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the child; and (3) the motivation of the child. The model inplies
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"Criticaf‘]earning peribds“ has become a phrase in the language of

people concerned with the motor development of chi\dren'that has been often
misunderstood, misused, and even over-used. Some of this d1ff1cu1ty may stem

from the lack of cohesive viewpoints concerning the. relationship between

cr1t1ca1 per1ods and 1earn1n0 Further problems may develop from atfenp;ing

to conclude anything def1n1t1ve concerning the determination of critjcal .
periods, that is what determines their onset\and their duratién. Perhaps even

more confusing is trying to formulate satisfactory genera11zations reiating

to preparlng for critical per1ods, and making-up for not presenting what

supposedly should have been taught dur1ng these so-called critical periods. It

«i11 be the purpose of this paper to discuss these problems and to present

possib]e ddlutions to them to enhance our understanding of critical per1od5 of \
. \

'

Jearning.

The first step in deve10p1ng an understanding of the meaning and impli-
l‘$ . cations of the concept of critical learning periods is to ungerstand that the
concept of a critical period for 71earhing is but gne of at least three types ' .

/ of critical periods. Each type appears to have its own meaning, means pf




\ .
determination, and implications. Articles by Scott (]962) ana 8ronson {1965)
have identified these three critical periods "fron d1fferenc v1ewpoidts and
l should be consulted for. further discussion. " }
Briefly, the three types of critical per1ods are critical perioas affect-
ing: (1) emotional deve]opment; (2) social deve]opment or the formation of
bas;c social relationsnipss and (3) learn1ng (See Fig.1}. Clearly, the bulk
of the research re]atcd to critical per1ods has been 1n the area of critical
periods for sociad deve]opment Primarily, th:; research has been animal
research, beg1nn1ng with the famous 1mpr1nt1ng studies conducted by Lorenz in
1935. it must be remembered that the implications, deve]oped from these studies
concerning deve]opment of primary soc1a1 attachments are not necessar1]y gen—'
eralizable to Critical learning periods. Unfortunately, this genera11zation is

\pften made and adds to the confusion concerning the meaning of critical learn-

ing périods . .

b

While not cons1der1ng the d1st1nct10ns among the types of crztlca1 periods
can lead to misdirected 1nferences, so can the extreme approach that there is
1ittle or nothing tc be learned from any cr1t1ca1 period research other than
that.fesearch directly orienté to learning periods. The d1st1nctions arnong
the three periods must be keptq?h\mind as should the existing overlapping of

/these periods. For'example, in each of the threp types of critical periods;
the role of learning is noted. The degree of that 1nvo1vement is a cr1t1ca1
quastion. However, for this address, our attent1on will be directed only to
the cons1derat1on of critical periods as they spec1f1ca11y relate to 1earnicg,
and mora sp9c1f‘ca11y to the learning of motor skills.

! McGraw. (1935) is genera11y credited with first not1cingithe‘phen6menon

of critical periods of 1earn1ng in children (Scott, 1962). Her studies of

Jimmy and Johnny are infamous to any who have studied motor develcpment. She

\ ' <
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painted out that for certain activities, such as waik1ng, ear]y pract1ce was
ro help in the child's learning to walk. Th1s spec1f1c f1nd1ng was later
supported by Dennis and Dennis (T940) in their 1nvest1gat1ons\of the Hopi
Indians,. McGraw further concluded that {ﬁ other are;;, such as ro]]er skating,
early pract1ce was beneficial. Thuet she conc1dded that critical perieds fdr.
1earn1ng vary from activity to activity, that-1s, for each motor sk1]1 there
exists an optimum period for rapid and skillful learning.

- et

The immediate questlion that aruses is: what determines that"optimum or

critical period? Is it paturation, prior experience, some comb1natnon of
maturation and experience, or what? Seefeldt (19]5) and Gagné (1968) have

prov1ded good discussions of this proBiem We shall briefly consider the

5

" alternatives here and then move on to what I consider to be the Magor issue

to be discussed in this paper -- a rea1xst1c meaning of critical learning /
periode as applied to the ]earning of motor skills and the implications ef

