs additional time outdoors.
Alternatively, you may want to plan
. more activities that let children expend
- excess energy indoors.

interrupted frequently and because the arriving or departing children
will not get the full benefit of the teacher-led activity. Thus, self-selected
activities, in which children can control engagement and disengage-

rment, should be available durin such Gmes. In programs where all the
children arrive at the same time, however, the first activity might be 2 .

teacher-initiated group time to introduce the plan for the day.

Seasonal Considerations
ns where the weather varies considerably from sea-

In geographic locatio

IR IKENTR O IN TS

Crealive scheduling can provide an effective way
of working with large groups of children.

The schedule also needs to-take into account
v?helher children all arrive at school at the same
time or whether, as in most child care faciities,
thelr arrival is staggered over a period of time.

young children, you may also want to schedul i
3 ; , 1 e regular ti ilet-
ing; f?ﬁ) mitar;}el, before going outdoors and beforegzlap mes for toilet
e length of large group time can be ioulas
1 particular] b! 1
) 2;;;1 time a.llocz;t;d to such activities will depend on thz :;231:11:; Zg
on spatis of the children. Children can, of course, si i
e J 5 of ild i y e, sit for a lo -
‘I;Oﬁ of time if the activity captivates their interest; but, gen:rgaelll- pea
ell-paced, shorter group time is more rewarding for alf. As the 52-0-
gram year progresses, Teassess the length of group time and adj pt i
according to the children’s interest. . et

Group Size

Group size may also influence th
} ) : e schedule. Particularly with
s;&;iudp oichzldz;;n, :t:reatlve scheduling can be used to allo{;vv;;r ninl'zriie
ualized attention to children. One example i 1
v 1 . . ple is a church-
zﬁ]lgr care centex: in which the one large room, in which n‘;oriuflf:: gg
cumidziagomgh age]i :}fe];lc]lﬂ t;lre day together, dictates scheduling
3 ough the children and teachers share th i
door and outdoor space, the director has created five subgrojpssas?:hﬁ:

. dren and teachers who' alternate use of the outdoor area, the indoor

k] PN, & -
::Ihge-mmor area, a.nd the large variety of other learning centers. Thus,
whﬂe :11116 g:lcljup is invelved in a music activity, another will be oﬁtsfde’
drenekn Oe v?t}::t %';ou;i;ﬂ alx-::-1 engl;aged in self-selected activities. The chil:
n ko ey so have a chance to participate in th
?ctxvxﬁes because space, teachers, and time blocks arz rotated ? Oﬂt;'er
erent groups of children. or dif

Arrival of Children

E;);; dliiiid;en arrive and leave the center—whether over staggered pe-
oo d&]jn eorat abou}: the same time—has to be taken into account in
sch :t - aﬁ Ifr_t t}r?osltl ri]&ﬂd care centers, the early morning period, until
r all of the children are at school, and the late aft eri

a T s ernoon period,
g.?,:; Iclﬁid;i}vzgaﬁ éeaw?tg for ?Zfﬂeé:equj:e some special con:idr;ga:
tions. rival or departure o ildren makes carrying out t -
initiated activities difficult because the teacher and othef chﬂd;:;h:;

8 Dot b S A o v

son to season, you may want
of year. For instance, during winter in a New England child care pro-

gram, it would be difficult to keep to a schedule that ¢ontains three out-
door time blocks when each involves helping children get into their
snowsuits, boots, mittens, and hats and then getting them out of such
clothing at the end of the outdoor time. At the same time, 2 lengthy out-
door time is inappropriate when the temperature is below freezing or,
for that matter, when it reaches 100 degrees. Yet once spring arrives and

the temperature is balmy, the schedule should allow for longer outdoor

time. The weather can certainly affect your schedule, so a flexible ap-
“proach and attitude aré fmportant when Working with'young chifidren.”

TYPES OF SCHEDULES
Obviously, the schedules of an infant program, a 2%-hour preschool, a
child care center, and a before- and after-school program will differ and
must be designed to meet the unique needs of the children and teach-
ers. Take the example of two children to illustrate how the program
must meet children’s needs. David attends a three-hour morning
preschool program because his parents want him to have an enriching
social and learning experience. He gets up around 7:00, eats breakfast
with his pare'pts before his father leaves for work, and plays for an hour
or so before his mother takes him to school at the nearby recreation cen-
ter. At lunch his mother picks him up and he has lunch with her and his
younger sistér Tina, after which be reads or plays with his mother
while Tina takes a nap. After dinner, Dad reads the childrena story, and
they go to bed by 8:00. Rita, who lives with her single mother and two
older sisters, has been in child care since she was six weeks old. She
gets up at 6:30 and they are o
time for breakfast. She spends the day at the child care center, from
about 7:45 to 5:30 in the evening. After picking up her sisters, the fam-
ily stops at the grocery store or sometimes McDonald’s, gets home by
about 6:30, followed by dinner, some TV, and bed time. Clearly the two
children have very different needs that their respective early childhood
programs have to meet.
 Although the main scheduling consideration for full-day pro-
grams is the needs of the children, the schedule must also take into ac-
count the requirements of the staff. Early childhood teachers spend
long and difficult hours working with their young charges, a job that
can be tiring, energizing, and frustrating, as well as rewarding. Com-
plementary to the schedule provided for the children has to be a sched-
ule that provides rest, rejuvenation, and planning time for the adults.

ut of the house by 7:15, with or without .

to adjust the schedule according tothetime  Inalocation where the weather gets very cold or
very hot in winter or summer, the schedule may
-**h6ed ta be adjusted to include less outdoor time.

