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My hope in this paper is to share some ideas about the fundamentals
of teaching as they apply' to the educatfon of teachers’for early child-
hood programs. I'd like to characterize these ideas in terms of
lA’pr'in'ciplesx‘” . You may be more comfortable calling-them ”organizing :
ideas! or ""]probability statements," "boldr(or timid) assertions;”
"fundamentals" or "presuppositions." In any case, I have acqudred
the habit of calling ‘then “prineiples”i i.e. propositions which,
although not always true seem sufficientiy generﬁi to be useful for :

4

organizing information, making plans, evaluating and experimenting

fwith diverse aspects of teaching. Although;the'princiﬁfes are'ennumerated

as a sequence of four, I see them as interrelated in meaning, and

intersecting in their referents. 5 -
I. The Principle of Congruity

The first principle,ito which the other four arefrelated, is

that the way we teach teachers should be congruent invmanzibasic aspects -

but not all - with the way we want them to teach children. -At first

glance thls pr1nc1p1e seems to be a. restatement of  the trulsm, "Practice

‘what you preach‘” But the pr1nc1p1e of congruity is offered not JUSt

in order to safeguard ourselves aga1nst belng found hypocr1t1ca1 The

-

principle's usefulness seems to derive from two presupp951tlons The
flrst one - especially relevant to those of’ us who teach teachers - 15'

. /‘ : N i
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that we probably constitute'a"model for many of our learners and the

prlnclple of congrulty may serve to remind us to max1mlze the opportunltles .
to teagh by example The second and more critical presuppositicn is

that there are some elements of teaching which are applicable to all

<

i

teaching, whether of children in preschools'or adults in teacher education.

s ) . .
- These elements are ennumerated below as "lesser principles, "\hnd ) . . |

s
b

e
together with the ”§irs p pr1nc1ple of congrulty they may be thought to

-

'const1tute a/§/t of generkc//r1nc1ples of teaching. s -
. 7
A note/6? cauti/n’concern1ng our "First" pr1nc1p1e may be .in. order

i

here The use of the term "congru1ty” is intended to- suggest a kind

e

of con51stency, harmony, or concordance between the way we teach teachers
and the way we want them to teach //In no way is 1t 1ntended{to imply b' . s {
1somorphlsm or 1dent1ca11ty‘pefween teachlng teachers and teaching Chlldren. At
It does not 1mply, for example, that adults should pe“form the same . -/(f
| tasks (e.g. finger pa1nt1ng, block bu1ld1ng, etc. ) as they mdy prov1de
for- ch1ldren It is d1ff1cult to know just how adults would learn to

%

teacn by engaging in the S ame act1v1t1es as young children. Such a

"

training exercise would treat adults as though they were young children.
The principles suggested here are addressed only to those elenents of

o

the role of learuer, and hence teacher, which may reasonably be thought

to apply to all teacher-learner encounters regardless of age or experlence.

[4

II. The Principle of Knowing the Learner's
Understandlng of What is to be Learned

I \

Let us take it as a useful (though not always true) principle that R




we cannQt teach anything impertant to someone|we do not know. Obviously
. ' i . ’

i . | : v _
this is not always true. We have all been taught by people who did not
know us, e.g. by a lecturer addressing a large group in which we were

just one of the crOﬁd, or by writers whom we|have never met. It is

. i S . .
likely "however that uccessful teaching of large groups is related to

statement of the sec nd pr1nc1p1e I have i tentlonally used the qualifier
"important." Thf term ”1mportant” refers to our constructions of those.
~ aspects of reallty that are relat1ve1y central to our iives and-our work.
This includes such c@nstructiens as our explanations of the behavior of

|

how well the lectureF or writer'”knows” the audience. In this preliminary -
|

“others, our iﬂent'fication of cause-and-effect relatibnships in events j
: |
1

which mdatter to us|, our conceptlons of those things about which we
have relatlvely intense feellngs concerns, anxieties and h0pes.
- This second generic principle of teaching is meaninggui if we

) : o . ' e
accept the assumption\that a major function of a teacher--at every .age
. . \

of grade level--is to .elp the learner to improve, refine, develop “or

© A

in some way modify his/her understénding* of the concept, task, idea

“or skill to be learned. nd in order to fu1f111 tnls functlon, the

.

teacher must uncover what e 1earner‘ﬁ understandln of the task or
aicover o4

'concept to be learned actual y is. It is in thrs;sense that the teacher -

must know the learner. ! .

»

Most of us who are teachers fret over how much material we have

to cover. Certainly, adequate. coverage of many content areas presents

pérsistent problems. But adequatg uncovering of the learner's under-

-

\

-

*The term '"understanding'" is used iﬁterchagéably with the phraze : ‘
"construction of reality.",




standing or construction of the relevant reality may help us make better
1nformed dec151ons about what material it 1s most appropriate to cover
at a given time (see Duckworth, 1972)? |

Along these lines, it seems reasonable to assume that every learner
does in fact have an understanding of thextask; problem or concept to -

be learned.. But the understanding may be insufficient, incorrect or in-

appropriate in some way.

‘Differentiation of Undeﬁstanding
!

-0f all the ways in @hich understandings may vary, let us examine

\
~one variable in particular namely, the extent to which the learner s

understanding of the situation, task or concept is different1ated or complex

\

Let us take for a simple example my relatively undifferentiated

a

understanding of the'game of tennis. I know that at least two people‘

play with rackets and balls on a court w1th lines, and that they hit the

ball across the net to ea other. By contrast; my_sons s understanding

of tennis is'hignly and finely differentiated. His iderstanding

includes concepts'of games |land sets, singles and doubles, rallies -and

vollies, loves and deuces, ypes of shots, "as well as {some intricate

minutiae of appropriate dress Another example of vamiations in

differentiation or compleXi y of understanding can be seen when we

@

con51der that a 5-year old has an understanding 6f whe e she (or he) comes

- from; i.e., reproduction. ‘But when she is lO-years ol\, her‘understanding

y

will be even further finely differentiated. That unde standing will 1nclude

facts, concepts and theory at a range of levels of abstiraction and con-

-

l

‘creteness, with subsumed int rdependent facts, concepts), and theory,

N : /
‘ S . l
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as well as a variety of ‘images, memories, ideas and associated feelings.

One can say, then, that as a S—year-old,~she had an understanding of the )

phenomenon, but it was not as finely differentiated as it'cquld ultimately ¢
. v be¢omé.h ' |

I am presupposing that, in the general case, a teacher is one who - ﬁ

has a relatively finely differentiated:or complex un&erstanding of what
is to be learned, and accepts the respgnsibility for helpiﬁg fhé learner
to increase the extent to which his/her understandingvmatches_or
at least includes the teacher's. If our understandiﬁgs of most relevant
vevents/phenomena are ﬁot more fully differentiated, more uséful, mo;e
apprdpriate, more accurate and plausible than those of our'iéqrners, then
we léck the professional authority_tombe their teacﬁers. This is not
to say that our leérners are to be'diséouragéd from devglgging‘under-

standings which are either better or differéQF from the teacher's.

We might now amend our second principle*égxthe principle dffgnowing

Ty <y L

the learner's understandings of what -is_to be learned. I am'propoé

©

ing
that this is a generic problem for all teachers of all learmers. If I 7.
. want to teach a student, for example,‘fechniQUes of conversing with

children, one essential approach of several I might employ would be to -~

uncover that student's construction or understanding of the teacher-child-

- . T~

conversation situation. It does not necessarily follow ‘that, when I uncover

R o that student's construction, I can teach him/her a more useful construction.

- My spuccess here will be a: function of thqﬂrepertoiré of teaching skills

I bring to the situation. I should add that it may not bernecessary




to probe each individual studént's construction of the situation or task. -

°

~pedagogical principle of &nowing the learner)

Freim the knowledge and insight gained from experience I may be able to

make good guesses or inferences about students’ constructions. Nevertheless,

<

it seems reasonable to hypothesize that the probability of successful

teaching (of important'learniﬂgs) increases with increaéed-knowledge}of

‘the learner, in particular, of the individual learner's const}uctioh of

the relevant reality.

The Informality Hypothesis

A related hjpothesis is that the greater the informality. in ‘the

3 .

learning situation, “the greater the access the teacher has to relevant

knowledge of the learne '-and that the gféater the teacher's knoWledge

of the learners' understandings, the greater the probability that the

-

‘teacher will respond appropriately (if appropriate respoﬁses are in his/her

o .
repertoire)..

a

Informality in classrooms has been a popular conference topic in

N

early childhood educaiion during the Lgif few years. Its popularify;

however, seems to be related more to ideological positions than to the

«

I sheuld add here a third

+

hypothesis;’ ﬁamely, that there probably is an optimum amount of informality

for each classroom unit (of adults or children) and perhaps -for each

individual. The optimum informality hypothesis is derived from two concerns. .

. . °

First, that there may be a degree of informality beyond whic \iie

students perceive the classroom proceedings and their own progress to

-

)

<
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be stalled. Such excessive informality may be rhat students compLain

<
of "as amiable 'exchanges of ignorance A ,ecobd concern is just a
3 .

. .hunch that (especially with respect to adults) [téachers may become too ~

]
. .close to their students and thus rlsk 1051ng their CapaCItleS for the
W
reasoned Judgement requlred for evaluatlon of %tnﬂgnts* progress.

Another implication of our second pr1nc1p1e is that it may be
a e

helpful to teach our students (children or ad 1ts) tactics and strategies
by which to inform us where they’arej’how they are constructing the problem

. » yd '
to be solved, what confuses them and how they understand whatever is

—— - o

to bé learned. For examﬁle, we can teach-childnén to say to us, "I'm

lost," "Hold it," "Go over that again,' "I don't understand,'" "I'm

confused," etc. On one occasion:I recommemded to a first grade teacher

<

that she teach her puptls to signal her in this way. :She responded < °
positively, expressed agreement with the soundness of the procedure
and then, after a pause, said QUite spcntaneously, "But ‘they'll interrﬁbt

~ the lesson." "Then she chuckled as she.réalized thé meaning of her

-

protestation. This teacher 's comment informed me that coverlng or completlng

the lesson had a high prlorlty in her understandlng of teaching.

Perhaps we could say of this 1nc1dent that two dlfferent understanolngs

of teach1ng came into contact hers - and mihe.
) o - 9 ]

fhe second. principle also 1mp11es that we must be careful about teach-

ing our learners to agree with us excessively, or to give us tog quickly

@ B e

what'we appear to want. We do this sometimes when we confuse conversatidns

S/ ' with what are redlly interrogations. Take, f8r example, a preschool
. E \ ; - . » :

9
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advisor who said to the: teacnet, ”Why are those books on a tab‘e in

the mlddle of the room 1nstead of in that corner7” I would call this

. an, 1nterrogat10n because- it was -a question in wh1ch the rlght answer
or the : apprOprlate actlon was g1ven away. Ultlmately the adv1so;,wants
the advisee to take the app;Oprlate action, of course._'Butishe_could

- probably achieve this by giuing an order. If the advisor wants the .
advisee to solve problems on her own, heyond the immediate situatiOn,
however, one should eddress the modification of the advisee's underst;nding;

o -

1 saw another example of 1nter10gat10n when a preschool expert

N IRy H

asked a group 'of college students, "What are the’ three ngrgn of educat10n7”
The xespondents were qu;ckly informed that one<purpose-of the question

was to uncover what was in the questioner's mind; ‘Surely&there is‘a

place for~interrogation. Perhaps we went to know whether a young child
knows his address and phone nymber. In such»a case we. can put it to the

child honestly that we want to find out whether he knows it, and then

-
~

interrogate. .