that meaning. T - -

\ ‘ \

In a later work, McGraw (1945) committed herself on the issue of the

determination bﬁ_critica] learning periods by stating that beginning train-

1 ¢

ing before "adequate neural readiness is . . . wasted effort ‘p.128):" Thus,
from this pdint of view,~the'role of maturation j} seen as primary in the
determination of the onset ef critical learning periods As evidence for this
position, McGraw reported the reau]ts of an experiment in wh1ch a 12 month old
child was trained daily for seven months to ride a tr1cyc1e She concluded

that the result of this effort curtailed "natural interest and enthusiasm which

Qou]d have been obtained had the adtivity been delayed until the child was more

mature (p.128)."
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McGraw was certain]y not alone in this ymturationist viewpoint. In fact,

she was in solid agreement with the ]ead1ng developmental theor1sts of her day.
& Theor1sts such as G. Stanley Hall (1921) and Arno]d‘G;seli {1928) had proposed
-developmental theory_ghat has since been labelled the “growth~readiness»mode]"
« of déve}opment. This mode] proposed that. certain organized patterns of growth
' must occur béfore‘learningycan effective]y gontfdbuée*to development.
Gesell and Thompson (19295 supborted this claim with gdidence from a

motor skill learning study involving a bair'of identical twins. At the age

of 46 weeks, one twin was given special training in stair-ctimbing while no _

r *

training was provided for the othgi in. Seven weeks later, the untrained
twin.did not climb as well as the trained twin. However, following only two
weeks of training, or'about one-third of the amount given to the trained twin,
the origina1]yvuntrained twin actually surpassed her sisper in performance. “The
'conc1usidn was ,that better 1earn%ng with less;trajnihd wi]ﬁ result when the
child is "maturationally" ready for the task_to_be ]earnedj, Of course a major
question that must be considered here’?gfates to what the udtrained gwid may
havé been ]eayning duripggtha periiod of no special training. |

Ona alternative approach to a maturation explanation is one that has
become perhaps the mos t inf]u;ntial in today's practices and that is.the
approach established by Jean Piaget. Maturation coatinues as a‘heavy contri-
butor to development in this view but additional consideration'is given to the
invotvemenf of the child's {nteraction with the environment as well s to the
factor of learning. However, learning is given a very mdnor.ro]e. Flavell
!

(1963) has pointed out that cdncerning cognitive development, this model might \

proper]y be labelled an -"adaptive" model.

-

Progress in a child's development, according to th1s approach, is affected

by the -interaction of the child with his environment. New exper1ehpgs are

-

5 : | |
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ass1m1lated into ex1st1ng cogn1t1ve structures, wh1ch are genera]iy matura-

t1ona]1y determlned 1n 3, sequent1a1 manner,’and- newly'acqu1red structures in
: 3

, turn make poss1b1e accommodat1on to the demands nmposed by the environment.

Thus, the child will per(orm those tasks which he.is capab]g of perform1ng,'
g1ven his deve]opmenta] stage. Th1s deve1opmenta1 ‘'stage, while closely tied
to maturation, is not at the maturation- extreme of the Gesell v1ew Piaget's
expressed deve]opmenta] stages may be fac111tated in their appearance by
appropr1ate environmental interactions.. : -f~‘ \

The primary means of arriving at these conclusions has been through
observat1ona1_ev1dence A child 1s presen;ed a task and then observed as to

how he hand]es the solv1ng of the prob]em at hand Quest1ons are genera]]y

<

; asked to assist in the determ1nat1on of the child's understand1ng F]avéTl's

volume on Piaget's developmental psytholog», published in 1963, has descr1bed
and d1scussed many support1ng studies tor thetPlaget model and shou]d be con-
su]ted for further study "For our purposes, 1t will be sufficient to under-
stand that maturation is.still’ con51dered as a pr1mary determ1nant in deve]op-
ment although now additional emphas1s is given to the factor of the ch11d 1n—
teract1ng with his environment. Learning serves only as a factor 1nv01ved in
adaptation, not in development. _ a
A th1rd mode] has been presented by Gagne and was originally deygloped

1n 1968 It has since been expanded in his book The Conditions of Learning

(]970) Th1s v1ew weights the. 1nvo]vement of learning in deve]opment much
more heavw]y than do e1ther of the prev1ous two models. eGagne has labelled
this approach the “cumu]at1v " model of 1earn1ng Br1ef1y;,Gagne postu]ated
that the "ch11d progresses from one po1nt to the next in-his deve1opment v
because he learns an ordered set of .capabilities which build upon each otherjk

in_progressive fashion through the processes of differentiation, recall, and

6
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‘transfer of learning (1968‘ p.181)." §ig. 2 presents a.generaT sequence for.

