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INTRODUCTION

In spite of current trends toward ever earlier schooling

or out-of-hocme care (OHC), there are strong, research-based

data which suggest that whenever possible parents should be
their children's only regular "teaghers" or care givers
until the youngsters are at least 8 or 10 years of age.
Alternative care may endanger the child’socially, emotionally,
‘behaviorly and even academically. In such cases the implica-
tions for the family and for society psychologically and
sociologically may be disastrous, As parents relinquish
their résponsibility——and authority--during their youngster's
crucial developmental years. Indeed we may be paying heavily
to develap problem children, and will pay much more to remedi-
ate them--not only in dollars but also in anxiety and loss of
human potential.

While much research is still needed to confirm certain

hypotheses'against unnecessary early OHC, ample cross-disci-

plinary evidence is in hand to call for policy reform in



early childhood education (ECE). Indeed any substantial

body of systematic evidence to the contrary is’ hard teo find,

and a few leading psychologists believe it does not exist.

It seems appropriate first to lay down the background
for these conclusions which so clearly cut across conven-
tional patterns: Then the presentation of the research
itself may be better understood. |

Background for concern. Consider the rationale for

. this questioning of ECE trends. In the late 1950's, with
the gradual refinement of the science of electroencephalography
(EEG), several EEG-based studies of the young-child's brain,
whén brought together, led some neurophysiologists to con-
jecture that a youngster's central nervous system may not be
ready until 8 or 9 years of aée or older for the sustairned
high coftical effort that enables him t< learn basic academic
skills with relative ease. Theré appeared to e some possibility
that until this age a child may be dominated by his emotions
more than by reason.

Inquiry among students of the brain revealed that,
because of the state of thé art, some EEG techniques and
conclusions from available studies might be fortuifous, even
presumptuous. Within a few years, however, the influence of
psychologist Jean Piaget began to be felt in North America.
His experiments were repeatedly replicated with consistently
similar results. Of particular note were his staées of

cognitive development in the child. His "period of concrete
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operations" suggested that the child's cognitive ability
usually flowered into maturity somewhere between 7 or 8 and
#ge 11, sometimes 1ater. It appeared that urtil this matu-
rity was reached, the child would not be able to bring
consistency to abstract reasoning. He could not consistently
relate motivation or cause with effect. Thus when asked to
assess the relative ''maughtiness" of Jimmy who accidentally
broke five saucers, with Johnnié who deliberately and angrily
smashed one, the 5-year-old's answer istypically "Jimmy," because
"Jimmy broke the most."” In other words, the 5-year-old was
not yet fully reason-able. o

It could be logically hypothesized that since boti the
visual and auditory perception apparatuses--primary too;s 6f
1earning——grellitera11y extensions of the brain, they may be
limited in terms of the time parameters of brain development.
On the other hand, a sound quality of abstract reasoning
would be neéessary if the child were to bring full and
satisfying meaning to academic-type 1eafning suéh as reading
and arithmetic.

There was clinical evidence that 5- and 6-year-~olds,
and even some of age 7 or 8, had difficulty reéding without
considerable frustration and\with more than rote meaning.
This was especially true witﬁ young boys. Fufthermore,
clinical observation suggested that vision and intefsensory
perception were problems for typical 5- and 6-year-old -

readers. They would stumble along, using their fingers to



guide their eyes across reading lines. But seldom if ever
were 8- or 8-year-olds seen doing this unless they had been
habituated to it from their earlier years.

| 'Nprmal children, frustrated with their inability to
read with understanding, often turned away from reading.
Many others, excited at first with the prospect of séhool,
lost their motivation after a struggle with tasks beyond
their years, and by grades two or three or four they had-
developed an apathy toward school from which they were
seldom aroused. Investigation revealed that this-experience
was common in elementary schools. In fact, some experienced
observers such as Claremont's*¥alcolm Douglass‘suggésted
that the deteriorating reading records of California’school
childfén-—in the range of 45% reading disabled——wgre due in
‘part to the early schooling pfactices in that state. Citing
the work of reputable résearchers, he reasoned that if

- California schooling were delayed until age 8, there was a
likelihood of greatly reducing reading disabilify; possibly
to as few as 2% of the children in some‘areas (Douglass,
1968).

A combination of reports on neurophysiology and cog-
nition and clinical experience in developmentél psychology
and remedial reading led a team at the Hewitt Research
fenter to explore the possibility of a correlational study
in neurophysiology and coénition. A study was tentatively

designed in which neurophysiologists on the one hand and



learning psycho}dgists on the other would independently
study common groups of young children from ages 3 to 9.
Correlation of their findings was to be made by an inde-
pendent team of biostatisticians. A :

Specialists at the United State's National Insfitutes
of Health (NIH) recommended as chief investigator David
Metcalf, University of Colorado Medical School child psychiatrist
‘and EEG specialist. It turned out that Dr. Metcalf, well '
known as a creative but conseryative researcher, was vitally
interésted in the project and willing to undertake it even

at personal sacrifice.

By the time tke services of Dr. Metcalf were secured,
a Hewitt-funded literature search necessary for such a study
was already well advanced. The searcih and analysis of studigs
in cognition and neurophysiology (including vision, hearing,
intersensory perception, and other sensory-motor areas) led
to an interest in related areas and opened new porizons.
These included social development and affective.areas, such
"as parental attachment, parental attitudes, comparative
school) entrance age—st;dies, and comparati&e cost-effective-
ness of preschool and day care intervention vis-a--vis parent
education in the Lome.
In 1971 a sense of urgency arose relative to ECE issues
because of the proposed federal early childhood legislation.
Much of the effort on the part of the legislators was most

laudable, but some of the preschool and day care provisions

appeared inconsistent with systematic research findings.
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A number of state efforts were also of concern. Research

: ]
appeared to be ignored or misused at times. The California

state school superintendent had gone so far as to declare
that the concept of school readiness was now outmoded--a
statement that from almost any point of view seemed unwiée if
not reckless.