While interrogation is useful for some types of assessment and
._examlnatlons, it may undermine some important aspccts of teachlng
For example, let us look at the p0551b1e consequences of the preschool
advisor's interrogation about the books on the table. .Flrst of all, the
‘chances are that ner questlon or 1nterrogatlon reduced the 11ke11hood
of subsequent open communlcatlon. "It is unllkely'that in a subsequent:
encounter the advisee would share withvthe advisor her confusions;and

©

" doubts about organizing the room. Indeed such a questlon--dependlng

7 perhaps on the tone of voice and fac1a1 expre551on--1s likely to set in
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motion an adversary relationahip between advisor and advisee, since

the interrogation implies the passing of judgement or a_Eutting down
ce - of the advisee.h I do not intend.to take issoe with the adquacy ofithe
advisor's advice. My major pointvhere'is that the advisor's task is
to'help the advisee to understand or construct the situation more closeiy
to her own underStanding or constructionl The prObublllty that the

o adv1sor could help the -advisee 1mprove or refine her advisee's under-

e
[

standing of room arrangements,. for 1nstance, would 1ncrease 1f the
adv1sor first uncovered how the adv1see understood the s1tuat10n.
iThen, w1th the knowledge thus obta1ned the adv1sor could. share some .
1n51ghts, concepts or facts whlcn best ”match,” in J.McV. Hunt's sense
of the term (Hunt, 1961 Chapter 7), the advisor's own understandlng : 3 ;
In other words, 1nterrogat10ns 1nform learners that we_know the right | ¥ %
or best answers, solutions and ideas.. We hope that this is so!. But it
is through conversations in which we EEQEE.Others‘;thoughts&and ideas,
in which we‘solicit'their views, opinions'and.wishes that we become
,\' informed of another's understandings of the relevant phenomena. The latter
is the crucial step in teaching tand advising). bzt -
III. The Princinle of Timing
The 1mp11cat10ns and hypotheses drawn from our second pr1nc1pie S
ilead to a th1rd one wh1ch seems to fit into the broad general category | R

<

of tlmlng;» Two aspects of’ tlmlng are taken up here. One is the rate

at which teachers respond to learners in teaching-learning encounters.

.
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This aspecf might be called “pacihg.” Another aspect is the rate at

which teachers' competence develops.

Pacing
I have in mind thbée,frequent eﬁcoumters in whiph; for exémple,~ : v_ 3
a léarnér reveals an incofrect, inaﬁpropriate or OVer;simplified_undérh
sténding or constructionvof-a éiven-concept oT, situation.. The teacher
recognizes the'incorrectness of fhe concept and may offer a correction. . “ %
Thé question of concern here is whéther tﬁere is a right or better
moment in time fo offer this correction. When'teéching student
: . . oo .
teachers we often have such timing decisions to make: we want to
e balancégthe rate at which we offer suggestion§ (which imply-thihgs could
be going bgttér) with thé rate at which we offer encourégémeﬁt and
support (which implies'thaf thinggsare/éoing well-- perhaps béyond our
. fondeét fiopes and expectafioﬂ;)x' Ltiis not'time,vin and of'itself,
that is at issue. The issue is that learning, change and tﬁe deve10p;:
ment of dﬁderstaﬁdings unfdf& and occur in time. Certainly all of-
us make errors %ﬁ teaching by:respohdihg>tob'fast or too slow}y.
However, it'séémé a reasonable hypothesis that greater lafency,'which
allows more of the lgarner{s behavior to unfold,>increases the quantity
;éf ithzTition_uﬁon which the tgaéher cén.formulate an appropriate - . -
.£ésponse. Perhaps this hypotheSis.is«mérely‘an:elaborhtiqh of the old
fashidqed_virtﬁe»known‘as ""patience." According to my preﬁené’un&er— : a ‘- o
.standing of teaching, the vir?ue of patience resides in-thé~re1ationship

between iatenéy and knowledgé‘of the learner. Hypothetically there

Q }fi




are likely to be optimal latencies for every teaching-learning encounter.

T

Developmental Stages'

A second aspect of our third principle is that nc.one enters a

social position as a veteran, and that it is useful to think of teachers

as having developmental stages with associated concerns and develop-

1)

mental tasks (see Fuller & Bown, 1974; Katz; 19725; In addition to

concerns and tasks, it seems reasonable to hypothesize that understandlngs
of teaching develon-as experlence accrues. I would pred1ct and hope that
teachers’ understandlngs of what teaching is all about would be lessv

' f1ne1y and fully difféxentiated earlier in their careers than they

become later on. The differentiation"couldAhe expected to increase

in such things as the number of levels of analysis anqmconceptions of

the teaching situation (i.e., greater depth”of understandigg,the

range of explanations of children's behav1or, conceptlons of 1nst1tutlona1

: processes and functioning, and so forth) Presumably the teacher of(

teachers has a finely dlffe ent1ated understandlng of what it is all about;

N

By proposlng the pr1nc1p1e of t1m1ng I intend to encourage the teacher-

.educator to take a developmental view - of her/his learners ( as the
learners should of children). The-point_is‘to‘focus on the hind of
insight;sharing an& information—giving which contrihutes to'the.steady
hut iong process of refining understandings. %hus,;in.our discussions

, of teacher education as_weil‘as eariy childhood educatiOn,'I suggest that
we understand our responsihility more often to be one of helpiné the.

" learner to develop rather than just to-change. Change is easy and can

be‘achieved”quicklx. Perhaps an extreme example:helpsbto illuminate the.

16




'differencet justipoint a gun at ajteacher;and you can make his

_ behavior,change! But leave the room and after 30 m1nutes, what endures?
The focus on development 1mp11es attention. to questlons of t1m1ng over
the longer course -of mod1fy1ng, refining and d1fferent1at1ng understandfngs
of phenomena wh1ch ax 1mportant central salient or,personally

significant to the learner.

IV. The Principle of Socioint llectual Ambience
‘ .Y
'Let us assume that every educational program kas a characteristic

ambience or atmosphere whlch is perceived by'most of the teachers and

learners participating in it (see Katz, 1974). ”Amblence," like ”soc1al

c11mate,” may be déefined as '"'the feeling tone which expresses some-~
| th1ng about the feellngs generated by the total set of relatlons between

staff and recruits" (Wheeler, 1966). I want to suggest-that the o s
soclo1ntellectual ambience. of our- -teacher educatlon sett1ngs should be
. congruent with the amblence we want our students to Greate in early - : B
‘childhood educatlon_programs. One of the most 1mportant challenges
1 see facing early'childhood educators today .is-to st:engthen the
"intellectual vitality of the sociointellectual ambience of both teacher
educatlon and early childhood education sett1ngs T Inm teacher education °
sett1ngs 1ntellectual vitality may ‘be. achieved when staff members exh1b1t i _ - -

_ their concern, curiosity and involvement in the d15¢1p11ne§ relevant ) ’

to educatlon, and may be supported and strengthened when staff members )

~

L engage their students in act1v1t1es in or through wh1ch they try to ° . A

£4.'- advance the ,onceptual and knowledge base of the f1eld of early chlldhood _;; _

educatlon -

A
£y
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From my observations of early childhood programs in several countries,
I have the impression that we are not pfcyiding activities and experiences

of the kind into which children can sink their intellectual .teeth. In.

some.programs, children seem to be dabbling ‘in a wide variety of

activities which seem pleasant enough. In other programs, children are

engaged in many routine academic tasks which also lack intellectual o

vitality. I see a mrJor goal of early ch11dhood education to be-to
help children make sense : of their experiences and env1ronments. In

other wordsg we are responsible for.helping young children to develop,'

K

refine, improve or deepen their understandings of the salient aspects

of their day -0~ day lives, The'1nte11ectua1.v1tality of our.programs
can be strangthened when we.encourage and help childIen to reconstruct
these(aspects. This can be achieved by actually building, maklng and |
reproducing-SOme aspects,:by'dramatizing others, and by‘encouraging the

observing, recounting, recalling, recording or discussing of their per--

iceptions and understandings of their experiences.

I have a hunch that for this goal 'to be more fully realized,

children in early childhood education programs will have to have stronger

. ‘attachments- to the teaching.adults and that, in general the relationships

between adults and children must be characterized by greater 1ntensity

than they typically are now. Strengph of attachment ‘has to do w1th

adults' usefulness as medels as wellxas sources of demands, support, and

=3

encouragement. - Intensity has to do with the role ofﬁconcentration in

kol

teaching and 1earn1ng In my own teaching experience I find that the

process of uncovering students‘ understandings of relevant phenomena




have to teach them by the explanations we give; scme learn frbm the
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requires my full concentration on the unfolding events in the

teaching
' situations; , SR - T ‘ - '

Since we cannot cover everythlng We -want, -our learners to know,

we must try to teach in such a way as to 1ncrease the llkellhood that R
our learners will goronvlearnlng. In other words, our teach1ng should

stxengthen the learner s dlsp051t10n to be a learner. i

Those of us

who teach teachers are responsible for helping our students to become .

life-long students of their own teaching. Some students leatn what we

A

q .
examples and 1llustrat10ns we share, some learn from the model we prov1de,

and some learn from all three of these aspects of our teach1ng If )

\_ «
.we pract1ce the first principle and teach in ways which*are’congruent

{
w1th the ways we hope our students w1ll approach young chlldren,\we
- H
may measure up to some of our most urgent challenges.

“

VoL &
i
= .
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: PSYCHCLOGICAL*DEVELOPMENT AND EDUCATION IN EARLY CHILDHOOD*

\
\
i
. - l
by L L ‘
Lilian G. Katz, PhiD. = |

B

A dramatic expansion in preschool education occurred in the

United States during the la§t decade. Indeed, untildrecently, preschool
education was a very small, almost invisible, field, However; in.the v

: ’early 1960's, preschool education, became a toplc in presidentlal speeches
as well as in the campaign platforms of other polltlclans At present
the topic is berng kept in the publlc eye prlmarlly by the 1ncreaslng

number of mothers who are working and seeking adequate care for their

| young children.

P

the preschool expansion.~ Certainly one ma;or factor was the long oyer-
S

|
l
!
\
|
)

‘ . In,the 1960's seweral'forces and pressures conuerged to,spur;on f'
due acknowledgement of the. exten51ve rmpact of poverty on a large number )
of fam111es 1n the Un1ted States Another force at work was the developlng,

. strident glVil rlghts movemerit.
| Another major factor spurring preschool expanslon‘was the 1mpact'l
of J. McV Hunt‘s work on our th1nk1ng about chlld development Untll
the 1960's it was generally believed that the experlences in<the early
: years - the first five or so - had an endur1ng -and perhaps 1rreVerslb1e
'effegt on pe rsonalltx development Perhaps thls is an- exaggerated View

of the 1mpact of early exporlence on mature persona11t1es

~ . . .

t

*Based on the keynote address and open- lecture, National Conference on s
. Preschoql Education for Geqgraphically Isolated Children. Australian
" Préschool Commissiaon, Brlsbane, Queensland September 2-6, 1974,

o,

e
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l‘
B \ But with Hunt's seminal work early in the 1960's, we came to‘belléve .
‘ that the early experienoes'- the first five years, give on take a yehr_;
2
i

. ¢

probahly have an enduring and perhaps irreversible effect on intellectual

L development. "How much we have overﬂtated this case is yet to be determined.
But in- the early 51xt1es w1th Hunt's insight and our dlscovery of 'the
other America,' we were off and runnlng into program expansion and develop-f
ment curriculum development research and evaluation pro;eots lfboratorles .

and experiments, and unchecked opt1mlsm.
. ; -n, o
In this paper I want to share my ideas about where we seem to be today.

- ' aWhat?might we have thohghtfor done differently, or possibly.not havé done

t

~at all? Perhaps the broad question is: What is it that we might recommend -

.l - . . E e v .
i to 5fhers based on our gxperiences of the last ten years?.

I shall begin by proposing a def1n1tlon of preschool educatlon and .
' then try to 1dent1fy some basic var1ables which m1ght be con51dered in
.. planning and implementing preschool programs. : At

‘For the sake of .discussion I shall define a ”preséhool program' as .

-

B

ogroup setting for chllaren from about three months old up to the com-

s

' pulsony age of- entry 1nto conventlonal or state supported schoollng This

CI

. roup sett1ng is dellberately intended to advance, st1mulate, or otherw1se

enhance, ch1ldren s phy51cal ‘intellectual and social development.