' th1s cumuTat1ve Tearn1ng mode]

wh11e Gagne has deveToped this model prdmarily to be representa¢1ve of

Tearn1ng 1n the cognitive domain, the bas1c pr1nc1p]es presented appear- ’

-

applicable to learning in’ the motor domain. For example, a maJor tenet of this

approach is the rale of transfer of learning. Gagne :s;atedkthat "any Yearned

o capability, at any stage of a Tearntno sequence, may .operate to medigte other,

~———— . .

learning which was nof deliberately taught (1968, p.186)". The,examp]e that

. 1mned1ate]y comes to m1nd is the stair- c11mb1ng study by Gesell and Thompson.
It could be plausable that the untra1ned twin was in effect Tearn1ng subor- _ .

Y
d1nate SkT]]S necessary to cT1mb the sta1rs The subsequent training of that A

-

tw1n took Tess time than her s1ster because onTy the spec1f1cs of stair-

cT1mb1ng needed to be taught to her rather then the entire skill. Thus,

maturat10n may not have been the so]e or pr1mary reason for the shorter train- .

— | - ing per10d as Gesell and Thomfpson concluded, but rather the reason may have ' |

s been more reTated to- 1earned capabilities notl spec1f1ca11y taught that mediated

. the ‘learning of the actual task. o .

| To sunmarize the three points of view that we have considered thus far,
look at- the cont1nUum in F1g 3. Presented here are the three views just
d1scussed as they relate to factors which determ1ne the onset of critical or
optimal learning’periods. The extreme left s1de indicates maturat1on as the

. primary determ1nant the. view of McGraw and GeseTT The extreme r:ght side of
the continuum indicates learning as the-primary determ1nant the view of such

- ~

learning theor1sts as Gagne, Sk1nner, and Bruner. In between, and 1earn1ng

13

more toward the maturat1on end of the spectrum is the adaptat1on theory of Piaget.
UnfortunateTy no conclusive evidence exists to support any oné of these
approaches as'oyer_against any.of the others. For example,-Bruner, in a discus-

sion of readiness for Tearning in 1960, began his discussion from a hypothesis

»

-
I * i .
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that would be related to the 1earn}ng,s1de on our- continuum because he .
¢

stated that 'no evidence ex1sted to contrad1ct his .hypothesis, - wh1ne con-

saderabTe eV1dence was be1ng co11ected 'to support it. It ds a1so &nfortunate

that the 1earn1ng of motor ska]]s has only been cons1dered by one of these> ’ S

- (\

theor1es, the maturation. approach. If we are to genera11ze to, motor sk111
A

o ‘o

learning from the other two theoretxcal postulations we ‘may or may not *un
.\\n i s . . , .«
: 1nto prob1ems R e o RN 3

A

The discussion of - these ghree theoret1ca1 v1ewpo1nts ]eads us to,a con- — -
clusion concern1ng the determ1nat1on of the onset of a ;ritgcal per1od of
»

learning that was presented by Scott (1962) He had synthes1zed animal and

‘ ¥
human learning. studies that were reported from McGraw in the mid- thirties ,

4

N : :
unti]\the‘wr1t1ng of his ant1c1e in the ear]y's1xt1es. H1s conc;us1on, aased o v
N . . i
on that synthesis, was a “provisiona]fgenera] hypothesis®. That hypothes1s V

stated that "the critical period for any specific sort of learning -is that time <, \

S
when maximum capac1t1es--sensory, motor, ‘and motivational, as well as gsycho—

-

logical ones--are first present (p. 955)." Trus, no one factor can be cons1dered

20 be the primary determ1nant, rather some comb1nat1on of many factors must be

_considered. . g / ~ . »
If neither maturation nor learning, can be considered predominant in the \ o

determ1nat1on of a critical,learning perrod then what shou]d be our viewpoint i
el /-

concerning the critical learning period? The cr1t1ca1 per1od for learning
cannot be viewed as one in which the bea1nn1ng of learning a sk1]1 must take
place or else that sk1‘1 will either never be 1earned or be 1earned to the

potential p0351b1e had the sk111 been introduced dur1ng the cr1t1ca1 1earn1ng ;