Because of urgent legislative needs and on the advice
of several consultants, the Hewitt Research Cenfer published
a preliminary report of trends and issues in ECE which was
concluéive in several respects, although far from exhaustive.
With the specific counsel of several distinguished develop-
mental and learning psychologists, an advocacy position was-

taken. This was first published in the Phi Delta Kappan

(June 1972) and then in a popular version through a Harper's
article (July 1972). According to the Harper's staff, this
resulted in more letters to the editors than any other article
in their.history, indicating a high degree of concern and
agitati~sn about this topic. The Kappan version likewise
generated several guest editorials and an ongoing debate in
that journal for many months.

In June, 1973, the Office of Mconomic Oppo?tunity,
later the Community Services Administration, at the sug-
gestion of members of the Senate and the House, made a grant
to the Hewitt Research Center to facilitate a more complete
analysis of scientific literature relating to the ECE-OHC
issues. Along with the literature review funds,‘three joint
ECE basic research grants were also made to Hewitt for (1) a

correlational pilot study on neurdphysiology and cognition




at the University of Colorado Medical SchdoI; (2) a study of
the rationale for state school entrance-age laws, conducted

at Stanford University, and (3) an analytical study of rele-
vant data from the National Elementary.School Survey involving
some 80,000 éhildren,carried out at Andrews University.

A1l four projects were based on the premise thaf research
and‘practice must work together if they are to be of any real .
benefit to society. It was assumed that there must be a com-
mon ground of testing, for communication and for interrelating
theory and fact for which researchers themselves have a sub-
stantial responsibility. In an attempt to meet this obligation

the following guidelines or cautions were established for

evaluating research and ‘theoretical literature, and clinical

findings.

1. Research analysts and consultants may hold divergent
views, but they must have prime concern {or the welfare of
children, with integrity .and competence in the field.

2. A simple, clear interpretation should be soﬁgnt in
analyzing any data. . Simplicity in repvorting findings is not
necessarily.simpliséid. Some of the finest pieces of ECE
research have been found hidden in heavy tomes obscured by
professional language and statistical anomalies. Every
researcher or analyst who produces quality work should feel
obligated not only to report data in a technically correct
manner, bﬁt also to translate it into the language of the
common man. Often otherwise 1little interdisciplinary undef—

standing occurs.

4D . o



3. Shafing of findings in th«: various disciplines is a
pérticular need. This is pfacticed by many scholars. Yet,
for example, some outstanding learning specialist. .aocted
for their careful resear«h, have not been well :ware of a
child's affective needs, and others have apparently not observed
the extremely close relationship of neurophysiological develop-
ment and visual and auditory bperception to appropriate school
performance. It is an anomaly that developmentzl specialists
have sometimes concentrated so provincially on learning psycho-
logy or physiological factors that they have not related to
the key implications of social-emotional facets for their own
disciplines. It is primarily the interrelating of‘research
in constituent ECE disciplines tpdt gives subs?ance to this
book.

4. There is need among ECE specialists for'systems
orientation--comprising aa overall view, yet with goals clearly
"in mind. Toy manufacturers may promote their products, private
preschool operators may lobby for voucher systems, parents may
demand "freedom" and labor organizations may want more pre-
schools to provide more jobs. These represent vested interests.
But prqfessionals should not be so restricted in viewpoint that

they lose sight of the larger goal of optimum development for

-

all children.

Another faéfor which has skewed ECE perspective is the
frequent interpretation of the ghetto. . The poor must have
help, but groups in higher socioeconomic strata (SES) must

not be left without benefit of scientific knowledge lest

i1




they, too, succumb to social and personal deterioration and
fail to bear their share of society's load. There is little

question that some of the greatest early schooling damage has

been incurred-among higher-SES children. .-
5. An area related to both items 2 and 4 is that of
ECE semantics. When, for example,‘is a preschool different

from nursery school, different from day care, different fiom

Kindergarten? At almost a'y‘ECE meeting two or three of
these terms will be used synonymousiy. Yet some ECE speciélists
insist on sharply discreet definitions. Such conflict is self-
defeating for the ECT movement. Instead, why not remain
flexible and{ wherz necessary, work to resolvé these differenges
. Qith common understanding? All these terms apply to the period

i

before regulﬂr schoolipg, and it may be that so-called preschool

in its best form is closer to a typical definition of quality

day care.

Likewise, what is the difference between disadvantaged

or deprived?;'handicapped or impaired? We find -in one state
. .

that children are never retarded, bhut only impaired. This is
fine 1line talk. On the other hand, we can understand caution
aboutvuse-ofléuch Phrases as "lower class'" as compared with:

"middle class." No one of course should be called low class,

for low income or low socioeconomic status is not ipso facto
low class, with the onerous nuance of those words.
6. The date of a study or paper does not necessarily make

it good or bad. Despite this fact, many planners are critical
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of reviews which utilize findings that are not contemporary.
Some are even doubtful of studies more than five or ten years
old. To say the least, this is neither scholarly nor far-
sighted. Studies should be appraised on the basis of design
and'validity in terms of stated objectives, and of overall

value to a field of knowledge. In fact, well-done studies

that have withstood the erosion of time are among our scientific
monuments. Some of the best experimentation in the area of
reading reaches back several generations. Likewise, a number

of exéellent studies on school entrance age probe back decades.

7. A scientist or scholar may be criticiéed for becoming
an advocate--whether Pro or con on any issue. But if he is
convinced of the truth of his position and does not clearly
delineate it when faced with contrary pfactices, tﬁ;n who should
do it? It is presumptuous to assume that somebody somehow will
come along and happen to do the job. Indeed, what better
test can there be of "truths" and scientific techniques than
the challenge of advocacy?