,The,term Udellberately intended" is included in the definition because
there:are many -activities and experiences'to.yhich young-children are‘exposed
wh1ch are not dellberately or. consc1ously intended to affect the1r development

For example; the friendly, warm 1nteractlon among fam111es and fr1ends

o f\\f\lﬁ,hi;fi | o 3 e
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in everyday life can be assumed to affect a child's development and
N
presumably these spontaneous events can have p051t1ve effects on

development. But it seems reasonable to suppose that the majority of

. such everyday events are not delioerately or inténtionally planned

as ways to.help.children develop.. However, a preschool program, such
as a Head“Start center, kindergarten, Qrﬂn%rsery class, provides sets .
@°f activities orhexperiences which are deliberately or‘consciously’
intended to. have desirable effects on the children's development. It .
may beAthe degree of‘intentionality in thought and behavior’which

distinguishe% mothering from teaching. Indeed, it‘may be that:mothers?

should.be protected from becoming self-conscious beyond an optimum

amountvor‘they may get ”analysis paralysis." Mothering is probably

‘most effective and satisfying when it is largely unself-consclous and

spontaneous, and perhaps mothers should be protected from efforts tov>

make them exce551;ely analyt1ca1 Teachers, however should be supported

1n their efforts to plan, to understand the1r own 1ntent10ns and to

implement those intentionsveffectively. Often, for those of us

whorare‘teachers, there‘is a‘gap.between the intentions of our actions

and the consequences of our ‘actions. Indeed, it is partly in order to

‘better understand and reduce that gap that we use tests, and other

methods of assessment and evaluation.
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Parameters of Preschool Programs s

Once .we have agreed, at least tentatively, on- what we mean by~the'term
preschool program, the next question 75 what are the parameters of _ .

‘.
preschool programs? The term 'paran ‘ter' here means 'a: broad class of

«ariables which applies to all cases of preschool programs and which u ® .
remains relatively constant during/a given school year, Sb that we are.
asking: what are the variables/all preschool prograns have to'Be_con-'
cerned with?v Or what groups of/variables are universal and apply to -
.vall_preschool programs?. /

A, Characteristics of clients. Obyiouslyiall early childhood or preschool

programs have clients, i.e/ children This parameter includeg.

children and their parentss. Children vary in’ age (from three months : RS
old to five or six yeard old in many nursery schools and day care centers).

They vary in sex, socipeconomic background mental and physical health

o

~the language they speak, size of family, and aptitude and dispositidns.

Their parents_also ary in many ways, for example, in their goals , ) .

aspirations and m¢thods of. discipline or‘encouragement These are Just
a few of the many/possible variables in ‘the parameter labeled characteristics

of clients..

B. Characteristicy of teachers and other assisting adults. In this parameter

Vs

we consider all the ways in which preschOol'staff members might vary

(in age, sex experience, Beliefs, skill, intelligence, warmth, etc.).
. ‘9 - R -

C. Program organization. “This includes such variables as the variety and

quantity of stimulation or activities provided for children, the~tem-

porai er%anization of activities, the content of lessons taught, and the

/
/
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equipment and materials_madeuayailable to childreh. Also included in

this parameter is the locus of control of activity'(i.e., teadher or child
‘or both), and the method of grouping childrén (e.g. by>age or by ability).

D. Philosopﬁical orientation and historical factors. This “includes such

variables as the 'school of thought' subscribed to by the persons in

o

charge of the program, subsuming a range of values, goals and objeétives.
' . . N w‘ . .

The philosophical orientation may be expliéit or implicit, or may vary

on these two levels.. Examples of preschool programs with diverse philo-

sophical orientations are Montessori schools, Bank Street curriculum

modelf and the Behévior‘Analysis model;

‘ Historical factors may include remote or immediate antecedents of

/

coﬁtemporary program operation. An example of a remote historical
f%ctor is the "legacy" or mandate of a founder of a program or of the
/ ' ‘ .

/ traditional .clientele of a school. Recent history may involve Trecent .

/ battles over funding or within-Staff disputes or staff changes. They"

/. are events which, although past., may still impinge on day to day

Fowe [

operations. of programs.

E. Parent power refers to variables having to’do with the extent to which

parents are involved in making decisions Sf.otherwisg inflﬁencing program
implementation. Parents may be involved in deéision_makihg which is
ééntral'(e.g. §taff éelection-rejectipn), or periph;;al (e.g. whether to
bring cakes to classes for birthday parties). It iﬂ?ﬁudesmdlso the
éxtenf tovwhich’parenté'pay fbr the services. In parent ¢

co-operative nursery schools, parents make virtually all decisions central

to the program, including staff selection and program content. In '

S5
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publlcly supported programs, parénts usualiy have little powér over
i,

”S”/'central aspects of their ch11dren S prebchools

2
4

I
Administrative factors and sponsorshlp. This parameter includes such -

vari%bles-as thebsize of a pfbgram, the distributiod‘Bﬁ;adthority,'the
division of labor, (maintenance, aaretaking, parsonnel, étc;), staff
morale, staff cooperation versus staff friction, and staff leadership
Also 1nc1uded here is the variety of- publlc and private sponsorlng agenc1es
such as local educational author1t1°s communlty centers, churches,
univgrsity laboratory schools, federal agencies, private fradchise
entrefrenéurs, parenf_cooperatives and child guidance clinics. Each

type of sbonSorshif may represent different,emphases, hindrances.and/or
support. | 7

Lengrh of program includes such var1ab1es as the length of the school day

1

and the numbe1 of sessions ch11dren attend. Examples are all- day, da11y

care; two or three hours per day, mornlng or afternoon se551ons two,

f_three Oor more days per week; or the elght—week summer Head Start programs

'Under this heading I would also 1nc1ude con51derat10n of‘varlables con-
cernlng how long a child attended thezsame preschool program, i.e.. for
one year, two Or more.

Physical .plant and regional climate, includes variations in the amount of

space, the- tyne of space, outdqor/indobr facilities and their aécessibflity,
neigHborhoodklocatiOﬁ,'the rumber of classrooms per site and the climate
of the region. The flow of children's activities indoors and.outdoors is

greatly influenced by both the physical plant and the regional q}imatat




and theiry devefbpmeﬁf constitutes but one factlor in progr

‘help to show'howicomplex preschool education really is.

PARAMETER . A B . C D. | E F G H

'Aa Charactéristics of Clients A AxE )

B.v Characteristiés of - BxA B - B*C
Teachers & Assistants

C. Program Orgaﬂisation B CxB C

D. Phildsophical - “|oxB | D - |DxF _
Orientation.&_History“ '

E. Parent Power . ‘ ExB_‘ E

F. AdministrativeiFactors - FxB.- ‘ - F )
§ Sponsorship ‘ .

G. Length of Program ) -~ dexB | A _ e “

H. Physicai Plant and Climate- - |HxB 3 o - H

.i Figure 1. Schematic Represen}aﬁiop of Parameters .

~

0f Early Childhood Education shown as a Matrix.

In ﬁigure 1, these parameters have been put into a matrix which may -

The cells in théﬂdiagbnal represent all the knowledge or queétions

which might bé asked concerning within-parameter variables. For example,

S

in cell A, we WOuld‘éummarize all tﬁaf is known, i.e. the stéte of-the-art
of child dgvelopment. Similgrly,,the céll marked B, represents all

thé; is known about tegchers and ofher‘assﬁéting,aaqlts.v It would-
consist of a‘comprehensiQe analysis and synthesis of fhose studies in

which that cell's variables constifutg both the independent ana dependent

.

variables.
‘This matrix is designed to show that what.we 'know' about children

implementation,.

] . \

- R - s
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hence program quality. Let us Jook at colum B, for example, and
examine éome potential factors impingiﬁg on theiqualify'of'programs for
young children. In the cell marked AxB, consider the effects, direct

as well as interactive, of selected A variables on selectéd B.variébies.

It is traditional to ask what effects teachers have on children. (BxA),

but we can reverse the question. What effects do characteristics of

. children have on teachers? .For example, does the child's age affect

“teachers? I once observed a teacher in a day care centre .(day nursery)

with a groub_of elevén, é-year-o1d$. For some iea§on I was not aware of,
she was taking ﬁéf group upstairs to another room, If you have a picture
of what this‘scene might have been 1like, just modify it so as to see
Whét it miéhf have been like.if hengioup'bf eleven had been mixed in

age, and had included some -2-year-olds, some‘S's and 4's, and perhaps

. . Vo S : .
a 5-year-old. Suppose ﬁer group were all 4-year-old boys. Would that

‘groﬁp differ from a groﬁﬁ which is all girls? Age and sex of children

‘are gross variablesf ‘But there are many otber»charaCtéristics of

clients which impinge on teachers, hence on\pfogram quality. -

N

Now we can turn briefly to thevcell markgd CxB and ask what might
be some effects of program o&ﬁanizaﬁion'on te;Ehers?" Let us suppose
tﬁég é program (6r CUrriculum) is organized in sﬁch a way thqt chi;dren
are qbliéedvto attend ‘a group story-reading acéivity,7and'that.no
alternative behavior is permitted. How doés such a pfogrammatic ccnstraint
affeét teachers? Which teacher% are,affééfe& or troubiqd by such a
nrogram variaple? What are some of ghe potential effects of such pregram-
zeaéher probiems on‘ﬁrqgrém qualit;é, Implementation ofvpfdggams develope&'

by specialists in laboratory settings is fraught with such problems of

&
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teachers' responses to program organization variables.
In the cell -marked DxB, questions concerning the effects of
philosophy (values, goals and objectives, etc.) on teachers are Taised.

Consider b11cf1y that early childhood educators are usually quite ’

‘is notysufficient to make a program go. Most "philosophies” imply
special skills and techniques. It may be that some teachers develop R

"philosophies to justify or rationalize the techniques and skills

that make them feel most effective. ’
In cell ExB, parent power and its effects on program quality is

|
concerned with philosophy. But commltment to the ”rlght” phllosophy ‘ %
|
j
1
!
]
i
1
%
!
%xahined. As far as I know, parent poWer variables have not been %
studied. It would be 1ntcrest1ng to know to what extent teachers
i
.  become intimidPted by parents who pay high fees, which, in the case.

{ : , \
of private or/independent schools, keeps the program solvent. Is

] o y . )
the reverse dlso true? When parents receive preschool program services
- ‘ \ .

(suéh‘as allfday carej free of charge, do. they feel intimidated by the

staff? 'Howgdo these two levels of parent power affect prograhm quality?
' In some tyaés of preschool programs (e.g. parent cooperative, some

! : - - ,
Head Starticenters)paronts hire and fire the staff. How does- this :

level of parent power affect teachers_and consequently, program quallty? 97
In thc cell marked FxB questlons are ralsed concernlng the <:/
influenc [of adm1n1strat1ve factors on teachers and ultimataly‘on
program uality. To what extent does staff friction affect program
qualityb Questions concerning decisions about equipment and supplies,

3

speciall activities (like field trips), and teacher autonomy|in these

and otler matters are yet to be investigated. The way teachers treat




3

children often reflects the way teachérs in turn are.treated by their
administrators. Invariably, in a‘preschool~program wheTe "the relation-

ships between teachers and children seem to have 1deal qualities, it'

appears that the relat10nsh1ps among the staff are marked by the same

L]

qualltles (respect support, encoUragement) as well as high expectations.

The potent1al effects of the length of the day (parameter G) on

teachers are thrown into sharp re11ef when the questlon is asked ”Is

' teach1ng all day long twice whatever teaching half—day 1s?”' It would

seem relat1vely easy to prepare and 1mplement a two-and- a~half hour

‘ morning or afternoon program which is well paced anp full of 1nterest1ng

.activities offered to children by an alert teacher. But work1ng the

whole day with young children presents quite di fferent kinds of demands

and - threats to vitality. Whole day programs are emotionally draining

.as well as physically tiring. When a teacher works all day, every day,

with very.yOUng children,‘the\children may.soon lose their charm and
fail'to be intellectually stimulatingvto the adults who care for them..
F1nally, 1et us look at a few examples for the cell marked HxB,
the effects of the phy51cal plant or climate on teachers I have seen
preschool programs in fac1l1t1es wh1ch requlred teachers. to 11ne;up

their fifteen or more three—year olds to take them to the t01let I

have - seen centers with entrances on a maJor heavy traff1c route so that
. -J

teachers had to minimize children's movement and keep them strictly

“within their vision at all times. Other centers are built with free and

[

easy indoor-ontdoor access always available These'differences in -
.\ ?

phy51cal plant affect teachers and consequently program qual1ty -daily.-

Similarly, in some geograph1cal reglons the weather is congenlal for




v’

. must sper . precious time daily helping young children- to put on heavy

fthat the preschool years were the mos\\formative ones in a child’'s

ﬂdeprived of stimulation. We thought then that this deprivation caused

. the purpoSe of children v 4s to make the schools '"work" or become- effectlve

‘. -28-

outdoor activity only half of the "school year. In some regions teachers
. . ; : . :
wTaps, snow-suits and boots; in others teachers are never confronted
with the problems of lost gloves or mittens!