A3

per1od Neither/ can the vxewp01nt be taken that any skill can be tahght at

2

any time, regardless of maturation level, if the 1nstructron and pratt1ce t1me

)
*

are sufficiegt. The viewpoint that-does appear possible is one that is compat—-

8

ible with the whole range of research evidence. That viewpcint is that some’, ) i
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\ "~ coribination of maturation and tearning faz}érs is important in the determination‘

[ oV}

of ,the critica] period.” The factors and fthe weightedness of those, determining

-.‘ N
( factors become v1ta| to this def1n1t1onf ' .' ‘

. . Based on th1s d1scuss1on then, it seems on]y feas1b1e to consider "eritical

t ,per1ods for learning” as "opt1ma1 readiness per1ods for 1earn1ng « Jhis
N () .

phrase connotes that there exist per1ods of time in a person S 11fe-when that

' per;qn is opt1ma1lx ready to Tearn a given sk111 Seefe1dt (1975) stated tha;
_ "eritical periods“ and "sensitive periods" cou]d be used 1nterchangeab1y A
l N sens1t1ve period impligs that learning occurs nith gpeater efficiency at some
per1od in 11fe than in othen;‘ Thus,~the key issue in understanding critical
learning periods to the cons1derat1on of when a ?erson is ready to learn. v
ne are still left with the problem related to'the factor or factors wh1ch
deternine tnis period of optimal réadiness However, we have an advantage
e .
(\v1ew1ng cr1t1ca1 Tearning oer1ods from th1s readiness po1nt of view. Concern
can now be d1rected to cons1der those factors necessary within any 1“d1v1dua1 )
or related toa gaven s1tuat1on for optimal« learging td/occur This concern
rather than directing attent1on at the period of life when a skill must‘first be
. ‘ :1ntroduced perm1ts more f]ex1b111ty in the presenta+1on of instruction. With
.°’this.view, any c?1t1ca1 jearning per1ods may exist in the same individualls

A

Tife for .the same skill. In fact, in certa1n jnstances, the optimal readiness

o may be man1pu1ated thus encourag1ng early training 1n certain caseé as well as

encouraging training in ¢tertain skills fo]1ow1ng ear]y depr1vat1on of experi-

L4

r

ences. : ' ' : T~
gefore developing this V1ewpoint further as it relates to early inter-
vent1on of tra1n1ng, timé must be spent on answer1ng the fundamental question

' raised ear11br concern1ng the determination af “the optimal readiness period.

¥ - L]

.9




»

S1nce support can be prov1ded to SUQQESL the 1nc1us1on of both maturat] n and
Tt 3
1earn1ng as determining factors in a_ read*ness mode] the question remdins .
> 1 . 8

concerning the 1nc]uslpn of other faators. The one factor that stands out *

among all possible others is'motivation. No learning theorist would sﬂggest

that any learning can occur without some degree of mot1vat1on to learn being =

present within the organism. That mot1vataon may have been externa11y induced
H )

'or 1nterna1]y generated but its presence rema1ns a necessary. prerequ1s1te for
\

v ¢

L4

’ ‘ - ’ ! . ) -
} *
Thus, the readiness mode] be1ng suggested here states that tHe period of '

1earnf\g\

t1me during w /h/ch the 1ntnoduct1on of a sk1]1 to be learned w111 result in the

~.

ach1evement of the greatest potent1a1 for performance and/or learning is that

'

per1od of time when- “the maturat1on level, pr1or experiences or 1earn1ng, and.

The

-

mot1vat1on offthe individual are optimum for the skill to be 1earned

L

welghtedness of any one factor ‘n determining the onset of these 0pt1ma1 per1ods

will vary from task to task for the same .individual. (See Fig.4). Not1ce then,

- \
that this model is both 1qd1v1dua1 and taSk spec1f1c If we consider, for -

e e

. example, the pr1or experiénces port1on of our model, th1s specifigity suggests

that learning to throw a baseba11 at a catcher is a task which child A is ready

-

skills needed td be acqu1red

skating was benef1c1a1

Thus,

Inh effect, Lhis is what McGraw was suggest1ng in 1935

the read1ness of child B

A]though McGraw conS1dered the ‘major

mining when to introduce any new skill to be maturat1on, she i

A

A\ ]
-

. to learn, -however, for ‘child B of the same age, trere are some prerequ1S1te

js to 1earn a . .