8. The attitudes of scholars toward other scholars must
be open, with a mutual willingness td e#amine findings. It may
be that a scientist is entitled to envy or criticism of a
colleague, but this is inappropriate when done at the expense
of children or human welfare in any respect. Scholars often
demean their colleagues, sometimes in their own institutions,
and then go on to overstate their own findings. Such attitudes
in the_educationél-political realm of ECE may damage the

entire ECE cause and destroy the benefits sought for children.

e
-
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9. A careful analysis of data may lead to unexpected
but noteworthy fiqdings. Studies are usually designed to
yield information'abou% a specific problem, yet che data
collected may also provide insights into related problems.
For example, from an international study of achievement in
arithmetic (Hus€n, 1967) an alert analyst observed that the
earlier children went to school, the more ﬁegatiye were their
attitudes toward school (Rohwer, 1971). Both Husén and his
colleague, Robert Liljefors, confirmed this finding from this
and later studies (in language and sciencé, etc.) (Husén,
1972, Liljefors, 1974),.a1though the research had been

designed for another purpose.

Placing the literature in perspective. An examination

of early childhood educatiou literature must necessarily focus
on specific aspects of the subject. Yetbfindings must be
interreléted in broad and systeﬁatic context or erroneous
conclusions and policies may be derived. The sheer quantity
of theories, studies, dembnstrations, projects and programs of
all sorts that have appezred in fhe last decade have left even
some serious students ¢f early childhood in confusion. How,
fheﬁ, can parents and teacheré or busy administrators be
expected to find their way through such a literary morass?

And on what basis'can concerned citizens and legislators plan

fer the best possible opportunities for children to develop

into happy, responsible and productive members of society?

j——
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Rebresentative reviews have dealt with child development
and early learning from a multidisciplinary point of view
(Hoffman & Hoffman, 1964, 1966; Hartup & Smothergill, 1967;
Hartup, 1972; Caldwell & Ricciuti, 1973). While some of the
same areas are examined here, our emphasis is on an organization
and interrelation of literatﬁre that might suggest new answers
to the perplexing questions in early childhood education re-
lating specificaily to readings fdr out-of-home étudy and'care.
| It was clear that there was an urgent need to examine
those aspects of research and other literature that indicate
demonstrable influences on learning in early childhood. Al-
though some references to infancy and toddlerhood have been
included to provide. a proper perspective, the emphasis is
on children'slleafning and education in the preschool and
primary grades from about age 3 through 9 or 10.

In the mass of literature related to early childhood educa-
tion, it would be impossible to identify all the factors that
influernce early learning. There are some things; however,
that appear over and over again as major determinants of
intellectual development. dther things emerge less often,
but tend to cluster with related items so that the combined
impact becomes an impoertant factor.

Each of the specific areas has been selected because it
represents findings indicative of strong influences on early
childhood learning. There is much wofk yet to be done, and
it is likely that some major influences on early learning are

- scarcely recognized at the moment. But from a careful analysis
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of the literature, the factors that have been identified
as‘major influences on learning in early childhood include
1. The significant people in a child's life.
2. The nature of the material environment.
3. The interaction of people and tﬁe environment
to provide opportunities for experience and

exploration.

4. Values and self-esteem developed within the family
and cultural context.

5. Physical, neurophysiological and cognitive develop-
ment and maturation.

o

Human and enviropmental resources that help develop
the potential of the whole child for learning and
living. o

In 1972 under the auspices of the Hewitt Research Foundation,
we conducted a broad investigation of approximately 3{006
‘sources in early childhood education reséérch and other
literature. From the wide range of areas examined, a synthesis
of information was suggested for further study. Many “literature
reviews are limited in scope to analyses in a spécific area soO
that in—depfh treatment is possible, but the Hewitt investiga-
tion traced the single idea of school readiness thrbugh many
areas. The relationships cbserved in this method of study
made it clear that there were powerful and dynamic interactions
between the various aspects of early childhood development and
learning. And to ignore any of {these was to distort the
sum of all of them. The Hewitt study related the cognitive
development of children to the factors of (i) family, (2) self,
(3) culture and home environment, (4) develop@ent and maturation

and (5) structured learning programs.

16
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The search was initiated by examining existing reviews
of early childhood literature to locate references that might
relate to influences on early learning. The bibliographies
of relevant items were then carefully checked for further
;ources. Articlés published in professional and research

journals since 1960 were systematically identified. Unpublished

sources were made available by an Educational Resources Informa-

tion Center (ERIC) search of annontated ERIC bibliographies

&t the Champaign-Urbana campus of the Universitv of Illinois.

in addition, a large number of interested people provided
clues to materials that might otherwise have been overlooked.
And finally, qualified professionals in early childhood educa-
tion, representing 2 wide spectrum of views, were selected

as consultaﬂts té suggest further references and to critique
the project.

These various sources yielded more than 7,000 studies and
papers that were screened in selecting the liteQature to be
reviewed. About 1,000 items were closely analyzed and cate-
gorized. 'Those which have been included‘present a picture
of early childhood and learning that is neiphe; new nor startling.
It is rather the organizatioh and integration of the areas
that clarify some of the current issues in early childhood
education.

Scott (1972) cautions that much '"research" in education
fails to produce new information that can be used beyond the
situation in whichk it is acquired. It is not safe to assume

that methods yielding certain results in one place will have
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the same effect-in other circumstances with different teachers
and children. Situational vériables are responsibie for

much evideﬁce that suggests trends but does not pfovide hard
data. And in this fevi;w some single studies may bg inconclu-
sivé by themselves. But when the findings of such- studies,
‘in concert with the findings of many other studies, all point
toward the same trendé, the implications deserve examination.

In analyzing literature for facts and trends, and in

-.pointing out relationships between facts and trends, a scholar
is alﬁays obligated to maintain a regard for integrity and
truth. To examine information honestly, a scﬁdlar must be
alert for clues from aﬁy source that may lead to further knowl-
edge. While recognizing the value of cafeful investigation, he
also recognizes that much inforﬁation is availab;e which has
not been adequately investigatgd, but which, if validated,
could add immeasurably to knowledge and understanding.

Although materials of this nature sometimes cannot alone
be accepted as fact,.they often suggest problems for further
study. It is obviously unscholarly, unethical and unwise to
wave aside a possible truth because it does not agree with

presently accepted knowledge or conventional practice. Some of

the trénds identified in early childhood 1iterature are pro-
vocative in this respect. The human variables are so complex,
and the divergent opinions so many--often seeming to depend
upon vested interests in a particular profession, or political
or social policy-~that the real influences on learning in

early childhood may be obscured.

