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Three hypotheses concerning the problems of

disadvantaged children developed aur;ng the 1960s: (1). they are
deprived; (2) they are deficient in certain skills and knowledge; and
(3) they are not so much deprived or deficient as they are different,
with strengths that should be respected and maximized. These
hypotheses provide a background for four gquestions concerning early
childhood education: (1) What kinds of goals make sense? Are we
committed to academic goals, which involve fulfilling requirements
and getting good scores, or intellectual goals, which involve inquiry
and experimentation? (2) What do we have to do to accemplish these
goals? Dgen classrooms, in which students pursue their own interests
and acquire skills -as tools with which to study their environment,
are recommended. Behavior modification techniques should be used only
with knowledge of the reasons for the behaviors esxhibited. (3) What
qualities of teachers are needed to realize these goals? To be -
-effective, teachers must be both warm and strong. (4#) What
administrative qualities must exist to meet these g@alg? The
qualities of the admlnlstrat1cn=-1eader5h1p style,
friction/supportiveness--are reflected in 1nteract1gn between
teachers and students. (KM)




ED 073820

FILMED FRDM BEST AVAILAELE CC)PY

U. S, DEPARTMENT o HEALTH, EDUCATION & WELFARE
OFFICE OF EpucaTiON

THIS DocuMENT HAS BEEN FREPRD DHC'ED EU‘LTLY AS RECEIVED FROM THE
LT, POINTS OF VIEW OR OFINIDNS
i1 GFFICIAL OFFICE OF EDUCATION

PERZON R OPGANIZAT |
STATED po Nor NECESs:
POSITICN OR POLICY.

0

FDGR QUESTIONS ON EARLY CHILDHOOD EDUCATION

ERIC Clearinghouse on
Early Childhood Education
805 W. Pennsylvania Avenue
Urbana, Tllinois 61801




2 presented at the Conference on Readinp and Larly Childhood,

ased on a speech F
) . io. Suppcrted~1n part by a
E

m:
:1

Title I, ESEA September, 1970, Columbus, Ohi
gontract with the U.u. Office of Eduaaglan, Contract OF -2623 (519),
Project Ko. 0-0288,

o
L]
\|\
\I‘

Published in Child Study Journal, Vol. 1, Ho. 2, Winter 1970/71, pp. 43=51,

r was produced pursuant- to a contract with the Office of qu;atlan,

c

This pape
.5, De p, rtment of liealth, Education and"Welfare. Contractors undertaking
such projects under Gavernment spangﬁrshlp are-encouraged to express freely

rthE;P p fesg;anal judPﬁEﬂt. PD;ELS af v1ew or aplnlans stated do n@t




[

Introduction

During the 1950's the main focus of educational effort in the United

States was the improvement of the quality of education. After the launching

of sputnik we had the National Defense Education Act; we began to iatroduce
new math and Scieniercurricula into schools and began the instruction of
foreign languages even in the elementary grades.

In the 1960's we turned our attention to a far more serious préglemj
equality of education, and we are a long wav from a solution to that
problem. The major thrust in education for the 1970's appears to he econony ,
and it'may take us until the 1980's to realize that economy will undo the
very slender gains we have just begun to make in both the quality and equality
of education.

In the 1960's, when early childhood education got ité big push, we
had some favérite hypotheses concerning the problems of disadvantaged
éhildren- -I refer to them as thé three "D's.”" The first hypothesis was
that the children of the poor--of all ethnic groups--were deprived. What
we did then was to develop all sorts of early thid%@gé progfams designed
to provide enrichment. We then had the second ”ﬁ,” the deficiency hypothesis,
which ex?lainéd the prablemsxaf poor children in terms of specific skill
aﬁi knowledge deficiencies for which instructianalrprograms were developed.

"By now we are well into the period.of the third 'D": that children

of the poor are not so much deprived or deficient as tﬁey are different.
They have strengths of their own which are to be respected and maximized,
énd'pr@grams are designed to build on these Strengths and to expose tﬁe
child to the mainstream of America. It is my impression that all three

“hypotheses are valid ‘to some extent. With these observations as. background,

ffwould‘liké*ta raise fuﬁr'questiénsQ”




The Problem of Goals

The first impertant question is: What kinds of goals make sense? I

would like to suggest a distinction between academic goals and intellectual

goals. Academic goals have to do with achievement, getting good scores on

tests, learning the role of pupil. At the university level they mean

completing the right number of units, fulfilling the requirements, and

.- ™
obtaining degrees. Academic goals have no enduring value; they are tied

to the institutional aspects of education. On the other hand, intellectual

"goals have to do with being an inquirer, an expérimenter; an explorer, a

quégtiéﬁiasker, The intellectual goal is to acquire the role of léarner
rather than of pupil. There are differences in m@tivatiaﬁal emphases
associated with these goals also. Pragrams which have academic gaal% are
concerned with motivation to achieve; programs with intellectual goals focus
on motivaﬁign to learn. |

This distinctian between the academic and intellectual goals may seem
like a fine distinction, but it represents .a major schism in tﬁe field of
early education. Most of us wupon serious thought realize that we are
basi cally :ammltted to 1ntellectL 1 goalsi but we allow the s:ademlc goals
to become ends in themselves--often in ways that %tultlfy intellégtual
growth.