-

-subord1nate sk111, wh1ch child A has already acquired. The same type of
example cou]d be developed “for the other two parts of the readlness mode].
The eiamp1es she
presented were wa1k1ng ‘as compared to ro]]er siat1ng For Jimny and Johnny s

13
early tra1n1ng in watking was not benef1c1a1 wh1]e ear1y tra1n1ng in roller

factor in deter- ;

ncluded the use: C!

|
|
|
|

-
L4
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of instruction. Instruction at the proper "timé for certain motor skills could

2 k! C
be most benéficial. However, McGraw only ever considered the acquisition of

a whole skill, rather thﬁﬁ"ﬁ?ving consideration to the potential effect op

"\
£ff1c1ent acou1s1t1on of 1natruct1on 1n teaching certain subordlnate parts of

the skill. oo ’ ot o
/ 3 - “
Another é&emp]e is the one d1scu:sed eariier from the study by Gese] " and

N e _,—bw-/ O
Thompson us1ng sta1r c]:mb1ng as the sk111 to be ]earned Remember that these N

authors attributed poor acqu1s1t1on to 1ntroduc1ng 1nstruct1on in,the. sk1]!
benge the children Were maturat1ona! ly ready While this is probab]y'qu1te9
true, the mode] be1ng presented here m1ght a]so be cons1dered Perhaps\these
children had not adeque%ely learned subordinate sk1lls necessary for.the
acqu151t1on of the sk11ps.be1ng taught. Should this have been the,case, then h

N pof dn]y would %t be_po%sib]e to attribﬁie boor acquisition to maturation
. pﬁbblems,'ﬁqt,also to the other two factors in cur readiness model. The chiid- .

ren did not have the ade uate prior\experiences neceasary'to tearn the skiil ba1ng

- ~\

mme. A \\ - - ~ } ’ \
¥ o0 N

To carry this one step further, the later rap1d acqu1s1t1on of st 1r-c11mb1ng

3 \

by the prev1ous]y untxa1neo ch1]d was probab]y so%ewhat due to an increase in o

- [y 2

1ntrodue?ﬁ and were there ore probably not auequatelj motivated to Iearn them
at that

maturatiqn. However. this untrawned ch1]d was perm tted t1me to exp]nre the

o]

stairs on her own.‘ It is possible that during that time, needed prer8quisite
~

skills were learned by the ch11d, without’ benef1§ of the speczr1§ tra1n1ng D
* . . [ .

provided her 'sibling. When the experimenters bedan training her to ciimb the

A} . ‘ b Bl

‘ »

stairs, the training period was much less not due only to maturationai'aeyelop-

ment but also to prior experiences and a more appropriate. leval of_motivqtion-‘ .
to leara the sk111 . T N
e . A question may be deve]op1ng concern1ng the meaning of prerequ1s1te or - ‘ -

A} » >

subordinate skills. Gagné provided an early exemple using conservation of

ERIC . .. CN - 11 . . R




0
quantqty Corserwgt1on of quant1tj is cons1d~r°d “ be the ab11qty to be ab]e

L4
e

to see two equa] -size beakers filled ‘with the sane arsunt of 11qu1d poured 1nto
. two other beakers of 'differing sizes and =t111 be able tn state that both con- °

tain the samé»amount of water. Ptage; adherents attribute.this ab1]1ty pr1mar11y

b

.to maturat}on'or to ach1ev1ng a- deve]opmewta] stage of cogn1t1ve ability. Gaghe

’ pnesented hid a]ternat1ve v1ew by statlng that perhaps the child is unable to
v

COnserve becaust he has ifwer learned necesaary orerequ151te a spec1f1c develop-

' menta] stage. E1g. 5 sho
. i / \-:v

111ty to perform at any level, be]ow those above it
. f !
woqﬂd generaliy Qoxnt to an 1nab111ty to perform the u]t1mate ask S -

gﬁbagne S breakdown of conservat1on. Note its

hierarchial nature. Arr'in

;h i In the psychombtor doma1n &yﬁ%xamp]e of Eh1s hrerarch1ca1 task ana]ys1s n
(v( .

s Has baen presented by Singer and D1 K\(1974 This breakdown can be seen in.