You probably know children like Rita who spend
most of heir day in a child care center. How are
the needs of these children met? How do they
differ from a child like David? In what ways can
{he schedule take the childrens needs into con-
sideration?

Schedules for various programs, {for instance,
infant care, preschool, child care, before- and
after-schoal care) will vary because they meet
different needs for the children; the needs of
teachers also must be considered in the
schedule.
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When the needs of the adults are considered, the children’s needs will
be better met, and teacher burnout is less likely to occur,

Examples of Schedules

LTSN I ey After examining standard cbmponents of the early childhood program,
Schedules for infants and toddlers need to be guidelines for scheduling, and differences between preschool and child
completely flexible, set by the individual care, you probably have concluded correctly that a daily schedule can
schedules of the children. be arranged in numerous ways. Figures 8-1, 8-2, 8-3, and 8-4 show four

examples of schedules that consider many variables. Of course, any
schedule you devise must meet the unique characteristics of your group
and children, your p}_lﬂosophy, and your program. '

FLEXIBILITY OF THE SCHEDULE

The schedule provides the framework within which your program func-

tions. You might think of the schedule as the skeleton and the curricu-

lum and activities as the flesh that fills out and defines the character of

. the inner structure. A sound skeleton is vital to a healthy body, just as
a well-put-together schedule is integral to a well-run program.

The daily schedule also provides security, because it gives the day

a predictable order. A good schedule provides the predictability that

FIGURE 8-1 - Full-Day Program for a Group of Fo
- and Five-Year-Olds - et : R

7:30-9:00 Staggered Axrivak Teachers greet children and talk to Pparents;
self-selected activities such as books, manipulatives, play dough,
and blocks.

7:30-8:30 Brealkfast available. C ..,
9:00-9:20 Group Time: Introduction of day’s activities_; story or djs:qqsqigﬂ:; |

related to day’s tapic. .
9:20-10:30 - Activity Time: Self-selected activities from learning centers, or
teacher-planned projects. Lo

: ) 10:30-10:40  Cleanup Time. -~ . - T
. 10:40-11:00  Snack. S e
'11:00-11:15 - Small Group Activity: Teacher-initiated, small group acti
o - Teinforce specific concepts. R o

11:15-12:00 Outdoor Time: Self-selected activities. L
+12:00-12:20 .. ... Group Time: Recap of morning; story; muéig:.
12:20-12:30  Wash for Lunch. - R
12:30~-1:00 Lunch.

100 o:nn

Noorry=T TSN
Nap:-Tr

and n]nnp forth Epet a

i E-a-Rap..

: i3
1:00-1:30 °  Rest: Quiet individual activity for nonsleepers. - A
1:30-3:00 . Activity Time: Self-selected activities, both inside and outside; as

* sleeping children wake, they gradually join others, - - s
3:00-3:20  Snack. = ) e, T
3:20-4:00  Activity Time: Continued self-selected activities both, inside’and

outside. - .
400410  Cleanup. R :
4:10-4:30 Group Time: Closing of day; story; movement activity. - )
© 4:30-5:30 IStaggered Departure: Self-selected activities until all children

leave,

B : —
Staggered Arrival: Teachers greet children and talk to paren

A oy h,
7:30-9:00 e extor] activities such as bast, ‘manip hv‘es, play doug] ..

and blocks.
ilable.
E :30 Breakfast availal L ‘
;?)2:215 Groui) Time: Intr_odgce day’s actxv:. es; story. * - "Ee'n'ter; o
: 5_1;)‘00 Activity Time: Self-selected activities &m}e@g enter: ,
o ’ teacher-planned projects. - Sl T |
10:00-10:15 Cleanup Time. - v» R
10:15-10:20 Snack. . .
10:20-10:30 Toileting. o
10:30-11:15 Qutdoor Time: Self-selef:ted activities.
11:15—11:30 Group Time: Story, music, finger plays.
11:30-11:45 ‘Wash for Lunch.
11:45-12:15 Launch.
12:15-2:15 Nap: Transition to nap and sleep.
i ] 915-2:45  Toileting followed by Snack.
)2 :

3:30-4:15 Activity Time: Self-selected activities.

4:15-4:30 - Cleanup. .
i ts, movemen
i 2 Group Time: Story, puppets, L ) .
1205::)1;?) Staggered Departure: Self-selected activities until all chxldren
’ ’ leave.

*

‘Half-Day :Pi'dériijl:*_l :_fér Three- and

vAm'va]. . . )
' Group Time: Introduce day’s act-nnt?es; story, music.
" Snack. . L b . .
1" Activity Time: Self-selected '_ftnnhes
B -FCleanup. L . e
£10:40-11:00 .‘ Small Gruup Activity. ) .
:00-11:40 . Outdoor Time. e e
‘11'40'-11'5'5 ' Grdup Time: Closing and recap of day.
11:55—12'00 - D;apéi'ture:‘thher belongings; tea :

. Arrival: Breakfast
. . weather permitting.
‘830 *'Board Bus for School.. )
" 3:00-4:15 Arrival: Snack available untﬂ 4 t
P - games availabl?.. ) ST
2 = Group meeting, discu.ﬁsnon.‘ o
. 4:30-6:00 - Self-selected indoor acti_vitles: Projects,
- - . homework, and so on.

