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AUSTRALIAN ASS0OCTATION OF EARLY CHILDHOOD EDUCATORS

The Association was formed in 1974 with the ohjective of
having professional people in the field discussing issues iu
early childhood education on a national level.

The first Annual General Meeting and Conference was
was held in May 1975. The papers from this Conference
hiave been compiled in this beoklet.
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We Lave been promised an intensive and
hopefully  stimulating Indeed  the
affacts of our stimulation may well have hocome
s0 apparent as to make us forget all the other
niceties that a conference should have and so
I'm reversing what might be a conventional
order of things and making, while 1 welcome
yoil, a thank vou speech as well,

exOrcise,

[ wish ta thank first of all Tim Glough who in
utive mesting

wserver at an exe

his capacity o
last August accepted the position of conver
the  conference at  the  same ting
unashamedly committed the ACT Chapter to
organising it. On behalf of all of vou, I wish to
thank Jim, the ACT Chapter. Anita Beattyman,
Ruth Dobson, Yvonne Winer, Loma Rudduck.
Isla Stamp and ells and their
co-workers who aceepted Jim's r_fummitmemt and
who for more than six months worked towards
this goal. It is a tribute to their efforts that the
today far exceeds our initial
gxpectations. having, us we du, noi unly most of
ouf foundution members but many who have
come to listen. to be informed and perhaps to
share opinions on the issues that concern us all.
To members, to future members snd to visitors
we extend a warm welcome.

ar of

and tire,

Simone Ho

[t is a tribute also to the convening committes
that thl'% conference can boast such an array of
imposing speakers. and that the topics they have
chosen, cover the gamut of important and
‘themes, on early chiidhood
education. A special welcome is offered to our
suest speakers from overseas, Lilian Katz, Ann
O'Keefe. and Jackie Goodnow, We appreciate
deeply, their willingness to share with us their
time and expertise,

i

May I say. as President of the Association,
e gives us the [lirst
opportunity to make an impact on the general
populatinu of early childhood educators and
perhaps-on some of the public at large. And
having a male convenor for the conference is
only part of the on for such an impact. Being
1975 and Internati.aal Women's Year, some of
you may think that it was deliberately planned,
to have a man at our hehln, in order to.show that
whereas our work is in a field traditionally

fie
dominated by women., we are by no means

E‘
’t’J‘

IDENTIAL

Al

Tulin Solomon

" coincidence that in the same year we

"\E\

DRESS

alrid of the male. And wheroas other women's
ation by
are

organisations are celebrating their libar
proving their independence of men, we
showing the inverted form of liberation
showing that men are still useful. Regardless
of whether International Women's

planning, or whether I'm
using it as an excuse to say that we wish to
welcome men to our ranks, wir may well find
that this vear has o substantinl effect on our

however,
Yeour has offected our

tufure,

The women's liberation movement is &
celebration of women's desire for self tulfillment
ather  than motherhood. It no
sea the
overt  axprassion of  women need  for
emancipation. we also celebrate the “discovery
of the child'" by the Australian Government, if
this can be measured in terma of money. While
mothers join the workforce. in unprecedentec
numbers, the Australian government is funding
the caretaking of their offspring, with
unprecedented and seemingly endless flow of
money, and we who call ourselves the Early
ildlmud Eduramrq of Au%'tralia are part of
. [ expect
some uf us are br _lmg. a httle. becﬂuae we have
traditionally insisted that there is a distinction
between the educator and the caretakar. The
caretaker being the one who minds the child and
the educator, the one who teaches the child.

in wavs iz

=)
5
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an

Yet if we take"the American definition, as we
take so many things Amerir‘an, to mean *‘to care
;'ﬂmut” ;md thp AL';';H‘ fan deflmtmn as 'having

tumh(sr tth mmdmg in the sense cnf carmg
may well be more educativnal in its
1 interpretation, while listening to and
obeying, in that it keeps the child quiet and safe,
may be real child minding in the conventional
sense. [t is in my opinion. just these sorts of
shifts in definition and interpretation. which will
present problems for the early childhood
educator in the future,

If we avoid the pioblems or refuse answers,
the traditional pre-school educator has
tended to do in the past, we may be doing much -
less for the child than was done 3.000 vears ago,
when an ancestor of -mine, whose story is

as
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written up in a truthful but unpopular book, was
asked to judpe a case in which two mothers
claimed ownorship of one babyv. And Solomon
said “the solution is obvious, sinipty ent the hahy
in two — that bit fur one mother and that bit for
the other”. The messaue was prophetic in that it
has  projected  precisely - the  social and
educational dilemma of the present day, For
today, we have in fact, cut the child up. We have
not unlv bisected but cut it across in numerous
aocin-economically, harizontally,

wallv, and longitudinally, and in doing so
lost something  thot  traditional pre-school
educators would nevar have countenanciod —
the whole child. =~

Forwoare tendiong toay, thee chilid ol the none
working mother: heis for the educator: the child
of the working mother he's for the child mindoer
the child in the morning session. between nine
am. and twelve is for the educator: the
afternoon, particularlv late afternoon, for the
child minder. The head of the child to the
educator, to he filled with facts, concopts and
literacy skills, and the body to the
to be fed, kept clean and entertained. The chil
and over

under four years to the child minder,
four years to the educator. The child in school to
the educator and hefore and after school to the
child minder,

While people 3,000 years ago in their wisdom,
saw the anomaly of hisacting the child, today.
the anomaly in dividing the child between
minding and education is hardly a public issue.
For in 1974, while Government departments
were sorting out their- priorities, the social
welfare aspects of child services aroused some
interest and won the day leaving the traditional
early childhood educator retreating with
traditional politeness. They abdicated their
original role of setting up Edurdtmn standards
for the young child and watched uneasily wl
their role was assumed by those who were nevar
trained for it.

Thus the public on the whole remains
mparatively ignorant and apathetic about the
nges -that arc occurring in the care and
:ducation of the young child. Perhaps they are
mpletely satisfied; good Pmplnyment and good
aby sittars may be all that a society asks or
needs. [ guess the question for this conference
should be, Are we satisfied? If satisfaction is
measured in terms of comfortable jobs. and
adequate salaries, then of course most of us are
satisfied, and could .easily reflect the
complacent outlook of the apathetic public.

c
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But if we look ot professional criterin, wo may
come up with some odd conclusions. ‘We may
well find for tustance, that the definition of the
parly childhood educator, is “one who has been
overlooked by hoth child care and education,
who has lost her identity, and i patiently
iscovered.” We mav also come
ur with the conchusion, that women's emancipa-
tinn means children's captivity, and that all of us
;iHin;, hore t(l(lélv Are Hll" e ,mJI‘L nf vuung

wiiting to he red

alle =50 \}mt the\n mutlu TS Iy hw in thi- wnrk
force. and so that the bureaucratic contrivers
who have not for a long time if ever, scon a child
under eight may continue to contrive. In which
case, perhaps we should resolve that we should
return the children to their mothe s quiekly
as possible and at the same tine find some way
of making mothers want their children and
politicians want mothers. Then perhaps we can
start avain, amd have a good look at the child
from birth to eight, as he reallv is.

Then perhaps we can start as never before
applying our knowledge of child development in
terms of a learning environment, which we will
let the children use as they wish, and not as-
Government or teachers dictate. Then we can
start testing hypotheses about how children
learn, and instead of starting with Piaget's
notion of conservation, we could start with
Piaget's notion of permanence and see how that
affects the voung child, We could begin to look at
theories of dependence, attachment and
independence. We could observe the number of
children who are desperate not to be pushed
into independence too soon. We can also
nhserve how the child learns literacy skills and
what the teachable moments are for each child.
Using the teachable moment may prevent the so
called learning problems, that whole
departments are now set up to correct. If we
could come {o grips .with any of these or other
issues, either individually. or callectively, at this
conference. we will have made an impact, as an
arganisation and our ranks will be
strengthened. '

In the meantime, I am reminded of the fact,

.that at least one great philosopher has said, “all

living is meeting.”” And the most 1 can wish you
is that this weekend. we should all live well.




CHALLENGES TO FARLY CHILDHOOD EDUCATORS

Prafossor Lilian G, Eate,

Hepetors ERIC Clearinghouse on Barly
Childhood Edueation
Universitv of Tlinois, Urbana-Champaign

For earvly childhood odpcators there 18 no
sharterr ol challonges:  we  face  constant
derninds requiving an incregsing range of shills,
nndepatanedines, risponaibilitios it
commitments, In this paper | want (g address
some challenees feing us in our centra] roles as
tenchers, whether we are jeachers of children
ar ol adulls. T want to speak in terms of what |
call principles, You may bhe more comfortable
calling them opganizing jdens or probability
statements. bhold - for timid}  aggertions,
fundamentils or presuppositions. [n any case, [
have acquired the habit of calling them
principles, i propositions which, although not

alwnve true, seem suffic
useful for organizing information. making plans,
ovaluyating and  experimenting with  diverse
aspects ol teaching,

1. The principle of congruyity. 1t seems usefy]
to sissert isoacfirst principle that the way we
tesich twichers should be econgruent jn many
basie aspetts — though not all — with the way
we want them to teach children. This principle
soems o be g restatement of the truism
“practice what you preach’, But [ offey it not
just in order tp safeguard ourselves against
being found hypocritical. The principle seems
useful because there are some elements of
teaching which apply cqually well to all
teaching, whother of children or adults. Thus
the principle of congruity is a first one. The
lollowing examples should serve to cla. fy what
wi may think of then as geperic pringiples of
teaching.

2. The Principle of Knowing the Learper. Let
us take it as a useful {though not alwayg a true)
principle that we cannot teach gnything
important to someone we do not xnow,

. Obviously. this is not-always true. We have all

O
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been taught by people who did not know us, e.g.
by authors of books written before our time. and
by lecturers to large groups in which we were
just one of the crowd. You will note however,

iontly genergl to bhe -

9

that I have used the qualifier “important”. We
could of eourse develop volumes of argument
over that choice of qualifier. But, such
arguments might give us all a proper case of
“analysis paralysis™ which, in turn might inhibit
our capacities for action. And teachers must be
freg to act! T am using this term “important™
here to refer to our constructions of those
aspects of reality which are relatively central to
our lives and our work. Such constructions as
how we explain nthers’ behaviour to ourgelves,
our constructions of cause-and-effect relation-
ships in events which matter o us, ;or our
conceplions of those things about which we have
relatively intense feelings, concerns, anxieties
and hapes.

This second pMnciple takes on significance
in teiching — at every age level — because a
tajor function of a teacher ig to help the learner -
to improves refine. develop or change his/her
nnderstanding* of the task. concept. idea or skill
to be learned. And in order to fulfill this function
the teacher has to uncover what the learner's
undoerstanding of the task or concept to be
lonrned actually is. Most of us who are teachers
frot over how much "material” we have to
“cover”. Certainly adequate coverage of many
content sireas presents  us with persistent
problems. But it seems to me that the uncovering
of the fearner's understandings of the relevant
realities can help us to make more .informed
decisions about what “material” is most useful
to "cover’ (see Duckworth, E, 1972).

Along similar lines, I think it is useful to
assume that every learner does in fact have an
understanding of the situation, task or concept
to be learned; But the understanding may be
msufficient, incorrect, or inappropriate in some

*1 am using the term understanding as synonymous with

frm
the phrase construction of reality.
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way. Of all the ways in which understandings
may vary I want to concentrate on one yariable

" ia particular; pamely the extent to which the

Q

abstraction and concreteness,

learner's understanding of the situation, task ar
concept is differentiated or complex. Take for
example. my understanding of the game of
tennis, It is a relatively undifferentiated one. [
know that at least two people play with rackets
and balls on a cout ¢ with lines g, and that they hit
the ball across the net to each other. However,
my son's understanding of tennis is highly and
fiﬁely “differentiated. His  understanding
includes conceptions, about games and sets,
singles and doubles. rallies and vollies, loves
and deuces, types of “shots™, as well g5 some
intricate minutiae of appropriate dress, Another
example of variations in differentiation or
complexity can be seen when we consider that a
five-year-old has an understanding of where she
(or he) comes from, ie. reproduction, If at
twenty she hag studied genetics or obgtetrics
her understanding will be even further finely
differentiated. That understanding will include
facts. concepts and theory at a range of layvels of
with subsumed
interdependent facts, concepts, and theory. as
well as a variety of imapes, memories,
associated feelings and ideas, One can say,
then, that as a five-year-old she had an
understanding of the phenomenon, but it was
not as differentiated as it could ultimately
becm:ne- .

I am;pmsuppgsing thatin the general case. a
teacher is one 'who has a relatively finely
differentiated or complex understanding of what

"is to be learned, and accepts the responsibility

for helping the lsarner increase the extent to
which his/her understanding matches the
teacher's. If our understanding of relevant
events/phenomena are not more differentiated.
more useful, more appropriate or more accyrate
than those of our learners, then we lack the
legitimate autliority to be their teachers.

We might then amend our second principle
as the principle of knowing the learner's
understandings of what is to be learned, | am
proposing that this is a generic problem for all
teachers of all learners. If I want to teach a
student, for example, techniques of cohversing
with children, one essential approach of several
I might employ would be to uncover that
%%udgnt' construction or understanding of the

tpachgr-Lth conversation situation'. [t geems
reasunablr‘ to hypothesize that the probability of
successful teaching (of important learnings)
increases with increased knowledge of the

e -
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individual ~ learner, - in  particulor, of the
indivitlual learner's construction of the relavant
reality. A related hypothesis is that the dgreater
the: informality in the learning situation, the
preater access the teacher has to relevant
knowledge of the learner, and that the greater
the knowledge of the learners’ understaiuiings
the greater the probability that the teacher will
respond appropriately. Informality in
classrooms has been a popular conference topic
during the last few vyears. However, its
popularity seems to be related more to
philogophical: positions than to the principle of
knowing the learner. | should add here the
hypothesis that there probably is an optimal
amount of informality for each classroom unit |
{of adults or children) and perhapa for each
individual. ‘ '

Another implication of our second principle
is that it seems useful to teach our students
(children or adults) tactics and strategies.by
which to inform us where they are, how they are .
constructing -the problem to be solved, what
confuses -them and how they understand.

whatever is to be learned.. For example we can

teach children to say to us. *I'm lost”, *'Hold it".
“Go over thdat again”, "I don't understand",
“I'm confuked” etc. On one occasion I
recommended to a first-grade teacher that she
teach her pupils to signal her in this way. She
responded positively, expressed agreement with
the soundness of the procedure and then, after a
aaid quita bpuntansaus}y ‘But theyLl

raahzed the meamng of her prot station. This
teacher’s comment informed me that covering or
completing “'the lesson’” had a high priority in
lier understanding of teaching. Perhaps we

~could ‘say of this incident that two different

Lndcﬂrqtqndmgs of teaching came into r‘Dntsct
hers and mine.

Another implication derived from our second
;unn l])l!‘ is that we must be careful about
our learners ‘o agree with us
ively, or to give us what we appear to
wint. We do this sometimes when we confuse
conversations and questions with what are
really - interrogations. Take for example a
preschool advisor who said to the teacher, -
“Why are those books on a table in the middle of -
the room instead of in that corner?"" 1 would call
this an interrogation because it was a question
in which the *'right answer” or the appropriate
action was given away. [ saw another example
in which a preschool expert asked a a group of
college students “‘what are the three “'d's" of.




“her -question or

education?” The respordents ~were quickly
informed that the purpose of the (]uuhlmn wis {o
what was in the. llllt“(l()!lf‘l s omindd.
Surely  thers place  for interrogation,
Perhaps we want to know whetho « g young chilid
knows his address and phone number. I such g

ulcover

is, i

case we can put it to the child honestly that we

want to find out whether he knows it and then
\Nhilc! illt:'>r1'-nf!utin1'1 is useful for
some typoes of assessmoens and examinalions, it
may undermine some importdnt aspects of
teaching For example, let us ook at the possibie
preschool i advisor’s
the chances are that
credueed  the

interrogate.

consedquences  of  the

interrogation. First of all. t
' interrogation
likelihdad of subsequent open communication. Tt

1w unlikely thyt in a subsequent encounter the

' Hd\.’l«\{ @

atha§ of the advisee.

_implic

Q
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with 1he advisor her
ahout organizing. the
tion — dependi
1 facial

mnh(m an

share
doubis
such a4 que
tnne of-

advisee  would
confusions and
roont. Indead,
perhaps on the
pression — iy
relationship between advisor and
since  the interrogation implies  the
of judgument or a putting down"
1 do not intend to take
¢y of the advisor’s-advice.
a is that the advisar's task is
to help the advisee to understand or construct
the situation more closely to her own under-
standing or construction. The probabilitv that
uld help the advisee impruve or
BdVlS e's understanding of room
arrangements, for instance. would increasa if
the advisor first uncovered how the advisee
understood. the situation. Then, with the
knowledge thus obtained. the advisor could
gshare with the advisee some insights, concepts
or facts which best “*match” in J. McV. Hunt's
senge of the term (Hunt, 1961 Chapter 7) — the
advisor's own understanding. In other words,
interrogations inform learners that we know the
right or best answ ver s, solutions and ideas.
rough conversations

Hopefully so! But it is tl
which we probe Dth thnughtq and ideas, in
views, opinions and

which we solicit th
wishes that we became informed of another's
understandings of the relevani phenomena. The
latter is the crucial stab in teaching.

vOIa

o3 likelv to set o

adversary

issue with the adequa
My major point here

i

=]

3. The Pl‘ll‘lr‘lph“ of Timifdg in Teaching. hp
itiong and hypotheses drawn from our
second principle lead to a third one which seems
to fit inte the hroad general category of timing.