" These brief illustrations suggest that the ou%iity of preschool
education available to young children is dependent upon a w1de range

of factors, many of wh1ch are difficult to modify or change. Further,

the matrix helps to ‘emphasize there are some specific issues which emerge
from tie study of the. current status of preschool practice which do not
fall neatly into any one category of variables or one parameter These

issues represent ‘complex 1nteractlons of many factors and forces at “work

in the implementation of policies as,well as practlces.

Some Problems of Goals
In the early 1960's, when our great expansion in preschool programs
begank the United States'was strongly under -the influence of the view

development. It had lbng been the accepted view that the early years o -
were crucial for personallty development. ‘The new emphasls of the 1960's ' .l
was that the early years should.be full of intellectual stimulaticn and

R - o .
furthermore, that the children 'of -the poor were, by virtue'of poverty, -
these children to be ﬁr:;,ponsive to schooling. It was almost as though

rather han the other way around' From this view we (1n the Un1ted States)

proposed to grve the ch11dren of the poor the st1mu1atlon often referred
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o, .
to as ”enrichment”, in which they appeared to‘be depr1ved So we , 3';{;\ g

1naugurated our summer enrichment programs which we hoped would give

. / B ) . . 7
o these children a '"head start"-on later schoolina When we«look~back . //(
at these early days of preschool expan51on we can see that- this view

; ' was na1ve and greatly over 51mplif1ed Head Start progyams have ‘had | o
s , s/ o
many important achievements »espec1ally -on the areas of health, community

mobilization .and parent involvement. But the program S capacity to

e

”prepare" children for later schooling is very much in question
Some of the issues surrounding»goals of preschool;education»are R
’ complex. In the eagerness to expand and to Justify preschool programs

a good deal of both confu51on and’ disagreement has developed concerning o

» i N . . R

appropriate goals for preschool education. Indeed ‘ten years ago it

was still quite common to use the term ”nursery” education Today,

- .
[ .n

the term "nursery school” has dropped out of common use. We now use the
term ”preschool”, not unlike the terms pre cooked or pre- -shrunk ! . ' ' N
The newer terminology may be related to the desire to prepare children

- for later schooling. This is a type of "education for after life" -

N

rationalization of today’ s pedagogy in terms o% the next llfe f .

‘ .
Qne of the major errors 1n‘ourvearly thinking was the view that

: ) C e Y . e o .
poor children lack stimulation and that simply "enrichment' would. give
. i . '

. . ) ,
them a head start. It is probably only in the rare'case that children

of the poor are understimuiated. Poor Children frequently have rich B ' . s
! \ ° . . 4
environments - rich in 'social, cultural and linguistic experiences - : -

as rich in meaning and complexity as the environments of other children.
§ Indeed, many poor children - especially from urban ghettos, may be over-

- stimulated, However”'children of the poor seem to suffer from

L4
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: !
1nsuff1c1ent adult heip in making sense out of thelr/rlch nvironments

o
In this- sense many poor ch11dren can be sa1d to ”starve i

thel midst /
|

}

of plcnty” and to appear to be understlmulated / -\ . //
k

A second view hold in error was the stereotype of tpe ""po

There is no ”poor” ch11d as such There are Just as ma y indi

Lo

ot cé;dd;
7
,/._ ’
dlfferences

: vidual
among ch11dren who are poor - of every et nlc grqup - as
therc are among middle-class ch11dren

.
=]

\
. Vo
§1m11arly, amg ng the
' /
of poor#children they too represent a; W1de a range
differences

arents . | //
/

/of -individual

‘ | / | : / / v\ / -
s do middle-class parents. Indeér, there are, very few -

.!‘ K . - ) ( /»
generalizatigns we. can make about the so callpd "poor". H\
our decade ofi*experience in Head Start revealed the extensi
1 aza

owever

i

hcalth haZarwd associated with pdverty in America.

Weness”of ﬁh f'

The generallty of .
1nadequate language competences among ch11dren of the poor/rs as yet
st111 the subject of rigorons\debate.agong u.s observers

.S. » Another
fairly reliable generallzatlon‘may\be the ex1stence of
s -

. ‘f -

”depre551on” or hopelessness whlch characterlzes a

psychosocial

poor fam111es, partlcularly in our large cities.

arge proportion of
It is useful tao recall that whenevér we spea
being ''deprived"

U,

A
k of persons or groups as
P N\ .
PN
we always do so .in tefms_of a standard-of comparison
. AN

. \-d . |
}he poor are 'deprived” of godds and services (whlch they cannot afford)

.
-

against a middle-class standard of comparrson

¥

Whe problem in edu&atlon
seems to be to what extent we accept middle-class behav;or, standards
PR
and value norms as -degitimate standards of . comparlson
. ot

Thls is a '
-soc1a1 philosophical issue rather than a theoretical or methodological
pTfoblem. In this perspective
o .

P

I think we should be very careful not
. 6{
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ship as depicted in Figure 2.

[
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" tq “teach" mothers that the1r chlldren are ”deprlved“ if they do not

i

have. preschool educatron After all preschool educatlon is good for
chleren when it is good preschool education! Just ‘what activitie$s and

A
experlences are eounted as "good" preschool educatlon are not so easy

N
o.

to determlne. However, the f0110w1ng guldellnes for ”good" preschool

educatlon arse presented ‘for Your consideration. -

The. frrst gu1de11ne is called the ”law" of optimum effects. That

«

"is to say that- any env1ronmenta1 1nfluence which 1mp1nges on children

(perhaps adults as well) is equally detr1menta1 in extreme,amounts or

frequencies'or intensitfés. Research on a wide variety of developmental

~ or socialization variables seems to fit into this curvilinear relation-

‘

1 /
.
|

develupmental )
‘dchievement .

e

(¢.g. independence
. or autgnomy)

)

.- : N efivironmental influence
(e.g. méternal affection)

S 4 . v

,Frg. 2. Schematlc Representatlon of the Curvilinear Relatlonshlp

Between. Developmental Variables and Env1ronmenta1 Influences
',meShow1ng Optlmum Zone. - RS

B
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s For e}ample, we - all agree that children '‘need" affection and.

attention from significant others as they grow. .However, children.whd

"receive too little affection suffer as much as those who have too-much.

Similarlyvthére is probabiy an optimum amount of attention, an optimum . .? '

. intensity or frequency of Stimulation, an optimum amount of information

-
-

given at any one ‘time and so forth. Another way of éxpressing this

Q

"law" (concept) is: whatever it is that is good for children, is only.

goqd in the right propdrgions; (or ”nothing in excess'", or "everything

in moderation"!) ’ B

S ~

The "'law" of optimum effects includes the notion of an ' op timum

-zone', namely the bptimdm amount or intensity or frequepcy of an

environmental influence. However, the optimum zone is. not a group -

?foperty. We cannot assum¢ that there is an thimum amount of affection

s

or attention or stimulation, etc. for all four-year-olds, or all boys.
3 i . . . . } s

.

The optimum is likely to be diffeYent for each individuél.h What is the

right intensity for one may‘be too much or too.little for the next,

- depending on a range of inherent attributes and antecedent learnings.

In order to make the best judgment about what is the optimum zone of

any given environmental influence for a given iridividual, one must
. .t . . - . . o
¢ . :

know the individual. Here a distinction between knowing an individual,

and knowing about an individual may be useful. This distinction is a

. . . . . v

difficult one to illustrate. Teachers can relate a great deal abqut
» s Y . a

hnd $o .

'.J : the children'in'theif'classes. -They can talk about how many siblings

e v )

a child has, WHethe{'h@s mother. works, whether he has a father, eté.®

’ : - H o . . N . , _ . ' . . '
~ But that does not mean that the teachefs know the child, This kind of

.o g . . . . 1
o . v - ‘



knowing suggests qual1t1es of immediacy and intimacy of the adult -

child relatlonshlps it suggests know1ng or sensing somethlng of what

it .feels . llke to be .that - Chlld know1ng how that child constructs
T

- - .

reality, understands his experlences. It suggests know1ng/and7under-
standing:his feelings and know1ng fairly reliably” what he is attracted N -

to and how he is llkely to respond to given events or obJects Our

a

chances of making good judgments about opt1mum experlences for the ®

?

Chlld increase as our- knowledge of him lncreases
_ Teachers are aided in their efforts to know children when they

teach the children strategies or tactics to use to inform teachers of

their ideas., thoughts or feelings. It is pessible, for example, to
Qﬂé - teach children to say, "I'm lost", "You're goingttoo fast", ''Show me
again", or "I'm confused" or "I don't get it". Wh=n children are

eduipped with such strategies,-their capacities to keep teachers informed

are greatly increased. One of the central tasks of teachers'is to *
obtain the very best and clearest picture of what the world looks like

and feels like and seems to be'like to the child. Teachers inform

themselves by observ1ng, listening, questlonlng, prob1ng, and tak1ng '

note of how thelchlld acts.upon his environment and reacts to experlences s
In looklng at curr1culum:goals,1t is helpful to make a'distinction

~

. : . . \] "
between academic and intellectual goals. Academic goals are related to\\\ﬁ\\

helping children to become pupils, helping them to learn "to conform to
the daily'routines of classroom life, and strengthening their motivation N .

to achieve:‘ These goals may have a place (part1cularly during m1ddle

. a chlldhood) but should.not be confused w1th 1ntellectual goals. .

. . . . "»‘
» .
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Intellectual goais_include strengthening the child’s teﬁdency to be
a learner (rather than pupil), an enquirer, an investigator and which
helping the child to learn to study, i.e. to become absorbed, involved

and interested in worthwhile phenoména. Intellectual goals are related

to strengthening motivation to learn rather than to achieve..

. 'Preééhool§péople,oftgn confuse the ferm cogniti\e fth academic;'
Surely all thinking is cognitive, and most human fun:t,_i:kgn\é_sﬁ '-
~cognit;YC components, except perhap% reflexive actiohs likescoughing.
aﬁd sneeéing. iWhen a yoﬁng.child believes or ''feels" that his mother
loves his'brother-more than she loves him, he is surely making a

comparative judgment or a cognitive assessment of his experiences,

+

- most. likely accompanied by intense affect. THose who claim to have

"cognitive'" curricula may be .trying to imply that programs without
. : :
academic exe{cises offer no cognitive stimulation.

- A major goal for préschool education is to help children make sense

of their own everyday experiences, their own environments and their

own feelings. As children grow, well into their priméry~sch001 years,

they can be introduced t the expeiiences, environménts and feelings
of others. But in the early years, education should be- designed to

- ° . . A :
strengthen children's ability to describe, observe, measure, recount
. . . \ . ) .

and record ‘the salient aspects of their owh internal as well as external °

-

environment, The conventional 'academic' tools - the three R's - are

acquired as -tools with which to examine, explore, analyze, record,
[ ——— R , . - . Q.

describe and organize their own experienges. If you cannot understand -

gat,a developmentally appropriate level - the central aspects of your

7




!

-35-

H
3

own environmeﬁt; then you may come to feel overwhelmed, and indeed,

| feel stupid. Many children under these cdnditipns give up hope 6f ever

understanding or making sense of their own experiences. A few years

of such hopelesshess may cause a child to-”become” stupid-.

Y Preschool specialists and practitioners often argue about structured’

2

versu;_uﬁstructured programs . It seems to me that the common sense use
of the'term ""'structure" really.mean& routines: bré-specified; pre-
programmed sets of activities’which all childrén in a given class are
.e*posed to, reaqy or not. This common meaning of the term is misleading
-since it implie5~tha£.programs either usé such r§utiﬁes or offer nothing
to their children. The prﬁper meaning_of”the~te;ﬁa”str;cture” should
" be planning or plans. A Well-Strucf;redAprogramyis one mgykéd by
careful planning of the %¢tivitié§ and expeériences to be offered to thé

a

children. For each child there is probably an optimum amount of

~

routine activity. Academic programs tend to subject all children in-

the class to the same amount and types of routines. But all programs

>
a

are wel@ served byvstructure, i.e. planning. 1In this.sensé, no one 1is .
advocating that preschool programs shoulH ﬁave no structure at all.