, clubs, activity centers,”

CNAPTer 8 DLHCUUIIE 011U LUliuUIine s sy

2:45-3:30 Qutdoor Time. ‘ o
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The schedule may need to be
rearranged according to the weather. If
winters are severe, it would be difficult
to help the entire group get in and out
of full snow gear several times a day.
Think about your own part of the
country. What climatic conditions might
affect the schedule during different
seasons?

children need, and they soon learn the sequence of activities. Thus, you

can say to a child, “I know you are anxious for your mother to comé. Af-

f:er we finish cleaning up, we will go outside. Later, when we come back

inside, we will read a story, and then your mother will be here.” The

S:h.ild can relate to this temporal time frame because he 67 she is famil- ™~ §

iar with the schedule.
B The schedule should also allow for flexibility, rather than being

rigidly followed. There are many occasions when the set time framz

should be altered. For instance, if you find that the children are partic-

u.larly engrossed in activity time, extend that time and shorten a later

time block; the clock should not arbitrarily cut off involved play. Ifit has

been raining relentlessly for two weeks and today is a beautiful, sunny

f:'lay, plan to spend a large portion of the day outside so everyone ::a.n en-

joy the nice weather. Similarly, if, despite your best efforts, the children

are restless and uninterested in your group activity, shorten the time

rather than allowing a negative situation to develop. In other words

use cues from the children—and your judgment—to adapt the schedult;

if it will improve the flow of the day and better meet the needs of the

children. You might also ask the children what changes in the schedule

they would suggest. Their insights will surprise you!

Some large early childhood centers, because they have multiple
classes that share some common fabih‘ties,', establish a centerwide
schedule. Such a schedule makes flexibility of certain aspecfs of the day
more difficult, but still allows for some latitude. It may not be possible
to alier the time allocated for outside play when classes rotate the use
of the p%?yground, c;)r of meals if they share a common dining room; how-
ever, self-contained parts of the schedule, such as activi i
should be adapted as required. sctivity or group time,

In infant programs, there are multiple daily schedules. Each child
ha:s an individual schedule, set by his or her own needs and rhythms of
bea.ng awake and sleeping, eating, and elimination. Furthermore, as
children get older, their schedules change and they spend more t;me
alert, playing, exploring their environment, and interacting with peers
and nurturing adults. Teachers need to be very flexible, adjusting their
own time use to the needs of the children. Toddlers, however, begin to
establish a more predictable routine that resembles that of )the other '

wnapes v

children in the group. Nonetheless, flexibility is still very important be-
cause there will be many individual variations in schedule. Especially
important parts of the daily schedule for infants and toddlers are ar-

“Yival and départure times, those transitions between home and school

that should promote security and calm for the children as well as facil-
itate communication among adults (Wortham, 1994).

WHAT IS CURRICULUM?

Now that we have discussed the daily schedule, let’s turn to an exami-
nation of the curriculum, the content and substance of that schedule.
The term curriculum has a somewhat different connotation in early
childhood than in elementdry, secondary, or higher education. In these
- settings, curriculum often refers to a course of study on a specific topic,
suchasa cu:f;ic‘ﬂum in history, social studies, physics, reading, or any
other subject. Thus, students typically are in the midst of several cur-
ricula, whicﬁ are not necessarily connected to each other. In early child-
hood, curriculum tends to be viewed more holistically, and all aspects o
the program are integrated and related. In fact, in early childhood, even
the word curriculum is not used uniformly; for instance, some writers
replace it with the word program (Almy, 1975). B =
:* Most early childhood professionals today view curriculum as inte-
grally tied to a concern for dealing comprehensiyely with “the whole
child,” the child’s physical, social, cognitive, and emotional development
(Williams, 1987). The foundation for sound program development is
pased on research and theoretical knowledge that helps us understand
how children learn, what makes for a good learning environment, and
what curriculum material is suitable for young children.
. - A recent development in early childhood programming that con-
cerns many professionals is the proliferation of curricula and teaching

' materials aimed at accelerating young children’s development (Elkind,

. 1987h; Gallagher & Coche, 1987; Minuchin, 1987). Advertisements for
preschool programs as well as books, kits, and other teaching materials
promise parents brighter children, toddlers who read and do math, or
future Harvard graduates. : .

[ENPIGORY

Although the daily schedule should be
predictable, it also needs to remain
flexible. If, for instance, the children
seem unusually inattentive and restless
at group time, shorten it

curriculum~Overall master plan of
the early childhood program, reflecting
its philosophy, into which specific *
activities are fit

s SKEN TR OIN TR
Early chidhood prof Is view curi
‘Gealing with the “whole child,” nat focused on
anly one facet, such as intellectual development
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iwhich there i

plex learning are lost and children are leftbored h
and unmotivated:In other instances, curricu-' -

_ ed on the next year's expectations, -
and’ children are expected to learn inappropri-
ate content through inappropriate methods; for +
instance, large group instruction where children

mus@ sit still and listen to the teacher.

Cumculum, 16 be dévelopmentally appro-' -~
, must, incdrporate all areas of develop- -
broad range of content that is
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Many accelerated preschool curricula are based primarily on a
downward escalation of curriculum, presenting elementary school
tasks and methods to younger children (Bredekamp, as quoted in Shell,
1989). Elkind (1987b) warns that programs that teach reading, math,
lj’-ilet’ or gymnastics to very young children should be considered
1 iseducation” because they put children at risk for short- and long-
term stress and other problems. There is no research-based support for
such practices; on the contrary, research tells us that they tend to be
damaging. .

So, as you begin to think about an appropriate curriculum for
young children, where do you turn? It might be helpful to remember
that young children are eager, absorbent learners, curious and inter-
ested in learning as much about their world as possible. Children are
equipped with a drive to explore and discover, an urge to see and feel
and hear firsthand, and a thirst for new experiences in both physical
and social realms. This suggests that we do not have to force-feed chil-
dren what we think they should learn. Rather, we can plan a curricu-
Jum based on the faith that children’s innate interest in their world will
Jead them to appropriate learning, given a suitable Jearning environ-
ment and knowledgeable adult guidance.