Only two aspects of timing can be takan  + here.
Gne aspect is the rate at which we nd to
learners in teaching-learning en ers.
(Perhaps’this aspect should be called ;v ng.} 1

mind  thase Tregucit

example, a

haver in
which, fur

coootiters in
hsiruer reveals an

incorrect  inapproprinte or o oversimplifiod
canstruction o o

The teacher recovnizos the

understanding  or SIVED
concept or siluation,
incorrectness of the concepl and may offer a0

correction. The question of copncern here s

whether there 1« 0 “eight or better” moment
in time to offer this correction 7 When foaching
student teachers we olten have sucly timing

dircinions to make: we want to halanes the rate
at whiclh we offer (which jmply
cunld b going belter) with the

sugvestions

things rate at
whieh u.\ offer encouragenient amw
(which iniplies that
perhaps  bevond  our

cxpectations), Tt is ool Hmee inoamd ol itself,

HllH\ s sirid

Fondest

npes

which isoat assue, The ss=ue s that learning,

chiange aod the development of umlz!r%t;imlings

unfold and vecur g tinee Corbiinly all of us
nihe: errors in teaching by rospon (lm“ ino fagt

ur too slowle, However, it scems o ;
hvoothesis that greater latency, which allows
more of the learner's behavior  to unlold,

increases  the quantity of information upon
which the teacher can formulate un appropriate
response. Perhaps this hypothesis is merely ar
claharation of the old-Fushioned virtue known as
we” According  to my  present
virtue of

=

Tpatie
understanding  of
patience resides in the relationship between
latency  and--knowledge of  the learner.
Hypothetically there are likely to be optimal
Latencies Tor every teaching-learning encounter,

teaching.  the

A seconed aspect of our third principle is that
il pnmtum as a veteran, and -
k. of teachers as having
(ie‘\i( lnpmi“nMI stages w1th agsociated concerns
and developmental tasks (sce Full}i & Bown,
1974: Katz, 1972}, In addition to oc I
tasks, it seems reasonable to hypothesize that
understandings . nf t(‘;n,hmg d[}\ig]np‘ as
experience accrue
h it 1{5 21l h

no-une elitors a ‘s‘.n,,'

b(i:r.;nme liitET‘ o1 ’HlL dlffLI‘f‘Htlﬂ ion muld bp '
expected to inerease in-such things as the
nuiber of levels of analysis and conceptions of
the teaching situation (i.e. greater "'depth of
umiurstmdng ). the range of explanations of
child " beli w', r, conceptions of institutione 1]
Processes il functioning  and
Presumably thp tedacher of teachers has a fin y
differentinted understanding of “what it is all
. Secondly, by proposing the principle of
intend to encourage the teacher

about’
timing 1
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oducator to take a develoonental view of
her/his learners (as the learners should of
children). The point is to fccus on the kind of
ingight-sharing and ipformnation-giving which
contributes to the steady but long process of
refining undorstandings. Thus, in  our
discussions of teacher education as well as
early childhood education 1 suggest that we
understand our responsibility more aften to be
one of helping the learner to develop rather than
just to change. Change is easy and can ba
achieved quickly. Perhaps an extreme example
helps to illuminate the difference: just hold a gun
1o a wacher and you can make his behavior
change! But leave after thirly minutes and what
E‘ndur(ﬁ"? Thp fm us on dpvelapment impliea

COUurse uf m(n(hf\,u}xg. njimmg mul Lil“(ll‘(jll[l;lhllg
understandings of phcomena  which  are
-important, central, nlll{‘ﬂt or  personally
Elg.,lllflf ant to the | w;u‘ngr

* 4. The- Principlp of  Socio-intellectual
Ambience. Letus assume that every educational
‘program has a characteristic ambience or
atmosphere which is perceived by most of the
teachers and learners participating in: it (see
Katz, 1974). Ambience like social climate can be
defined as “the feeling tone which expresses
something about the feclings generated by the
total sét of relations between staff and recruits”
(Wheeler, 1966]. [ wan! to suggest here that the
socic-intellectual ambience. of our teache,
education settings should be congruent with the
ambience we want our students to create in
early childhood education programs. One of the
most important Lhalleng@s I see faciug early
_childhood educators today is to strengihen the
‘{ntellectual vitality of the socio-intellsctual

ambience of hoth teacher aducation and early.

childhood education settings. In teacher
education settings this may be achieved when
staff members exhibit their concern, curiosity
and involvement in the disciplines relevant to
education. Intellectual vitality may be supported
antd strengthened when staff members engage
their students in activities by which they try to
advance the conceptual a
the field of early childhood education. From my
observations of early childhood programs in
several countries I have the impression that we
are not providing activities and experiences of
the kind children can get their intellectual
“teeth” into. 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 vitality. I see a major goal of early

o
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childhood education to help chiidren make sense
of their expericices and environments. In other
words, we are responsible for helping young g
chilidren to develop, refine, improve or deepen
their understandings of the salient features of
their day-to-day lives. The intellectual vitality of
our programs can be strengthened when we
encourage and help children to reconstruct
these sulient features,

This can be achievad by building and making
some features, by dramatizing others, .and by
observing, recounting. recalling, recording or
discussing their perceptions and understandings
ol their experiences. I have a hunch that for this
goal to be more fullv 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
intensity than they typicaliy are now. Strength.
of attachment has to do with adults’ usefulness
as moaels as well as sources of demands,
support and encouragement. Intensity has to do
with the role of concentration in teaching and
learning. In my own teaching exjerience I find
that the process of uncovering students’
understandings of relevant phenomena requires
my full concentration on the unfolding events in -
the teaching situations.

Since we cannot “cover” evervthing we
want our learners to know, we must try to teach
in such a way as to increase the likelihood that
our learners will go on'learnirg. In other words
our teaching should be such as ta strengthen the
disposition to be a learner. Those of us who
teach teachers are responsible for helping our
students to become life-fong students of their .
own teaching. Some students learn what we
have to teach them by the explanations we give:
some learn from the examples and illustrations
we share; some learn from the model we
provide, and some learn from all three of these
aspects of our teaching. If indeed we obsérve
the first principle and teach in ways which are
congruent with the ways we hope our students
will approach young children, we may measure
up ta some of our most urgent challenges.
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Dr. Ruth Ann O'Keefe,
National Director, Home Start, and Visiting

Senior Le

[ deeply aprreciate the honour of being
invited to address your First Annual Conference
of the Australian Association of Early Childhood
Educators. ‘ '

The topic I was asked to talk with vou about
is Home Start -~ a program dear to my heart
because of my close ,nvcl ement with it from
its very beginnings in the U.S. nearly four years

ago.

But hefore | begin to desaribe Flome Start to
you, [ want to set it in context, in perspective.
Home Start is an integral part of Head Start;
and, as most of you are well aware, Head Start
is the pre-school child development program for
children from low-income homes. begun almost
exactly 10 years ago. But Head Start was by no
means just an early education program. It was
outstanding because it embodied what we came
to call "a comprehensive™ approach to the early
childhood years — not just education. but
health, so¢ial services for child and family, and
parent involvement. Some of the early
avaluations of Head Start unfortunately focused
mainly on the weducation component —
¢hildren's cognitive development and sustained

school achievement in the early school years —_

and thev found, for a variety of reasons, 'm
sure, that while Head Start children made
measured and measurable gains during the
program and  shortly  following it,  these
educational gaing were usually lost by the time
the child had completed third grade. But the
impanets of the health, social services and parent
components  were  not wellkassessed,  or
wellreported,  and  only  recently “are  we
boginning to see the impact, and appreciate the
values, in these areas. Fortunatoly,  our
Congress has recognised the morits of Head
Start from its very bhoginnings, for Head Start is
one of the fow programs of its kind which hasy
had increasod rather than decroased funding,

Whaon [ loft the United Statos, two months

irer, Early Childhood Program,
Macquarie University,

ago. for example, Head Start had just been
re-funded for another three years

Ve do not have time today to.ex pltj re even
th(z major threads in the U.S. that have
contributed to Head Start, or affected it, or been
alfected by it nor can we discuss Head St
evialuations. But in order to begin to underst:

tar

‘Home Start, we must mention a very important

aspect of thinking in America regarding child

development programs. Because of the diverse
nends,  interests,  concerns,  and  even
preferences . of,  American  parents  and

communities, there is an unwillingness to have
just one kind of child development program. You
have the same considerations here — in my
brief stay so far, for example, 1 have already
seen  active  playgroups, ily day care
programs,  half-  and  fullday  preschiool
programs, and home visiting programs — in
short, program designs suited to your individual
families and communities.

In the U.5., there T‘:: a strong resistance to
snoking the answer, the best program — but
riather, there are continual searches for feasible
solutions — feasible programs to fill particular
needs,

Su it was that several years ago, the-
policy-makers in Head Start took a long, hard
look at Head Start policies and found that
sometimes these policies made it difficult for
programs to respond  to local needs. For
example, ane policy stated that all Head Start
programs must provide at loast 16 hours 1 wenk
of classraom  oxperionce  for  all  children
enrollod. Yet, thero were many paronts and
communities who wanted to have young childron
— 8y nge 3 — to come only a couple of hours
twice o waeak, or to hava staff go out into homos
to work with children and their parents in the
homo setting, These and other econsidarations
ancouraged Head Start to dovelop its Options
Policy — o policy  which  stimulates  the

14
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development of a diversity of ways to meet early

- childhood development needs.

Haome Start was one of several such Program
Options — and it was highly visible because it
was quite a different way of carrying out a
program; it takes the Program into the Home,
and helps parents do with their children in their
own home, many of the same things Head Start
teachers do with.children in Head Start centers.
Other options for the most part concerned
length of time in program. or age of child, rather
than nature of program.

The virious Qptions, however, did not dilute

programs  were still required to have an
education component, a social service

“component, a parent (or parent involvement)

component, and a health component, which was
to include physical and mental health. dental
health, and nutrition.

Thus Home Start, as one of the Head Start
program options. grew out of an increasing
awareness of the importance of the role of
parents in the education and development of
their own children and — just as powerful — an
increasing desire by many parents to have
guidanece and support in strengthening their
parental role.

Home Start began as a demonstration
program so that we could evaluate its feasibility
— after all. program options should have merit
to them, lest children lose out by their
participation. {Another way _of saying this,
perhaps, is that it is not so important to
determine the best program — we need to know
“best” for whom and under what canditions —
but rather to develop a. variety of sound
programs from which choices cdn be sensibly
and saflely made).

There were 16 [Tome Start programs in a
wiae variety of cultural and  geographical
sottings — urban, rural, black, white, Indian,
Spanish, Oriental, Alaskan — and each had
about 80 families enrolled. All programs were
part of an  extensive  evaluation  program,
hocause one of the major purposes of the

‘demonstration was to obtain inforination on the

>
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henefits, processes and costs of such o program.

You may be interested to know that now,
well over 200 of the 1,200 Head Start programs
have adoptod or adapted some of the Home
Stiet concepts, and thore is indication that oven

more will do so in the near future. Gften. these
Head Start programs are not eliminating their
contre-based activities, but rather reducin
them. while adding increased contact and work”
with parents,

1 should mention just briefly, that the Home
Start evaluation findings gathered over the past
three years have been favourable. and provide
“convincing evidence that a parent-focused,
home-based child development program can be
a viable alternative delivery system producing
oulcomaes at least comparable to those produced
by a Head Start centre-based program.”

THEHOMESTAR . EVALUATION:
HIGHLIGHTS OF FINDINGS*

A. Introduction

The Office of Child Development [(OCD)
bears  responsibility for  many  programs
designed to benefit young children. Principal
,,,,, thuose programs s Head  Start,
transferfed to OCD in 1969 from the Office of
Economic Opportunity.

In 1972, OCD funded Home Start as a Head
Start demonstration program. Although Head
Start has always emphasized the importance of
the role of parénts in the development of their
pwn children, this emphasis was high-lighted in
the Home Start program. Based to a large extent
upon the prior research and experience of a

number  of earlier parentfocused child
development  programs, Home Start was

spacilically designed to enhance the quality of
children’s lives by building upon existing. family
strengths and by emphasizing the role of parents

“as tho first and most important influence in the

Like Head Start, Home Start primarily serves
3-3 year old. children from  income-eligible
,,,,,, program
components: cducation, social services, parent
involvement, and health services, which include
medical, dental, mental health, and nutrition.

Concurrently with the initintion of the Home
Start demonstration, OCD contracted with the

* Exeorptod and abstrocted from: Dalorig, 1), Goslon, €,
unt Runpp, R, Natlonal Homs Start Evaluation: Interim
Report V, Executive Summary, High/Scope Educational
Rosonrch  Foundotion and AW Asusoiqutos, Ine,,
Oetobgr 15, 1074, ‘
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High/Scope Educational Research Foundation

‘and Abt Associates to conduct e major~Home
Start evaluation project running parallel with
the demonstration program.

OCD, has focused on the effects of Home Start
on children and mothers. Through over-
recruitment it was possible to randomly select

- families for Home Start and for a control group
not in Home Start at each of six ‘summative”
research sites. Random selection is vital to the
clear interpretation of outcome differences, but
it is seldom used in large evaluations of this kind
because it is so difficult to carry out.

In addition to outcome data. (effects), the
design required collection of data on the home
visits .(process), the local project staff and
families (inputs), and project budgets (cost).

. B. Home Start Program Overview

Home Start is a program for disadvantaged
preschool children and their families which is
funded by the Office of Child Development,
Office of Human Development, U.S. Department
of Health, Education, and Welfare. The program
began in March of 1972 and was funded for a
3vi-year demonstration period. Home Startis a
home-based program providing Head Start-type
comprehensive services . (education, social
services, parent involvement, and health —

health, nutrition, and safety} to low-income
families with 3-5 vyear old children. A
home-based program provides services in the
family home rather than in a center setting.

A unique feature of Home Start is that it
builds upon existing family strengths and assists
parents in their role as the first and most
important educators of their own children.

The Home Start program has four major

objectives, as stated in the national Home Start

suidelines (December 1971}):
e o involve parents directly in ‘the
educational development of their children;

e to help strengthen in paronts their capacity
for facilitating the general development of
their own children;

e to demonstrato metheds of delivering
comprohonsive Hoad Start-type services to
children and parents (or substitute
paranta) for whom n contor-based program
i not fonsible;

Q
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» to deterinine the relative costs and benefits
of center- ‘and home-based comprehensive
sarly childhood development programs,
especially in areas where both types of
programs are feasible.

Presently 16 Home Start programs, funded
by the Office of Child Development, are in
operation. Each program receives approximately
$100,000 with which to serve 80 ramilies for a
12-month period. Participating families come
from a wide variety of locales and many
different ethnic and cultural backgrounds —
including  white, black, urban, rural,
Appalachian, Eskimo, Native American,
migrants, Spanish-speaking, and Oriental. '

Home Start program staff consist primarily
of "“home visitors” who visit the homes of
enrolled families once or twice a week. In
addition to working with the mother on matters
of child development, the home visitors discuss
nutrition, health, and social and psychological
needs of family members. When needed, home

.. visitors or other program staff refer families to

community agencies for specialized services.

Families enrolled in Home Start also
participate in group activities or meetings on
specific topics, such as parent effectiveness or
health. Each prus..om has a policy-making
council, which includes Home Start parents as
members, to set policy for the local Home Start-
project. '

Further information on the Home Start
program can be found in: -

The Home Start Demonstration Program:
An overview, (February, 1973), Office of
Child Development. This booklet acquaints
the reader with the overall Home Start
program as well as introducing the 16
individual projects. ¢
A Guide for Planning and Operating
Home-Based Child Development Programs,
(June, 1974), Office of Child Development,
Basad on the 16 Home Start projects, this
guide details what is involved in planning
and operating 0 home-based  child

- development program.

C. Home Start Evaluation Overview

The  National  Homo  Start Evaluation
incorporntes throo distinet componoents:  tho
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“ formative evaluation, the summative evaluation,
and the information system. The three are
complementary ways of viewing the effects of
Home Start. While all sites participate in the
formative evaluation and information system,
only six. selected as being representative of the
rest of the programs. are involved in the
summative evaluation. ‘ '

1. Formative Evaluation

The formative evaluation provides basic
descriptive information about key aspects of
individual Home Start projects. This information
is used to give feedback about project
implementation and to establish a context for
the statistical and analytical findings. Elements
of the fuormative evaluation include project-by-
project case studies. ohservation. of home visits,
analysis of staff time-use patterns, and
development of cost models: Trained
interviewers gathered formative data by visiting
each of the 16 projects to interview staff and to
review project records. They visited the six
summative sites each fall and spring. and visited
the remaining 10 sites each spring.

2. Summativa Evaluation

The summative evaluation provides in-
formation about Home Start's  overall

effectiveness by measuring changes in parents
and children.”Three features characterize this
kind of evaluation in the Home Start program.
First, there are “before-and-after” measure-
ments of parent and child performance along
criteria provided in the Home Start Guidelines.
Measures used for the evaluation include:

# Preschool Inventory
s Denver  Development  Screening  Test
(DDST)

e Schaefer Behavior Inventory
e High/Scope Home Environment Scale
s 8-Block Sort Task (which includes a *Child

Talk Score™)
« Parent Interview
o Child Food Infake Questionnaire
e Height and Weight Measures
s Pupil Observation Checklist

Maother Behavior Observation Scale
Second, there is o randomly  assignod,
delaved-ontry “control group who did not euter
the Home Sturl program until after they

spring  tosting. Outeomoes  for theso  control
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families, who had not yet experienced Home
Start, were compared to outcomes for Home
Start families who had rece=ived full benefits.
Control fumilies are receiving a full year of
Home Start benefits now thet their “control™
year is finished.

Third. some comparison data were gathered
from children {and their families) enrolled in
center-based Head Start programs at four sites.
Thus. comparisons could be made involving
samples of Home Start, control. and Head Start

could be made of the dual hypotheses that (1)
Home Start can stimulate gains in clildren
comparable to gains made by chiidren in
center-based Head Start programs and (2)
children participating in éither Home Start or
Head Start achieve at a higher level than
control children who have not been enrolled in a

preschool intervention program.

Before-and-after measurements have been
collected from the six summative sites each
October and May. Local programs were given a
full year to become operative, during which time
the summative evaluation was limited to a pilot
tryout of procedures. Data from the second year
are presented in Interim Report V, which?is
referenced in the footnote on page 1. The data. -
were gathered by ‘locally hired community
interviewers who recéived special training
twice each year. ‘

3. Information System

An information system, designed to gather
basie statistics about each of the 16 programs,
forms the third component of "the national
evaluation. Information is pathered quarterly on
family and staff characteristics, services

help local and
administrative decisions, to
interpretation of summative evaluation out-
comes, and to serve as input to the
cost-effoctiveness analysis of the Hamoe Staret
program. The necessary information is guthered
by local program stafl membors as part of their
rowtine  record-keeping  activities;  then  the
information  is  summarized  into quarterly

staff make botter
assist in  the

national

a4, Previous Evaluation Beports

Further information on the national Home
Start  evahiation can be {ound in reports
prapared for the Office of Child Dovalopment by



the High/Scope Educational Research Founda-
tion and Abt Associates, Inc. The following
Home Start evaluation reports are available
through the ERIC system:

e Interim ReportI (August, 1972)
1. Formative and Summative Evalua-
tion (ED 089 439)
1.A. Case Studies (ED 069 440)
1.B. Case Studies (ED 069 441)
e Interim ReportII (July, 1973)
Program Anelysis (ED 091 074)
Summative Evaluation Results
. (ED 085 98)
Case Studies ITA (ED 091 081)
Case Studies IIB (ED 092 225)

e Interim Report I1I (August, 1973)
Evaluation Plan 1973-1974 (ED 092 227)
ngram Analysis (ED 092 225)

(ED 082 229)
Case Study Summaries (ED 092 228)

e Interim Report IV (May, 1974; not yst in the
ERIC system) .
Program Analysis
Summadtive Evaluation Results
Field Procedures Manual

Each report is based on a 6-month interval of
data collection. Early reports (I, 1T 1II) focus on
the initial planning and pilot stages of the
evaluation. Later reports (IV, V) present pretest
and 7-month posttest results of the formal
evaluation stage. Upcoming reports VI and VII
will follow up Home Start families at 12- and
18-month posttest times.