'Eéucatars do not really make decisions about gaals In a country like
ours, where eduzatlan is a publlz respcns;blllty, the goals of Educatlan are
dEClded upon by "saclety," at least, by the most vocal segments of that

sacletyi In order for'educatars to have a voice in setting goals for the

education of children, we must do a great deal more to inspire public con-

fi&enze in?us.

Anather aspect Df the problem of gaals is that éarly thldhaod

educatlan has been oversold. .Wévhave exa g : Hﬁ the pgwer of early

Il



experiences to determine and to predict later development. This is
difficult to admit when vou are a specialist in early education! But
wve simply cannot be certain that we can teach a child something at the
age of 3 or 4 years that will lést him all his life. In the same way,
we know that a pregnant woman nceds a good diet for the new organism

to be healthy. But this prenatal care does not mean that the child

.can't get rickets when he's 4 or 6 years old. He needs optimum nutrition
) i

all through his growth, all through the crucial years of dévelmpmeﬁt.
There is no way to give children experiences in the preschool period which
will protect them from all later catastrophes, The converse of this
position is also true: if you meet a child at the age of 10 whose dgvelcn=
ment is not going well, vau can still help him and set his growth off to-
a better course. !Develcpment is not as irreversible as we had once
Eéligvgd. You cannot really predict from-early experlence much dbout what
a chlld will be like later unless the child's %ﬁViTGnﬂéﬂt; particularly
lnterperscnal-EHVlrenment; stays the same. I am suggestlng that ea 1y7
education is very important, but it is not more important than all later
édu;ati;n.

Returning to the interpersonal environment, the most continuous and
constant impacﬁ upcn a child's environment is made by_pa%ents. They Eave
a.waf of staying around and hammering awéy at the same old things! Parents

do have long-range impacts on their children, so it seems to me that one of

- 3 N

-our gmals has ‘to be to. lﬂSPlIE a parent to have confldence in his chlld

The deep-down' confidence a patent has in the future Df his chlld will carry
him a long way. First grade reading methods will not!  Remember that we
mu5t d%an5;rate to parents that the;r chlldren have a chance to succeed

in coping with-life. I cannot imagi ne anything more dishearteniﬁg than an

&




expectation of hopelessness and failure for one's own child. If we can do

something substantive to increase parents' confidence in their children's

future, we will have done a great deal for their children.

- The Qual1t1cs of Programs

hen we have agreed upon which gaais make sense, then we can take up
the next question: What do webhave to do to make these things happnen? I
would like to explore this question briefly in terms of qualitieséaf nrograms
The classroom augﬁt to be aﬁ open one. Let me add quickly that open

A magnificent example of this is what is happening

does not mean empty.
in aﬁ@ut 30% of the Infant [5—7 vears old) Schools in England. Very

exciting thlngs are going on in these classes--e even in very old buildings,
with ;ittle modern equipment or materials. These ;lassr@cﬁs are open in

the sense that children mav pursue their own spontaneous interests, but they
. a4re not oper in terms of standards. The children areéenz@urage? and expected

. , . . l-
to explore their own interests with great care. Attention is glven to

accuracy, to detail, tD‘aesthEtlc form, with the tharoughness appraprlaté
to their égési Children are expected to do whatever interests them, but
to do so extremely well. The :hiiﬁren certainly seem to get great satis-
faction from théir work, and they wgfk very hafdn

I% these open ClaSSTGQms reading, writing, and mathematics”aré.acquiradr

by children as tools with which to study their eﬁviranment@, They do not use

the env;ranment for the purpase of studylng reading qnd mathematlcs ThlS

is a subtle but Slgﬁlflcant dlstlnctlon in approaches to early education.