Children’s Development and Curriculum

‘What you include in the curriculum must be directly related to the chil-
dren in your program. Curriculum that does not fit the comprebension
Jevel, abilities, needs, and interests of the children is meaningless. To
plan an appropriate program requires knowledge about the age group
of your class, about family characteristics and backgrounds, and about
the individual variations among the children in the class.

Tirst of all, a sound understanding of child development is essen-
tial to curriculum planning. A general comprehension of what four-
years-olds are like is basic to planning for a class of fouts. Not only does
such knowledge tell you what to expect of this age group in terms of
physical, cognitive, and social ability, but it also helps you understand
what interests four-year-olds often share. .

Furthermore, the more you know about the backgrounds of the
children, the more specifically you can plan curriculum to meet the
characteristics of the group. Any ethnic, ‘cultural, religious, or regional
factors unique to the group can be incorporated to enhance the cur-
riculum and to help children feel good about their uniqueness.

In addition, your ability to observe children and glean information
from your observations will help you in developing an appropriate cur-
riculum for the individuals in the class. Topics and activities must be
matched carefully to the general abilities of the children as a group, but
variations within the group and individual needs of children must be
recognized. If children with special needs are included in your class, it
is particularly important to ensure that your classroom provides an ap-
propriate program for them. .

One of the most valuable guides in developing curriculum is
NAEYC's Developmentally Appropriate Practice in Early Childhood
Programs Serving Children From Birth Through Age 8 (Bredekamp,

& Copple, 1997). This resource provides a philosophical rationale as

What are your memories of your earliest school
experiences? What kinds of activities were in-
volved? Can you glean from your recoliections
what type of eurriculun your preschol, child
care, kindergarten, or first-grade teacher might
have been following? .

children's development fevels, abilities, needs,
and interests and the curriculum, This invalves

ding child development principles and
knowing the characteristics of each individual
chifd in the group.

P -




Appropriate curriculum is based on the

children’s abilities and experiences. A

theme related to fruits and vegetables

can be reinforced through a lotto game

- in which children match and group food
items.

e R EYE B OIN T aRsires
One method of curriculum planning revalves -
around themes, which are usually determined
ahead of time by the teacher. Appropriate topics
for themes should be derived from the children's
life experiences, including the children them-
selves, their families, and the community.

* -curriculum, including learning about thémselves, their families, and the
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well as speciﬁc.and pragmatic information on appropriate and inap-
propn?te practices when working with young children. (See “A Closer
Look” in this chapter.)

Types of Curriculum

The early childhood curriculum is the result of both long-range and
short-term planning. Many programs start with a master plan that
covers a sizable period (a year, for instance), and is then filled in with
deta..lls for shorter segments of time. Such programs generally base
curfxculum on a series of themes. In other programs, the curriculum is
derived from the interests of the children; planning is generally more
spontaneous and flexible in such programs. Such a strategy is called
e?lerge-nf: curriculum, and includes the kind of program used in Reg-
gio Emilia (see Chapter 5) and in other project-based approaches (e.g.
Helm & Katz, 2001). In this section we will discuss both of these
widely-used approaches. ’

Themes

Many early childhood ;-)rogra.ms are based on a thematic a
0 : pproach. Usu-
ally, the teacher decides ahead of time on a series of themes that are rel-

evant to children, which, based on his or her best estimate, would engage

Fheir interest. Such themes can range from familiar topics such as fam-
ily, pets, and the grocery store, to more remote ones such as dinosaurs
and the night sky. Content of an appropriate early childheod curriculum
should be derived from the children’s life experiences, based on what is

- concrete, and tied to their emerging skills. Consider that young children

'h.ave been part of their physical and social world for only a very short
time. tl'hey have so much to learn about the people, places, objects, and
experiences in their environment. When you give careful consider;tion
to making the elements of the environment meaningful and under-
sta}ldable to children, you need not seek esoteric and unusual topics.

Children’s lives offer a rich set of topics on which to build a theme-based.'

larger community in which they live (Essa & Rogers, 1992).

B R o kg rr T
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Children As the Focus of Curriculum. The most crucial skills with
which young children can be armed to face the future are feelings of self-
worth and competence. Children are well equipped for success if they are
about their identities, feel good about themselves, and meet day-
[ tasksEnd challenges with a conviction that they can tackle almost
anything. The curriculum can foster such attributes by contributing to
children’s self-understanding and providing repeated reinforcement and
affirmation of their capabilities, individual uniqueness, and importance.

Self-understanding comes from learning more about "oneself—
one’s identity, uniqueness, body, feelings, physical and emotional needs,
Jikes and dislikes, skills and abilities, and self-care. Children enjoy
learning about themselves, so a focus on children as part of the cur-
riculum can and should take up a significant portion of time. It is im-
portant, however, {0 ensure that planned activities are age appropriate
so they contribute to both self-understanding and positive self-esteem.
Two-year-olds, for instance, are still absorbed in learning to label body
parts; thus, a!ctiv-lties that contribute to sharpening this language skill
are appropriate. Older preschoolers and school-aged children, however,
are more intérested in finer details. For examiple, they enjoy examining
hair follicles under a microscope or observing how the joints of a skele-
ton move in comparison to their own bodies. .