Bit the really important thing about structure is where it comes
from. We hévg at leagt four bases upoﬁ.which to dev¢lop‘;urriCula or
structure fof preschool ﬁrograms. The first and most obvious basis
for planning'(i.e; structure) 1is the;goals of the program.-. A second
basis for’ structure is ;ur general knowledge of children_in the age

group we are to serve. We do not have to 'rediscover the wheel".’

Much is known about four-year-olds or five-year-olds in generalf




'énd'ideas of each individual in that group -at any given time. Finally,

There is much accumulated and recorded experienéé which we can use
(as probabilities) to guess Qhat young children will réspond to,

what they might enjoy and learn from. A third basis for structure is

our knowledge of each individual child in the group; our knowledge

of the unique concerns, experiences, confusions, interests, pleasures

the fourth basis for structure or planning is what we understand to

be the course of developmeht. Our understanding of the nature of
development helps us to answer the when questions in curriculum planning.

This is a difficult part of our job because there are so many competing

views on-the nature of development and its implications for program

planning. Human deyelopmentrseems:to be so complex that almost any
theory seems to be at least partly valid!

‘During this last decade of rapid expansion and vigorous experimen-

.tation in preschool education in the United States, we “looked to our

research to help us to discover the magic way to solve -complex social,
politiéal as well as educational problems. But the basic decisions.
in education are not research matters or even theoretical matters;

they are fundamentally moral and philosophical problems for which
there’afe no experts, but the cellective commitﬁeni of a soéiety

towards its own young. Much work is yet to be déne to strengthen and

honor that commitment. o - _ L

A
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.of information in education.

-models or styles of special interest in this discussion arz/referred tQ

change;_ e ". ' : /

‘ _38- o . . . . .\\

e o

a

It is customary throughout our.culture to speak of 'selling" ideas,

~

~.
often express our agreement with the statements of others by saying

"maklng a pitch" for a program and ”market1ng” an. innovation. We

~

”I'll buy that!"- These gustoms reveal how commonplace the salesmanship

‘analogy is.. The purpose of this paper is to examine some implications

of this salesmanship. analogy when it serves as a model for the disseminatian
' ' - .o . :

A<basic proposition underlying the discussion presented here is

that the model used for the dissemination of information in education may

o

have important effects. upon recipients of that information. The/two

‘broadly as selling and informing. These contrasting models’ or styles

emerged from our experiences with a small sample. of the dissemination

of two governments. Our characterizations of the. two podels or styles —
. o .

are impressionistic;'they are abstracted from the complex cultural -contexts

C—

in which each style is '"at home." But our impressipés were strong enough
to suggest some hypotheses concerning the'poSsible/effects of these two
. - L} . - - .

styles on teachers, as well as their potential'consequences for educational

Y - N ., ) /

, Dissemination As Selling
M. . / ~ ®
/ . v o

g

It is a reasonab1e~hypothesis that/when we say to someone "If

you do what we tell you (or use what we give you) your problems will be

\a.

The authors wish to acknowledge the help and support provided by
the Department of Elemcntary Education; Dr. James Rathi Chairman, University

of Illinois.
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solved,'" that we teach-the listener to expect that solutions to

.
2 -k

_ problems come from outside himself. In other words, the listener
learns to be a consumer of solutions. A related hypothesis is that
- as long as one is taught in this way to be a coﬁsumer, the tendency to become a

generator of one's own solutions is inhibited or weakened. It is -

assumed here that the two dlearnings--to bé a consumer of solutions
and to be a genepét?f;ﬁﬁJthem--ére.likeli to be incompatible with each &

other.

When educational disseminators assume the role of salesmen, further'

consequences may be hypothesized. As a salesman, the disseminator is
' ) o 0 ) . - )
tempted to exaggerate the.value, utility or exclusiveness of his wares,

-

-as well as their effectiveness. He %S also likely to use a "straw man'"

against which to strengthen his own claims (our brand or kit gets better
. _ . !

~achievement scores than hrand X). Furthermore, the salesman-disseminator is‘likely

to avoid mention of contraindicators, necessary precautions or preréquisitieé,

.Bﬂ' potential undesizyable side effects for the consumer of his product. ~.

. In| addition, when dilsseminators take on the role of salesmen, the

-

incumbent in the r7ciprocal_role ig likely/yo assume thé role of -

/ ustomer or consumer.:’ IT the sales pitch is very hard, the customer is
' likely eithex to‘feject the salesman, or to become the proverBial

“"'sucker'--not without resentment. . X -

" If we now consider this disseminatioﬁ_style as a teaching style,

we can ask, what is the client learning? As indicated above one thing

kY

he/she may be'learnithis that the solﬁtions to his/her problems are "out

there" rather than within. He or she may also be learning a new "need".

.o . <
N %
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. - For example, a teacher may learn to need prepackaged mater1als kits
- i
. of all sorts, tape recorders, electron1c gadgets, etc., in order to

perceive herself as sufficiently instructive. . Furthermore, as already

>

indicated, 1f the consumer role:is being learned or re1nforced the
role of generator of ideas and materials is/ less l1kely to be strengthened

Another potent1al consequence ot ‘the consumer 1ole is the mlstrust which
: \

p— P

may follow the disillusionment likely to result from oversell It o

seems reasonable .to assume that ‘when the frontline Workers in schools,

e ——

i.e. teacheyrs, are constantly bombarded by salesmenrdisseminators,they

inevitably come to perceive a credibility gap between promise and

performance.

.

:“However, it does not follow that institutions such as schools, o . ;

.when cut off from information about formal innovation, research and
development will proceed to generate solutions of their.own problems.
Perhaps,-instead, many -problems ' go unrocognized or the statu$s quo is
Accepted as satlsfactoryf—a possibility,~after.all. Furthermore,

re-invention of the wheel seems wasteful. Thus, it Seems-reasonable

e

" to acknowledge that some d1ssem1nat1on of 1nformat1on Ais valuable. It

=

rd

A »

may be a quest1on of.style~0r model.
. - ' ) " Dissemination As Informing .
Our interest in another style or model came from our reading of some

materials prepared for teachers in Britain. The contrasting style,

.
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which we could characterize ae'the presentation of information; puts
the disseminator in the role of resource person, or special consultanf
TAn 1nformer dlssemlnator does not have to exaggerate, to deve10p a

' "straw man", or to avoid contraindicators and safeguards; Even more . /
. important, the informing style of dissemination is more, likely to

put the reciprocal--role taker'in the position'of client rather than
customer. Furthermore, the more often the 1nformer d1ssem1nator shares
1nformat10n on eontralndlcatlons and precautlons the more likely

‘the client is to learn or to strengthen hls/her tendency to be cr1t1cal,
skept1ca1 and thoughtful about 1nnovat10ns and new-ideas. While this
style may not cause teachers to beoome generators of innovations, at

- least it should not dlscourage them from doing'so.- The ehances are
-that'this style, mhich treats clients as though they are capable of

making critical ﬁudgmenté, of weighing rdeks agafnst advantages and
‘analyzing the va11d1ty or usefulness of materlals and methods 1ncreases

the 11ke11hood that clients will percelve themselves as sources of

H
174

solutions to their problems. . : _ o N ) R

Y

Comparison of Two .Publications

2
°

The impressions about styles or models of d%fsemination and the roles they

"~

1mpose on their c11ents ememged from the. contrast1ng qua11t1es of two

publlcatlons. Amerlcan Educatlon (Am Ed) and Trends in Educatlon (Trends)t

. Both journals are offlcrél outlets for the1r respectlve governments"

‘//
educatlonal agenc1es Am Ed is published ten t;mes a year by the Office




0

of Education of HEW. Trends is published quarférly by the Departmen% f

J

X

‘ of Education and Science of the British goveﬁhment. Although égch of

the two publications carries a disclaimer indicating that the views

expreséed gy authors do noflnecessarily reffect their respective
agency's view%! it is rcasonablé to assume that each ﬁublication Hés ' _ . ;
a mission to change school practices for the better. For the purposes .
of this discussion let us look at the 1971 volume of each publication:

Format Differences

a

The two publicatidns are strikingly‘hifferent in appearance and

fb>ﬁat. Am Ed is a large (9" x 12”).attfactive and cblorful,'glossy

paper magazine with a variety of page lq&out styles.. The covers display
designs, stylized poftraits, photographé, cartoon-type characters and
announcements in large bold type) In.the 36 pages 6f,th§ first issue Of_Am’Ed

> \

of 1971, there are 40 illustrations including photos and skétches.'

Trends (6" x 9%'") is more like a journal, than a magazine; its

cover design remains the same--except for color changes. Only author

., : 'photographs are used.
R ) It is not known whether the Britishublicatiom format and layout

arc a function of taste and/or preference, financial constraints, or a

°

combination of these factors. Whatever the cause, Trends gives an

~
s

. - -impression of seriousness and deliberation, of reading matter to be

tackled. The American magazine's appearance gives an impression of - . N

t
°

‘zeal and excitement.
s ~ - Am Ed lists no advisory board; the editorial advisory board of

Tren.ls conéists‘of the senior officers -of the Department of Education _ R
L " and Science.and senior members of the. Inspectorate. )

H

ommem : - T . _ .
v
i -
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egular Features

C A ’

Each 1ssue of Am Ed:1ncludes a message from the ed1tor out11n1ng

( :
the issue's art1cles, as wellgas‘recent prqnouncements by the Commissioner

;

of Education. Other egrlar features include a page called "Items"

a

written in bulletj -announcement style.' The feature called "Federal N . o

0

Funds" infor readers about" spec1f1c fund dlsbursements ”Stat1st1cs

of the Month" reports on. such data as numbers enrolled in colleges,
numbers of foreign students, numb‘rsnof doctor’'s degrees.awarded, etc.

A section called "Recent Publicatilons" announces the availability of

' g

pamphlets and other documents issuéd by a wide variety of government

agencies. The-back cover of each igsue features a research and deve10p4

ment Teport accompanied by a relevan photograph and 1nformat10n about

o

how to obtain the full text from wh1c the report was-extracted.

Eagh issue of Trends features a section called "Ta1k1 g P01nts" B

whose author is 1dent1f1ed only as ‘the "Quest1on Master " by esumably a S \‘
\ 7 L

Ve

senlor ed1tor of the Journal "Talking Podnts" means points of departure X\ ‘ :

\ ) ' } | .

for d1scuss'on. In "Talklng Points!" the Quest1on Master g1v s|-news of S

PR
T

government plans and actlons, ‘news of Whlte Papers and some : roductory - A
\. .
remarks about the art1c1e§ in the issue of forthcom1ng issue The K
- A
. ) \
only other: regular feature\ln Trends is a section called "Books|" In :

this section a brief review of three to six recently publlshe 00ks
is presented. The review usually includes a statement{indlcati g who g o

\

is most likely o\find the book helpful. A section called "Readers - \ A

' kharacteristics of Contributing Authors - .

Wiite”;dppeared in only one\issue of the 1971 volume of Trends.\ - \ ’

; Differencesmamong the auéhors contributing to the two publicdtions

'




- free lance journalists). Only one of the contributors to Trends is

%

a : [y
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are interesting, but difficult to interpret: ‘For_Am'Ed,~64%.

CN=51) of the authors'are-ﬁrofessional writers (e.g. newspaper reporters, . o

identified primarily as a 'writer, author and broadcaster with wide - . -

N ' : v . - - .
experience of education, youth work and counseling...and has written .

L) . . : :
zﬂ: . . . -

books on mdial problems'. This author;'James Hemming  contributed the

article '"The Road to Social Maturity" (Trends in Education, No. 22,
o , \ :

April, 1971). "The largest'category of Trends' authors (N=31) consists

f

of members of the Inspectorate (42 ); the second largest, of authors
having university or college positlons (29%).