D. Highlights of Findings

In general, Home Start evaluation findings to
date provide convincing evidence that a
parent-focused, home-based child development
program can be a viable alternative delivery
system producing outcomes at least comparable
to those produaed by a Head Start centor-based

program. Tle first pre-post findings cover a

seven-month program period and indicate that .

in general Home Start children made gains
comparable to those of Head Start children, and
both Home Start-and Head Start children made
many statistically significant gains over the
randomly selected control group. The only
disappointing findings were that #Yhout 10% of

L}
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the Home Start children had not yet received
their full series cf age-appropriate immuniza-
tions, and the dists of the Home Start children
continuad to appear deficient in ceriain

- importani flutrients.

Selected details of the findings !low.
1. Overall Program Description

As of October 1, 1974, there were 1,150
families enrolled in the 16 projects. These
families had 2,220 children in the 0-5 age range,

1,443 of whom were *‘focal” children in the 3-5
age range. ’

Of the 179 total staff members, 114 were
home visitors.

Between Cctober 1973 and May 1974 OCD
expenditures for. each Home. Start family

‘averaged $896. Projected to a 12-month peru:d

these expenditures would be about $1,344. Dn the
average for each family, roughly cnmparable to
the cost of center-based programs. About 75%
of Home Start program budgets generally go to
personnel costs, including consultants, such as
for medical services. Of the remaining 25%,
typically, or on average, about 6% goes to -
travel, 5%tospace, 9% to consumable supplies, *
and 2% to equipment. .

2. Program  Effectiveness: Home  Start
.Compared with Contrel Group

The effectiveness, or “‘program outcome'
measures are based on a 7-month period. That
is, pretesting was done in the Fall of 1973 and
posttesting was done 7 months later in the
Spring of 1974,

e With regard to the mother-child relation-
ship, the 'two “‘mother self-report"
measures showed statistically significant
-differences in favor of Home Start mothers.
Thesqy measurtes were the High/Scope
Home Env:rnnment Mother Involvement
Scale, which measures how often mothers
spend time with their children in games,
convarsation and other activities children
like. and the High/Scope Home Environ-
ment Household Tasks Scale. which
“measures how often children *“help" their
mothers with some simple household tasks.
(This measure is intended to reflect how
much the child is integrated into the
mother's daily nctivities.)

Ftame Start mothers also roportod teaching
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gnificantly more elementary or readiness
reading and writing skills to their children

than control mothers. In addition. there
were  significantly  more  stimilating

materials {hooks and play things) in Home

Start homes than in control homes.

In “school reodiness” the Home Start
childre ined significantly more than the
control children on three of the four school
readiness measures. including:

- - the Preschool Inventory, measure of
children's achievement in skill areas that
are commonly regarded as necessary for

in school

SHOCORS

--the Denver Developmental Screening
Test (DDST) Language Scale, a measure
of children’s ability to understand spoken
language a ﬂd to respond verbally

- - the 8-Block Child T7'% Score, a measure
of how many task-related comments
children make whi'e mothers teach them
to sort tour kinds of blocks into groups

-- Gains on the fourth measure, the 8-Block
Sort Task, which tested children's a™ility
to acquire abstract concepts taught by
by the mother, favored the Hone Start
childreén but statistica
significant,

weore  not

motinnal development thers were
sivnificant dxff;rgm,é%
hetween Home Start and contral children,
except on a Task Orientation Scale, which
is part of the Schaefer Behaviar Inventory.
The Task Orientation Scale measures the
child’'s ability to become involved in tasks
for extended periods of time. Results
favored the Iiome Start children in this

In social-e
no statistically

This lack of difference between Home Start
and control is, of course, not necessarily a
negative finding, especially considering the
7-month period. In addition, children’s
cmotional growtl is very diffiealt to
and lack of

imprecise

50011
measure with available tests,
diffeorences may by due 1o
techniques.

In physical - development Home  Start
chitddren gained statistically more weight
than control childeon; while this indicates
change, it does not indicate improvement in
eating patterns. Ghildren in both Homae
Start and control groups were, on averagoe,

!
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below national norms for both weight and

height.

s For medical care, signilicant improvements
wore ohserved from Home Start children in
comparison with control L‘hil(lmn More
Home Start children had seen a physician .
more recently for preventive reasons, and
89% had seen a déntiqt rampargd ta Dnly
17% of control ¢
10% of Home Start r:hlldren hdd nut yet
received all their essential immunizations.

e In nutrition, there was no improvement in
total nutrition scores among Home Start
children compared to cuntrol children. No

increase was found in- the number of
childre®  taking vitamin  supplements.
Children's diets appeared deficient in

calcium, vitamin A, riboflavin, and vitamin
The report states, *This problem should
be viewed as one of utmast nrgency.”

3. Program Effbctiveness: Home Start — Head
Start .

With only a few exceptions, Home Start
children kept pace with Head Start children
over this 7-month period. The major differences
between the twu geoups were in the areas of
nutrition, immunizctions, day care, and “things
mathers teach their children': With regard to”
the first three. Head Start children fared
significantly better on the nutrition food in-take
measure, had more immunizations, and roceived
day care services; and in the last, Home Start
children fared sienificantly boetter than Head
Start (that is, Home Start mothers did more
‘teaching” to their own children than Head”
Start mothers). Thus, the report states, “For the
most part, then, Home Start ean be viewed as
delivering services which are comparable to
those in the Head Start program,”™

E. Next Steps

OCD is now completing the Home Start
demonstration program and collecting cvalua-
tion data to assess both one-year and two-year
program  effects, Tentative plans eall for g
follow-up evaluation of o sample of Home Start
children into their early school years, '

The development and  dissemination  of
puidince materials to assist othoes inferested in
home-hased  progeams will we intensified. A
significant part of OCH's dissemination offort
will be o Nationa] Conference on Home-Based
Ghild Developmenc Programs to be held in
Mirch, 1975, The purpose of this Conference



will be to share experiences and knowledge
gained by Home Start and related programs and
thus to assist Head Start, schools, and other
. child development programs in planning and
implementing strategies which emphasize the
role of parents.

Finally, OCD will provide guidance, training,
and technical support to home-based programs
through several cross-regiorial facilities whose
purpase wﬂl be to assist in efforts ralated to

The child development community has
responded enthusiastically to the concepts
embodied in "Home Start, and OCD will make
every possible effort to provide to those
ihterested thé guidance and assistance
qual;ty hume basad cgmprehenswe child
development programs. .

F. For Further Igfarmat

Further information on the Home Start

program or the evaluation can be obtained from
Dr. Ann O'Keefe, who has been the national
director of Home Start since its beginning, and
from Dr. Ester Kresh, the Project Officer for the
evaluation. Their address is:

- Office of Child Development

Office of Human Development

Department of Health, Education, and Welfare

P.0O.Box 1182

Washington, D.C. 20013
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EARLY CHILDHDDD TRAINING P

PROGR

‘U'.l

Associate Frofessor J. Goodnow,

Macquarie University

Most — if not all — of this audience is
concerned with educating or advising people
whose actions have an impact on young
children, i.e. people in the role of parent, in the
role we label “'teacher”, or in the role of policy-
maker. If you wonder about my putting
“teacher” in inverted commas, it reflects my
increasing feeling that the word is used in so
many different ways that it is a sure route to
problems in communication. At the least, [ have
come fo feel, like Lewis Carroll, that a word with
so many meanings should be paid double!

My own concern today is to describe a

“particular training program, namely, the one

given this year at Macquarie University. The
explicit goal of this program — first suggested

by the Fry Committee, and funded by the Interim

Committee of the Children's Commission — is to
enhance the skills of people who already have
some commitment to the area of early childhood
and who appear likely to have a “ripple'" effect
in 1976, i.e. appear likely to-influence others,

Describing one particular program may
seem to you a far cry from the overall issues in
training for the early childhood area. This is
really not so. It is true that this year's program
is a "'special” (in Matquarie terms, an *‘ad hoc”
course.) The issues we have faced, however, are
issues-that come up in any form of education for
people working with young children —. the issue,
for example, of who should do whatt And how
do you know they have the skills to do it?
Macquarie's

In  addition, describing

program has the advantage of answering
aquestions we are often asked. This year's

program, with its special funding, explicitly
recognizes the importance of working with
young children — an area often regarded as low
in priority and prestige. This year's program is
also part of a new emphasis on accountability in
education. On both ¢ounts, it is only reasonable
that we should face the questions that more and
more of you are facing, namely: What are you
trying to do? And how are you trying to do it?
One objectivie is the ono

most genoeral
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already mentioned: a “ripple” effect in 1976,
This ripple effect, ag we see it, may take several
forms. One is a direct training role. For
example, in 1976 a number of the participants
will be offering courses for people working
towards a degree or diploma in early childhood

education: face-to-face courses, complete
courses,’ bridging., conversion and end-on

courses, all within the setting of a University or
a College of Advanced Education. We are tald,
for instance, that 1976 may see 32 training'
programs of this kind in Australia, in contrast to
6 available a few years ago. Alternatively, the

- direct training role may take the form of courses

offered to paraprofessionals (e.g. Child Care
Associates), or to parents and parents-tozbe. At
the moment, the setting for these latter courses
is'riot as clear. and the-impetus towards them
seems less strong, than is the case for courses
specifically leading to certification as a teacher.
If Australia proceeds as other cguntrles have,

Thowever, the demand for such additional forms

of direct training 'will increase in the future, and
the settings within which they are offered will
diversify. I would expect to see, for example,
courses for Child Care Associates or Child Care
Certificates offered both within Technical
Colleges and Colleges of Advanced Education.

A direct training role in 1976, however, i not
the only form a ripple effect may take. A second -
is in the form of a catalyst or facilitator role.
There is a tremendous need within Australia for
people in the area of early childhood to become
aware of one another's existence and to dEvelup
effective ways in which various groups can
cooperate: parent groups, community groups,
school groups, baby health centres, teacher
oducators, political groups, ete,

Two final forms of effect T have come to call
“rogource” and Umodelling” ralos. Whataver
our participants do in 1976, we hope thoy will
serve as useful sources of information with
regard to what's happening in the area of early
childhood. In addition, we hope they will, by
their own actions and their own proposals,
serve “as models  of  open-mindedness  and
flexibility, roflecting the general premise on
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“support to teachers and to parents

Q

‘separate areas:

which the. program was baged This premise

may be stated in a single phrase, namgly ‘there
is seldomi only one right way", or, more
positively, “"there is always more than one way'".

I would like at this point to counter any idea
that each of these roles has a separate setting,
e.g. the training role limited to Colleges, the
facilitator or catalyst role to communi‘ies.
Nothing could be further from the truth. We
cannot conveniently divide “the world into
school here, family there,
community "in  another little box, and
policy-makers in another. Theoretically, none of
ihese settings exist in a vacuum, and our
training should not encourage this illusion of
isolation. Practically, no one in the area of zarly
childhood can live out the kind of enclosed or
sheltered existence that separateness implies;
atleast. not if thoy wish to remain effective, It is
true wat the majority of the people in the
Macquarie -program will be working within
Colleges of Advanced Education. I hore that
future will not be held against them. It is also
true that the majority of them have some form of
tertiary training already: diplomas from a
Kindergarten or Nursery Teachers' College,
degrees in social work or other content areas,
certificates in nursing: — I hope none of those
qualifications will bg held against them.
Whatever their background and their future
setting, however, they must all expect to play a
-variety of roles. to be able to serve as educator,
coordinator, advisor, facilitator, catalyst,
resedrcher. For those of you who wish to explore
that point further, I would strongly recommend
Millie Almy’s new baok — The Early Childhood
Educator at Work. By “early childhood
educator', Almy means a person whose role
“extends beyond the classroom., to provide
(p.-261)."
Among the early childhoad “educators,. she
continues, "some are classroom teachers, but
teachers with profound knowledge of children
and deep respect for parents, and skill in
working with other adults, Others are known as

. directors, consultants, or coordinators, Titles do

" What does matter is
. the breadth of
thmr knuwlmim‘ (p. ;Bl). ;md their capacity “'to
feel for and with others as distinct from going
through the motions of doing for others (p. 261)."

rmt rnmtpr (pp 26(}251)

What are we doing to prepare the
Macquarie participants for those various types
of ripple effect, for these diverse roles? Let mo
briefly outline some of the steps. Some refer to
areas you might oxpect to encounter in a

RIC
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number of programs: areas such as child
dpve,]npm(;nt (urrir;;ule thp
ufte:n Encuuntuedi These h;wg an g,\pllcu lmk tt]
the expected role of our program, and [ shall

describe them first.

For all areas, T would like first to make
explicit one recurring feature. We are trying not
to repeat areas of strength that. already exist,
but to fit ourselves to what Ann O'Keefe so
positively terms “‘areas of lesser strength'. In
part, our continuing assessment of ‘‘lesser
strengths” is based on an increasing knowledge
of the participants and their statements about
what they want. It is also based on an
assessment of what we see as areas of concern
on the general Australian scene, So, if | seem to
stress such points as- open-mindedness, co-
operation, caution in the use of labels,
pragmatism, and a willingness to look carefully
at where we are going, | intend no slur on the
Macquarie participants. They are not uniquely
short of these virtues, any. more than all of us
humﬂn beings are.

Some Special Features

The most immediate of these is the diversity .
of the participants, the staff, and the invited
speakers. The participants vary in educational
and geographical background: they vary also in
age and experience: and they vary in their
beliefs ahout what is needed in arder to provide
a good life for young children and their parents.
It is this diversity — and the thoughtfulness
behind many of the beliefs — that I find
especially interesting and worthwhile. In effect,
we have 52 resource people right on one spot.
We have begun to make use of their expertise as
lecturers_and -content organizers, and I often
feel we will do well if the only thing we achieve
is an effective sharing of what these 52 people
already know and feel. In addition, we have a
diversity of staff. You have already heard from
Lilian Katz and Ann O'Keefe. Also igvolved are
Ailsa Burns, Maureen Fegan, Faye Pettit, Robin
Porter, Di Grafton, Lewis Crabtroe, and myself.
It would” be burdensome to attach specific
names to particular content areas but, briefly,
wa cover (‘hild flvalupmvnt tem lwr t‘dumﬁun
-atudms dnd an ;H%urtmvnt nf U!lmr areasd,
Finally, we have a diversity of invited speakers
— “axternal stafl”"; these range through leaders
of playgroups, parents of childre with spacial



political policy-makers,
in early chijldhood

needs, psychiatrists.
and organizers of courses
education

[n addition to diversity of exposure, we are
offering units dealing with some specific skills.

~Tolist some:

(1) Analyses of training programs — and of

‘major issues in any form of training. Towards
this goal, we have begun a collection of yarious

_materials

‘an exact imitation: but there is a

programs of syllabuses” so that people can
acquire a clear gense of how things are done,
and as well, a clear sense of both congtraints
and possibilities, In a sense. that is advance
notice that we may well ask you for material
describing what you are doing, | myself feel that
are not lock-and-key items, but
potential models, There is little to be gained by
alottobe g E;]U’]Ed
can offer that

by thinking about what yay

represents, both a” solid and a ynigue
contribution. We hope, in return, to produce

some “take-away" items describing various
resources and we shall be happy to distribute
these at the end of the year, together with a
CDmpletE description of d” we have covered,

{2) Ixmm'ludge- uf some specific approaches
to training. e.g. micro-teaching, and competency-
based programs. The Mdrqu'lrm par[wlpants
have mixed feelings about micro- teaching gt this
point. and they have vet to grapple with
competency-based programs. Both approaches.
however are ways of surfacing some major
questions: What are the propertieg or
dimensions of effective teaching. or effective
care-giving? Is there some way of defining the
skills required in .terms other than 1, 2, or 3
years of training? We all know th it some pggple
need less training than others, while for other
people, even 3 years is insufficient. Is there

some way in which we can define the negeded

.skills and assess whether people already have

Q

some of these to start with? For "mature-gged”
peouple, or people with experience, this jg an
espacially important question,

(3} Some specific skills e.g, minicourges in
smill- ;,rnup or tutnri;;l h'r‘hniquus, lecturing
skills, tertinry {eam
taa‘cﬁ:hmg lhv fl[‘ht twu n[ t,hus;z Imw- hoen taken
by all participants: the latter (plus  gome
additional mini-courses) ure being nfﬁ'ru(l HE
electives, For these mini-courses, we have heen
fortunate in hulm,, able to draw on the expertise
of the Centre for the Advancemont of Teaching
and various members of the Teacher Educgtion
Program at Macquarie.
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i.e. issues that recur in any pfngram for staff
development, any program.for educating care-

givers whether these are parents or people

working towards a diploma  or degree, These
issues include topics such as knowing who ane's
clients are; making decisions about time, place,
and content; preparing for follow-through or
carry-over; and — most important — aspects of
gaining approval and funding,

Areas of Special ¢ Clontant
Many of ewr rourse participants have
already considers e Lnuwludge in the various

content areas. Our goal is'to widen and enhance
the knowledge andskills already present.' I have
chosen five content areas to comment briefly on:
1. Child Development: 2. €urriculum: 3, Pro
visions for Young- Children: 4. Objectives,
evaluations and philosophies; 5. Sﬂémlngi -al
and comparative contexts. 3

Area 1: Child devvlnpmvnt and its implications

The &

¢ emphasis
ch nged

s on areas where recent work

L()llCEDtS and practices, For

nea rly development (ages 0- 24 months);

pasd

nguage dPVE‘lQDmF‘ﬁt and use;

“prosocial” [1PVL1()ment (i.e. not
simply the avoidance of aggression but
the active development of tolerance and
cooperation):

In sex role typing (a topic that captures
the essence of many aspects of socializa-
tion). We have not yet looked formally at
this topic but it has already come up in a
numher of discussions, and we have all
begun to acquire the first rule — watch
your language! All children, for instance,
are not “he's”, and all parents are not
“she's”. My own language — as you may

(d)

note — leans towards the liberal yge of*

plurals {“they" as well as “him" or
“her”) and of generic terms such as
“people”

back to the question: how gre behaviours
learned? What is the “power of example”
— itg strengths and limitg?