The Family As the Focus of Curriculum. The family is vitally rele-
vant to children and provides another rich basis for curriculum tep-
ics. We can help children build an understanding and appreciation of
the roles of the family, similarities among families, the uniqueness of
each family, different family forms, the tasks of families, and rela-
tionships among family members. Similarly, an examination of the
children’s family homes, means of transportation, food preferences,
celebrations, parental occupations, and patterns of communication
also provide appropriate curriculum topics. You might invite family
members to come into the classroom and share special knowledge
and talents. Or, children as well as teachers might bring photographs
of their families to share.. :

Themes that focus on the family contribute to children’s feelings
of self-esteern and pride. They can share information: about something

Having a sound understanding of child
development gives you the background
to plan developmentally appropriate
activities. )
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Follow-up activities help reinforce and
clarify concepts leamed on the field trip.
After a visit to the bakery, the children
are now kneading bread dough that will
be baked in the school kitchen. How
does such an activity reinforce what was

Cooperative formulating of lesson plans
ensures that all teachers are familiar
with the objectives and the activities
planned to meet these objectives.

learned at the bakery?

central to their lives, while at the same time expand their understand-
ing of the family life of the other children. While such learning
strengthens children’s emerging socialization, it also contributes to cog-
nitive development. Teachers help children make comparisons, note

- similarifiés and differences, organize informatiofi; and classify various
aspects of family structure. ’

The Community As the Focus of Curriculum. Children’s awareness of
their world can particularly be expanded through themes related to the
community. Young children have had experience with numerous as-
pects of their community, especially shopping, medical, and recre-
ational elements. The community and those who live and work in it can
certainly extend the walls of your program and offer a wealth of learn-
ing opportunities and curriculum material. '

From the community and the people who work in it, children can
learn about local forms of transportation; food growing, processing, and
distribution; health services, including the role of doctors, nurses, den-
tists, dental hygienists, health clinics, and hospitals; safety provisions
such as fire and police departments; communications facilities, including
radio and television stations, newspapers, telephone services, and li-
braries; and local recreational facilities, such as parks, zoos, and muse-
~urns. Children can visit an endless variety of appropriate places through
field trips. (In Chapter 14, we will discuss field trips in more detail.) In
addition, community professionals can be invited to visit your class and
share information and teols of their professions with the children.

You can help children begin to build an understanding of the com-
munity as a social system by focusing on the interrelatedness of the
people who live and work in your area. For instance, people are both
providers and consumers of goods and services; the dentist buys bread
that the baker produces, and the baker visits the dentist when he has
a cavity. . .

In addition, the larger physical environment of the area in which
you live provides a setting worth exploring with the children in your
class. Your approach will differ, depending on whether your community
is nestled in the mountains, by the ocean, or in the midst of rolling plains.
Most young children living in Kansas, for instance, will not have experi-

enced the ocean. It is difficult to convey what the ocean is like to some-
one who has never seen it, and this is particularly true for (.:hildren who
rely on concrete, firsthand experience. Therefore, it makes little sense to
plan a unit on “the ocean” when it is more than a thousand miles away.
Instead, focus on what jsnearby and real in the environment, on'what
children have some familiarity with and can actually experience.

DEVELOPING WR}ﬁEN PLANS
FOR THEME-BASED CURRICULUM

As we discussed earlier, curriculum can be viewed as a comprehensive
master plan. Once this larger curriculum is in pl‘ac_e, units that cover
shorter periods of time, daily lesson plans, and indlwdv:zal activities can
be developed to fit into the curriculum. We will examine ear:h of these
four elements and briefly discuss staff involvement in planning.

Planning the Overall Curriculum

The preceding discussions—that curriculum is based on enhancing the
total development of children, that it is founded on a good undfarstand-.
ing of children, and that it derives its content from children’s life expe-
riences—provide direction for curriculum planning. Ma.ny programs
develop a master plan that spans a typical cycle of time—in most in-
stances, this is a year—and defines some broad topics you wish to cover.
Putting together a curriculum master plan requires thoughtﬁﬂ'congld-
eration. It should provide a fiexible guide, which gives general direction
for the year but also allows for input from the children and personal-

* ization to reflect the character of the class and its individual children

and teachers as the year progresses.- .

One example of how to organize a master plan is the Self-Concept
Curriculum (Essa & Rogers, 1992), which covers four general areas, be-
ginning with the child, then moving on to home and fam'ily, sch'ool and
friends, and community and community helpers. In this cumcu‘lum,
each of these four areas is further broken down into eight topics—iden-
tity,' roles and relationships, environment, movement, safety, healtlfl,
food, and communication. Together, these four general areas and their

A
relatively long period of time, such as a year, wil
facilitate further planning.
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Units that revolve araund specific themes bring
the larger curriculum down to a manageable size
for planning and should follow a pragression
based on how children learn.

P
e

Dantal
Hygenin

From Essa, E. L., & Rogers, P. R. (1992). An early childhood éurriculum: From devels :
model to application. Clifton Park, NY: Delmar Learning. m developmental

eight subsections result in 32 curriculuin units (see Figure 8-5). The
Self-Concept Curriculum provides a logical progression of topics, which
moves from what is closest to the children, to increasingly wider circles
of thejr expanding environment.

Units

Units bring the broad curriculum outline down to a manageable size
and provide unifying themes around which activities are planned. A
unit can last any length of time, from a day or two to a month or more.
It may seem practical to make all units fit into a one-week framework,
but keep in mind that it should be the complexity, interest-value, ané
relevance of the topic to the children that dictate how much time is
spent on a unit. Furthermore, the length of units should be flexible so
you can spend more time if the topic intrigues the children or cut it
short if the children seem ready to move on. A brief outline of steps in
the development of 4 unit can be found in Figure 8-6.