' -y
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There is here a challenge to early childhood scholars
to reexamine the early childhood dilemma.

The materials in this review came to light through a
systemati~ search of diverse studies, reports, theories and
hypotheses, all tied together by a common denominator of
influences on learning and socialization in early childhéod.
These influences are sometimes unmistakably apparent, and
sometimes so maskéd in the minutia of research detail that
only the most perceptive scholars have paused to consider
them.

This review, although hardly yet complete, represents
a massive séarch for early childhood information. Conflicting
pointé.of view are presented, and‘conclusions or evéluations
have been made on the bases of a consensus of studies or on
singularly clear research evidence which has been replicated
or in one way or another has been supported by complementary
research. If there is any clearly contrary systematic or
replicated evidence to the contrary, we will be in the
reader's debt to inform us.

Thoughtful critics have suggested additional sources
that might have been profitably aqalyzed. And already,
Since this manuscript was prepared, furtber sources have
become available which cannot be included at this time.

Some trends have been identified and the challenge for
an open-minded search fof further truth is left with ttiose
concerned enough to pursue it, and, whenever possible, to translate it
into policy and practice.
--Raymond S. Moore

Ingram duPreez

Dennis R. Moore

T. Joseph Willey

Kathleen Kordenbrock
19



CHAPTER 1

DILEMMAS IN EARLY CHILDHOOD
POLICIES AND PRACTICE

Svnopsis. Changes in the structure of sqciety have brought
about conditions which pose many problems for early childhood.
Iﬁ an attemﬁt to solve these pioblems, -many kinds of programs
invdlving much planning and 'great cost have appeared across
the nation.in recent years. Yet the dilemma persists: What
factors, present in early childhood, are the coﬁmon denominator
of later accomplishment and satisfying personal development? We
believe research will provide some of the answers to these
éuestions.

A brief review of child'study in this century shows a
progression, beginning with facts in the early stages, and fol—l
lowed by the study of physical and mental growth measures after
World War I. During the dépression years this changed tq
interest in the effects of sccioeconomic deprivation on
child development and.was.followed after World War II by
emphasis on persoﬁél-social development.’

In the late fifties, however, the advent of the space
age focused attention upon the cognitive functioning and

intellectual development of children. It was assumed that

f

acczlerated intellectual development during childhood would

lead to improved quality of performance througﬁout life. During
the sixties social reform produced the early childhood inter-
vention movement for the'disadvantagedf Presc@pols appeared

nationwide and early Schooling for all was coften urged.

17 <f)
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However, the late sixties and early seventies brought
doubts as tb the effectiveness of these ECE programs. Many
scholafs questioned the wisdom c¢f preschool education for
the masses., Some suggested, instead, strengthening the
family structure and educating parents and future parents
in the needs and in adequate child care of the child as

the means for solving these problems of early childhood.

The currént interest in programs for young children is
a reflection of major issues in society. Although there is
widespread agreement that something must be done for the
nation's children, there is much confusion as to what the
real iséues are.  Meanwhile, early childhood projects and
demonstrations havé proliferated acress the country. Some
appear successful in making healthier, happier children.
The results of others are puzzling. Grat;fying progress has
been made as, for example, in identifying needs'in child
health and nutrition. Yet after spending huge sums'of.mbney
. and tgpping the rescurces of interested people and organiza-
tions, many programs seem to have contributed little of
lasting benefit to children.

There remain many perplexing early childhood questions.
Changes in the structure of society have often stranded
children on islands of inseéurity. The shift of the popu-

lation toward urban centers with inner city crowding and

E
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poverty, a technological society with increased freedom for
women, economic circumstances that seem to make it desirable
or imperative for mothers to work outside the home, greater
social acceptance of the breakup and restrudturing of family
units--all these conditions pose problems for early chiidhoéd,
and depand-adjustments which children cannot make by themselves.
So, many of our children need help, desperately. 1In an
attempt to remedy the situation, attention has been focused

on almost every imaginable kind of program for the preschool

years. For example, some have urged the need for day care

only; others have stressed academic readiness; Some have
sought to provide a warm, caring atmosphere; and some have
been little more than custodial. Some have -hoped to proVide
freer communication between social classes, while others
have been concerned for care within'those classes. A few

may have succeeded in bringing the child greater freedom;

.others have appeared to be confused about their goals.

Some early childhood »rograms have made it bossible for
business and professional women to leave their children and
pursue their work. Welfare mothers have alsé been freed to
work, although their earnings have often failed to equal the
cost of their children's care at public expense. Such pro-
grams for young children have been expected .to provide the
antidote for all the negative effects of poverty, ignorance,
neglect, and general inability or indisposition on the part

of adults to meet the needs of children.

e
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In view of all this planning and large expenditure orf
funds, why have so many children in so maany early education
programs seemed to profit so little? When children in some
programs have made noticeable sdcial and intellectual gains,
why have these gains so often tended to disappear after a
few years? Théée questions lead to an even more‘basic question:
What factors present in the early childhood years are the
common denominators of_later accomplishment and éatisfying
personal development? Research is continaully in progress
and ail the‘evidence is not yet in, but there are trends

which might provide answers to these questions.

Early childkood as a field of study. To understand the

early childhood issues adequately, it is necessary to consider
not only current research, theories and practice, but also
the history of early childhood as a field of study and the
principles of. child development. Sinée basic principles are
viable over time and from culture to culture, tﬁey can
provide a stable persrvrective for fhe examination of early
childhood findings and theories.

Such are provided in part by McLean (1954) who reported
a brief history of 35 years of research in child development,
and Anderson (1956) who summarized the child development move-
ment. Their historical data trace the major emphaseg of
cpiid development studies from early in this century. Anderson

noted that a cataloging of facts is typical of the early stages

of any life science. This cataloging of structures, functions,

e
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and behaviors of the organism serves to locate problems
and develoﬁ hypotheses for further study.