The use of norms in development: what
tests are available? And how can they be

used effectively and with discretion? Ono
of my own biasses in this grea is towards

Effects of “modelling” (4 topic that mmgs



E

Q

- e w

the technique Genevieve Painter yses in
“Teach Your Baby" (a technique of
having people first understand the pature
of a progression rather than know only
the months or years when different
behaviours generally occur). A second
hias is towards the point made by Sally
Provence: what counts is not gimply
whather children display certain be-
haviours or skills in a testing sityation.
but also whether they use these ski|ls and
“behaviours in everyday life. This
emphasis alerts us to "test.wise'* chijldren
who nonetheless do not cope well. [t also
alerts us to “testshy childrey and
pushes ug in the direetion of (’:autioer;?iﬁ
reliance on tests, and — an alterpative
direction — an active concern with
listening - to parents’  reports and
ohserving children in a natural context.

I would not like to leaye the impression that
these specific areas of child development form a
set of small islands. They are areas in which a
great deal of recent work has been dope. In
addition, however, they — along with many
other areas — are united by a recyrring
question: what are our underlying concepts of
what children are like? Our decisions about
children. 1 a day-to-day basis or on-a
once-a-yuir policy basis, are only partally
based on research data. They are heavily
influenced. however, by our general images or
models of children. Do we, as a group or as
individuals. see them as innately wise and
Creative, needing only affection and acceptance

in order to unfuld? Or do we see them as blanks-
ready to be written upon, empty vessels ready to

be filled? Or do we see them as needing specific
help and eareful guidance in order 1o eoynter
their natural weaknesses? In  (he areg of

- Cognitive development. do we see them ag by

craative or in need of
order to. explore  and

nature curious and
encouragement  in
innovate?

Such general models or assumptions ahout
“the way people are” — either as children op as
adults — have powerful effocts on qur decisions.
I think we have to know our own assumptions.
recognize that they are not alwayy shared, jpd
continually ask: Does this general picture apply
0 this particular child in  this partioylar
context? I would like to suggest that we adopt
the  samae questioning  attitude  towirds  the
{1
instoad the question; When is earlier hoiter?
And what is the evidenco?
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hope. over the year, is an overview of spo

i

Curriculum —. Issues and Current

Trends

Area 2:

i

We plan here to cover general issues, e.g. on
what basis can one distinguish and choose
between various curricula? I will again be frank
about mv own bias (one supported in this case
by some research studies. c.f. Lillie, 1975). As
you might expect, I do not consider that there is
any one curriculum package that is ideal for all
children, all communities, and all educators.
What you do need”to do. however, is to know *
your children and their community — parents
and schools — as well as possible, You need to
become explicit about vour own shjectives, both
long-term and short-term. You also need to give
some thought to the choice you make. And
finally, you need to be careful not to settle into
the conviction that you have discovered the one

- right way that will remain. right forever. I have

vivid memories, for example, of a first-grade
teacher who assured me that the "“look-and-say"”
method in teaching reading had worked
“perfectly” for her for over 13 years, happily
ignoring the unfortunate group who every vear
were referred to special classes over the
summer, where they learned phonics. 1 hold no
brief for one mathad versus another, but I would
like to see a willingness to see what works with
one child rather than a rigid conviction that one
method is perfect and any problems are attribu-
tible to the child's “immaturity”. 1 feel sure that .

-no one here would be so one-eyed or so rigid.

We also plan to look at specific content
areas: | music;  creative  movement: drama; N
number skills: literature; reading and “'pre-
reading”  skills, Fortunately, among  the
participants themselves are several pecple with
specialist skills in some of these areas. They

have already  organized, for example., an.
excellent overview of 4 number of current

trends in music and oreative movement. Qur
fic
arcas for all participants, and time for a more
intensive look af some as an elective,

Area 3 Providing for Young Children: What's
Happening? What's Available?

I[n this area we have again drawn on a great

deal of committee und organizational work by

the course participuuts, We have just finished,
for example, o first look at programs and
projects of various kinds:  “centre-based",
“home-hasad®, “medin-hased", “teacher-
directed”, or “parentdirected”, offered for all
or responding to some individual differences in
background, ability, or need. YWe are in no sense
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aiming at a complete listing of projects and
programs — that would take years and would be
out of date by the time we had finished — but
we do Wish to gain a sense of what's happening
and — most important — an awareness of the
major‘issues involved in various settings.

Itis-the issues that we ourselves have still to
grapple with more closely. Sume that have
emerged are as fullnws

(a) How can we brmg about -cooperation and

mutual respect among caregivers? We need
both more information about what other people

. are doing, and more recognition of the fact that

Q
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- constraints of time,

they often have a great deal to contribute.

(b} How do we prepare for follow-through or
carry-over? Many of the arrangements we make
for young children are dependent — for any
impact or for maximal impact — on someone
else following-through, either at home or in the
primary school. How can we help people
recognize the need for follow-through, plan for
it, and find out whether it actually happens?

fc) What are the bases on which we — as
parents. educators. or policy-makers — can
make a choice between oné setting and another?
Betwegn bne form of staffing and another? In
part, this means. coming to terms with
t money, personnel, and
government or council regulations.

It also means facing up to some of the
questions that recur in looking at curricula,

namely: .
t oy

(a) What aré our objectives? What are we

trying to do? Are these objectives the same as
those held by others: children, parents,

communities, policy-makers?

73
(b) How can we determine whether these
objectives have been met? These questions,
especially in an era of "‘accountability”, are so
important and so pervasive that we plan to make
them an area of their own.
and

Area 4. Objectives, Evaluations

Philosophies

[ know it seems as if each time I mention a
topic, the question of objectives turns up. It is
really not as frightening a term as it seems to be
for some people in the early childhood field. We
all have objectives, whether we call them
“goals’’, “aims", “concerns’, etc. The need
exists, however, to make them explicit and to
present them in a form that makes it possible to
ask whether they have been met, and whether

they are shared. In these days of funding and
evaluation, more and more people are asking
aboiit objectives and the danger exists;-if you do
not state your own, that other people " will
assume you have none or will write some for

" you. Within the Macquarie program, we hope

that the participants will become less shy of-
terms like " objectives”’, will come to distinguish
between "short-term and long-term grals,- and
will come to look for relationships between
ubiec’:tive: snd what is dijrie We hupe that they

Ehlld or “*the 1mpruvement of cn,nchtlcms for the
working mothet”’. At the same time, we hope
they will not forget such simple — and
measureble —.objectives as the physical safety
of children, parental satisfaction with a
program. and children's satisfaction with a
program. Basically, we want people to try to
sort out their own priarities, to recognize and
accept the fact that these priorities may not be
the same as those held by others, and to start
asking how some form of cooperation or -
compromise can be reached.

Evaluation is the gthsr side of the
“objectives” coin. It may be informal or formal; .
ycm miy Car‘ry' out ycmr Own or someone EISE

hxgh pnwered _ large scale. super—btatlstlcal
beast that many seem to think it is. Knowing how
to read the reports of highly' technical"
evaluations is a skill we hope some of our-
parficipants will develop. Thinking in terms of
whether one achieved what one intended,
“however, is an attitude and a skill we hope to

*see develop in all of them. So also is an

increasing alertness to the need to look carefully
at evaluation programs, with an aye to asking -
+whether the measures used are appropriate to
the original objectives.

We have added the term *‘philosophies” to
this area because we wish to look at some of the
“imponderables” in setting up objectives and
evaluations. Since we could spend the whole
year on this question, however, we hope to bring
it into focus somewhat by some specific
sub-topics. One of these is a topic dealing with
the “roles” -or “styles” that people see
themselves as playing, and do play — e.g. we
shall ask whether pre-school teachers act and
perceive themselves as playing primarily a
“maternal”, ‘therapeutic”, or “instructional”
rolo — to use some of.Lilinn Katz' terms (Katz,
1970}). In offect, we shall be concerned with
what educators believe they are doing, and with



dév’elﬂping ways of observing what is actually

done.

The other way in which we hope to bring
. “philosophies’” down to a marageable bite is
- incorporated into Area 5 —/"the last [ plan to
talk about.

*Area 5. Sociological, historical and com-
parative contexts

For myself, I find a reading of past provisions
for young children the quickest.route to
tolerance. We have been in the past so sure that
some particular approach was the answer toall
‘our problems. We have alsc been amazingly
flexible — during World War I1, for example —
in the way we were prepared to shuffle
priorities. Within this year, we do not expect to
cover the complete range of alternatives but we
do hope to gain some sense of what has
happened locally as well as overseas. Reading
about a Kibbutz or a Chinese.Kindergarten is
exiremely useful. It helps dispel the illusion of
the one universal right way. But reading about
changes in one’s own society is a lot closer to
" home. For myself. for example, I am intrigued by
half-day vs. full-day programs. Is the provision
of one rather than the other based on evidence
about differential effects, or .on the more
political goal of offering’ something for
everyone?

Equélly intriguing is the question: how far is

the extension of pre-school services after World
War II baqu on the mlddle Class seemg haw

the avgxlgblhty Df dDH,LE;tlL hf,.lp? (Lif; Spmx utt.
1974).

‘A knowledge of context, we feel, will widen
the vision of people in the early childhood area.
In effect, it provides another route towards the
general goals of tolerance and of more effective
thinking. We should progress, 1 feel, beyond
empty battles about ""care" versus “'education’’,

“*child-minding” versus *schooling", *certified
teachers” versus *'the rest”. There is an

snormously large job to be done, and we are not
going. to do it unless we begin to think clearly
and pull together,
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INITIATIVES BEING TAKEMN IN THIE
FIELD BY THE

.G
ALISTRATL

Poermanent Member,
Ciiildren

place in perspective  the
initintives heing  taken by the Awustralinn
Government in the area of early childhood
oducation it senms necessary to look at some
inttiatives taken by the provious Governmaents.

In uvrder to

The fir;t avidence nf 'nh rast wasg {1ppdr&'ﬂi
when the
) ;hlisshmi & gma:ad ,,l LEIItI‘B in Bach btatg
rapital to undertake a five your research study
into  child  health  and  concurrently  to
demonstrate proper programmes for pre-schoaol
cducation,

Y

Thear" centres known as Lady, Gowrie Child

vere financed by the D\partment of
A(imxm stration was delégated to a

founded national association of
Kindergarten Unions known as the-Australian
Association for Pre-School Child Development
and more recently as the Australian Pre-School
Agsociation,

{(entros
Henlth,

This organisation operating under a grant
from the Fedsral Government employed a
professional officer to co-ordinate the work of
thé Gowrie Centres and to bring together the
voluntary agencies responsible for their
administration within each State,

For the first time it became possible for
pre-schiool education to be considered on a
ngtional level. While voluntary agencies within
each State continued to be"dependent on local
initiatives, machinery had been established
whereby professional and non-professional
members of pre-sc-hool organisations could meet
togethar on a regular basis to consider the work
nf the (iuwrie ("entrc; and to discuss other

Initially only Kindergarten Unions were
represented but later other organisations were
ifvited to attend meetings and later still to join
State branches. These were established to bring
together voluntary agencies and professional

roups associa tgd with the care and education

v
D«

Joon Fry
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.policy long before

AN GOVERNMENT

Interim Committee for the
s Gommission

of pre-school childron,

AP.A. State branches aimed to meet the
needs of member organisations within the State,
to stimulate interest and concern for the needs
of voung childeen and (o provide information on

the situation within the State and seross the

nation.

The AP.A. developed an sver widening
concern. It  organised Teachers' College
principals to meet together to develop

programmes of teacher education which were

accepted  across  Australia. It developed

nationally accepted standards for pre-school
ﬂf‘&,dﬂi‘—ied

and dayec:an: ciéntm;, natiﬂnal
conferenc
for prﬂféssmnal fo1¢:ers and lfitﬂr bpnnsared a
scholarship scheme to encourag: further
studies both within Australia and overseas. The
A .P.A. was responsible also for the publication
of the only journal in Australin devoted
exclusively to matters ahsm‘mtvd with young
children.

In the absence of any other national
authority the A.PiA, represented Australia on
International organisations and provided
information for the Federal Government on
matters of national concern. In 1972 it was
named in the Child Care Act as the authority to
assess the qualifications of staff in child care
centres which received Federal Government
istance,

\m\
[

3

The A.P.A., established by the Federal
Government, thus provided community invelve-
ment in the formulation and implementation of
“community involvement”
had become a fashionable notion er accepted as

Government policy.

In 1972 the Federal Government introduced
the Child Care Act. This Act aimed to improve
the quality of care in day care centres and to
provide capital grants, recurrent assistance for
qualified staff and to special needs children and
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_ Committee, pending its ~ctalilishment

recomin

.to advise the Soc

grants for rescarch and evaluation in malters
related to ehild care.

providod
th the

In all States, Governmoents hadd
subsidies for pre-school education but
introduction of the Child Care Act seantanco
was provided for children in day carve for the
first time in most States, U was also the first
time since the catablishment of the Lady Gowrie
in 1939 that money had heen made

mires
available for rescarch and evaluation,

In 1966 Commonwealth Scholarships were
made students  in pre-schoal
colleges on 1 s as those paid to
students in uthu ter f‘(im ation institutions.
This was wse the majority of
students whn

aviailable for

smae

pre-school teachers

tmmwi a8
undertook thoir training in colleges sponsorodd

by v "ntary agencies and unlike teachers of
olde childrein they were required to support
themselves and pay for their training,

In 1969 the Presschool Colleges Grants At
provided unmatched capital grants to expand
pre-school teacher training facilities in all
Siates. This Aot created another precedent. It
was the first time that unmatched capital grants
had been paid by the Federal Government for
educational institutions within the States. Four
students’ fees

4

years later the cost of

and all students were awarded unbonded non-
means tested lHving alles ooy,

1971, the Australian

This

HE:

Australian  Pre-schools  Committee.
“the Ninister for
asked o

Comrpission, was appn
Education. The Co
end measur 'ernment
should adopt to ensur n be given
the opportunity to = i::rtaké: one year of
pre-sch

RS04

t thf‘ (“

education -« that child care be
children he Imx school n10 to meeat

the ni ds f children «  orking poonts ana

leged familic  "he Rapori of this
Committee was tabled  iovembor 1973, On
February 18th 1974, al..ust exactly one vear
after the establishment of the Australian
Pre-schools Committee the Prime *Minister
announced that the Social Welfare Commission

had heern asked to look at the development of
pre-schoal and day care opportunities from a
welfare aspect. A Project Team was established
al Welfare Commission on the
following matters:
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1, I‘i"n])(lf;;llr—. tur st on vinny -f,vlnfi]'uv': Jnch
wourlld male early aod vesible
towards providing pre-school opportinitios

for every Australion ehild within six year

projress

o Proposals for comprehonsive day care type
sorvices  to be o estiblished  throughout
Awslralia un o priovity needs basis, These
sorvices would he Australian Govoernment

sponsored and  communily  based;  they
would incorporate  varving  typos  of

assistance relating to the care of children
before and after entry to format schooling
and related connselling and  educitional
aasistanee for poarents: these services wore
to be Integrated with pre-school, school
and other services,

nrograms

septomber 19th, the
Prinii: - Minister

Soven months Liter, on
Miiis Ansisting  the
announced  the  Government's  decigion to
astablish a Children's Commis In making
this annovncement the following statement wasg

ler
siul,

rutelo:

1. Pending the establishment under Statute of

the Children’s Commission, the Interim
Commission for the Children's Commission
will work, in co-operation with  other
appropriate Australian Government

authorities,  towards  the provision of
servicos for children below school age and
children out of school hours, The services
will her designed to promote the well-heing
of children, to enhance the quality of life
and to promote equality of oppu ity for
children and their parents. The special
needs of  handicapped.  non-English
speaking, Aboriginal, isolated and other
such proups of children will be recognised.

2. The Interim Committee will be respdnsible
to the Specinl Minister of State in his
capacity as Minister Assisting the Prime
Minister. The Interim Committee will
ensure that

° an pmgmm is flexible:

=]

© servicos are mtﬂgratmli

s the program  develops  within a
framework  of  clearly  defined
priorities. with first priority given to
those in greatest nead;

5 services recognise that the care and

dgvulnpment of children are inter-
related so that there is no rigid
distinetion  between echicating and
caring for children,

L)



The Inferim Comnnttee will bee nindful of
tho Government's intention that hy 1680 ol
children in Austealin will have aceess to
sorvices designed to ke carve of their
ecducational,  emotional, physical,  social
ard recreantional meeds,

Comrmittee will:

s Examine  the  relative  needs  of
communities in Australin or the
provision of integrated. diversified
and comprehensive childhood services;

e determine the relevant factors to be
consideredin the rating of communities
on the basis of need, and establish an
equitable  rating  system for  the
disbursement  of  funds  among

provision ol fonds o respect of
relevant services provided by then;

= rocommend the inancinl principles on
which  chitdbood  services  are to
nprale;

recommend  standards bearing  in
mind  the  flexible nature of  the

3, The Interim Committee will sponsor and
promote  the mxm.l ‘,Iu[mu\nl of o progrant
comprehensive rangg of diversific . and a initinte,  coordinale  and  where
integrated chililhood &;rvn s, including: necessary, conduct in-service, on-the-
lv childhond ed ] job, short  intensivee  training,  and
e carly childhood edugation; L 1
o tarly chiidhoond ot 17‘{‘ - conversion courses for personnel to be
o full dav care. family*day care. small imvolved in the  progran. These
sroup care. ete; cotrses would provide iraining for
o plavgroups, loddlers groups; community  development  personnel,
Q ()(;(?;g};i(m;;](’;;1]‘(3; (l.:l\.f mothers, I)(li‘(?]ll%&i child  care
e hofure and after school coro, Tolidne nides, child care adviser in
. waorkers, and ather persons whose
) , sirvicr the Committee finds will be
O DTOerRe ey eariey] 1. : i
) _ o necessary aindSor desirable:
o anv other servioe that moy be deeniad . .
Tl . o o promote the increased provision or
necessary or desicable inoorder to 7 Lo e o )
B approprigte formal  training for
moeet the long-term abjoctive, S e e
professional,  sub-professional and
. . ancillory personnel nended for the
4o tn order o carey oul s task, the AN

implementation of the progream;

o recommend  adequate  conditions of
employmeat for personnel to be used
in the program particularly those who
are not presently covered hy any
award, determination or agreement;

e doevise o system of job classification
and  examine accraditation  require-
ments for personnel to he involved in
the implementation of the program;

e promote  reosearch, including pilot

M 3] 1 3 . 3 5 .
communities according to need: projects, and undertake evaluation
e stimulate.community participation in of these programs;
the expression of needs and in the " d di i N
o : ;. . . . 2 colact an 5 altior
design: limplementation of services: Hect an G188 _'ﬂe, mn D”ﬁf‘““?“
S an: promote publicity in order to
s establish procedures for receiving and ) LT, N
o F . RN . create a climate of enquiry in relation
processing of  applications  for i 1 oot ;
U ST : to childhood services;
Australian Government assistance;
o S ) e arrange the drafting of appropriate
2 ake recommendations to  the .
R e R m(m fnr the es ahhshment nf ihe
Minister on the immediate financial
needs of communities and priorities
within those needs. 7
] ) . . nt lgglslatmn
e make recommendations on financial

arrangements for the Australian

Government to make available

:IHF;ISIETIFE t(:» State, Territory.