Planning a unit should begin by carefully considering objectives.
What is it that you want the children to learn about the topic? What
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1. Identification of appropriate chjectives

2. Introduction of the new theme through review of familiar aspects of the topic

3. Introductiont of new information: ' . k

" First concretely, such as through a field trip .
‘o Activities that recall the new experience, such as drawing pictures, dictating

stories . .

o Creative repr ions of the new e:
play, blocks

Summaxry and evaluation

'y sucix as through art, d.raﬁ:aﬁc

~

concept, skills, and information can this unit convey? Most important,
are these relevant, age-appropriate, and of interest to the children, and
will the children enjoy them? Children have to be the starting point for
planning. For instance, if you are planning a unit on bread, you might

* want the children to learn that

% bread is baked at the bakery.
the baker is the person who bakes bread.
| .
many loaves of bread are baked at the bakery (mass production).

R

bread is made up of many ingredients.

bread is taken by trucks to grocery stores, where it is sold to peo-
ple such as those in the children’s families.

A unit should begin with an introduction through which the
theme is initially presented. The length of time spent on the introduc-
tory component will depend on the length of the unit and on how new
the topic is to'the children. Often, the introduction takes place during
a large group 'discussion time. ) .

Tntroductory components will generally focus on a review of the
children’s familiarity with the subject or closely related areas and will
allow for evaluation of what the children already know about the topic.
Thus, if you plan a unit on the topic “bread,” you can discuss, for in-
stance, types of bread with which the children are familiar, the food
group in which bread belongs (assuming you have already spent time
discussing nutrition and the basic food groups), the process of balking
(for those children who have helped their parents make bread), and the
different ways in which bread is used in meals.

Once the topic is introduced, new ideas or information can be pre-
sented logically and sequentially. New material should always be pre-

% %

- sented first in a concrete manner. This often takes the form of a field

trip, but concrete experiences can be brought into the classroom
through objects or guests. In the case of the bakery unit, you may want
to plan a field trip to the local bakery at the beginning of the unit so the
children can see how bread is made; however, some in-class experiences
with bread baking can be a wonderful preparation for a trip to the bak-
ery. In either case, it cannot be emphasized enough that any new con-
cept should begin with the concrete, with firsthand experience.
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lesson plans—The working
documents from which the daily -
program is run, specifying directions
for activities. N

R KEVR P O INTT R

Daily lesson plans, by specifying activities and
objestives, provide the warking documents from
which the program is run.

emergent curriculum—An alter-
native to theme-based cursiculum
where topics are developed based on
the interests of the children.

project approach—Curriculum
which expands children'’s learning
through in-depth exploration of topics
that are of interest to the children and
teachers.

Once children have had a chance to observe and learn through
firsthand experience, they can begin to assimilate this information
through subsequent activities. After the field trip, children should have
opportunities to factually represent what they observed by talking
about and dictating accounts of the visit to the bakery, drawing pictures
of what they saw on the field trip, kneading bread dough, and otherwise
recalling and replicating their visit. This factual recounting allows chil-
dren to fix the experience in their minds.

Children can begin to use new information in creative ways once
it has been integrated into their existing memory and experiential -
store. They can play with the information through such activities as
art, dramatic play, puppets, or blocks. This element of the unit offers
a wide variety of possibilities that children can approach in their
unique ways.

Finally, a unit is ended through a summarizing component. Chil-

dren and the teacher review the major features of the unit and what 1=

was learned. The teacher can also engage in a final evaluation of how 1
well the children have met the objectives.

Lesson Plans : s — e e s

Daily lesson plans provide the working documents from which a pro-
gram is run. A lesson plan is fitted into the structure set by the sched-
ule, as discussed earlier. At a minimum, the lesson plan describes each
activity planned for that day, objectives for activities, and the time
frame within which they are carried out. In addition, it can give infor-
mation about which teacher will be in charge of the activity, in what
part of the classroom each activity is to be carried out, and what mate-
rials are needed. Lesson plans can take many forms, but they should be
complete enough so that any teacher can pick one up and know for any
given day what activities are planned and why they are planned.

Activities '
The smaliest element of curriculum planning is the activity, the actual
play in which the children will be involved. It is important to be aware
of the objectives of a given activity as well as to think through how the
activity will be carried out so that the children will gain the knowledge
and skills you would like them to acquire.

EMERGENT CURRICULUM

Over the past two decades, considerable attention has been focused on
the programs of Reggio-Emilia in northern Italy (see Chapter 5). Many
American schools have, in turn, adapted the lessons learned from the
Reggio approach to their own programs. This alternative approach to
more traditional theme-based curriculum is often called emergent
curriculum because it emerges out of the interests of the children. In
addition, American educators have refocused attention on the project
approach, which dates back several decades (Helm & Katz, 2001), and
shares many of the features that make Reggio Emilia’s programs
unique. The project approach, like Reggio Emilia programs, expand
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children’s and teachers’ learning through in-depth exploration of topics
of interest to children and teachers.