Observation and cataloging of child behavior was done
informally‘by several psychologists with their own children
.ate in the last‘century. And studies of children's learning
were pursued by Edward L. Thorndike, Robert S. Woodworth
and Alfred Binet early in this century: Yet the main impetus
for studying children came aiter World War I. New measurement
techniqués had been developed during the war and hundreds of
psychologists eagerly used them. People were concerned about
the physical and mental cefects that had been found in service-
men during the war. It was A logical time for beginning a
systematic and organized investigation of the growth and
development of cﬂildren.

Studies of physical and psychelogical development emerged
in a number of universities. In 1916 Lewis M. Terman at
Stanford began following the progress of gifted children.
Measurement of the physical growth of infants and children
was begun by Bird T. Baldwin at the Iowa Child Welfare Research
Station in 191%, by Arnold Gesell at Yale in the early twenties,
and in growth stﬁdies by Wwalter F. Dearborn at Harvard and
by Frank N. Freeman at Chicago, also in the early twenties.

A monograph on the mental growth éurves of normal and superior
children was published by Baldwin in 1922.

Funds for research in child developmert and parent educa-

tion were made av?ilable ia 1926 by the Laura Spelman Rockefeller

viemorial. As a result a number of research centers flowered.

2
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These included, for examples, the Child Welfare Institute
at Teachers College, Columbia University (1924), the Yale
Psycho-Clinic (1926), the Iowa Child Welfare Research Station
(1927), and Institutes of Child Welfare at Minnesota (.925),
Toronto (1925) and California (1927). In these institutes
nursery schools were established where childfen—-mostly from
2 to 5 years of age--might be observed and studied. With
the help of other funding sources still other organizatiomns
emerged which were devoted to the study of children, such as
the Merrill-Palmer School in Detroit (1920) and the program
in Child Development and Family Life at Cornell (1925).

The emphasis in the research was then largsly on measure-
ment--of physical and mental growth curves, ?f intelligence,
language, and social behavior. 1t seems that practicall&

everything that could be measured at that time was measured,

‘and the results were compiled to give fairly accurate descrip-

tiors of.children at the various stages of development.

The economic depressionr of the late twentieg gave rise
to a new focus in child study during the thirties. The effect
of socioeconomic status and child care practiqes on tﬁe
development of children became of vital interest. Kurt Lewin's
field theories of the relation of children to theif environment,
and analyses of the family, of parent behavior and of the
effects of deprivation were major trends in studies just
prior to World Wﬁr II. Longitudinzal studieé‘begun in the
twenties began yielding substantial data, and chil® develop-
ment as a scientific area for investigation became mofe

firmly established.
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The research was interrupted by war, but again, like
World War I, World War II brought still newer measurement
techniques. Whereas the measurements following World War I
had. focused on relatively concrete and observable variables,
these new measurements spawned by a more technologically
complex war turned attention to projective techniques and
measurements of the less observable aspects of personality.

Thus during the early fifties a great deal of attention
was given to the study of facta™s contributing to the develop-
men+ n7 th2 self. The self-couacept became a basic consideration
in human develqpment. And by the sixties the literature
-Wgs replete with self-concept theories and ideals.

In tﬂe late fifties, with the advent of the space age,
diverse individuals and groups ahruptly challenged the educa-
tion and achievement of American children as inadequate.

Within a few years interest in personal-social development

was subordinated to an almost frantic analysis 6f cognitive
functioning and intellectual achievement. Whereés going to
school and learning had been considered a right and a privilege
for all Ameri<an children, now, in the minds of many educators
and policy makers, it became anvobligation.

The study and measurement of children for the purpose of
discovering how tne~human organism grows and develops in its
various environmerts was still of interest to some. But
this was overéhadowed by the new emphasis on ways and means
to induce cognitive and soéial development at earlier and

earlier ages. The thesis suggested among other things that

A
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the more rapidly a child de&eloped, the better would be

the quality of performance throughout life. "'Many ECE
specialists became less and less concerned about what happens
to an individual in the normal process of growth and develop-

ment and more intent on how a society can make happen what

vit thinks ought to be.

From an extensive analysis Qf intelligence and experience,
Hunt (1961) concluded that environmental encounters might be
governed "to achieve a substantially faster rate of intellectual
development" during the early year;-of childhood that would
eventually lead to "a substantially higher adult level of
intellectual capacity." Hunt visualized environments that
would promote a ''self-directing interest and curiosity and
genuine -pleasure in intellectual'activity" without thevgrim
urgency of "pushing'" children. He further noted that as each
child's potential was maximized, individual differences in
intellectual development would be increased rathgr than
decreased.

Lip service wasAWidely given to the welfare of children,
but in the‘final analysis teaéhers and child care workers
often submitted to pressure from those in authority, fo
maké children produce. And why shouldn't children produce?
Experimental research was showing that they could learn
reading and some mathematicalbconcepts relatively early.

At first sight it seemed a great waste of human potential

not to capitalize on such ability.

-3
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This ccncern coincided with social reforms of the sixties
which focumed c» children who were thought to be disadvantaged.
Their environments were perceived to limit the development
of sensory awareness so that traditional learning was diffi-
cult. . It seemed to these theorists, many of them, that the
obvious answer was to provide enriched environments, with
deliberate early sensory/stimulation and exposure to basic
concepts, for example in reading and math. Such intervention
was expected.to nelp these children keep up with'their more
advantaged peers. Further benefits were available in child
health and nutrition services, and parent involvement in-
creasingly became a key factor in many of the programs.

In 1965 the Head Start movement was born. Many college
and university departments of child development shifted their
goéls from teaching and learning about children to developing
curricula and teachers for the new preschools that were
ﬁppearing from coast to coast in the United States. Many
pointed to the examples of European countries which had
led in the preschool movement. Several states considered
legislation for making early schooling available to éll children
down to age 3 or 4, and California went so far aé to propose
that by'thé age of 8 all ci.ildren should have mastered the
basic tools of learning in reading, oral and written language,
and arithmetic (California State Department of Education, 1872).