'}\ ) . \A N R - ) -
6. g Cog 2, oo . / .
\ \ “t SN M A

oy To this po1nt then, the 1ntermsx of maturat1on éhd prior exper1 nces or

prlor 1earn1ng should be ev1dent hé1ther can stand aﬂone to exp1a1 ‘the

_anset of opti imal read1ngss . For certa1n sk1115, such as wa1k1ng, there is
ye {“"

ample,evidence. to Sho¥ that maturathon is .a more determ1n1n5 factor. But,

‘for a more complex k111 ‘such as toller skat1ng or bat 1ng, ev1dence, both
d o

empirical and theoretical would' show pr1or exper1ence to “be “a more powerful-

d° erminant The reTat1ve 1nf1uen§e of both maturat1on "and 1earn1ng in the.r
f

ect on ach1evement on a comp]ex sk111 is a topic of much debate and worthy

of much 1nvest1gat1on However, for th1s d1scu§§30n, it shou]d be surf1c1ent

. -‘\\ N

‘t091nd1cate that for 1n1t1a1 ]earn}ng, tSe atta1nment of prerequisite sKills

is of utmost pr1or1ty ’ C .

The role of motlvat1on in this readiness mode] needs further developmeht
Motlvat1cn is here being defined as anything that acts an an energizer of per- =
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formance. Just as a pattery -driven toy neéds a battery to makc the toy
operate, SO does the nunan organism need. some energizer to be ahle to perforn
in a situation where iearning ‘must ofour However, that energizing does not

a]ways have to originate from within the individual, as might be ‘inferred from

the toy and battery exampie. Adequate motivation to iearn might be’ from w1th1n

" s *

the individual and be very task related or it may be induced from an outside
source or be socially related. That'is, the 1earner may begin to 1earn be-
| cause of outside inducements, such as rewards or pdnishment threats, or because
\ of social motivation factors sych as needs fcr affiliation social approvai,
esteem, and so an.
oL Ausube]ystated in 1968 that "the causal relationship between motivation

:and learning is typically reciprocal rather. than unidirectional (p.365)."

While he suggested not, postooning instruction when the learner is "unmotivated",

»

he did suggest the need for adequate motivation for optimal learning. 'He also

reasoned that Simpiy being introduced to the 1earning situation may be a way

* of arousing the necessary motivation level. X

.+, One infexence that cannot be made from this ‘'discussion is that no learning

‘. N \ . ~

wii] go on if motivation is absent. Postman in 1964 concluded after a series
\,

of studies related to shortAterm memory that ]earning does go on tin an

"ynmotnvated" condition. This type of 1earn1ng has been 1abe1]td "incidental

1earning" and must be considered as a valid part of the learning process.

- It should be clear then, “that when we consider the problem of determining

.

the onset of an.optimal readiness period for learning a motor skill, there

-

are at least thrée questions that must be considered. One of these questions

considers what is the physicai, cognitive, and emotional maturaticnal level

— N

of the individual.  The seo\nd\question determines the prerequisite skiiis the

ledrner is able to perform. FineTTy} the.motivational level of the learner must

>

¥

“

+
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be cons1dewed Each of these questions must be answerOd'in relation to the

skill -to be 1earned 1f an: of these questwﬁns cannot be adequately answered

for the task at hand, then appropriate measures must be taken to compensate for

deficiencies. This compensation may take the form of changing the task to one

+

ability to beg1n to acquire. Another compensation may be
to one that involves the learning of a needed subordinate
be. that- the compensation involve employing an appropriate

the 1earnen to begln'fp learn the task.

. é
that involves the jearning of one which the person has the physicdl or mental

£o change ‘the task
skill. Or it might

method to motivate

/.