There are a number of integral components of emergent cur-
riculum, particularly relevant to the programs of Reggio Emilia.
Among these are the image of the child, the environment, the projects
that make up the emergent “curriculum,” and documentation (Gan-
dini, 1997). We will examine these elements of emergent curriculum
in this section. :

Image of the Child

One of the most basic principles of the programs of Reggio Emilia is the
importance of viewing children as competent and strong rather than as
needy and weak. “All children have preparedness, potential, curiosity,
and interest in engaging in social interaction, establishing relation-
ships, constructing their learning, and negotiating with everything the
environment brings to them” (Gandini, 1997, pp. 16-17). This image of
children ensures that teachers’ expectations and interactions are
highly appropriate. Recognizing their abilities, adults respect and én-

_courage children’s ideas and thoughts and use these as the basis for

curriculum. Teachers learn fFomi children by carefully observing and
listening to them. This sense of co-learning places children and teach-
ers on an equal plane. Children are strong and competent, with a desire
to experience their world and communicate with others, right from
birth (Rinaldi, 2001).- - -

The Environment

Children deserve, and require, a thoughtfully planned, beautiful en-
vironment, what Lella Gandini (1993) calls an “amiable school”
(p. 6). The envirenment sends the message that each classroom is a
place where children and adults are “engaged together in the plea-
sure of learning” (Gandini, 1997, p. 18); thus, the environment is con-
sidered the “third teacher” (Saltz, 1997). The environment is very
carefully arranged to be welcoming -and aesthetically pleasing.
Light, texture, color, and form all are carefully used to extend and

expand learning (Ceppi & Zinni, 1998) Furthermore, the environ-

ment is arranged to respect children’s innate curiosity, drive to ex-
plore, and need to interact. .

One of the most unique aspects of Reggio Emilia environments is
the inclusion of an art studio (atelier) as part of each school. This space
includes a wealth of resource materials and media through which the
children can express their learning. Art is considered an integral part
of symbolic learning, a way for children to construct their ideas (Hen-
drick, 1997). In the atelier, children are encouraged to draw or sculpt
what they have been thinking about as a way explaining and clarifying

 their thinking process. Anyone who has seen the Reggio Emilia exhibit,
“The Hundred Languages of Children,” which has been touring the
United States for several years, marvels at the beauty and sophistica-
tion of the artwork of Reggio Emilia’s children. However their art comes
out of careful observation and thoughtful reflection about the topics
and issues they are working on. ' :

(o

An alterative to traditional, teacher

icufum planning is
which is based on in-depth expluration of topics
of interest to children and teachers. The center-
piece of such a curriculum is long-range
projects, which engage children’s interest and
enjoyment of learning and flexibly follaw the
interests that emerge out of the children’s and
teachers' investigations.
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documeéntation—Keeping a careful
record of the children’s involvernent in
projects, using photographs, samples
of children’s work, and a record of
their words, and arranging these in an
aesthetic and informative manner to
illustrate the process of leamning.

The Emergent “Curriculum”: Projects

Much of what goes on in classrooms that use an emergent approach is
similar to the types of activities that take place in any high-quality early
childhood program. Children engage in a wide range of self-selected ap-
propriate activities such as with blocks, manipulatives, art materials,
dramatic play props, books, and other materials. They interact with each
other and with adults in a variety of meaningful ways. It is in the emer-
gence of cwrriculum, however, that such programs differ from other,
more traditional programs.

Ideas for curriculum content come from observation of children’s
interests and activities, not from what the teachers think the children
should learn (Curtis & Carter, 1996). One of the hallmarks of the emer-
gent approach is that teachers truly listen to and reflect on what the
children convey. Teachers meet with small groups of children and en-
gage in serious dialogue about things that are important to the children
(Cadwell & Fyfe, 1997). Through open-ended questions, teachers can
gain great insights into what matters to them. Such discussions are fre-
quent and ongoing. Children are encouraged to ask questions to which
they find answers through their own exploration and investigation

 (Helm & Katz, 2001).

There are numerous examples of how children’s ideas are converted
into curriculum. One classic example comes from'Reggio Emilia, follow-
ing a suggestion by the children that the birds in their school’s yard
would appreciate an amusement park. This idea has been documented in
a video, “An Amusement Park for the Birds” (Forman & Gandini, 1994),
which follows the project from its initial mention to its culmination four
months later. Continued discussion and observation by the teachers
shaped the activities of this project to keep the interests and enthusiasm
of the children in focus. Projects on themes and ideas initiated by the chil-
dren and furthered by the teachers make up the heart of the curriculum
in an emergent approach. '

. 1

Documentation . ] -
One othér aspect of emergent programs, especially in Reggio Emilia, is
the careful documentation of the children’s work. Documentation in-

volves keeping a careful record of the children’s learning process in car- ’

rying out projects. Documentation can take the form of photographs,
transcriptions of audio tapes of the children’s discussions, samples of
their work, teacher’s reflections on the learning process, and other vi-
sual evidence. Typically, documentation shows the progress of a project
through several stages. Documentation should illustrate how the chil-
dren began, carried out, and culminated a project (Katz & Chard, 1997).
Documentation is carefully arranged to be aesthetically pleasing as
well as informative and is displayed in a prominent place in the school.

Documentation serves several purposes. Children, teachers, par-
ents, and the public can be informed through documentation (Forman
& Fyfe, 1998). Children gain greater depth of understanding of the con-
cepts they.are exploring by revisiting the record or documentation of
their work. Teachers, through examining and revisiting the learning
process shown in the documentation, can extend children’s learning by
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planning follow-up activities that represent a logical next step. Docu-~
mentation also helps parents see in much clearer detail what their chil-
dren are learning and gives parents the opportunity to expand that
learning; they see not just the end product but the process involved. Fi-
nally, thePubHc can be informed about the abilities and learning pro-
cess of children, making the school an integral part of the larger soci-
ety (Rinaldi, 1998).