sional, local government, non-profit

and other urgamsatmn&.‘ and to other

persons invelved in the services or in
related research:

™ rtrmsult with  other . Australian

nment authorities on  the

}n\
D
m
=

For these purpoeses. the Interim Committee

o where appropriate, consult with
Australian, State and local
Government  authorities and  such
authorities, bodies and persons as it
thinks necessary;

e with the approval of the Minister, set

P ]
L)

O
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up sub-committens or other vy
hodies to cesist the Commitier i the
determination of aetion to he iaben
with regored to parcticulir aspects ol

the progrm,

6, The Interim Gonunittee miy -

o reconuneid stadl estibiisinnen: aotion
which it belivves nocessary to

its operations:

tepord

cinplovinent  of

consultants to corey aul spocitic tashs,

s recomnnnd  the

7. The Interim  Committee  shadl D
responsible for initinting the program no
later than 1 January 1975, and will, in the
meanwhile, tale over responuibilite for 1,
administration of  all existing  national
commitments, and those in the Torritorios,

withe area of child core and pre-schools,

The Children's  Commission  Bill  was
introduced into the House of Representatives on
April 15th ‘m«l paassind witls minoy amendie s

on M

The functions of the Commission are o b as

follows:

(1) to ascertain the needs of the Australinn
community for services fur children and
to make recommendations to the Minister

needs, inchiding

in respect of those

i‘EH\(;—lllulr_?ll(i;lTi!l[l:% in redation to

(i} organised means of providing and
finaneing services for childyen:

(ii) the
provided
organsations
governments of the
Territories and local
authoritios, and tny cha
organisations and other organ
and persons, for the establishment

maintenance  of

financial  assistance  to be
by Australia to, or to
astablished ' by, the
States  and
governmont
itable
ions

development and
moeans  of providing  services  for
children  or for ressarah  and
planning in relation to those dervices:
and

{iii) the edusation and training of persons
invalved, or to be involved. in the

"provision of services for children;

(b) tn investigate meane of securine  and,
with the approval of the Minister, to
arrange for, the representation of
Australia or of the Commission on
i established by the

ERIC
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coverninend anthority, being oreanisations

it aoee involved in sorvices Tor childron:
clenning i relation o
inclnding planning

[ed b ok parl in
wrvie s for childeen,
Poare hivwvie:

throughout

comprehensive
:hildven;

(i) e availiability,
Austrealin,  of 4
range of services for o

(i) the co-ordination and integration of
services for children: and

fi] the graate
extent practicable, of members of
local and other communities in the
children;

involverment, to the

provision of sorvices for
el

ecnbob e Minister, 1o make
gramts out of the moneys of the
Commission, on such conditions, if any, as
the Commission determines, of financial
assistionce of the kind referred to in sub-
paragraph (a) (ii).

Iy uddinen o the functions of  the
ub-section (1), the
Commission shall have such other functions as
are conferred on it by orunder any other Aet.

Clonmission indoer

s functions

’.*;ilh oviiw {n:

{ul ensuring that priority is pgiven to the
provision of services for children in
circumstances where the greatest need
for those services exists;

(b) subject 1o paragraph (a). ensuring that
services for children are available to meet
all needs for such servic ’

(¢) improving the range of for
children available in Australia;
{dl) onsuring  that qpr—vimw for children

provided in Australia are of an adequate
standard;

{i) menting the needs of children suffering

social, economie,

cultural, lingual

disadvantayes  for
hoalth, ethnic, locational,

or other reasons; and
(f) encomraging | diversity, flexibility and
immv;;ti(m in the provision of services for
In the perfurmance of its functions. the
Commission  shall, 1o the greatest extent
practicable, consull and  co-operate with
Departments of State and with  authorities
established by or under laws of Australia. being
Departments  or  authorities responsible for

-y
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aspocts of the planning of the preovision of, the
training of persons to provide, and the provision
of financial assistance for, secvices for children,

The Commission mav do all things that are
necessary or convenient to be done for or in
connection with the performance of is
and, in particular. without  Hmiting
generality of the fToregoing, the Commission:

[ lions
thi

mcluding  »
mattor  being

(a} may comduct an inquiry,
puhlic inquiry, into any
investigated by the Commission: and

may engage, or make other arrangements
with, a person to carry out planning or
or to supply information or

(h)

research for, «

i]]ilk(} 51 the ( COIMMmisginn,

ssions to,

by instrumuoent nnder
or to muilihur uf

The Commissian may,
its seal. delsonte to n munllu‘r
the stall e
generally nrwise 4%
instrument o wtion, all or any of
under this Act [except this power of deicgation).

prmx(im_ l)y the
L POWRTS

A delegation under this section is revoeable
at will and does not prevent the exercise of a

101,

puwer by the Commi:

The services for children will inelude:

(a} the care of pro-schosl aged children at a
time or timas of the day when they are not
being cared for in their own homes;

the education of pre-school azed childsein;

ithonl

th(‘ care Uf C hildri‘n nthr‘r th an prfL
whm] thLy are not bmng pruwdad wnth an
educational service and are not being
cared for in their own homas;

the care of physically or mentally
disabled or handicapped children at a
time or times of the day when they are not
being provided with a prescribed service
and are not heindg cared for in their own
homes;

() assistance to parents in connection with
vire of their sick children in their own
homes at a time ot times of the day when
the purents are engaged in employment;

! stance to, and ceunselling of, parents
in relation to the raising of children: and
{g} other services, not heing edueational

servires or nther services prescribed for
the purposes of this paragraph, provided
to children, or to the parents of children,
that will be conducive to meeting the
needs of children having special needs ar

]

1
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thi: manitinl

devetopment of children.

to promoting: phiyaicar or

Since the heginning of 1973 approval has
e wiven for the boilding of  about 560
]n‘u—%l']mnlv :m(l HH (lnv rare r‘mm'w—‘ — 10

1() programs ]unvulm,\g HY mh:;;x': ‘ 1 ]Jl(%=thUU]
and day carve program have ho
Finanee has been made available to playgroups

paid to existing

ammenced.

and  recurrent assistanco

pre=school and day care services,

have beon provided for
r?hil(h‘vn 'w}m are

Spocial Tacilities
children and
socinlly,

isolinted for
phvsicaty,

hindicapped,

Asusistance hivs obso been given to the care of
schonl aged children hefore and after school
and during school holid Henlth programs
have been «]i:\mlup xd to provide regular health
s0n1e fc,-,,.,lhilitv Htudif}" are hE‘ing

i T ;m(l

mz}-,iht h:: mu,—»al t:!h}t‘:tw(: in thi% ulur(),

A wide range of training cou
an adequate provision of qtmlli d
also b supported, | r
students are enrolled i tmdxtmn | pre-sc
institutions. There has been an increase in the
numhef of ingtitutions offering dlplnm- co
d a diversity of cou havé been ntmd
These new courses include conversion cou
[or teachers trained in othe ;
teaching, refresher
teachers wi*%hing to

_..
=
E-f

=

T
M
-

o W

=]

(=] [

Iy

for t(,;a«,‘hsrh lmldmg a dlplﬂma.

To avercome the shortage of staff needed hy
triaining institutions a p[ﬂr‘ml ange-year course
for 50 students is being provided by Macquarie
University.

Whether or not the initiative so far takan by
the Australian Government and those which
might he taken in the future provide for the
well-being of children, enhance their quality of
life and provide equality of opportunity for
children and their parents will depend on the
knowledae, undarstanding and intf’w rity of those
set out to put the Australian Government
program info practice,

who

The initiatives undertaken by the Australian



Government  have  enabled  individuals,
community groups, voluntary agoncies,
Government Departments and acadsmic
institutions to undertake the development of
programs which they mny or may not have
undertaken withcat them. Ths Australian
Government has provided not only financial
support but also an organisational struciure and
a philosophical basis on which new prorrams
might be developed.

While Committess have been appeinted and
dispensed with and while reports have baen
written and legislation formulated and debated,
facilities for children have besn expanded and
continue to he developad.,

Many peopla not proviously associatad with
the care and education of young children have
recently become involved. There is a danger
that new-comers to the field may baelieve they
have all the golutions to the problems of early
childhood care and education, primarily
because they have not had time to discover what
problems have i be solved.

Early childhood educators in particular must
understand the implications of what they do. For
too long education has been seen as the
experiences of a child in an institution called a

‘in day care and other places, including their
home, have for some reason not been seen by
teachers as educational,

Whether or not the present programs for
young children succeed or fail will depend on
early childhood educators like yourselves.
Words like ‘flexible programs', ‘community
involvement' and ‘priority of need’ will come to
mean nothing unless you are prepared to
translate them into practice, The dichotomy
between care and education can only be
eliminated when people who work with children
come to believe that averything which happens
to a child within his home or outside it is in fact
education.
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Iy Ghildhond,

State Gollope of Victoria

marvellous,  compro-

hord

Compared with  the
cnsive schemas to help parents that we
aboit vesteeday, | kitow 1 am ploughing o very
tiny field, But I helieve iCs an important one, |
am concerned with the production ol
audio-visual matervials for use by parents’
discussion groups;

SO

At Tast vear’s meeting of this Assaciation,
sorme i you may remember. 1 ospoke of this
project which was financed by a grant from the
Australian Government through the Advisory
Committee on Child Care Rescarch. This
allowed me to work under the wing of the
iain Council for Educational Researeh for
a week for a yoar,

Now people are saving “ls your project
finished?” I'm glad to say it's not flinished.
because for work of this kind, ha finished
mean it had coeased to be useful.

the grant is finished, and Part I of the
1l it that, has resulted in the

would

However,
project, if [ can «
production of two short films,
colour slides with commentaries and some
scripts fm' leaﬁet&: Tl £se we have trmd uut wuh

llght of the pﬂrmts res pan%e%‘

O

Because it was necessary to have a specific
audience in mind when designing the materials,
it was decided to concentrate on providing for
small discussion groups of parents whose
“normal” was about one month old,

first ¢k
six months cld, or 'welve months old.

New parents are in the process of learning
hasic parenting skills, and developing thei
child-rearing attitudes and styles. Even tho
who held very firmly expressed attitudes befmr;
ming parents may be finding that the
reahtles of the situation are causing them to
think again. Suggestions which help them to
adopt sound practices at this stage are likely to
benefit succeeding children, and possibly
grand-children!

L
e
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three sets of

I'oseems that these new parents do not m'ui

advice, or instruction, so0 much as some b
intormition on the needs of hiabies, tng[,thv
with cinpuithic support as they work out their
swnodeeplv held values, their circumstances
their own reasonable needs, and also the nee d
of their child for the kind of care that will help
hine attain tell and healthy development. To
achicove suceesstul child-rearing is no ecasy task,
hut s an ondoing process of adaption to change,
thirt requires both confidence in onesell and
confidence in the child.

Srall vroup discussinng with parenis whose
child is abotit the same age, allow a sharing of
ideas and practical suggestions for alternative
conurses of action, with others who have similar
concerns and who are going through similar
experiences. But, because groups of parents
cliscussing babies may be sharing ignorance,
ane exchang mig-information, it is desirable
that someone is present who has a knowledge of
child development. There are many such people
in most communities who could help bridge the
gap between the knowledge that is becoming
available, and the parents who want to know,
But they are busy people, often without the time
or resources to search out the knowledge. or
prepare the materials they would need, We aim
to provide the materials for their use.

Yaung children change very rapidly in the
first fow years. Parents change with them,
adapting to each successive phase in their
child's development. New parents find it quite
difficult enough to cope with their child as he or
she is now, without giving much thought to the
futurn. Whon asked what they thought of a
particular book on child care, a very frequent
rosponse is, 1 only read the bits to do with
the age mine was at the time.” With new
pareints, especially it seems best to concentrate
discussion  on a clearly stated level of
development, and the progress that can be
pxpected over a limited period. It is very easy
for canfusion to resiit when a speaker has a six

babies
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months old child in mind, while the listener is
thinking of one of sis weeks, S0 it has seo
best to concentrate on development over periods
of no more than six months at o time,

The two short films are concerned with two
of the major issues faced by parents and
children when a Dbaby becomes mobile, The
importance of freedom to explore, and the safety

attachment behaviour in “Mark"”. These are
soen as two of a series of ten films each dealing
with a developmental issue, and at the same
time providing a “model” of parenting
behaviour that shows, not an “expert”
demonstrating how things should be done, but
average devoted parents doing things in thelr
own way, The films are very simple, and as
natural as we could make them, but in each
there is a slightly exaggerated episode to act as
a discussion "ice-breaker”. The bare shelves in
“Joanna's" child-proofed home seem to he
especially effective in starting parents talking.
“How far should parents go when making their
home safe for an exploring baby?"

Although designed for use with new parents,
1, and several of my colleagues, have used the
materials with groups of students at varied
levels, and with child care workers, and found
them useful. I hope that some members of the
Association, particularly those from other
States, will be interested in testing them in other
situations, and giving me the kind of “feed back"
I need in order to make them more effective.

I hope that funds will, by some miracle, be
found to extend the series to provide for
pre-natal groups and for parents of children up
to atleast three years. We need about $30,000 to
make the remaining films and slides. Meanwhile
I would very much appreciate hearing from
anyone interested in helping test the materials.
My address is:—

Miss R, C. Combes, «

Senjor Lecturer in Early Childhood,

State College of Victoria,

Institute of Early Childhaod Development,
P.0O. Box 210,

KEW, 3101. Victoria.
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Lecturer in Education. Unijver

When [ altempt to resalve some of the
persistent issues that arise froma study of Early
Childhood Lducation, issues such as the ape al
which early childhood education should begin
and the kinds of programs maost likely to promate
optimal development, my thoughts focus on the
first social experience of children and  the
importance of early stimulation. In considering
the role of the caretaking adult at this period, |
won't attempt to review the cver increasing
volume: of Hterature, hut will deacw ottendion, in
the main, to snme recent cotribitions,

How importan! is the adnlt gs a rodiator in
early learning?

It is possible to position individual theorists
and practictioners nt various pnints on o
continuum ranging from Piaget., at the low
involvement end, to contemporary Russian child
psychologists at the opposite end. I shall define
only the anchors of the contimium,

Piaget focuses attention on the self-initiated
activity of the young child. From the verv
beginning, he says, the child's behaviour is
characterised by sensory and motor acts which
gradually become integrated into behaviour
schemes. Through his own actions the infant
gains new experiences which increase the range
and scope of his activities and in this way he
literally develops his own intelligence. Instead
of passively registering environmental events,
the child interprets them. His responses are
determined by his interpretation of these events,
rather than by the events themselves,
Experience doe., not exert effects ON, but
instead WITH. 1n infant. He modifies raw
experience as much as it changes him.

During the first month of life bhehaviour is
characterised by unlearned reflex actions
which are differentiated out of the spontaneous.
total activity of the neonate. Experience modifies
and supplements these inherited mechanisms so
that they become stabilized, generalized and. at
the same time, more discriminating, Piaget uses
three concepts to account for the hehavioural
changes arising from the vyoung child's

A Sileneh,

sifv ol aeeretand

exporicnces with his environment: functional
assimilation explains the child's basic tendency
a structure and make it function;
seneralizing assimilation explains the tendency
of o scheme, for example, the sucking scheme, to
extend Hsell and goneralize to cnhi(}cts such as
fist.  finger,  blankst  or  toy;  recognitory
assimilation explaing how  the hung,y infant
selects o suituble ubject to suck, for example a
nipple ar teat rather than 4 fist or blanket, This
discrimination is hrought whout by the repetition
of actions  resulling from functional and
eineralizing assimilation,

to exercis

Piagel miakes no reference to a mediating
achult when he speaks of the infant's growing
awareness of the properties of environmental
objects, and his organization of sensory input
from his surronndings. The mothers of Pingetian
children are seldom active participants in the
learning processes of their children, Instead,
thev are shidowy forms in the background
providing  nnobtrusively  for the children's
physicnd needs,

I now turn to look ta the Russian position at
the  oppaosite omd of  the  continuum.
Brontunbremner (1970) speaks of “upbringing”
as virtually o national hobby in the U.S.5.R.
Every  man. woman  and  child  accepts
responsibility for the upbringing of all young
Soviet cilizens in accordance with the officially
endorsed  and  widely  publicised views of
Mukarenko. the leading Soviet educator. It is
nat surprising then, to find a strong emphasis on

arult i'mu’!jntinn }wiwmﬁ the Phldiand hiq

prvironment
levidhing Russing

Yandovitskaya

Pre-5chool Chiidren™ :
The main factor in the establishment and
development  of o reciprocal  relation
hoetween  the  young  child and  his
surrounding  environment is the social
mteraction of the child with the socializing
adult, -

in The g'chﬂljg of
(19 a

395
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Notwithstanding the Russian finding that not
all infants  respond  favourably  to  early
stimulation, social mediation begins from birth,
In the hwspital nurseries all normal newhorns
are  stimulated  visually  and  aurally by
“teachers” who “sing to the neonates, dangle
coloured rings before their eyos and shake a
tambourine to their ears'.

Yendorvitskava refers to the first signs of
neonatal attention to environmental ohjents as

“unconditional’ urienting reas s, These
reactions  are characterised by an optimal

ntation of the sensory organ towards the
ct. and an elevated sensitivity of this organ,
a state of affairs which, Yendovitskaya helioves,

-provides the best conditions for perception.

This emergence of the two-sided social
interaction of the adult with the child is marked
by the acceptance, in the child of 2-3 months, of
characteristic arousal reactions to particular
objects. In the course of the interaction the adult
first uses indicatory gestures and then words to

, attract and hold the infant's attention. In this

way the adult strengthens the object's direct
influence on the child, and diverts him from
other things. As a result, the child learns to
isolate objects from the surrounding environ-
ment and to attract the attention to another
human being. :

Thus from hirth, the adult takes the initiative
in directing the infant's ecarly learning
experiences. She mediates between the infant
and the surrounding objects. organising his
perceptual experiences in such a way that ha
attends to those parts of the environment which
the adult selects and hrings to his notice. The
role of the adult is a deliberately fashioned and
forceful one, tempered by affection for the child,
and it stands in marked contrast to the adult
role implied in Piaget's theory of cognitive
development. In Russian child-rearing practice
the caring adult is unlikely to be the child's
biolagical mather,

The Origins of Adult-Infant Interactions.

From birth the infant is attracted by moving
objects, and by objects with black and white
contrast, or sharp contours. Accordingly, the
mother's face becomes an effective stimulus for
the infant, and he focuses his gaze upon her as
she holds him in her arms while she feeds him.
Investigations of the origins of attachment
behaviour suggest that soon after birth, or
within a few weeks, many of the naturally

occurring behaviours of infants such as crying, ;
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scanning,  sucking, clinging, smiling and
vocalizing come to be-directed towards the
mother ag shoe cares for him, Thus the mother
becomes the target for these spontancous
actions, permitting and encouraging the infant
to do what comes naturally.