{
i Anather leﬂt concerns tha dlstlnctlan betwatﬂ chlldren hav1ng fun

Versus getting satisfac;ian. We must organize classroom environments so

that young children can get satisfaction from hard work, "from problem solving,




A

exploring, inquiring, constructing,and thinking. 1 am not against fun! But
in ear%y childhood education we seem to have exaggerated the role of fuﬁ
(and ecstagy]“iﬁ the child's experience. Teachers and dESigﬂéfS’Df gvery
type of curriculum model say, 'fhe children are having a ball." T am sus-
picious of that kind of evaluation. We cheat voung children when we fail

to engage them with us in the solid aﬁélsatiSfying‘pTD;ESSES of czreating,
constructing, problem-posing, and problem-solving. This qualitative dis-

tinction seems very striking to me when ﬁ?éEIViﬂg the modern Infant Schools

‘in Britain. Educators must always be careful not to confuse. enthusiasm

with learning!
We are experiencing great pressure in early education to use what we

call reinforcement or behavior modification techniques. One of the most

important facts about reinfarcing techniqueszis that they '"work." Because
théy "work," thu¢ question of éoals beéames very important. Most of us who
are veteran'eafly childhood educators find this approach to early education
distasteful; we prefer a dvnamic view of behavior ahd develcpmént; ~How-
ever; just because we talk about the dynamics of development does not _mean

that we are not, in fact, reinforcing, extinguishing, and shaping behavior!

Is it really more virtuous to reinforce behavior without identifying or

specifying which behaviors they“are? What is of greater concern to me is -

that these powerful techniques “for Shapiﬂg the behaviors of young children

are used without sufficient consideration for the meaning of behavior.

Le:ié take as an example the disruptive cﬁild. If there are three childrén,A*

—Gall being disruptive, you might find three different meanings for these

behaviors., Oné child might behave this way because he has been reinforced

for this behavior in the past. Another child, engaging in the same behavior
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might he éxﬁregsing an emotional injury of some kind--anxieties or Eears-he
is trying to cope with. Another child, showing the same bchavior, might
simply lack knowledge or skill for an alternative way of behaving: no one
has sacializ%d_him tgwafﬁ%a more appropriate behavior for the situation.

Now for these three aifferent genotypes; i.e., different genesis: of
the same behavior, different treatments are necded. Only for the first
tvpe 1s hghaviar modification a Suitahlé‘téaching method. The undesirable
behavior can be.extihguished; For the second genotype--an émat}onal
injury--behavior madificatiaﬁ will "werk," the behavior will go, but thé
injury will still be thérég a new manifestation will appear, and the,injurf
will take its toll another way. For this child, a cathartic expeiience is
needed; a chance to express his fears or anxieties while he -acquires new
skills. . For the third genotype, inadequate socialization, the child needs
.a teacher; straightf@fwardrguidance in how to solve the problem at hand more
effectngiy_ He does not need operant conditioning, he simnly needs séme
téachingg After all, this is what teaching is about: helping the learner,
at whatever age or St%gej in such a way that he can solve the problems he

meels when you are not there! -

IE?,QQ?litiﬁsfﬁf Teacher

Aﬂ@ther:quesﬁibn I want to raise is: What qualities of teachers are needed
to realize the g@éls we haveé' In early eéucitiaﬁ we have four rale.mmdelsg
In the past, a majaf;mne was the matgrﬁal'médeliéthe teacher who kept
¢hiidren safé,rcamfért351e, happy and perhaps amused,-and generally sub-
stitu£ed'fér“the ﬁothefi” Thisrm@dei ﬁés ﬁot‘sﬁffigienﬁiy_sﬁimuiéﬁing f@r
children. ﬁe have aléa'had a therapeutic model, emphasizing thldreﬁ's
needs for expression and understaﬁding; Wé now seeﬁ‘tc Haverardivisi§n

between two other role models: ‘the instructional and facilitator models. .

A v ex: rovidea by €



The instructional model is the traditional approach to teaching as
information giver, task setter, and skill-drill supervisor.

The teacher of the open classroom probably exemplifies a little of

of learning. She has the responsibility of alerting the child to those
events and phenomena in his environment which are potentially inmstructive,
interesting, and worth knowing about. 'She also makes demands and sets

expectations for children concerning how thev address their energies to these

_exacting seems to be very difficult for our teachers to grasp,
it seems to me that téa:hérs'must exemplify all those qualities which
they wish to stimulate ingghildren;’ This sounds like a'clichéjrbut is
nevertheless important. Wherever I go, I ask teachers what they want to
have happen to the children they work with. Invariably they give me  four
goals: (1) they want children to love learning; (2) they want children to
have a positive self-image; (3) they want children to realize their full
pétéﬁtials; (4) they want children to learn to get along with others.
| [f this is what we, as teachers, want for our children, then we must
exemplify these qualitiesi Scrﬁe might ask ourselves: Do we really love
learning? How does this show? How muchflearning (or :haﬂgiﬁg) do we do?
:HQQ hard do we seek knawlaége? Héw curious are we? Do we find the
universe interesting?
if'wérwéﬁt cﬁildrehitcrhéverﬁositive séifsimagesg it may help for us