Styles of Titles S . v .

flavor. For example:

Many'titles used for articles in Am Ed Have a Madison Avenue

« St. Louis' Educational Supermarket
Dovack's Machines Help Children Read
Hyperactive Engineering 3.
Presidential Scholars--Spectacular Achievers
.A Record-Smashing Year for American Educatlon
The Cinderella Network :

The titles 1n Trends are more 1nd1cat1ve of the top1c covered, seem

rather dull and lack the exclamatlon mark qua11ty of the Amerlcan

Counterpart:

The School Leaving Age

The Teachers' Centre Concept

Poetry on Its Own Feet

The Changlng Role of the Primary Head

Editor1a1 Messages ) o~

Americah Education. ~In the December 1971 issue‘of Am Ed an

editorial titled "An Emphasis.onbUsefulness”.gives the pdrposes of the

£
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. publication. . ' o ' :
‘The magazine-is addressed primarily to people’ e
. - directly concerned with conducting.or shaping
; réducation..seeks to illuminate two particubar . S .
© . aspects of the educational enterprise. .The first B
of these is the ddverse, complex and we suspect : ' oo e
often confusing opeération of the U.S., Office of ) : .
Education-itself...The second area we especially.
_concentrate on is that of successful educational
‘practice. (Inside cover, 7, (10), 1971)

' Other views of the "enterprise" are revealed in the editorials:

' Perhaps we can even assist educators to engineer
the local-state-Federal partnership to a higher
peak of efficiency...(Inside cover, 7 (2), 1971)

And d'qQoté from the U.S. Commissioner of Eddcation, Sidneéy P. Marland:
The sphoéls are engaged1iﬁ swift change because educators ' -

have chosen to change them. The s&hools are in good hands:
(Inside  cover, 7, €2), 1971) ' ' : :

Considering the very strong preésure for change and innovation in the
'publication itself, the: quote seems to undermine.someone's credibility.

_Another editorial giVes dn example of 'straw man' exclusive product .
salesmauship: ‘ R ’ ; . : . t
Whiie much that has ﬁeen-introduced into education by
previous Commissioners have proved sound and will undoubt- ,
edly be continued, new programs and new emphases to bring o '
education to the fronmt:lines in helping American society
+ back to full health and vitality will bear the exclusive

. imprint of Commissioner‘Marland and his team. (Inside . «\\»
K cover, 7, (3),1971) ) . ' ' . ) \“\
, ) e ) L : . o ‘ . ‘
~ _Five issues later, the-editor points out that "In terms of performance || | ' ' .

and pubiic,support; education clearly is alive an&~very well -indeed in 1}

the United States" (Trside covef,‘ZQ (8), 1971). 1 ' (3
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The June 1971 editorial giVe; an exaggerated view of the
effectiveness of "Sesame Street" mainly by confusing popui;¥ su;desg
with effectiveness. 'Note'that: : . .

...commercial television...is now copying material from '
Sesame Street for its commercials. That's progress. .
And yet, the (Children's Television) Workshop does not - ' :
weep...that there are no worlds to conquer. (Inside cover,

. 7, (5), 1971). - . S -

‘Is there. some confusion betweern buying and learning in yoﬁng children?
) N . . . <

"Sesame Street' comes up again in ‘the November issue: =~ | - B
. " USOE has by now invested almost $6 million in
Sesame Street...Currently...'Sesame Street' is
being seen by more than eight million preschool
youngsters, representing an average annual USOE
investment of 40 cents a child...that's a pretty
fair bargain. o

-

These selections from the editorials of Am Ed;giVe

o

'§omething of the style-and flavor of the magazine. We see terms like
""educational enterprise,' "engineering" and "efficiency," "investments"

and ""bargains." This publication could very easily4be taken for a . |

- magazine from the sales office of a large manufacturing concern. b

o

‘Trends. "The ciosesx.parallel_to the editorial column in Trends is

the feature called ”Talkiné Pointé”; In the July_1971 issue we ge§ some
sense of the editors' approach fo Eﬁange; innovation and gissemingtionv
under fhe;;ybhe;ding "Why'lnnovéke?" '(No. 23, p. é). The Question
Master pbses the question "What makes peoble welcoﬁe change and makes
‘them‘resist it?" In formuiating an answer, he turﬁs to ideas expressed

By a medievalist at a conference on change. -He puts the proBlems into

historical perspective, referring to the'agricultural revolution of o

I




the eighteenth century and the fact that there was a thousand year lag
between the 1nvent10n of water power dr1ven machines for m1111ng and

its ultimate adoptlon, and that it was a thousand years before the

dec1ma1 system known in Ind1a wassadopted by Europeans He polnts'out :

©

> that: :
Twentieth century teachers...will welcome innovation

. not as innovation but because it is just what they ‘have -
been look1ng for (No 23, p 3)* :

The Questlon Master goes on to ask "So what are teachers look1ng for?" -

and tollows with a brief discussion of problems teachers worry about
such asAthe wi@ening range of abilities of_seconaary;schooi pupils,
"the greater range of knowledgevfrom which to choose a curriculum, and
:the increasingly greater '"worldiness" of the young. It.1is suggested
that a curriculun performs only,an advisory function.. Some precautions
concerning innovation and change are mentioned, e.g:, "change cannot
proceed more quickly than the capacity of the schools'to-absorh-it."

” 4

Some obstacles to change are suggested: "f1nance, staff att1tudes, the

“mobility of pupils, parental pressures and examinations," and it is

"pointed out that "innovatin project directors may create more problems
P g project Y P

than they solvev'tp; 3).

A recent art1c1e 1n another journal is cited to pOlnt out that a -

teacher ] task 1s to f1nd "ways of giving ch11dren access to the1r own

-

- powers." :The sense of the article itself seems to respect the importance

s

*Permission'gran&ed. Trends in Educatior. Her Majesty's Stationery

Office. Great Britain.
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of giving teacherszaccess to their an critical powers ‘as weli.
" As might be expected, thé th editoriaiustyles are representative
of thé respecfive publicaEions. Trends articles frequeﬁtly include
the“histor& of a problem ahd some discuséion of hiétbrical leadefs

e '
related to a given topic. The Am-Ed magazine rarely refers to the.

history of a problem or topic.

Cohtrasting Treatments of the Same Topic

Both Am Ed and Trendg alerted the attention of their readers té
the basically British innovétion known as'Teachervueﬁters},iThé title
of the AE_EQ artic1e_in the, December 1971 issue is "A Santa:E‘Workshop
fqr‘Teacheré” (7, (10) ppﬁ;Sfé). The articip was written by former

P

teacher and freelance writer Arlene Silberman. It is accompanied b;\\~
- : . N .

g

attractive and illustrative photographs. The article describes the oo~

aétivitieS‘anﬂ the atmosphere of the teacher center at the Durhanm

N o
~

‘Eleméﬁfary School- in Phila&elphia. While the article inclﬁdes numefous
helpful suggestions and ideas“fpr'a\poteﬁtial adopter; it aiso prOVi&es
some examples of super—salesménship, oversell, exaggerétion and omission
of érecautions.* “ | |

The article begins by pointing out'that the teachers '"flocked in

drovgs“ to the Center (p. 3) and that the Center's leaders repeatedly

| had to face the problem <of how to ''persuade teachers to leave" the Center -

Te

at the.end. of the day. Of course, this may well have been the case at

thé Durham.Center. The leaders, Donald and Lore Rassmugseh are widely

*American Education, under the .government imprimatur, writes ''No permission

necessary to reproduce contents except . copyrighted photos or other materials." -

.This article is one of only three of the 51 articles in the 1971 volume
which carries a copyright. Readers of this paper are advised -to see the
article as it appears for further details. S

22 -
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inown as.talented and creative teachers. Eut it seems unfalr to_lead
:Euld-be adopters of the teacher center concept.to'expect the sane.
Some indication'of all of the groundwork involved .in reaching this
level of success could serve to modlfy readers’ expectatlons of quick
and easy success w1th teacher centers.

Later the article polnts out that teachers get "hooked" on coming

to the Center. Is 1t,an,add1ct10n? Will it wear off and lead to

,,w—witﬁdrawal,_di%appointment, or disillusionment? - The author points out

that a1though Philadelphia teachersvhave contracts which provide that
they be’ pa1d $6. 65 an hour for work assigned. to them after school hours,
the teachers "throng" to the Teacher Center without receiving any
additional pay or even carfare. (see p. 4).

In the passages cited above, the words-"flocked" ""hooked" and
"thronged" seem to lead readers either to expect quick success in

o

adoptlng or "buying' the 1nnovat10n or to doubt the cred1b111ty of
the report. The art1cle makes frequent cla1ms of spectacular success
and spectacular results. fhe author p01nts out that the s1gns of success

were evervwhere, and that even though a plush new school was available

to parents in the area, the overwhelming majority of parents chose to_ -

keep their children in ‘the much older Durham schoolﬂ‘ She added that
one parentrwhose son attended one of Philadelphia's most fashionable.
private schools was trying to-enroll him at Durkam. By this time,

a reader who is a teacher or parent might begin to feel Telatively.

deprlu\p of not having access to .a Center as spectacularly successful

as the one described in the art1cle.




“article. Only once is any hint given of possible’difficulty: ‘a
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A — .

There are several more examples of this kind of oversell in the 1

) N . ’ . Iy
reference to ''times when money was scarce' and the Center's leaders

had to scrounge for materials. One of the leaders is quoted as saying

R —

that "Any school can do it" as he recounts his own ingenious methods
of finding materials. In no other sense does one get a suggestion about

false starts, set-backs or prerequisite conditions for success. - The

captions under the atfractive photographs also give the story a sales

- ! L erRps P8

is a grabber" (p. 5).'ﬁA'photograph'of aasmail homemade 1oom?“ A

photogfaph of an adult, presumably a teacher, at the woodworkiﬁg‘bench:

""No pencil—and—paper classroom for her“ acknowledges and perhaps

reinforces an adult's reluctance to use two of the three R's. Can

In the Jdly 1971 issue of Trends, two companion articles on

2

_teachers” centres are presented under the overall title '"The Teachers'

Centre Concept.'" In the first place it is iuteresting to note that

the American story uses the term ''Teacher Centerﬁ throughbut; the

~British story uses the term “Tegéhers” Centre'" throughéut. In Trends

the editor's introductory note points out®that a teachers' centre is a .
"striking" concept. One of the two articles describes a centre in

London; the other describes a centre in Maryland U.S.A.:
There would seem to be agreement on both sides of the
Atlantic on the significance of the centre idea and.
certainly some of the problems outlined in our report
on the American developments have been encountered by
those working here...(p. 42). '



. ‘descrlbéd "would -not yet cla1m to be fully developed "
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. .. <

. Thus the editOr'surntroduction alerts thc readers to'some potential_
problems with this innOVation. --The first article "A Centre in Britain"
by R. Arno?d (No. 23, pp. 42-44) g1ves an encouraging ded¢ription of

one center, p01nt1ng out that a worklng party. of teachers nd'others

i -~

Ygenerated an unexpectedly large number of p0551b11t1es" and that a

w “ B

Ameet1ng was attended by "very nearly a. f1fth of the teach1ng force of .

, the borough." These statements glve quite aéilfferenr flavor from -£~
- N |
terms ldke’"flocked”, "hooked"s or "thronged". Farther along, the
: writer reports that: B ‘1 BT - ,. o
Another act1v1tyvthat has been part1cuLarly successful ,;

has been a programme of children' s theatre v151ts...l . S

:By interjecting the word "particularly" into the phrase; an impression
I
’ L g . . ) '

is.“given that not all projects were~equally successful--an assertion. °

which is credible. Finally the author points out ¢hat the center

L \
. The, compan1on article "A Centre in Marylandr U.S.A" by L. Boucher,

.
A

takes up a ser1es of problems 1nvolved 1n the 1mplementatlon of the

- Teachers' Center concept These include changes in role relationships

£
h

of school personnel degree of influenceraad'responsibdlity.tofbe
\ accepted'by the organizations involved, and the praqticality'of-

extending the teachers" center‘concept;‘the°author argues that the

- i . N

"difficulties...should.nOt detract from the idea behind the...concept"
. . . ; ) -~
@ 47) .