Richards (1974), who prefers the concept of
pavchological  communication”™  to that  of
attachment, says that at birth the infant
posscsses counitive mechanisms which lead to
his being attracted by the perceived features of
other persons, The first stage in social relations,
her snvs, is o mutual attraction and attentiveness
betwenn the infant and the earing adult which
the  first  fleeting  social

brings  about

interchanges,

the human
react  to

Newson {1974) believes  that
infant s biolovieally  hined  to
person-medinted events, as these are the only
environmental happenings which are phased in
their timing to co-ordinate in a predictable
manner with his own activities and spontaneous
reactions. The baby is pre-programmed, he
says, with some kind of sensitivity towards
reciprocal socinl interaction so that shortly
after birth he enters into a life-long experience
of social communication with other communica-
ting individuals.

Whenever adults react sensitively towards
an infant thev do so by monitoring the
moment-to-moment  shifts  in  the infant's
attention and interest, and then timing their
vocalizations or actions in ways which are
reciprocally patterned with those of the infant.
Out of this reciprocity ihe communication of
shared meanings gradually begins to take place.
Newson believes that most of what a human
infant learns is learned in the context of an
outgoing. dynamic social interaction process.
The inanimate environment, he says, provides
only the most impo-erished stimulus towards an
understanding, in human terms, of the world in
which the infant lives,

Furthermore, according to Newson, the
human infant is biologically pre-programmed to -
emit “'signals™ of a kind that cause the caring
adult to attend to them, and to endow them with
social significance. The mother is constantly
monitoring her baby, and her contingent
responsiveness is based on her acceptance of
him as an individual whose wishes must be
understood and respected, even if not always
met. This social programming to which an infant
is subjected is continuous and cumulative.
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The Organization and Differentiation of Infant
Behaviour.

Trevarthon (Newson 1974) says that from
birth and well before that time, the behaviour of
the human infant is biologically organized in
cartain complex ways to serve functionally
appropriante biological ends. The behaviour of
the newborn is never an unpatterned and
random cequence of events, but comes
“pre-packed”, as it were, in the sense that it is
parcalled up in discrete temporal chunks. This
interpretation, which arose from photographic
records of on-going infant behaviour bears-a
close resemblance to the stream of behaviour
identified by ecological psychologists Barker
and Wright, some thirty years ago, when
working in naturalistic settings of behaviour.

The infant's behaviour always consists of
chains of extremely brief but quite distinct
intentional gestures which are highly organized
as sequences of co-ordinated actions,
Trevarthen says “'movements of head, eyes and
eyebrows, hands and fingers, arms and legs,
together with vocalizations, are all beautifully
articulated and synchronised".

He speculates that there may be two
distinctly different modes of response,
dispending on whether or not the eliciting
stimulus is an object or a person. In the former
situation. Trevarthen calls the co-ordinated
pattern of activity “pre-reaching’’, and in the
latter, ‘“pre-speech.”” As the infant is
“pre-tuned” to produce and to respond to
expressive movement patterns or gesticulations
which conform to certain basic biological
rhythms, the adult is able to communicate with
the infant from birth.

In recent years numerous experimental
studies have shown that from birth the infant is
responsive to. his surroundings and that he is
endowed with considerable ability to gather and
process information from his environment, From

birth he is strurtered in such a way that he will-

help to determine his own life expericnces. and
the adults who care for him must take this into
aoeount.

Pattern of Adult-Infant Interaction.

A considerable number of the papers
presented at the Society for Research in Child
Development Conference in Denver, Colorado,
in April, 1975 were concerned with infant

behaviour. At a symposium on mother-infant”

reciprocity researchers presented papers on
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various interaction patterns. One speaker
examined developmental processes in maother-
infant  gazing behaviour. He videotaped
mother-infant interaction ssqueuces over a
period of time and then divided thess into gazing
units and sub-units (which he called **glad’" and
“sud" units) in order to examinoe developmental -
changes in iufant behaviour resulting from a
complex feed back aystem.

A second speaker examined infant
regulniion of maternal play bshaviour and/or
maternal regulation of infant play behaviour. A
third speaker investigated gaze direction as the
infant's way of controlling his mother’s teaching
behaviour, as she sought to show him how to
retriave a cube from behind & screen. Another
speaker videotaped the course of social
internctions between a sighted infant and his
blind parents, where the mother has been blind
{rom birth and the father, [rom 17 years of age.

The most effective presentation to me was an
investigation of infant emotions in normal and
perturbed interactions. In order to study the

infant's contribution to mother-child inter-
actions, the researcher had distorted the
mather-child face-to-face situation by instructing

her to remain totally unresponsive to the infant's
attempts to interact. The split screen technique
was used to show the behaviour of the infant
and of the mother simultaneously.

The following interactional patierns were
presented. The first baby, aged 74 days,
attempts to interact with his mother by greeting
her. She fails to respond and this has a sobering
effect upen hLim. He tries again with an
enthusiastic greeting. When his mother again
fails to respond his gaze becomes wary and his
movements jerky. He reaches out towards her
and when she ignores this action, he drops his .
arms and turns his head away from his mother.

A similar pattern of behaviour in response to
perturbated interactions was observed in a 70
day old infant. An earlier film of the same baby
at 35 days showed that his expressive displays
lacked some of the enrichment observed at 70
days, but he made the same kinds of attempts to
interact with his still faced mother.

In a fourth film a 100 day old infant shows
greefing behaviour towards "his mother who
remains unresponsive. The infant drops his
head and turne away and in this act of
withdrawal he orients his face and body away
from his mother. The speaker reported that this
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kind of reaction is seen in babies as young as 2
weeks of uge, and is found cross-culturally. The

face is one of several expressive  com-

- munications. The stone-! cod mother violites

Q

the rules of sucial interaction and the biaby who,
at this apge. is ruld bound, is trapped in the

contradiction. A still face condition to the
infant's  approach  behaviour  causes  his

withdrawal as a consequence of his experience
of failure, This action is akin to tha withdriwal

behaviour  found in  hoespitalized  ard
institutionalized children. Thesa [ilms
dramatically  highlighted  the  delicately

patterned interplay of actions and anticiy
responses which, when in concert, ensure a
harmonious interaction between the mother and
the infant.

Schaffer (1974) discusses an intensive
investigation of a mother and her infant smiling
at each othaer, earried out by Richards {1971).
He found that the infant's behaviour goes
through a definite sequence, and what the
mother does during this time must be carefully
phased to the infant's behaviour. If this does nut
occur the infant becomes tense and fretful and
eventually begins to cry instead of smile.
Richard's findings here are supported by the
study reported above. Schaffer points out that
even the youngest infant is *'no formless blob of
clay" to be shaped and moulded into a pattern
entirely determined by the caretaking adult. On
the contrary he has an individuality of his own
that determines how he responds to parental
treatment, and even determines the nature of
the treatment itself.

different levels” of activity in newborn infants
asserts that infants, . by their activity or
passivity, influence the emotional responses of
members of their families. A busy mother may
respond punitively to an active, demanding
infant, and an athletic father may lose interest
in a son whao is content to lie passively in his cot.

Wolff (Schaffer 1974) found that at birth the
crying response is high-frequency micro-rhythm.
regulated endogenously by the infant's brain
mechanisms, and involving quite complex time
sequences. He found at least three distinct
crying patterns which transmit different signals
to the caretaker and which determine, to some
extent, how- much adult attention the child
receives. Infants differ in the extent to which
they can produce intense and prolonged
outbursts of crying and in the intervals between
them and mothers differ in the extent to which
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they can Wl(.}“ln!\j ‘H\t@ﬂtiull uner th(,}sg varying
stimualus conyittGy 15 s way the Yoyng infant
manipulates, ¢t gp. "Mknowingly: his social
environmeni

Any 1)'(3I§ltinﬁ“%hip ig T two-way rely tionship.
Schaffor likeys Nt/ NMant interiCtions to a
kind of ping-porg game Where the movy of cach
partner s 4y Sgn, @Ment dictated by the
previous mivgs O . oMer pariper: This effect
is most clenryy lilti:gnmm;”“.tcd in the tupp-taking
natire of Moth®neyg  y¢ Infant's vOCaljzations,
Close abservylion p etls that a Surprisingly -
large numboer of Mothefant interdctions are
mitiated ang/ot ¢ @Nated by the baby.
{Dropping o elf‘F\p iy " exceedinBly effective
way of terfijps'ly, g Mteraction Sequence.)
The mother wht iy gopslive to the behgyiour of
her child, allgwf Yop peMaviour 1o be paced by
the child,

Adult-Infant 18000008 and the Develgpment
of Infant Cofapel @y,

Ainsworth p0q g (1974) discus® the notion
of infant Cﬂh)p(?tiﬁnné i" terms of the child's
ability to adapl ;" " enviropmeni which
contains an ycf8ggg Mother figurg whose
reciprocal bepdVigy, ¥ to a cOnsiderable
extent, undey thy  pilve] of the jpfant's
behaviour. This inggy 0@ tion implies that an
infant’s combateftyg, q,0€"ds substantially upon
the co-operstign OF the ﬁﬂ’r‘gtaking 8du1t, Thus
“an infant i8 (;Ufrlbetéﬂt%t() the extént that he
can, through his Ovyy oV, control the effect
that his envifoym@yy 'wrill M8 ye upgp him",

. Heds effecyve iy ha¢/™8 his wan!$ satisfied,
at leastin pyf, Bggg 40 he can influence the
behaviour of & pefD gy Mother, i

As a result of peg, Pberiences the child
advances not onjy I oo g8tence, but alsg jn the
social skills §50jg1ed With enliSting “the
co-operation of gihe,. éﬂilbrd considers gocial

competence to be  an iMportant aSpget of
intelligence awd i3 ¢%®fulnesg Continues
throughout the Enyipe W span, Maternal

responsiveness, g, fO%ides g Necgggary
condition for a nﬂl‘mauy f‘lhctiﬂning Infgnt to
develop social comPyygn -

Four  dilfgony . pflgories  of  jnfant
competence cay Pe 1deﬁlif}5‘;d. These 8re (a) a
nevnate, who i iqitialiy TE atively inCompetent
in the sense of Neppi#" functioning, may,
when paired yith ther who s highly
responsive  to (g ‘Sigﬂ“s implicit in  his
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behaviour, gradually increase his effectivenass
in dealing  with his  physical and  soejal
euvironment, (B} An infant competont enough in
relation to his behaviour ropertoire ot birth,
may be inefficient in getting what he wants, if
paired with a mother who is unresponsive to his
signals. The infant’s further development of
sensory-motor and social skills will be hampered
and his competence impaired in comparison
with age pecers who are fortunuate enough to
have responsive mothers. (¢) An  inilially
malfunctioning infant may be puired with an
unresponsive mother, a life situation which is
heavily weighted against the development of
competence  in  this  disadvantaged infant.
Finally, (d) an infant who is endowed with a
potentially efficient repertoire of skills may be
paired with a mother who is responsive to the
signals implicit in the infant's behaviour. This
state of affairs the best
conditicns for fostering infant competence,

provides

Implicit in this ipterpretation of infant
competence is the mdther's sensitivity to the
signals of her baby and her willingness to
respond to them. This premise is the antithesis

of the uldsfas—;himm;‘/ idean that responding
promptly to the infant's signals constitutes

“spoiling”,

a cnurgsijcf action which must be
strenously avoided by

the caret: ing adult.

In conclusion, I;f' believe that the studies
currently being pursued in the area of early
mother-infant interdctions show promise of a
greatly increased| understanding of the
foundations of early learning, and that we as
early childhood eduf:ators must take cognisance
of the research findings as they become
available. In common with Gordon, Caldwell,
Weikart and others in the U.S. and Staines and
similarly minded people on the Australian
-scene, [ believe that it is too late to begin

providing early childhood education and
devising enriched programs at the 3 vyear old
level, ;

i
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RECORDING INFANT AN EARLY
CHILD DEVELOPMENT*

Parry B Burdon,
Head of the Department of Educational
I'svehology, Salisbury College of
Advanced Bducation

Continued expaasion and development of
early childhood services in Australia has made
it possible for increasing numbers of young
children, toddlers and even infants to be placed
in regular full day care. For many of these
children there will be a consequent reduction in
the amount of contact with their parents, those
adults who are usually most concerned with a
child’s progress and  development. For this
reason it was considered essential that the
development of children in day care be recorded
or charted in some way. This would ensure that
rigular development could ba recorded  and
more significantly that thare would be available
some  means  of  recognizing  possible  in-
delays  in

consistencies  in development,
development or possible retardation.

It was not envisaged that this record would
provide a sophisticated analysis but rather an
indication of how the child's development was
proceeding. If anv lag or delay is indicated then
referral “for detailed analysis and  diagnosis
would be recomrmended.

The o ernoof this paper is to report on the
progress of the re- earch project which has ag its
stated objective the

“production of an infant and przschool
child development record which can be
used by teachers, supervisors and para-

-professional personnel in  Child Care-

Centres and ather institutions dealing with
“infants and pre-school aged children.” 7
(Burdon and Teasdale, 1973 C.1.}

Initial proposals ‘considered that an
instrument of this nature should have a sound
theoretical basis, should be simple and easily
administered or recorded while at the same time
maintaining high levels of validity and

* The research reparted in this paper is supporsl hy
grants from the Advisory Committee on Child Care
Research. The Interim Committee of the Children's
Commission and the Research Committee of Snlishury
C.AE.

reliability. This would enable the assessment to
be carried out by those who have the dey to day
responsibility for the ongoing care of the young
child and who

“it can be argued . . . know as much and
perhaps more about his growth and
belwviour than a paediatrician or a
psycholegist can learn in a brief interview.
In our concern to be . scientific about .
assessment we have perhaps relied too
heavily . on standardized tests and
knowledge of normal child development and
not enough on the knowledge of the child
held by the person with day to day care of
him™. [Sparrow, 1974 p. 4)

An extensive review of the literature and of
existing measures of infant and pre-school
development did not bring to light any measure
which met the requirements of the proposed
Development Record although a small number
had similarly stated objectives. More recenly,
contact has been established with personnel of
the National Children’s Bureau in London who
are engaged in a similar project which closely
parallels this but who have been unable to
proceed with o standardization of their pilot
Developmental Guides. (Sparrow, 1974, 1975).
The literature and instrument review has led to
the establishment of a reasonably extensive. file
of reviews of instruments which if published
could be of some benefit to those involved in
search and work with infants and young
children. This publication however, must take
second  priority to  the production of the
Developmental Record jtself,

In order to provide a logical and consistent.
frame of reference for the behaviours sampled
for the Developmental Record it was intended
from the outcome that the instrument “Have a
sound theoretical basis”.. (Burdon eand
Teasdale. 1973, C.1.) To date no broad inclusive
theory has been elaborated which aceounts for
all aspects of _development ' (physical,
intellectual. social-personal) in an integrated or

40
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related fashion. This however, does not excuse
the intent. There are the fairly abvious physical
developments which occur in a sequence which
is well established (Gessell and 1lg, 1949). The
sequence of development of other behaviours is
also well documented and charted (Sheridan,
1971) though the interrelated significance for
internal process of these behaviours is less well
elaborated. Of the -develcpmental theories the
“evolved-primate’” theories of Piaget, Bruner
and Chomsky may come closest to providing an
explanation for man’s development as revealed
by his overt behaviours. There have been some
"recent attempts to relate aspects of cognitive,
moral and social development (Flavell, 1968,
Selman, 1971, 1974) while Piaget (Piaget 1955,
Piage! and Inhelder 1969) has also devoted
considerable attention to this question,

The theoretical focus adopted in this project
is Piagetian. While this focus is obviously
related to cognitive developments certain
axplanatmns for social and perscnal develop-
ment follow from the adoption of this conceptual
framework. It is not envisaged that there will be
too much difficulty in presenting a broad based
theoretical conceptual framework for the
LCavelopmental Record although this has not
been done formally at this time. Another
outcome of this. project could be a later
elaberation
theoretical-conceptial framework.

In Leupnm with the stated objectives of
meaintaining simplicity and ease of administra-
tion and to utilize the accumulating knowledge
abeut particular children developed bv 1leir
day to day carc givers it was intended that the
Developmental Record be an obser: ativn based
instrument. As svch. it would compr..e a series
of stetements of behaviour intended to be
indicative of developmental, sequences. It was
intended that these behaviour items would be
eagily and unmistakably observable 10 children,
would be ciosely related to the dynamins of the
developmental processes in as much az these
dynamics have heen elaborated by theorati -al
and research considerations and be significantly
related to important aspects of the child's actual
behaviour and developmaent, The Record would
thus dvoid « “testing”  situgtion and  the
consequent probloms of intarpratation of results
ofton encounterad when such tochniques aro
used espocially by personnel not trained to do
80,

[t bocame obvious in the oarly months of the

(projoct thet many statoments . of age related

ERIC

Aruitoxt provided by Eic:

in much greater detail of this

5

35

behaviours existed already in.some form in the
many instruments that were being reviewed. As
well a good deal of attention was given to
theoretical and research writings of the nature
and dynamics of development and as a result _
other items were developed. An extensive pool
of items of age appropriate behaviours was built
upin this way. These items were charted at one
month age intervals up to age 48 months, From
this pool of items a more selective list was
drawn up. Items were included in this initial
experimental format on the basis of their fit with.
theoretical or conceptual considerations and the
abservability of ithe behaviour in normal or
natural eénvironmental situations. As well,
consideration was given to obtaining a
reasonable cover or spread of items over the
four year age range. At this stage these items
were field tested for their appropriateness for
inclusion in the final experimental format. This
field testing fas carried out in Day Care
Centres and in private homes. It was necessary
to ascertain whether the items selected at the
various' age levels were indicative of the
development of children at thatagt and whether
the items gave a clear and §imple ifidication of
behaviour which could be observed br reported.

At this stage behaviours were checked as
“passed”’, “not passed” or “‘don’t know'. A
simple analysis of patterns of responses to the
items was carried out and comments from the
investigators, from Day Care personnel and
from parents about the items were summarized
to assist in the selection of items for {he final
experimental format. A= a result of considering
these the need for certain modifications and
changes became apparent.

The initial intention to include items at one
month age intervals was modified because it
was seen that many aspects of ‘behaviour are

‘not uniquely or exclusively age E,f:lau:ific and that
. ranges of ages exist within which behaviours

appear and develop. As well the one month
interval would have made the Record
excessively long and unwieldy and might have
deterred many people from considering its use.