The obv1gus d1ff1cu1ty at this point is to be able to provide concrete

/

so1ut1ons/t6 each of these quest1ons as they .relate to spec1.1c instances. This

annot/be viewed as an easy task. Fortunately, or unfortunately, depending

on xdur vantage point, “this is hot the purpose of this paper. However, it

should be stated that establishing valid means of answer1ng these questions for

-Jany chj]d forany sittatior, is one that phys1ca1 educetors must pegin to

l ~
attempt Teachers will generally rely-on experience and jntuition in the

Vs
GECEPmTﬁGLTQP of read1ness We owe it to thosg teachers to develop more

obJect1ve and concrete measures

One further po1nt concern1ng this readiness model is

that the model must

be considered as 2 Jogical extens1on of each of the three‘deve1opmenta1 theories

presented earlier. Especia11y when each of these theories is compared to the

existing research ev1dence concerning ‘the’ involvement of maturation, learning,

and mot1vat1on in the 1earn1ng situation.- In fact, Gagné

in The:Conditionsi

of earn1n9 presented a read1ness model that put-his earlier cumu]etive learning

mode] 1nto proper perspectnve« He stated that three major, factors comprise

p

1earn1ng readiness: (1) attent10na1 sets; (2) motivation; and (3) developmental

status. ¥ Thus the mode] be1ng presented here is much in 1

proposed by Gagné .

14

ine with what has been
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What does all tnis mean a; it reiatté to the problem of p;obrams of
early intervention?  First of all, let us define what is meant here by the
. phrase "program of early intervention." In general, these programs are
- organized éEtgﬁBts at providing early experiences for young learners in given
motor skills. From the readiness model presented here at least four impli-
cations for these programs seem appropriete. -
First, ultimate skills to be attaingd by the learner must be analyzed
to determine\the subordinate skills involved in the performance of these
skills. Programs of early intervertion must be\toncernea with the deve]opmént
of these subordinate or foundational ski]Tst The abpropriateness of these
skills for a given child will be‘related to his maturational level, not age
alone; which of the subordinate skills he is already cabab]e of performing;
and h&k motivated he is and can become to perform the skills selected for him.
A second imp]ication is that these programs must be oriented towérd pre- /
senting the child with as broad a base of foundational skills as possible.

Since prior experiences or ‘prior learning is so important in learniqg, the _

> base of experiences from which the child will eventuain:operate in selecting

vocational or recreationa] motor skills wi]] be extremely important. This

broad base will also carry over into the motivationa] part of learning. Rarick

(1961) for example, stated that the establishment of a repetoire of motor
skills at an early age has a favorab]e influence on the attitudes¢that‘an
individual takes toward his attack on new experiences.

Third, thkese early programs mu;t qttend'to.the motivation part of the*

- , —
. model. Just as the rarige of early gxperiences’ influences the selection of \,

later experience, so does early success in the performance of motor skills. To

again refer to Rarick, he statéd that success in bodily activities increases

the probabi]ity of fonnation of positive attitudes toward motor skills. If 4

the child is continually "confronted w1th activities that he is incapable of

19 -
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,coT1ect1ve]y"beQab1e to be seen as developing skills that will be used in more -

'in which a variety of experiences are provided in which the sk11] and the child’

are considered together. This consideration should take the form of concern for
. )

eople of any age. s '
Q\P OH e y ag | . 7

perform1ng, it shou]d be expected that his mot1vatxon Tevel to continue.to

&
learn more omp1ex sk111s w111 be quite low. . Also, if the amount ‘of early
exper1ences is 11m1ted to very few activities, it should also be’ expected that .

any drive to continue to be involved in phys1ca1 activity will be quite 11m1ted
The fourth 1mo11cat1on relates to the types of activities se]ected for use
in these programs. “In adetion to there being a wide selection of types of

activitiec, they. should also be hierarchical in nature. -The activities should

compiex skills. » - —_—

These are a few implications that appear to be warranted from the readwness
model that I have presented Programs of early intervention in the 1earn1ng of
motor skills are 1ntr1¢ate1y tied to the prob1em of critical periods of learning.
When these critical periods are viewed as’ periods of optimal read1ness to learn,
these programs are given their proper perspective. They cannot be viewed as

programs in which certain skills must be presented now ov the. chitd will never .

develop his full potent1a1 in that ski11. Rather, they must be viewed as programs \\\\

A}

the physical and cognitive ability of the child, the skills a1ready possessed

by the chi]d, and the desire of the child to get involved in the skill selected. E i
. Critical periods for learning should.not be misunderstood or misused.- ' /

They should be properly viewed as periods of optimal readihess and should be

used as essentia1=ggfdelinesffoﬁ‘the selection of activigdes to be taught to

Y
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