Final Thoughts on Emergent Curriculum

Emergent curriculum provides an alternative to more traditional cur-
riculum. It is based on a strong belief in children’s abilities and
strength, and is implemented in a carefully and beautifully arranged
environment. Teachers are co-learners in an emergent classroom,
learning from the children through attentive observation and thought-
ful dialogue. Projects on wide-ranging topics of interest to the children
engage their ideas and zest for learning. The progress of projects isflex-
ible and leisurely, as children explore and teachers provide additional
resources based on their observations. Finally, teachers organize mate-
rials they collect about each project into some form of documentation,
which serves to help children, téachers, parents, and eved the latger
community revisit and learn more about the process of learning. Per-
haps the most relevant aspect of this curriculum is that it requires
teachers to let go of control; to have faith in children and in their own
abilities to develop experiences that are rich and powerful.

PARENT INVOLVEMENT IN THE CURRICULUM

The curriculum should reflect the backgrounds, needs, and interests of
the children. One excellent resource, as you plan curriculum for your
group of children, is their parents. Frequent parent-teacher cornmuni-
cation and an open policy that conveys the school’s emphasis on the im-
portance of the family can encourage parents to be part of the early
childhood program. N ’

Parents’ expertise and input can greatly enhance the early child-

hood program. Parents can provide information about special family, -

cultural, religious, or ethnic customs, celebrations, foods, or dress. They
can visit the classroom to share occupational information or special
skills. A parent who makes pottery, weaves baskets, plays an instru-
ment, or knows origami will contribute a fascinating element to the
classroom. N

Some parents may be particularly interested in the direction and
content of the curriculum and may want to offer suggestions or ideas.
These should be welcomed and incorporated into the program, as ap-

propriate. If, however, the values of a parent seem to be at odds with the-

program’s philosophy, the teacher of director ought to convey that, al-
though she or he respects the parent’s views, the school has its own ap-
proach founded on child development principles and research. As a last
resort, a parent who disagrees with the program'’s direction has the op-
tion of placing the child in another s¢hool if the parent is unhappy with
the program. ’ S .

lows an emergent, projeci-based curriculum, ob-
serve this schoal to look for elements of such
programs, as discussed in this section. Do you
see evidence of child-centered activities, urﬁjenis,
documentation, and a carefully arranged, aes-
thetic environment reflective of the children and
teachers?

curriculum; parents are alse a source of suppert
and resaurces for the curriculum.
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1. Look at the common components of the daily schedule in an early
childhood program. .

9. Examine some guidelines for setting an effective schedule.

3. Whether a program operates full-day or part-day will have an im-
pact on the schedule and what it includes.

4. The schedule should be consistent and predictable, but also flexi-
ble when needed.

5. Consideration of curriculum includes both definition and exami-
nation of its elements. . .

A. Curriculum needs to be directly related to the development of
the children in the program.

B. Curriculum must include relevant content to be appropriate.

6. Consider the development of written plans, including the overall
curriculum, units, daily lesson plans, and activities.

7. Emergent curriculum provides an alternative to theme-based
curriculum, and is based more on the teacher’s observations of
what interests the children.

A. The philosophy of emergent programs, such as those of Reggio
Emilia, views children as capable and strong.

B. Projects based on children’s interests are the basis of curricu-
lumn planning in emergent programs.

C. Projects often are carried out over a long period of time—
weeks, even months—as children and teachers engage in in-
depth exploration of a topic of interest.

D. Children’s learning is carefully documented to show the pro-
cess, not just end products. .

activity time large groué time
curriculum lesson plans
documentation project approaf:h K
emergent curriculum .
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1. Visit an eariy ;:hildhood program and look at its daily schedule.

What elements are included? Does the schedule seem develop-
mentally appropriate by taking into account the needs of the chil-
dren? Does it provide the kind of balance discussed in this chapter?
Would you change anything in this schedule? Why or why not?

2. Consider the issue of child-initiated vs. teacher-initiated activity.
Do you agree with the author that there should be ample time for

\M sttt assiebil
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children to make decisions and exercise independence or do you
think more teacher control is important? Note that not everyone
agrees on this question. Discuss this question with others in your
class and consider both sides of the issue.

3. You probably know children like Rita who spend most of their da% : -
in a child care center. How are the needs of these children met? :
How do they differ from a child like David? In what ways can the
schedule take the children’s needs into consideration?

4. What are your memories of your earliest school experiences?
What kinds of activities were involved? Can you glean from your
recollections what type of curriculum your preschool, child care,
kindergarten, or first-grade teacher might have been following?

5. If there is a school in your community that follows an emergent,
project-based curriculum, observe this schaol to look for elements
of such programs, as discussed in this section. Do you see evidence
of child-centered activities, projects, documentation, and a care-
fully arranged, aesthetic environment reflective of the children

¢+ and teachers?

Select additional bools, articles, and Web sites on topics discussed in
Chapter 8., .

Bredekamp, S., & Copple, C. E. (1997). Developmentally appropriate
practice in early childhood programs serving children from birth
through age 8. Washington, DC: NAEYC.

Fraser, S., & Gestwicld, C. (1999). Authentic childhood: Exploring
Reggio Emilia in the classroom. Clifton Park NY: Delmar Learning.

Helm, J. H., & Katz, L. (2001). Young investigators: The project
approach in the early years. New York: Teachers College Press.

Reggio Emilia Programs:
hitp:/ferww.ericeece.org/reggio. html
Teaching Strategies, Inc.:
http:/fwww.teachingstrategies.com .
NAEYC’s Guidelines for Appropriate Curriculum Content for
Children Ages 3-8: | A
http://www.naeyc.org/resources/position_statements/pscuras.htm

For additional early childhood education resources, visit our Web site at
http:/Iwww.earlychﬂ&ed.délmar.com '