A second modification was in the area of the
nature of the items themselves. Tho first
proposal had been to produce an observation
Iiased recovd and not to use a format that
required o test-type situation, It soon became
apparent however, that cortain  bohavioyrs
occur only in rasponse te a specific situation and
that some  structure, would boe required if
particulnr typos of rosponses aro to be elicited,
Nuovortholoss, it must be kopt i mind that the
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Record is being desxghad for use by parat

professionals who would be in close and regular
contact with *he children. In many cases these
people could report behaviours on the basis of
their experience with a particular child, or
could attempt to elicit them in the course of their
interaction with the children during their daily
activities. As an example, it was found that a
non-participant observer took considerable time
to record the.range of language responses of an
18 month old child. However, those working
diractly with the child were able to record this
range as a result of their daily interactions with
him, and their deliberate attempts to elicit
certain responses in a natural. non-threatening

While still not envisaging a formal “testing”
situation then, item development was extended
to cover behaviours that could be observed
through relatively informal interaction with the
child, together with behaviours that could be
described accurately by significant others (e.g.
mothers, other staff of the Centre). If, after trial,
these additional types of items prove suitable for
inclusion in the record then guidelines will need
to be developed. particularly so that necessary
interactions with the child can be built in to the
normal routines of a Centre.

'ThE preliminﬂry ﬁf‘ld tégting ha% highlightéd
Rgcordi Thg mvgatlgﬂmrs have been dlsmayed
- at the general lack of knowledge and insight
about children's development displayed by
many {especially junior) employees in Day Care
Centres. This obviously is detrimental to the
balanced growth of the child. During the course
of the study a number of Day Care Centre
personnel have expressed surprise that certain
-behaviours are “normal” at a given age level,
and hence children need to be given
opportunities for development in these areas.
This has reinforced to the investigators the
importance of having the record completed by
those who work with the child, for this should
enable them to gsee and experience what is
happening to the child in terms of his growth
and development, help focus attention on the
- more important aspects of development and help
to set devolopmontal and oxperiential objectives
for perzonnol.

Some_ attention had boon given to the final
format of the Record, Because of the scoring
difficulties and other points already mentioned,
conslderation had boon given to recording data
in a way similnr to that used in the Denver
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Developmental Screening Test (Frankenberg,

Dodds and Fandel, 1973}, This format has some
advantages mcludmg the fact that behaviours
are checked straight onto a profile or su;mary
sheet, which is thus very readily available and
shows obvious areas of developmental lag as
well as the extent of such lag or delay. However,
no firm decision has yet been made on this
quasti@nfgﬁ:—the actual format of the Record.

During the early part of 1975 the selection of
items for inclusion in the final experimental
version was carried out. Considerable attention
was given to each item, as a result of previous
experience and later considerations, until a
final list of items was completed. This final
experimental list included items up to 5 years of
age in response to a number of suggestions that
the 4 to 5 year age range should be considered.

The most recent\;rﬂhlem encountered was
related to  the ‘“stundardization” of the
beheviours to specific age ranges and included
the selecgon of the standardization sample and
the collegtion of information from this sample. It
was obvious that ne captive group of children
would be representative enough- -of the
population - to allow their behaviours to be
considered a8 the norm so a more
represenfative sample  was  required. The
Cnmmg}hwexlth Bureau of Statistics was
approgch red for assistance and this was readily
forthcaming. The Bureau selected blocks of
dwellings within a range of socio-economic

- areas in metropolitan Adelaide. Each dwelling

in these blocks will be checked and where- there
are children within the age range then data will
be nollactad for that child.

The actual format to be used for the
ciollection of data has also caused some concern.
Experience in the pilot study in 1974 indicated
that both parent and care giver tended to
acquiesce in responding to direct questions
about the behaviour of their children while the
direct observation of behaviour by non-involved
short term visitors was difficult and took a good .
tleal of time. Given these circumstances it was
considered that the most appropriate way to
collect the data would be by questionnaire
rosponse from the child’s mother, In this way
thi obvious respunse will be dispuised and the
dita will he' collected by prompling mothers ta
tell more about their children’s dovelopmont nnd
hehaviours, A samplo of 600 sproad over the age
ringe was considered the minimum required for
the stundaredizotion of an instrument of this

kind. If



sample will be used.

"The project has been delayed by the
necessity to develop a questionnaire from the
item list drawn up previously. In many cases it
has proved to be particularly difficult to
“translate a baldly stated behaviour item into a
" disguised questionnaire item and therc has been
" the danger that some items which may well have
been included in the final format may not be
included here for standardization because of
this difficulty.

At this point in time it is still hoped that the
project will be completed as proposed by the end
~ of 1975 so that the Developmental Record can be

put .to the use for which it is being devised.
However, the version which will become
available then can only be carried out to develop
norms for other groups within the Australian
population.
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SELF-CONCEPTS
AND S5CHOLASTIC SUCCESS

Dr.]. R. Clough,
Principal Lecturer,
School of Teacher Education, Canberra College
of Advanced Education -

Success at school is still an important
determinant of one's life style. Failure to meet
the expectations of the educational system leads
occupations, and may also lead to an inability to
enjoy certain leisure activities, to anti-
intellectual attitudes and feelings of inadequacy
and inferiority.

In a previous age lack of success would have
led to situations which were physically painful
for the child, but today would be more likely to
involve frustration, boredom and psychological
presgures of various kinds.

One may ask why children fail at school, in
order that whatever steps are possible may be
taken to avoid or alleviate these influences.

There are a whole range of influences over
which we as vet have little control. Most obvious
are genetic factors, with the intra-uterine, birth,
and peri-natal periods being the next most
crucial. It is certainly true of the intra-uterine
period that when an organ or an organism is
developing most rapidly, then that organism is
most susceptible to dysgenic influences. Some
theorists (e.g. Erikson, 1965) also take the view
that when the organism, and here we are talking
of children, enter the “booming, buzzing

confusion” of . the world, then their earliest
experiences will be the most crucial.

I think one could argue that this was true in
the sense of the first months or years of life, but
equally true of the first months or years of
school, Erikson (1965) speaks of the '“sense of
trust” as the basic requirement of a healthy
personality, and Bowlby (1951) although under
attack from such sources as Rutter (1972) has
assertod the crucial nature of the mother child
rolationship  especially  between six and
thirty-six months,

The componsatory education movement can
to promote.

be intorpreted as an attempt pI t
cognitive development and othor related skills

prior to tho child’s entry to school. This is

a8

exemplified in the work of Bereiter and
Engelmann {1966). but can be found in numerous
other studies (Gray, 1971; Gray and Klaus, 1970;
Karnes, Teska and Hodgins, 1970; Karnes,
Teska, Hodgins and Badger, 1970; Weikart,

Certainly the best of these programmes have
been highly successful in producing spectacular
gains in cognitive and scholastic skills, but there
have been several limitations on these effscts.
The first is the ephemeral nature of such gains,
with children undergoing such programmes
being virtually indistinguishable from their
equally disadvantaged peers after two to three
years of schooling.

A second criticism has focussed on the
extant to which the programmes have tried to
teach tasks alien to the child’s background, and
have led to a denial of the child's own culture
and ‘judgments about the irrelevance of the
child's experiences outside the school.

Another important limitation concerns the
almost negligible effects on the personality
development of the children. Even short term
effects have been rare. This may in part be due
to the difficulty in measuring personality, but
may also be due to a lack of focus on this aspect
of development. :

It is this criticism which I wish to take up
and develop, for there is a growing body of
evidence that personality factors and in
particular the child's self concept. may be an
important mediating variable in the child's
achievement, and eventually his life satisfaction,

Evidence concerning the relationship
between self-concepts and performance come
from a variety of sources, three of which are the
clinieal insights of therapists, the literature on
golf-fulfilling prophecios and recent research on
locus of control.

Those who are remedisl reading teachaers
will be nwara of the nogative attitudes towards
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reading held by their clients. Such children
often express the attitude that they are

incapable of learning to read. but also assert
that reading is a waste of time. that it is not a
logical process, and that they do not want to
learn to read. Half the problem is solved when
these defences are removed and positive
attitudes develop. .

Rosenthal and Jacobson (1968) produced the

"best known work on—the effact of teacher

expectations._reporting that in their studies
childrerSelected randomly and nominated to
teachers as potential intellectual spurters did in
fact gain more on intelligence tests than their
classmates This study has been severely
ti on methodological grounds
(Thnrndxke. 1968), Rosenthal’s ability as a
researcher has been challenged (Barber and
Silver,  1968) and attempts to replicate the
results (eg. Fleming and Anttonen, 1971) have
failed. On the other hand some studies (eg.
Palardy, 1969) have supported Rosenthal and
Jacobson's original work. Pidgeon
provides a useful review of some of this work.

Two final comments [ should like to make
about the teacher expectation effect is that in
the original study it was virtually only in the first
two grades that it operated, and that teacher
expectation effects might be expected to operate
only on some occasions, and that thus a failure

to replicate is \mjt so crucial as it would be in

olher cases. e

%ﬂ’qlocus control studies have identified a
contimuilm-ffom an internal locus of control to
external locus of control. Those who fall at the
internal end of the.continuum believe that
success in a wide range of tasks is due to
personal effort, while those at the external end
believe that success is more governed by luck.
These orientations have been shown to be in
existence prior to school entry, to be relatively
stable, and an internal locus of control is
asgociated with high scholastic achievement,
and is negatively correlated with delinquency
and a number of other negative behaviours.

A study by Clifford and Cleary (1972) found
a correlation of 0.43 between their measure of
lociis of control and scholastic performance, in
contrast to a correlation of 0.53 between 1.Q.
and scholastic achievement in their fourth-,
fifth- and sixth-grade pupils of both sexes. Thus,
in this particular’ caso, their measure of
self-concepts was almost as good a predictor of
performance as intelligence.
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Of enurse, one can get into the chicken and
epy situation very easily in the self-concept
araa. and there would appear tc be no argument
against the proposition that at some point
achievement, as well as positive attitudes about
one’s ability to achieve is necessary, but it does
seem important to point out that:

{(a) Positive attitudes towards oneself are
important, {eg. Rogers, 1969).

(b) That ultimately higher levels of scholastic

~ achievement may be reached by making
the development of positive self-concepts
a prime aim as opposed to -making
scholastic achievement the major early
emphasis.

This latter proposition is not meant to imply
that genuine learning is not a legitimate way lo
establish positive self-concepts, but merely
implies that a different emphasis may be
required in certain cases.

Having established a sound theoretical basis

for considering that the development of positive
self-concepts may be an approp-iaté initial aim
for education. | want to outline what I consider
to be a worthwhile research project in this area,
and report on pmgress to date.
It appears important to distinguish three
possible influences on the child's self-concepts,
the home, the pre-school and the infants classes
of the primary school

The home would be considered to be the
most important influence on the child's self-
concept. both because of the primacy of its
influence. because of its continuity over time,
and also because of its relative consistency of
influence. However, one might wish to
distinguish between self-concept as a scholastic
achiever, and self-concept in general; and the
pre-school and the infants' CIQHSES may be more
crucial for self-coneept as a'scholastic achiever.

In addition, the impact of the pre-school and
infants’ classes on the general aElstDnéept may
he extremely important.

" At this stage it is proposed to commenca the
measuremaents of self-concepts at the pre-school
stape, to consider changes within the pre-school
year, and to investignte the impact of the
primary school, and particularly the infants'
classes on sell-concepts,

Now the major problem is tho lack of suitable
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scales for the measurement of self-concepts.
After considerable discussion we decided to
develop a rating scale for use by the children’s
pre-school teachers, a scale which contained
the fullowing 25 items ( Appendix A).

The main instructions were: ‘‘Assign a
rating from 1 (low) to 5 (high) on each of the 25
items to each child. A 1 rating would imply that
the child was in the lower 20% on this attribute
in comparison to other children of the same age,
a 2 in the next 20% and so on."”

To date the rating scale has been
administered by eight pre-school teachers and
their assistants,, with over seventy protocols
being cornpleté?E'ach of the twenty-five items
has consistently discriminated between those
rating low on the test as a whole, and those
falling at the top end (item analysis chi square
values have ranged between 16.2 and 40.0, p
being less than .01 in each case).

Thirteen children were independently
scored by more than one rater and inter-rater
reliability was high at0.93 (p <C .01).

Seventeen children were re-scored by the
same rater after approximately three months. A

case.

While this figure is in itself quite a
satisfactory one, several of the raters indicated
that their subjects had changed quite
considerably in the intervening period, and
predicted that the scores would differ in a
particular direction. These predictions were

However, these predictions might be
confirmed because of changes in the raters
perceptions rather than changes by the child,
and as such would represent an error factor in
the test. ‘

The alternative of changes by the child are
however feasible, given the lability of children's
emotions at this stage of their development.

Another mathod of measuring self-concepts
by using a pair of identical dolls similarly to the
“It Technique™ is being developed. Favourable

-and unfavourable statements are attributed to

tho dolls, and the child is asked which is more
like him/her. Much more work is required in
ordar to test the effoctiveness of this method.

i
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With the development of the measuring
device it is now possible to study the effect of the
pre-school, on the child's self-concepts. It is also
pussible to consider the effect of different
level. If this possibility is developed it will be
necessary to use external raters, and so it will
be important to establish the reliability of the
device under these circumstances.

Two further - possible avenues for
development are’to focus on the two transition
periods, from the home to pre-school, and from
pre-school to infants.

The latter possibility is both the more
interesting and the more feasible. It would.
appear necessary that additional measures of
self-concepts would be required if children
above the commencing grade of infants' school
are to be studied. These may be along similar
lines to those already developed, but may also
be along the lines of the discrepancy batween
ideal-self and ‘perceived-self common in the
literature.

However, if the study were to cease at the
level of considering what changes do occur, or
even at the level of relating teaching style to
changes in self-concepts; then it would hardly be
worthwhile. What is required, and is the aim of
this study, would be to consider the effect of
teachers focussing on self-concept development
as the initial aim of education, and studying the
effect of teacher behaviours in pursuit of this
aim on self-concept development in the child,
and the rate of development, and level of
development of scholastic skills.

This would require a longitudinal study of
some magnitude, since a number of teachers
would need to be involved if generalizations
beyond the study population were to have
validity.
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APPENDIX A
Child’ s NAME. ....uiciiirecorerrnarinnseersterninessnsrssnsrans
Date 0f BiTth coou.iiiiiiinniviinernsiersnnseseesnsnssrssnsesenes
Date of Entry to Pre-School..........ccocoiviiiiccinininns

CANBERRA SELF CONCEPT SCALE

Instructions for Completion.

1. Please complete all 25 items. There is a space
for additional comments if these are felt
necessary.
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7 each of the 25 items to each child.

A 1 rating would imply that the child was in
the lower 20% on this attribute in
comparison to other children of the same age.
a 2 in the next 20% and so on.

SOCIAL INTERACTION WITH ADULTS

1. Responds positively to 7
adults. 1 2

2. Confidently seeks assist-
ance from adults when
necessary 1

L
bt
wn

B
Rt
L
(%]

3. When choosing activities
is not overdependent on
adults, 1 2

[
L
o

4, Does not require constant
approval or attention from
adults. 1 2 3 465

5. Is not overly submissive in
the presence of adults. 1 2 3 4 5

SOCIALINTERACTION WITH PEERS

6. Dofonds own rights. 1 2 3 465
7. Willingly shares and takes

turns. 1 2 3 4 5
8. Raspect for property and

possessions of group and

individuals, 1 2 3 465



9. Can assume both leader : Additional Comments:
and follower role in group
situations. i 1 2 3 4 5
10. Is consistently popular
with peers. 1 2 3 405

EMOTIONALMATURITY
11. Can be happy alone, 1 2 3 45
12, Shows tenacity and

persavarance. 1 2 3 4 5
13. When frustrated, does

something positive, for

example seeks assistance,

choosas another activity,

atc. 1 2 3 4 5
14. Does not show excessive

verbal aggression, 1 2 3 45
15. Does not show excessive :

physical aggression, 1 2 3 45

PHYSICAL DEVELOPMENT

16. Is prépared to attempt

new physical skills. 12 3 45
17. Participates in music

making activities. 1 2 3 4°5
18. Is not afraid to use .

climbing apparatus. 1 2 3 45
19. Participates in rhythmic
"~ activities. ' 1 2 3 4 5
20, Uses a wide variety of

indoor and outdoor

equipment. 1 23 45

INTELLECTUAL DEVELOPMENT

21, Shows curiosity in a wide

range of activities. 1 2 3 4 5

~ 22, Uses equipment and
materials creatively. 1 2 3 45

23. Combines ideas
imaginatively and _
expresses themverbally,. 1 2 3 4 5
24. Understands the
' difference between fact

and {antasy. ' 1 2 3 45 48
28. Actively seeks solutions to :
intellectual problems. 12 3 468
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TEACHING READING IN THE PRE-SCHOOL

Jenny Simons
Principal,
Sydney Nursery School Teachers’ College.

The pre-school “curriculum has .not. accept Bruner's (1960) dictum, that it is possible

traditionally, included the teaching of reading
— yet, when one talks to parents. one hears of
children who have begun to learn to read hefore
they started school and there are, from time to
time, references in the literature on beginning
-reading, to children who learnt to read at an
early age (Durkin, 1964). In general, early
success is maintained in the primary school
years.

What I want to do is tu suggest that it is
indeed appropriate that reading be taught in the
‘pre-school, to some children. and under certain
conditions. -

I must emphasize, right now, that I am not
advocating that reading be taught to all children
in pre-school. It is perfectly obvious that many
children, most children, are simply not develop-
mentally ready to learn to read; they are not
ready cognitively to deal with the symbolic
system of written language; they are not ready
emotionally to sit still and concentrate on an
abstract, teacher-directed activity; they are not
ready motivationally to want to learn to read.

But what about the four year old who has an
advanced command of oral language, fluent and
clear speéch, an obvious and abiding interest in
books, appears of average or above-average
intelligence and who may even express a desire
to learn to read? Of such a child, his pre-school
teacher may say, '‘Oh, he's really ready to go to
'school now’.

She may even add that he is a bit bored in
pre-school. She may find him, on occasions, a
nuisance as he seeks restlessly for cognitive
challenge,

It is this sort of a child, more often a girl than
a boy. for whom I am advocating a consideration
of instruction in reading.

So, the child seems developmontally ready to
learn to read. Is there something in the reading
task that is cognitively too difficult for o
pre-school child? You will now probably ull

to teach any subject to any person of any age if
What I want to do now is to outline two modern
approaches to the teaching of reading, in order
that you may decide whether the task can be
structured in a way appropriate to young
learners.

After that, 1 will discuss some research
evidence on the prerequisite skills for learning
to read, to pinpoint the exact starting point for
the individual learner once the teacher has
decided that the child is developmentally ready
to learn to read.