In January of 1972 Trends publlshed an a1t1cle ent1tled "1eachers

e

Centres— A Prlmary View"” written by Colin R1chards, a Deputy Headmaster.

~ N




..~ dévotes the major content of his article to a discussion of the
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3

. . . . )
The editorial introduction reads: "From the point pf View of the prlmary

teacher some teachers' centres .as they are now developlng leave some- ¢

Loe A

thing to be desired." The author develops several.pregautlons, one

of,which is that:
Many interested teachers have been mlsled into thihking that
local curriculum development work was comparatively easy and
‘able to prov1de plentiful results in the short term (p 32, No.
25)

The October 1972 issue of Trends devotes another article to Teachers'

o

0 © } % . - " - LT
Centers. The author, J. G. Cwen, a Deputy Chief Education Officer,

- preréquisite "conditions of success' for teachers' centres.. The article

is based largely on feedback data Owen.collected from centre participants.

Among the major. conditions mentioned are‘ties Qith a national project,
the*importance of -teacher consjnsus and the cont1nu1ty of. effort
‘Whlle the American art1c1e mentions the "Joy“ and "playfulness"fln

the atmosphere of the teacher center, Owen points.out that the'development
“wn gy
a 0
of cont1nu1ty in their work "is arduous but 1nterest1ng for teachers ot

(p. 4) He adds that: *

Teachers' centres have to pass through a proeess of
development which cannot be art1f1c1a11y shortened (p 6)

.local teacher- based reform of the curr1cu1um may
have a very far reaching and significant effect* .But
- the 1nvent1"n is barely seven years old. At\pnesent it _ -
is enough to say that it seems to be the beginping of . o
a s.rate y which will succeed (p- 7)

R

be disseminated ao.he]p

o

-These excerpt§ 111ustrate the way 1nformat10n//a

’ -~ ™,

the c11ent-;; wouldfbe adopter--consider- the Tisks and’potential% ofmthéo

- . . ~ . ! S
J/ : : : . .
.
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‘innovation. ‘They include acknowledgment of the precondltlons thought
. to be necessary to success, the t1me required for development and
~some historical perspective.u No promise oﬁ quick'success is made.
\:The'Trends style'seems,to be more likely-tO'placeathe reader into a

thoughtful posture than does its Amer1can counterpart Perhaps the

" style is in keeping with the proverb1a1 hab1t of understatement often ‘'

4 . . ge
®

attributed to the British.

-y

"' Conclusion , _ - S

The two pubiications compared=above should now be seen in the e

contexts in which they are distributed.’ The American-publication is

one -of hundreds of profe551ona1 and commerc1a1 pub11cat10ns which- a11 e
compete for the attention of a wide var1ety of readers If it weTe
'as ponderous as. its Brltlshvcounterpart it would very rikely be -, _" v

overlooked. In general the articles are easily read, and their major“

points c1ear1y stated. The range of topics covered is W1de, but the

wr1ters seem to succeed 1n preSent1ng their- 1nformat10n so that the

diverse. readersh1ps' 1nterest in them can be obta1ned
Amer1can readers of the educatlonal press are accustomed to

attractive and colorful materlals. The expectation of pictorial
_ , k aeLon o :

eye-catching literature cannot be ignored by Américan editors. It

may be that disseminators are caught in a circle: reader habits and

" expectations are reinforced and stremgthened by disseminators who must
. K K - ~ |
take the expectations into account in production. Changes in the
. . [} - i

.
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appearance, format and style of writing would not seem to be wise.

%
i
k
;
o

But reduction in the. exaggeration of - claims, and an increase.in

\

* -precautionary statements both might be in order. This is to suggest an
" increase in client-centeredness rather than business-protectiveness. A . ‘ )
client-centered approach may serve to restore trust in and\credibility*of ‘

(R N
the educational research and development community It may\also

8§ ,
e AN o
strengthen the respurcefulness of, their clients. _ c
- It may be that the style of educational’dissemination exemplified

4

by Americah Education tells us something about the people to whom.

o

disseminators report If the appropriators of funds for educational .

1nnovation research and development require evidence of product
adoption for refunding, then the'disseminator who outlines precautions
and safeguards will suffer. To the extent that such -a funding policy

"exists, professional educators and disseminators may need to explain

its risks and disadvantages. The context in‘which the British publication is'"at

home” is one wh1ch lacks funds for the scope and’ magnitude of educational research

and development enJoyed by Americahs. Thus the field in wh1ch Trends competes may beé

very small. -Furthermore, 1n terms of- absolute riumbers of educators

and. varieties of'their backgrounds and needs.the British disseminatorfs%”uﬂ

\

aﬁsignmeng is likely to be a less complex one.. However, it may be that

& ©

British readers would welcome more attractive matewials and less labored

&

tekts.f

No doubt the sheer sigze and complex1ty of the American educational

/
community, and its- traditional commitment to edUcational service to all

je
its people plays a part in the American style. But-modifications should

“

be explored and examined

) 4
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NUFLb ON THE DLbTIVCTION BLTWEEV EDUCATION

L . .AND'EXCITEMENT
Vo ) i

, g :

Lilian G. Katz

oS
V |

o

it fun. Make it-exciting for both you~and the children'”. Thrs 1njunct10n

&

~ to keep chlldren exc1ted, or to ”make learning exciting' seems to
r;present a commen confu51on between:what is educatlve ‘and what is’ exc1t1ng

To- some extent thlS confu51on applles to strateglcs of innovation and -

Y
-’

change in educatloﬁ as well o .

A

What is Excitement? \\ - , <

For the purpose-;%‘this'discussién, let us assume that each individual
has an average, charactéristic, or typical (for him) level of activity

. . L o
to thlS ‘responsiveness as

as arousal (Elkis, 1969),

7 - . B )
and some refer to it as the\''rate of stimulation or neural firing"
; : . ‘ LT
o

(Toﬁkins, 19ZO).‘ For this discussion we are"referriﬁg to thé'tipicql

day-to-day re
- N

sponsiveness, act'vi;y/and involvement which -may characterize
S -, -.an individual when he is neithe]

excited’ﬁdr\ﬁepressed. In Figure 1, .
' \ :

o this normal level of activity fox any giVéq_iﬂgfridual'is represented . .-
by line A. Now let us introduce into the environment of this hypothe-.
c H . . ) \ . - ‘. v . . o )
- tical individual an event which- he experiences aé exciting (indicated -

at point B invFigure‘l). At this point the_individualfs level of

i . . ".,.
i
4

IO l o . Recently when I visited an early childhood program, a sign on the
v classroom bulletln board caught my attcntlon . The sign listed 1nstruct1Qna1’
pointers for the teaching staff ]}One item on- the list was: . ”Keep

)
:
’
}
* ]
i
-
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"

’
of responsiveness goes up, and when it has reached point C we say
that he is excited. In current terminology we say that he is "turned

on." Now 'let us consider some of the implications of "turning on'

e children and adults.

Implications of Excitemeht for Children N - N

v By . definition, excitement is an extraordinary level of responsive—

"neSS activity or arousal. Therefore,‘it cannot be maintained w1thout :, T

+ becoming in turn the new ordinary level. It seems rezsonable to assume ' y o
that the high level of responsiveness must ""come down.” How long‘the

exc1tement .period lasts,. or how quickly the 1nd1v1dua1 returns to hlS . :
own normal level of responsiveness probably varies .widely among and . '

° - ‘ Sy
wrthin 1nd1V1dua1s as well. as. 51tuations

My hunch is that an 1nd1V1dual——whether child or adult——may not

just simply come down to -his own normal state but that he may fall below IR

l’ 3

h1s own normal level of responsiveness. Although it is. difficult to know

for sure& ‘I am hypothesizing ‘that in this: period (1ndicated by po1nt
J

D on Figure 1), some children may become depressed and some/ ay . . )

w1thdraw fro 1nteraction completely Other children mayy/ppear to ”fall

A:r« .

apart” and others to be satiated On, such occa51ons .we *afre likely' to
NE

define a child's 1rr1tab111t or behaV1or disor anization as overtiredness
_ y g

It may be that when given sufficient Test from an exc1ting environmerit “*~\

\
a child spontaneously Tecovers his .own normal level of responsiveness.

But - another possibility is that‘adult 1nduced extitement teaches children_ S
. . / .

to expect and/or depend‘upon repeated ”dosesf of rt administered to T et

them in their classrooms.‘ P01nt,£ in Figure 1 indigated the administration
- ’(,. B S Cel L ’ »'4; s
% . . - . . : i

- 5
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of another ”dose"--perﬁcps necessarlly a st ronger dose than at p01nt B
In thls sense, teachers! be11ef that the1r pupllS should be- exclted

or ”turned on" leads to an addlctlon Lattern when the f1rst effect

i

weals off, anothar, pOSSlbly stronger,vdose must be 1ntroduced Shch

an addlctlon pattern ‘could: lock both teachers and the1r puplls 1nto
'exhausting patterns of activities and relationshipst' A more,lmportant“
‘consequence‘of this patterh is that it mayorob chiidren of the oppotfunity.

‘ - . .y e . ..
to develop and strengthen their own capacities for generating interesting,

n

. productive on stimulating activities on their own. In other words,
" they may acquire a need to be entertained“or ""turned on" by others.

*

Implications of EXcitement’for Teachers: &

It seemg| to me that 1f teachers believe that they must keep their

pupils‘eécited they must develop sets of activities wh1ch .are not much
more than cheap gimmicks. of sugerflcial or'fleetlng interest and value.

In so many cllassrooms one sees the products of one-ghot, one-time' hS

[

;activities di Lplayed on shelves and bulletin boards. These act1v1t1es ’

- may have bee fun ~and exc1t1ng for thelr brlef duratlon _But I am. -

suggesting t at a major index of good quality, i. e. tHat which is educative;
; i i —

in a program gfor young ch11dren) is work and/or play wh1ch invites or

h11dren s sustalned 1nterest and 1nvolvement Educat1Ve

‘requires the
activities for\yqung'chlldren are those which require some planning, .
problem-solvin§ dr construction (at developmentally'apprOpriate levels)

‘which can be sources of satiSfaction'and'pleasure'rather than excitement
and fun. S , : . )
Certainly some educative activities are'fun and exciting as well.

"8
- e
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Sesame Street is an example of an entertainment program which may be

inStructive as well as exciting foruyoung children. Mény of the standard

e .

activities of nursery s@hools are also fun: 'finger—painting, lotto
games, climbing on ogt@oor equipment, rhythm and dancihg activities.
But these are all ;ctivities of relatively moménfary quality; The kind
of sustained involvement and interes£ﬂﬁhich seem to be educétive can. . .‘-'
be illustrated in these activities éeen in a cro&ded_nursery ;choof‘for

£hree,to fivereaf-old children: *. |

A small group.of children who had started playing one day with .

doctors' and nurses' dress-up outfits decided to add a hospital o

bed, several doctors' instruments and (doll) patients. Then they - . -

made (sewed) a burlap stretcher and constructed and painted an am-

bulance large enough for two children to ‘sit in the driver's cabin

(complete with an old steering wheel), and for one or two children

to attend the patients in the back. -This activity had developed

over a period of a few weeks. - ' .
On the same morning I saw a complex activity centered around a cement
truck the children had constructed from old lumber. The truck
was large enough for four children to ride in% ¢ "mb in and out of, . »
and deliver sacks of cement to other children wii_ wqjéxbdﬁlding'a
structure (also large enough to enter). This building®w
constructed with -bricks the children made from pairs of /egg
cartons glued together so that their flat sides were exposed.
A group of children worked for several days on sewing ftuffed dolis.
Some were painting portraits of the dolls they had made. " Two
children were constructing.replicas of théir respective -cats and
dogs from cartons larger than .themselves. The cat wds painted
orange and white; the head moved -from side'to side (4nd displayed
ample whiskers); and the young artist proudly inferned the observer
that she had also made the cat food resting at ‘his feet. ‘Several
children were adding details to the’row houses they- had constructed
from small cartons. Their houses reflected the typical construction .