Yet in the late sixties and early seventies evaluations

of the effectiveness of these. ECE programs forced some analysts
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to question if thé long-range purposes of early schooling
were really being accomplished. Research studies mounted
as scholars went to work on the problem; and opinions,
some reliable and some @ishful, began appearing in popular
and professional journals and in news media.

It was nct a simple matter to sort out the many facets
of the situation. There were proponents of the traditional
3chool viewpoint--build a solid foundation and later learning
will be more easily acquired. There were others who were
concerned with social action policies and the economics of
welfare. Employed and "liberated" women lobbied for child
care pro~rams, and feachers' federations were concerned as
teacning jobs dwindled with a declining child population.

Legislative proposals became stop-gap measures. _Political
considerations became overpowering. The c¢hilil's overall
needs seldom were clearly defined, although there was general
agfeement that families needed counsel and other assistance .")
as well as children. The major focus generally éentered on
remedy rather than prevention--what tc do Qith families and
children in a damaged society rather thén seeking the reail
cause of damage. '

Then a series of thought-provoking articles appeared f -om
vérious sources (S. White, 1968, 1969, 1973; Bronfenbrenner,
1970, 1973; Elkind, 1970; Rbhwer, 1271; Schaefer, 1971, 1972a,
1973; Moore, Moon & Moore, 1972; Moore & Moore, 1973, Robinson,
1973). The conclusions of these scholars were reachéd indepen-

dently, but they eﬁpressed a similar concern. They questioned the

e
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'Qisdom of eafly pféschool education for the masses of
children, particularly in terms of academic orientation or
readiress programs. Some suggested that rather than rehoving
children further from an already weakened family structure,
the efforts of §2ciety might well focus on strengthening
families and educating parents to provide adeqdate care

for their children.

Some ways of dealing with children which were successful
in the pasit have been found to be quite up-to-date and useful
for the'present.-.Perhaps the most important qutcome, however,
is the realization that children must be valued for what
they are and for their potential'to become rathér than for

what society can force them to be.
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CHAPTER 1I
i THE ROLE OF PARENTS IN EARLY LEARNING

Synopsis. How a child relates to people and to his world
is primarily the'result of interaction with parents or parent
surrogates. This effective tie or attachment makes it possible
for a child fo define himself as a person, separate yet
related to those around him. Premature interference with this
~tie often threatens the child's stability and the satisfactory

performance of his role in society.

Attachments, warmth and loving care influence learning
from birth throdgh early childhood and into the school years
and the streagth and quality of attachmenf is determined by
the amount and kind of care given by the mother or mother
figure. This affectional bond gives stability to the child's
uncertain world aﬁd confributes to‘a healthy independence.

The home appears to be the best place for adquiring a
healthy attachment and at present there is no knowa substitute
for the‘family in this respect. Frequent interaction with.
both parents enables the child to accept separation with the
least upset. ﬁevertheless, most children cannot tolerate
separation from their mothers before the age of 5 and for
those who are insecure, this may continue until age 8 and for
some as late as.age 10..

Even the best day« care cannot completely neutralize the
cognitive, emofional and social effects of mother-child discon-
tinuity. Yet there is a clear trend in U.S. child-rearing
practices for parents to arrange for out-of-home care, Furthermore,

legislators who induce or mandate very young children out of
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home and into school through school entrance age laws are

contributing to this pattern, albeit without any sound or
systematic research basis.

Because the child's development and learning are influenced'
more by the attitudes and child-rearing practices of the parenté
than by social status or economic factors or by teachers, parent_
hoecd education becomes a vrimarv concern for anv societwv whieh

wouid provide models to which the children can be safely attache

There is a current trend for young children to learn
more znd more about the world in which they live from
people outside of their own family in environments theoreti-
cally prep#red for learning. - Preschools of various kinds
have burgeoned--nursery schbéls, kindergartens and a variety
of day care programs. Or children may learn frem pecple who
are not pﬁysically present but who appear in two-dimensional
substance on a television screen. Acdording to Yarrow (1973),
"today's children are reared by more influences and by
fewer significant persons.” This trend must be examined
in relation to the roie 6f parents in early learning.

Life in a technological culture is often extremely
complex and a child's family may not be able to teach him
all he will eventually need in order to cope with it. It
is true, however, that acquiring the skills to live with
technology will have little meaning if one has not first
learned to live as a human being. Historically, this has

been a major role of parents--to teach children in their
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early years that they have a place, a responsibility and
a worthy future as individual persons in a society of
human beings. |

The importance of this function of parents and families
fog Fhe strength of a society is apparent in both history and
anthropology. An individua}'s heredity may be highly desirable
or extremely doubtful. His environment may be good, bad
or indifferent. But more basic than either of these is the
method of dealing with hereditary influences and environmental
factors (Anastasi, 1958). This traditionally has been the
domain of parents through the years of infancy and early child-
hood.

How a child relates to people and to his world is still
largely the result of interaction with parents or .parent
surrogates. It is this affective tie developed in close,
stable association with a small primary group that makes it
possibie for a child to define himself as a person, separate
yet related to those around him. Premature intefference
with this tie often threatens the child's stability and the
satisfactory performance of his role in society. .

While the importance of this primary'a£tachment is
generally conceded, there is some disagreement as to when
the attachment process is completed. Whéthe; or not the
development of attachment eftends beyond infancy is an
important question if we are to arrive at sound early child-

hood policy decisions.
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Attachment and dependency. Some relatively recent

reviews (Ainsworth, 1973; Yarrow & Pedersen, 1972) and a
comprehensive-discussion by theorist-researchers (Gewirtz,
1972a) provide an extensive background for examining attach-
ment and dependency in human®development. The growth of
significant interpersonal relationships during the first
year of life is generally cdnsidered of primary importance
for all aspects of later development.

. &3
Although the attachment and dependency\constructs are

.not synonymous, they are both centered arov-.d what Yarrow
(1956, 1964, 1967)‘¢a11s an '"object relationship" or a
"focused relationship." Yarrow and Pedersen (1972) define
this as a relationship characterizédlby strong interdependence
and intense affect. Bowlby (1965, 1969) and Ainsworth (1963;
1969) simply label a child's affectional tie to an adult,
particularly to his mother, as '"attachment." Other researchers
(Gewirtz, 1965; J. L. & H. B. Gewirtz, 1965; H. B. & J. L.
Gewirtz, 1969) have referred to a child's smiling, vocalizing,
watching and crying in response to his caretaking environment
as."key soci2l behaviors" without limiting their meaning
to a concept such as’ attachment or degendency.