The first approach to the teaching of reading
is based upon simple conditioning, at the
stimulus-response level. Quite recently, Glen
Doman, author of “Teach Your Baby to Read"
(1965) has been going about Australia
reminding us how very simple it is to teach a-
child to read his first words. The method is to
present the young child with an object, say a
cup, and the written word for that object at the
same time, while naming the object orally.

The young child quickly learns to associate
the oral expression with the written expression,
so that eventually he is able to *‘read" cup when
the written representation is seen on its own.
Let me hasten to add that this associative
learning will not lead to the same sort of reading
thatis engaged in by a mature reader, but itis a
sort of reading nevertheless.

One of the first tasks we ask of beginning
readers is that they shall be able to say what
certain written words are, simply by looking at
them; such words are appropriately designated
“*sight” words, and this approach to learning to
read is called the "look-say’” method.

One way iu which this method of instriction
is implemented for beginners is for the teacher
to selecta set of words which the learner will be
meeting in his first primer, and to teach these
waords individually, ofton using a set of cards
propared for this purpose and called *‘flash

19
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cards” (because the objective is to have the
learner respond rapidly to each word as it is
"flashed' at him).

It is intriguing to speculate as to how the
learner discriminates and remembers the word
elements in any given set of words. Research,
such as that of Marchbanks & Levin (1965)
suggests that, contrary to the belief of most
teachers of beginning reading. learners do not
recognize sight words by shape, but by
discriminating the letter elements, especially the
first, second and last letters.

I have described briefly one valid and
common style of initial reading instruction

which uses associative learning to bring the

learner to the point where he can name some
words by sight”. Typically, such a learner
would be able to read such a sentence as 'this
girl is my f[riend"” after learning each word
element first.

~ Another valid and common method used in
instructing beginning readers is to cause them,
by the use of inductive reasoning, to discover the
alphabetic principle upon which our writing
system is based, and then, by the use,of
deductive Teasoning, to encourage.them to use

‘this alphabetic principle to decode unknown

words. It has also been common, in _the past, for
teachers to forgo the inductive step; instead, the
alphabetic principles were taught by associative
learning.

To give an example: The teacher says — bat,
been, boy, and asks the learner what these
words have in common. When the response is —
“They all begin with the same sound.'' then the

Aeacher presents the written form of letter b.

{There's some associative learning there.) The

learner to say which begins with the letter b.
Typically, such a learner would begin to learn to
read such words as bat, beg, box, big.

Another example: The teacher says —
“Man, ran, fan — what have these. words in
common?" When the response is that they all

_end in the same way, then the teacher presents
‘the phonogram or spelling pattorn ‘an’ and asks

the learner to read ban.

I have now outlined briefly the two
theoretically opposite ways in which reading
may be taught to a beginner. The method which

uses  associative  learning, the “look-say”
approach, is obviously simpler from the
=
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learner's point of view, as no logical operations
cre involved. This approach uses skills which
the learner already has: the gkill to discriminate
visually between words and the skill to
remember the paired oral and visual
presentations made by the teacher — that is, the
learner can discriminate between cat and bat,
and remember which is which, even though he
may know nothing at all about the English
alphabet.

Please do not, at this point, conclude that I
am advocating the ‘“look-say” approach for
teaching young beginners, for the matter is a bit
more involved. It is not appropriate to decide on
a suitable method for instructing a young
beginner using only evidence about the relative
simplicity of the learning task.

[tis also necessary ta look at the needs of the
learner. )

When a person begins to learn to read he is,
typigally, highly motivated towards learning to
read. Ideally, he sees reading as a skill which he
desires to master for reasons of satisfaction,
pleasure, peer and adult approval, curiosity and
perhaps utility.

The motivation which the beginner brings to
the reading task will probably only persist as
long as he is successful in that task. There is no
doubt that early.success can be achieved by the
“look-say"’ method; but what the learner seeks
as he strives to become a reader is autonomy as
a reader, and this he cannot reasonably hope to
attain if he must apply to another person — he it
teacher or mature reader — for the
pronounciation of each new word he
encouniers.

What the beginner needs, quite early, is a
method which will allow him' to decode new
words for himself: that is, he will want to use
both inductive and deductive reasoning, related,
to alphabetic rules. to enable him to progress in*
reading somewhat independently of other
assistance.

Now there are many known examples of
children who more or less taught themselves to
road; but the majority of learners benefit from a

“little steering in the direction of noting and

remembering the regular phonic structures and
spelling patterns within the English. writing
systenm. '

The learning of these regularities is labelled
the “code” approach: and it does seom that

x



been vaguely aware of these prerequisite skills,
and have made many and elaborate gestures
towards exercising children’s skills in these
three areas, but the gestures have been all 20 ..
often vague, and the skills have not beem* v
objectified in behaviours that were sufflmently
precise. ) .
1"d like to talk a little about each of the thée
pre-requisite skills in turn. My aim is to clarify

every reader reaches out for this assistance
sooner or later, whether the teacher offers it

" systematically or whether the learner induces
and applies his cwn rules.

So you see, now, that I am advocating an
appmsch more structured than the “‘look-say"
one, after all. I haven't used the word phgmr;s 80
fir. and quite deliberately, for this word now
covers a multitude of sins, the.chief being,

perhaps. the belief that each symbol in the
Englfsh alphabet can be assﬂmatad w1th an
isolated sound — that 'c’ and ‘a’ and ‘t' give you
cat; in féi‘t;t. they don't: they gwe you ‘kerr-a-tuh’,
and it is\dishonest and confusing to claim
otherwise. *

\

What 1 do. accept 'is the type of code
approach labelled Linguistic-phonics which,
although a bit wnolly still in definition is
supposed to mesrl-—analysm of the sound-

' strut:ture in terms of ragular spelling patterns.

\

" For example: one shoﬁldn‘t isolate 'c’ and "a’

.and 't for the learner, but.one can legitimately
isolate at as a part of cat, bat, and mat, and one

can ask the learner to figure out fat by saying it
begins with the same sound as fill, and ends'with
the same sound as cat. N

So far, I hope I have shown that the beginner
can learn to read first of all by a very simple
method of associative learning, (for example:
this word is cat, this word is dog); but that this
method limits severely the learner’s opportunity
to progress in reading independently of  his
teacher. Therefore, sooner or later, and-it's
usually sooner., he needs assistance in
identifying the sound-symbol regularities of the

each skill. and to get you to consider whether
children of pre-school age do achieve, or can
achieve, these skills.

First, the visual skills, The most important
are visual discrimination and_ visual memory.
Before he can learn to read. a beginner must
obviously be able to discriminate between words
when he sees them written down. If you show a
begumer a line of words — say, cat, cat, bat,
cgt. he must be able to show you which one looks
different, before he can learn to read them. I
suggest to you that any cHild from the time he
has mastered the concepts same and different
will be able to show you which word is different.
This could occur at 2 or 3 or 4 years of age.

Visual memory can be assessed by providing
a learner with a short list of written words,
showing him one of those words written
qeparatgly on & piace nf paper. then remaving

,a.haw you on his list the ‘word ygu expused
separately. Once a beginner gets the hang of
what you want him to do, it's not at all difficult
for many 3 year olds to demonstrate their visual
memory skill with words long before they learn
to read thoze words.

Y

English writing system so that he can induce Next, the auditory skills that are
generalisations and, in turn, use these pre-requisite for learning to read. The most
generalisations to deduce new words. important are: auditory discrimination and’

Unless the learner can be assisted positively
to employ decoding skills, he will lose his

enthusiam for learning to read, and learning will

- cedase.

The question now is: can young learners
manage the inductive and deductive reasoning
thdt is necessary if progress is to be made in

- learning to read?

Q
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It appears that they can, if and only if they
have the prerequisite skills for learning to read.
(Downing & Thackray, 1971). The prerequisite
skills are of three types: visual skills, auditory
skills and cognitive skills. Teachers have always

o

wha
o

auditory memory. The 'same’ and ‘different’

. concepts can be used to test a beginner's skills

in auditory discrimination, though he will also
need ‘o be able to use the concept of beginning
and en.ling in time. Say boy and bat. Are these
words the same or different at the heginning?

To sample the skill of auditory memory, say
churn, fix, made, which word sounded like
father at the beginning?

The third pre-requisite reading skill is to
undoerstand the concepts used in reading. The
concepts of word and sound 1 have ‘nvolved
already: others are letter, pape, book, sentence,
story.
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Do teachers believe that some children in-

pre-schoals have these necessary pre-requisite
skills? Or that they could acquire them
pleasureably and without stress?

Recent empirical investigations suggest that
the answer is yes.

Mitchell (1965) tested the visual dis-
crimination skills of 4 and 5 year olds. The
subjects were lower socic-economic status
kindergarten pupils who had received no
training in pre-requisite reading skills. He found
that 85% of the children achieved 75% correct
‘typical reading readiness
work-book exercises on the discrimination of

letters and words. -

Paradis (1974) also tested the visual
discrimination skills of 5 year olds. He found
that 97%y of kindergarten grade children, and
69% of pre-school children. all without formal

" training®were successful on more than 80% of

¥

“.untrained control group — and the control

Q
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pre-reading activities selected from a variety of
pre-reading activities taken from basal reading
schemes. That is, the visual skills which are
.pre-requisite for lsarmng to Taad present few
difficulties to young children.

- gkills

However, auditory discrimination

‘dgvalap more slowly. Paradis (1968) tested a

roup of low socic-economic status 5 year olds
un rhyming sounds: only 59% of the children
attained-his criterion of 75% correct responses.
When  tested on  initial consonants (same-
different) only 7% achieved his criterion of
success, -
other hand, Rosner (1974)

On the

demonstrated that 4 yeat olds could be trained

to perform auditory analysis tasks fairly easily.
At the end of one year, the experimental group
performed significantly better than an

group was one year older.

" As for the concepts of reading, Stott (1973), ..

one of the most perceptive people in the world
on the subject of the teaching: of reading. gives
examples of 5 year olds' failure to understand
the concepts word, letter and sound as
contributing to lack of success in learning to
read.

So far,

approaches to the teaching of reading, with a

view to deciding which approach would best suit

3

I have mentioned the different
learning styles involved in different theoretical’

i

\w‘

a young beBitner., suggested that the
"look-say" apPTugcp 1 @ good starting point, but
that the leapnfr g, "®eds tools fﬂr decoding,
for which tagk & code fnpraach using llngmstu}
phonics is the Mugy 60"

Then 1 1gokey at {8 pre- Pequlslte gkills you
need if yoy Arg Djﬂg to make Drogress in
learning o fea(j It 4%%ms that the pecessary
visual skilly Ang 448Uy preseNt in young

children; thgt Q\Jd,mf}’ Skills (gsséNtig] for the:

linguistic-phgnic Dp;@afzh) are 1688 developed
in the young ¢hily 1, { Nat they may be fostered
by good teaqpify. 4 d '‘at many yoUng children
lack the congePty useé‘ by reading teachers. It is
likely that yovig LhSI 'en Can 8CQuire these

concepts guje & 35115, 1f Ny téachgrs focus their ¢

attention on (hehy

Once thgy pry. I.qull&te skills 8re gcquired.,

even younf (\pxldreﬂ appﬂdr to have Do difficulty

in managing (h® gip,1¢ "Nductive and deductive
thinking whiel' g HE}G ‘Ssary for Progress in
readmg

Why, thE\rl, hqu, “;; 1CHears been 2o relugtant
to tF‘ﬂLh reaqjn8 i the Pra.schog)?

+In the firSt ;) 0%
haven't baty. PI‘E aré’ o do go dupmg their
hdch&l‘—edugguﬂh co L;fg(} Thig qltuﬂtmn could
change with g0 Mgn,, fﬁa‘?hsr educ@tion courses
preparing MHrg E‘Qh—rl siml ‘infant téfAchers: but,
in many m%tnun(;ng théré is sti]]-an agsumptmn

that the tr:ﬁ(\pxﬂ;\ of f}ﬂde is thr Mrovince of

the schoals rythey tha {; 8 pré‘éghﬂﬂlg

Next. sthgo!S pay, YOlced their dl?gppmval
of the pre- ﬁchnﬁ‘ N movi™® into what they define
as “their" 8%, f find thi8 gbjection
outrageous! Eduﬁ\atmé ave been talkjng for a
long time Now 8pgy e individualigation of
instruction. I the ld 8 veady tg leary to read,
and he's ina pr’t\agp} o' that's where he should
be taught. It*y higy, tim® | We réallzsd the ideal of
continuous Dp()g’ Qg Ed'l *Ation and the Seamlass
curriculum

Next, mﬂr\y P‘?irentg Ahg teachers Claim that
young childteg %qn¢ 10 Play ang be happy and
enjoy their Fr“lclhmd I think that's just
sentimental twdUq|q. 1( Quite ignores the fact
that childron ﬂl‘iﬁ We 1«1 to grow uPs gnd that
learning to reyd 1s a myful art of growing up. It
can he ’ﬂfmml’h\hnd " 30 minuteS per day,
which wouldl Lo \'\‘llllnﬂ'w [‘xuhanggd fop play by
the child whq Whyg 4o 'O%arn to read. Properly
taught, learigy tg pogd Is 08 enjoydble as, or

Q -

presschﬂf‘l teachers-
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" more enjoyable than, playing. The thirty minutes’
that 1 syggest is based on about 10 minutes *

“instruction with the "teacher and about 20
minutes of practice, games and other reinforce-
ment activities undertaken by the child. -~ .

Finally, I think many pre-school tga’chers are
reluctant to begin teaching reading to an ’

individual child because they fear pressure from

* " other parents who may be anxious for their child

" to be a high achievar._academically&

At this point, I think teachers must stick to
~ their professional guns and insist on their r‘lght
to decide what teaching and learning is
appropriate for each individual child. They

7 .- certainly. take this line in other areas of the _
curriculum. If the teacher can't cope with this’

absolute position, then.a graceful way out is to
 ‘accede to ‘the parent's request, and begin
teaching the pre-requisite skills, subject to the
* ability and willingness of the child in question.

If you have followed the argument so far, you

will be ready to teach a pre-schooler to read, but
may be wondering where to begin. Do any of the

pre-requisite skills need attention? How does -

one introduce llngumtlc phonics?

I would like .to recommend strongly a
teacher's manual, which-sets out brilliantly a
sequence for teac"hmg the auditory and visual
pre-requisite skills of reading, and then follows
on with the mature reading skills. This is
“Systematic Reading Instruction” by G. G.
-Duffy and B. B. Sherman, N.Y.: Harper & Row,
,1972. This excellent work lays out the reading
task in terms of graded abjectives, each with a
pre-test, teaching hints, and a posttest. The

skills are presented in a game- like format, which . ¥

even - young learners find attractive. The
teacher-made materials for presenting the skills
may be left in the classroom for children to play
with. '

My final point is to draw your attention to -

what you probably already know about the
teaching of reading to young children:

# itis an activity for the individual child, even’
when several children begin at about the
same time and may perhaps be grouped for
instruction

"o the young learner must set the pace for his

- learning, and the teacher must accept his
decision to quit at any time: he's probably
learnt enough for just now

47

; the teacher has an-abiding responsibility to
foster the development of oral language in |
all pupils. One of the best ways of doing this
is by reading to children, every day, more .
than once if possible; in the case of the
beginning reader, reading to.him is of vital
importance both as ™ a= _motivational
technique and in order to acquaint hlll‘l with
the structurés he:. will enceunter in the

" written form of his language

‘e flnally pre- school.teachers have always
accepted- the principle of individualisation
of instrucition. My plea is that they should
no longer make an exception when it comes
to the quiestion of teaching a child to read.

U”i
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" SOMERECENT BOOKS WORTH NOTING |

.on imphcations for teacher education, and
a stirring call for the importance of those
who train teachers).

On the social context of early childhood
education and early childhoaod services:

Dawson, M. (Ed.) Australion Families, Wiley :
Australia, 1974. ' On studies of child development and its

Edgar, D. E. (Ed.) Social Changes in Australia fiiglications:

(Readings in Sociology), Melbourne: ) (
Cheshire Publishing Co.. 1974. L

Burns, A., Fegan, M. & Sparkes, A., Working
Mathers and Their Chiidren: The Electrical

.From a wide range, I have selected three that
seem a little different from those we usually see:

Fein. G.. & Clarke-Stewart, A., Day Care in .
Context, Wiley, 1973. Highly recommended.

Trades Union Study. School of Behavioural
Sciences, Macquarie University, 1974, (A
local survey of the actual ‘arrangements
and preferences of a group of working

This book takes the unusual step of looking
at what is l\ncmn about particular aspects
and “conditions of development (e.g.
language and its variations with different

mothers ; b -
J: environments] and then drawing out

implications for caregivers. Equally useful
for sessional and extanded settings, even
though labelled “*day care"

Webb, Lesley, Making a Start on Child Study,
Oxford: Blackwell, 1975. So far only seen in
brief glimpses,.but promises to be a good
basic introduction tc ways of nbservmg and
phenomena to look for,

Richards, M. R. (Ed.), The, Integration of a
Child into a Social World, Cambridge Univ.
Press, 1974. A series of chapters that give
an up-to-date account of _ studies on
“attachment”, with EGHSidEI‘EblE attention
to early development in terms of _signals

given and racsived.

* On EL’“I‘EH( trends in work with y()ung Ehlldrén

Almy M., The Early Childhood Educator at
Whrk. McGraw-Hill, 1975 (paperback]. (A
important indicator of broadening hﬂrnzm‘lsk
in" the early childhood field, written with
Almy’'s usual skill and lﬂ$lght]

Tizard, Barbara. Pre- Schml Education in
Great Britain: A Research Review, Social
Science’ Research Council, 1974, (State
House, High Holborn, London WCIR 4th.
$1.50). (A report of who is doing what in
Great Britain, ranging from analyses of
curriculhm to parent development. {ogether

' with opihions from many people on what is
needed). . 7 :

Evans, E..Contemporary Influences in Early
Childhood Education, Holt-Saunders, 1978,
(This new edition of Evans updates the

Final note: See the magazine New Scientist
(1974) for a series of short articles on
current research with very young children

earlier fanalyses nfse?éral inﬂuences.‘{e.g. ,+ (0-12 months usually).i These .are written
Piagetian theory. behavioural analysis’ ~ inreasonable form and can be a useful lead
Montessori.) It includes as well some ~ into current work. Unfortunately, no

new sections, e.g. one on parents and references are given,
television as major sources -of change.

" Especially useful for looking at the back-
ground of many curricula.

Webb, Lesley, Purpuse and Practice in
Nursery Education, Oxford: Blackwell,
1974 (paperback). (Contains a number of -

excellent chapters asking: What are we
trying to do? And what evidence is there
that we are achieving it? What do we mean
when we say our goal is “'socialization’?
What evidence is there that teachers are
mora eoffoctive than para-professionals?
This sympathetic analysis of objectives

and tochniques ends with a useful section 5 |
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