- to have them too. This-is hard nowadays. Teachers are easy targets, and

with our recent publicity under the heading Murder iﬁithQLSGhGDIiGDm,

" Death at an Early Age, Why Children Fail, etc., we are unlikely to feel

very positive about ourselves or our work.
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Teachers must be able to combine two important personal ‘qualities in
order to realize their goals. They must be both warm and strong in their
relations with children. One of these qualities alone will nat.help children
to learn. To be loving and kind is not enough for a child to grow on.
Children can only grow on the love of someone they can look up to, and they
cannot look up to someone they can walk over. The young child needs a
tea:hef who is caring, warm, and sensitive, but who can as well make demands
upon him. Do not make demands upon children you do not eare for, because
that is tyranny_ and tyranﬁy is not good for children.

The Qualities of the System

The last .question I Qant to raise is: Whaf qualities of the system
or a@miniétration have to exist in order to make our goals Happen? I think
it éaﬁhbe Suppérted from research: that the leadership stvle of the admini- )
strator (supervisor, project cgardinatcr; or sﬁpgrintEﬁdent) can be seen
quite precisely by-@bse:ving how teachers interact with their children and
their colleagues. If an administrator doesn't like the way a teacher is
‘relating to her colleagues ‘or her children, he should ask himself if this
is not an extension of his own leadership style! There may be more transfer
than we wiéh to admit. | | | 7

Another factor of imPBrtfnce.ﬁéfe,iS a dimension called administrative

Smaathnésssversusﬂfrigtion. In many schools a great deéi of time and énargy
is lost in squabbling, iﬁ-fighting, and petty arguments. This ééems especially
true of programs which must suffer the uncertainties of year-to-year funding.
If it is true tﬁat there is cDﬁtinpity in the fricfi@n generated at
_uppef admiﬂistrétive levels all the way down to the young children, then
they are the p@wer;ess:victims of aﬁﬁlt frustration. The ?mint is that

the children cannot put a stop to this. Adults have to break the flow of
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bitterness and friction. Where there is administrative friction, the parties
involved must rise above it and get to work on behalf of the v@ung cheld

wvho depends entirely upDn adults to provide experiences to grow on. 1 might
add here that the reversa sequence is also true: when you see successful

and productive relations between teachers and children, you can in?afiably
find administrativé support and smoothness. After -all, an administrator

is VEfyrimpartant; when his wcrk is good, he makes it possible for the
really important things to happen!

It mayv help those who have direct responsibility for teachers to think
of teachers as having at least~féurldevelépmentai stagési Fer the first
stage, that of the new teacher, the main task is to find out whether she
can survive, whether she can manage the classroom without majof catastr@pﬁeé.
At this stage she needs direcf support, guidance, and encouragement in
context. In stage two, perhaps a year or more later when sh: feels sure
she can;manage and has éeen accepted by her colleagues, shé begiﬁs to
ask questions ahout individuallprablem children; %hg wants to know if her
children are.learning a;d wants help with those questions. 'Thefé is hope-
fully a third stage, perhaps by 5 years, when she feels tiredjaf doing theT'
same old things and wants to know about new ideas, new developménts in
'téghntiES} materials,and curriculum in general. At this stage she needs
Dppﬁitunitiéé-tﬂhattEﬂ& wérksho?S‘aﬁd‘cénferencés and exchange ideas with
Dthefsi At maturlty, SQmE ‘time after 5 ‘yeérsj teachers bécame‘inté?§5ted‘
in the;r phllDSDDhlEal and hlStQIlEélVIOQtS.V éig quéstiénsmégéﬁf7t£érné£uré'"
of chlldhamé and learning are raised. Fram thlS brlef Dutllna Df stagesgv
you can see that our tradltlcnal teacher tralnlﬂg :urrlcu1a are upside- dowa

if net 1rrelevgnt




I réally béieye'that_mégt teacﬁers want to do well, want to help

: éhiiérEﬁ,;waﬁt'ta sgééeed; wéﬁt»tc enjov anﬂ Ee p:gﬁdraf their work.
_Whatever part administrators can p;gy in sﬁppariing and strengthening their
” effort5 will ultimétely help the children who ﬁepend so. totally .upon us,
Summary |

g gséh@éls are Bétté? now than they have ever Eéen;'but.they are still =
'; ﬁnQErtﬁy of our ihildrenirrTthé is much‘ta-be”dcnéf Let ué)nat ﬂ§febd
‘agr failures; ﬁqr drain our energy by placing blame.’ Tﬁislis what I call

the "Blame Drain''! Let's do our own jobs well and reach out for an. alliance

with those who work on other aspects of the total context of education,

remembering at all times to keep our eyes on the children!
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