In discussing similar phenomena among animals Hariow
and Zimmerman (1959) speak of an ”affectionai system' or
"affectional attgchment," while.Scott (1960, 1963) uses the
terms "primary social relationship,'" "primary bond" and

"'social attachment."



These labels all appiy”to behaviors which share some
of the same origins but which may be quite different in
purpose and function. To understand tlie real impact of
infant-adult interaction and its potential for positive
effects in later development, it is necessary to make a
distinction between attachment and depencency.

"Attachment has also been defined as an enduring affectional
tie that an individual forms with another specific individual
(Ainsworth, 1972, 1973). An attachméﬁt may change over time,
but it is not transieat nor does it imply emotional immaturity--
-characteristics found by definition in dependency. Attach- “
ment may be a characteristic of all ages, infancy through
‘adulthood, and it is essential for healthy devglopment and
emotional maturity. It implies a discriminating social
'respohsiveness in seeking proximity to one particular person.

It is the result of learning by experience from a significant
relationship and of being cognitively aware that a barticﬁlar
person exists even though not actually present (Ainsworth,
1972). It in fact carries no connotations of immaturity

at any age (Bell, 1975).

Strong early attachments aid in the development of
perceptual discrimination (Yarrow, 1972) and sensorimotor
intelligence (Bell, 1970). In Geber's study (1958) of
Uganda infants, tribal children were strongly attached to
their mothers and experienced almost constant interaction

with them for the first two or three years of life. According

3
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ar, they were a part of all the mothers' activities,
eir early motor and intellectual development pro-

d rapidly. The African children showed a lively

st in test materials and maintained excellent persénal—
relations with the testerp smiling and trying to com-
te with her. Using Gesell measures, by seven months of
rican children were two or three months in advance of
an children in adaptivity, response to language,
al-social relations and motor development, especially
e. However, Uganda infants brought up in the European
ovided a distinctly different picture. Left mﬁch of

me in cribs and cared for according to a schedule,
ended to develop according to norms established for

n children, and in some respects were lower than

n children.

'hile tpese evidences of early mental'developmeﬁt do

:cessarily correlate with later intelligence or achieve-
they do point up the influence of attachmeﬁts on

ng. Attabhments;'warmth and loving care continue

'ect learning all through early childhood and into

thool years (Liddle & Rockwell, 1964; Saltz and Johnson,

iewirtz (1972b, ¢} further refers to attachment as a
:ional force within an organism which controls behavior
: unique influences of one person. The strength and

'y of this attachment is determined by the amount and

)f care given-by the mother or caregiver (Ainsworth,



1973; Yarrow, 1972), and it is ge
a single, consistent caregiver (}
Furthermore, an attachment
gives stability in a world full «
or mother-figure to whiéh the ch:
affords a safe base from which t«¢
place to which one can return whi
too threatening. Beyond the fir:
established attachment contribut4
(Yarrow, 1972). An emotional st:
makes it possible for a child to
frustrations (Gewirtz, 1972b),; ti
problem until a goal is reached.
Dependency, as noted, is no
In fact, these construcfs are re
or caregiver is usually the cent
(Sears, 1972). Dependency is bo
an emotional immaturity as the i
(Ainsworth, 1972). It may bé de
stimuli from any one of a class
Gewirtz, 1972b), or it may deriv
responsiveness during a child's
1972). Dependency originates in
on its mother and other'adult ca
as a set of behaviors that denct
natural in infancy. It is age-a

and should decrease with timg.in

.
N

development (Bell, 1975).
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‘pendency as a class of learned

'r the control of stimuli from a
ccasions different sets of responses
‘ferent kinds of people. In dependency
.1d must then sort out what is

rthat can be expected from'inter-

1at are fréﬁuently changing. The
yendent all have different expecta-
:t with routine, adaptive responses
sity (Gewirtz, 1972b). Relationships
¥72¢), and reassurance is sought by
admiration and approval from any
*th, 1972; Gewirtz, 1972c; Sears,

.1s it a "cheerful undiscriminating
Lllowiattachment to any adult within
yrding to'Bowlby, such children are
:nd to go to pieces when they must
‘ured environment. '

rests that attachment may be a form

3 under the control of stimuli from
yther persons. Help-seeking or
results from a diffusion of care-

:d socio~emotional dependency and

.th a normal dependance on others

tally required in ongoing activities.

idency is purely ihstrumental and is
. ¢

great many social interactions.
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The determination of attachment aﬁd débendency behaviors
is rooted in qualitative differences in the mother-child
relationship. During the first year of life, these dif-
ferences not only affect the development of attachment but
also iﬂfluence the development of the cognitive capacity to
grasp the concept of person--permanence and to realize that
persons still exist as separate entities even when the child
cannot see or hear them. Infants with a secure attachment
tc the mcther have been observed to be more advanced in
this concept than infants with a disharmonious mother-attach-

ment (Bell, 1970). At first, the tiological status of mother

.and child determines thexnature and type of interaction

between them. Recurring interaction sequences in feeding,

- transporting, etc., lead to mutual response patterns. Thus

the basis for an attachment is formed (Cairns, 1972).

The best blace for acquiring a healthy attachment
appears to be a hea}thy family environment. A child will
learn to respond fdygome extent to all the peoplé who appear
consistently within the ramiiy, but his primary attachment
will be to the one or two who give him the most care. Even
when that care is.lacking:in some things that are usually
considered essential, there is at present no known substi-
tute for the family for developing a healthy attachment in
children (Ainsworth, 1973).