,0f their own neighborhoods; some included windowsj§doors, chimneys . .
and furniture. Some children had added trays of ﬂfrt as front : .
gardens and in these..gardens were (paper) trees and one swing’ set
made “from popsicle .sticks. : :

f. - -

Many other actiVities; which involved Planning, /problem solving, and

.seen

‘construction and invited children's sustained invo%fement,'were also
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during that one morning. These children did mot seem to be excited or
I ' |

turned—on.. They did seem. to be‘deeplyninholved and interested in

reconstructing salient aSpegts of their own experiences and ennironments. In

their analysis of the Ofen Education approaeh used by the Education

o _ Development Centerb(EDC, Newton,-Massachusetts) advisors,‘Bussis and
Chlttenden (19701 p01nted out that: ‘ - ‘ ' °

EDC adzlsors are less 1mpressed with the teacher who understands
and epn capture interest for periods of time than they are with
the teacher who brings out in children the sort of interests that
. undeérlie sustained involvement in.learning. In a good classroom
observer would undoubtedly see both the 'captured' and the
suétaining 1nterests, but the emphasls would be on the latter (pp 16-17) .

’:. . 4 .
- o . ié is temp

actlyatles should be on making. them 1nterest1ng rather than exc1t1ng But |
the/term "interest' is as fraught w1th semantic pltﬁalls as are the terms |

3

"e/xcitement' and ”educatlon” (see Peters, 1967,/6p “91l- 102) Getzels

"here to suggest éhat the empha51s on se1ect1ng

- ' / efined an 1nterest as "a characteristic d1sp051tron, organlzed through
' ; ‘ . ) “ .

/ egperience, which impels an individual to seek oOut particular objects,

. // activities, skills, understiandings, or\goals for attention and acquisition" -
}/ (1969, p.470). . Activities whieh foster and'strengthen this disposition a
seem to me to be educative; act1v1t1es wh1ch strengthen" ch11dren S

dependence on adult- 1nduced nxc1tement seem to undermlne or 1nh1b1t the
) development of thlS dlsp051t10n _ It may ‘be that teacher-1mposed or

L © 7 - television- 1nduced exc1tement or the ubiquitous one- shot short term

activities offered young children,rencourages the disposition to be a
n . . AN < ) S ' E o
consumer or Spectator, at best; thrill-seeker or psychofogical drop out,

at worst.
Another way, of leoking at the problem is that while excitement may

L

LN
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:
originally'haVe’beén thought of as a.means by which to launch children
into ‘educatjve activities, itvhas inadVertently beéome anaendrin itself.
,Anofher poinf is that‘learhing of significaht skills, ideas and coﬁcepts
takes time. Trivial“skills and facfs can bé leafhed-quickiy. Perhaps
Iength of time‘réquired\for‘learning is reléted to'resistance'to.
exfinction of thé éame. .E;EIfément'and tﬁe "learnings" associatéd_with
it may be rapid in both acqﬁisition and extinction.v

.ln discussions with téache;s concerning fhe7ﬁistincti6n between

_what is educative and what.is_exciting,Ait is often assumed that I recommend

giving childrenupréctiCe in boredom! Farvfrom itd A11 chi1dren"inevitab1y
get some practice;at coping with boredom; to pfovide such practiée asvaﬁ
matter of policy wouid be‘sgdistic. in this qdnnectian it may be useful

kpo point out that there are two variables involved in this dis’cussion.

One variable is‘level of £¢spoﬁsivenes§,defined by excitement at one extreme
and depfessionAét the other. Another variable{may‘be calied @nferestu

with involvement or absorpfion at one extreme and boredom 6r apathy at

the other. It is difficult fo perﬁﬁade teachers that we are.not really

o

caught between the extremes of excitement and depression. Sustained .

g

intérest, involvement or abgbrption;-with occasional fluctuationsAiﬁ -
terms of'satisfaction and pleasure—-gré quélitatively‘different from,!

- excitement and depression. A useful aﬁalogy (for this observer) may-

be made by drawiﬁg a distinction between the music of Téchaikowsky‘and
Bach. The former is'delightful:and moving from time to time. Thq
"Nutcracker Suite," once or twice a ygar,'is.enjoiabie. More often than

that it might lose its charm and ability to move us.  But. good Bach may

R
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v - - L

’ /. . . . L v . ) ) ;
be heard frequently; on each occasion pleasure is enhanced, fresh nuances Ny
. . i / ] .

and meanings may be enjoyed. The quality of constrained passion is among

7

e : its many .assets. .

‘Implications of the Excitement Problem for Educational Changes

Like many other problems in education, the educative/excitement

confusion reflects a pervasive problem in the wider culture and society.

‘We seem_to live in an excitement and cheap-thrill oriented culture. Note

o

how ofteii you hear the ”exciting”'descriptor in advertising pitches and

3 K - /

in ordinary daily converSa}ions. To a large extent strategles for

educationai change, reform, and innovation are,also a1med at getting

/ ) ~~

‘.. decision makers as well as practitioners exqitéd about new ideas, prOgram .

\ technologies, and materials .. Mufn/pressure is exerted on teachers to [

*"~adopt new, exciting practicesdand procedures. My hunch is that;this /

'hard_selling‘(typieally overselling) is~f0110wed (at'peint D in Figure/1)

Ey,both.disdllusionment and mistrust among oversold adopters.' It som%r

times seems that in order to overcome the disillusionment and mistrust

trom pnevious disappointments, the change agents make bigger and bigger‘

promises and omit more. and mbre precautions and contraindicators. If

educat10na1 practltloners ‘are treated as consumers (perhaps as the proverbial

. oo ;sutkers), they may learn to expect to be sold solutions and g1mm1cks bags

“of tricks! Such an eﬁpectation may block teachers' alternative learnings’
- ,

(e.gt to be resourcefﬁl,'though:ful; patient,_persistent in the face of

educatidn‘problems, etc.). The two dispositibns, to be consumers of solutibns

and to be originators of solutions may be examples of the incompatible
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respenses we read about in contemporary learning studies in educational
psychology journals. -
Too many articlées in recent publioatlons give eduoational reform
and innovation a kind of soap opera-quality (see Katz andAKrasnow, in this_
collectioﬁ)., My hunch ls that the spectacnlarpsuccess stories offered
in educational disseminati n mater;als are often misleading. They Temind
me of the television series in which doctors and lawyers are portrayed
- as 11v1ng from one peak exp r1ence (open hearts to'breaklng hearts) after
'another! Yet the health of a real communlty is actually maintained by
the pitysician who admlnlsters vace1nat1ons, booster shots, and looks at
. sore throats--perhaps a hundred a week. Surely that is not exciting;
.Perhap> a relevant factor to consider: here is that such rout1ne procedures'
as 1ook1ng at sore throats must be performed alertlz on each occasion
in order not to miss potentially 51gn1f1cant slgns of serious pathology

The ab111ty to perform rout1ne procedures alertly suggest that a

®part of the distinction I am trying to make between what is educative and
what is exr1t1ng concerns the pattern of mobrllzatlon of energy. E«eitement
connotes hlgh bursts of energy release with rapid depletion. A steady
energy cutput over longer per1ods.of trme seems to be called foriin any'
task or Study in%olving complex ideas, concepts or lines of,inquiry. The

opportunlty to cultivate the ab111ty to manage energy in thlS steady way

probaoly should bé prov1ded early in childhood. : -

Summary

o

I have suggested that educators of young: children are often both?

. the perpetrators and the victims of a culture-wide confusion between what is
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educative and what is exciting. It seems to me that teachers who feel

pressured to keep children excited have to fail in the long run. I

believe that when we bombard children with too many exciting activities
‘and television programs (plus elaborate and gimmicky toys)"we teach them
to expect, if not to need, to be excited. At the same time, howe!ef;,wé
~~._ cheat them of the opportunity to learn to gain satisféction from
sustained-involvement and effort. The real challenge to teachers, as I
see-it, is to develop activities that children will find satisfying over
a long period of time rather than momentarily exciting--the kinds of activities

that invite genuine and éppropriate pfoblem solving, mastery of the’ difficult,

and concentration or absorption, ‘and that even may be a little routine.
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" Postscript S R :

\ o _ . -
The EdUcational.Resoﬂices,Information;Center/Early Childhood - /////‘

Education Clearinghouse (ERIC/ECE) is one of a system of 16 clearinghoﬁses

-

sponsored by the National Institute of Education to prov1de 1nformatﬁon
. : : 4

about current research and developments in the field of educatlon The - )

clear1nghouses, each focusing on a speciflc area of education (such as -

) earl} childhood, teacher education, language and linguistics), are

located at universities and institutions throughout the United States.

The clearinghouses search systematically®fo acquire current,

<

. significant documents relevant to education. {These research studies,

speeches, conference proceedings, curriculum guides, and other publica- -

- tions are'abstracted, indexed and published in Resources in Education
(RIE), a monthly journal. RIE is available at lipraries, or may be ordered

- . ~ . ‘ . : ey
from the Superintendent of Documents, U.S. Government Printing Office,

Washington, D\C. 20402.
'Another’ERIC publication is Current Index to Journals in Education

\ . -

(CIJE), a monthly guide to periodical literatnre which cites articles i -

in more than 560 journals and magazines in the field of education.

Articles arelindexed by subject, author,” and journal contents. CIJE is

»

available at 11brar1es, or by subscr1pt10n from Macmillan Informatlon,

909. Th1rd Avenue, New York 10022
The Early Chlldhood Educatlon Clear1nghouse (ERIC/ECE) dlstrlbutes
a quarterly newsletter ($2 OO -4 1ssues) which reports on new programs 5 ' [

’and»publlcatldns, and RIE documents\of special interest. - For a.complete

: list of ERIC/ECE publications, or if you'would'like to subscribe to the

Newsletter write:. Publications Off1ce/ICBD College of Educatlon, s

N . . «

_Un1ver51ty of Illln01s, 805 West Pennsylvanla Avenue; Urbana, Illln01s

64801. Al orders must be accompan1ed by check or money order payable_

I3

to the Un1ver51ty of Illlnols ' Sorry,.we cannot blll.

.’,' - . . . » .
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ERIC CLEARINGHOUSES—-CURRENT ADDRESSES

CAREER EDUCA%ION

204 Gurler o
"Northern Illinois University
" DeKalb, Illinois 60115 *

.'COU\SELINL AND PERSONNEL SERVICES

The University of Michigan -

School of Education Building *

Room 2108, East Univ. & South Univ.
Ann Arbor, Michigan 48104

*LARLYACHILDHOOD EDUCATION

~University of Illinois

805 w. Pennsylvania Ave.
Urbana, Illinois 61801

L DUCAT [ONAL MANAGEMENT

University of Oregon

“Eugene, Oregon 97403

HANDICAPPED AND GIFTED
The Council for Exceptlonal Chlldren
1920 Association Drive
Reston, Virginia 22091

IIIGIHER EDUCATION '
George Washington University
1 Dupont Circle, Suite 630
Washington, D.C. 20036

INFORMATION RESOURCES
School of Education, SCRDT

“Stanford University

Stanford, California 94305

JUNIOR ‘COLLEGES .
University of California

96 Powell Library

Los Angeles, California 90024

- Modern Language Assoc. of America

LANGUAGES AND LINGUISTICS

I

62 Fifth Avenue

New York New York 10011

READING AND COMMUNICATION SkILLS

1111 Kenyon Road

Urbana,; 1111n01s 61801

' RURAL EDUCATION AND SMALL SCHOOLS

New Mexico State University, B..x 3AP

-Las Cruces, New Mexico /88003

- SCIENCE, MATHEMATICS AND ENVIRONMENTAL

EDUCATION ~

Ohio State University

1800 Cannon Drive, 400 ﬂincolp Tower
Columbus, Ohio 43221

SOCIAL. STUDIES/SOCIAL SCIENCE EbUCATION
855 Broadway oo .
Boulder, Colorado 80302

TEACHER EDUCATION o -
1 Dupont Circle N.W., Suite 616
Washington, D.C.. 20036 .

TEST, MEASUREMENT AND EVALUATION
Educational Testing Service ./’
Princeton, New Jersey. 08540

URBAN EDUCATION

Teachers Gollege, Box 40
Columbia University .
New York, New York 10027

-

*EﬁIC/ECE is responsible for research documents on the physiological,
psycliological, and cultural development of chi’ldren from birth throygh
age eight, with major focus on educational theory, research and practLpe

\

|
i

related to the development of young children.