An attachment that assures stability for the child also
makes it possible for him eventually to be separated from

the attachment-figure without trauma or protest, especially

0
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as ﬁe acquires experience and becomes qognitively able to
. handle the fact of sep;ration. Spelke 4nd colleagues (1973)
‘fqund that the intensity of an attachment was not reflected
in a child's crying when separated from his parent. It
seemed that a child was more likely to protest separation
when intgractibn with a parent, in this case with fathers,
had been limited. Children who haa had frequent inter-
actiéhs with both parents were able to accept the separation
with the least upset. It was suggest¢:il that children who
interacted freqﬁently with both parepts had a greater variety
éf experience in a stable envirohment and were, therefore, a
cognitively.precocious. This enabled them to accept the
f’ fact offseparatioﬁ with more assurance. On the other hand,
' gpildreq with minimal interaction with‘parenfs cried the
ﬁost when separated from them.
in Boéton, researchers est#blished an expérimentgl day
care program, using a crdés section of working and middle-class
families, carefully selecting as carétakers motﬁers with .
warm nurturihg personalities (Kagan, Zelazo & Kearsley, 1976).
They established 1:3 adult-child ratios up to age 13 months
. and 1:5 for those wiao were older, up to 29 months. The psycho-
logists set up a control group of mothers who cared for their
own children ét‘home. The children ieythe two groups were
"carefully matched."
The researchers studied intellectual growth, sdcial develop-

'mént, and the child's ability to achieve a close relationship with

. the mother. The day care children were in custody seven hours
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daily, five days a week. They found few if any digsimilari-
ties bewteen the home-reared and the day care children in the
three study areas.

The researchers had some reservations, for the fathers
were not studied. Nor was there indication that the mothers
of home-reared children were as carefully selected as the
caretakers of the day care youngsters. The psychologists also
suggested that (1) the sensitiv;ﬁy of their methdds may not
have been adequate, (2) the fﬁctbfs measured may not have
included or icccmmodated the key variables, and (3) the study
may not have been éxtended long enough to have captured emerging
differences in the future. It is clear that the careful selec-
tion of caretakers in combination with the small adult-child
ratios precludes the study from being generalized for com-
munities at large--both in terius of finding so high a quality
of caretaker and of prohibitive fiscal costs for low adult-
child ratios.

Children 2 <r 3 years of age who can accept sepﬁration
with equanimity, however, may show distress when they discover
that they are alone in a strange sitﬁation (Gershaw & Scawarz,
1971). They still need the assurance that they can return
to a stable :‘iachment-figure whenever necessary.

Alth« .2h cognitive awareness enables a child to handle
the fact of separatior, it does not follow that there
will be no emotional effect on an oldgr child. When
children 13 to 15 months and 2 to 37years of age were okb-

~erved in strang= situations, both in the presence and
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absenvé of their mothers, the constant presence of the
mother appeared more necess;ry for normal behavior with
the younger ones. The older children élso reacted to the
mother's absence, by a decrease in activity and by crying,
but they recovered complétely in a shorter time than the

younger children when the mother returned (Cox & Campbell,

1968). : ' B

In theiCox and Campbell study the mother was absent
for only a few minutes. There are other studies showing
the negative effects of total separation on childrenbin
institutions (Bowlby, 1553, 1965, 1967, 1969: 1973; Skeels,
1966; Theis, 1924). In an intermediate area, Blehar (1974)
studied the effects of long, daily separations in a day-care
situation. She found that there were possible disturbancéé
in attachment and separation distress, and these were a
function of the age of the child at the time day care began.
Children who began day care at 25 months tended to ex%ibit
a massive detachment. Those who started day care later,
at 35 months, maintained their attachment but it was an
anxious attachment. It would seem that they were still in
need of reassuranrce from an attachment-figure:

Bowlby (1965) has concluded that most children are not
really able to tolerate separation from their mothers before
the age of 5. Normally after that, a childiyho is happy
and secure in his mother's love will not be unbearably

anxious if the separation is not prdloneed. But, Bowlby
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observes, children aged 5 to 8 who are insecure, doubtful

of their mother's feellngs towar? them and "liable to

. emotlonal troubles, can easily bk made far worse by a

!

separation experience.'" They often believe that they have
been sent away for naughtiness. y/This in turn lecads to
ahxiety and hatred which resulits in a Qicious cycle in
parent-child relationships. Bowlby (1969) states further

that '"throughout thr latency of an ordinary child, attach-

pent pehavior continues as a dominant strand in his life."

It is orly as adclescence aparoabhes that this attachment
to parents begins to weaken.

The stress of separation from an attachment-figure is
frequently intensified by an accompanying chénge in tbe
environment (Yarrow, 1961). For a very young child this

strangeness and unpredictability in his surroundings may

'be as traumatic as the'separation itself. Even for older

children such noveity and unpredictability heightens the
loss of the attachment-figure (Yarrocw, 1964).

Just how an early attachment'affects behavior aq lafer
ages is not yet clear, but according to Ainsworth (1972)
clinical evidence suggests thaf significant reiationships
exist. And Bowlby asserts that the foregoing dangers
from broken attachments may continue until some children
are 8 td 10 years old. The deprivation resulting from a
lack of attachment may occur at any social level (Ainsworth,
1973), in affluent as well as disadvantaged homas. Ainsworth

also says that eventhe best of day care cannot completely

()
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neutralize the effects of mother-child disharmony. The
responsibility rests'ultimately with the parents. the ones
with whom children form their primary attachments.

The anxiety, fear and stress generated by separation
from parents may move heyond thé}creation of emotional
problems or neuroses to develop seriogs learning and behavior
problems. It is true that mild anxiety may heighten activity
&«nd facilitate learning. But when anxiety becomes.acute or
chronic it "produces disorganization of cognitive responses"
and may result in low performance, erratic conduct and per-
sonality disorders (Ruebush, 1963).

When parents activeiy dislike or are indifferent to
their children, then perhaps there might be an advantage
in placing these children with surrcgate parents. Lewis
(1954) noted that some children gained rather than lost
from such separations. Yarrow (1964) also believes that a
child might be removed from ''grossly inadequate parents in
a depriving and hostiie ehvironment." But Yarro& states
further that everything nossible should firét be done to
improve the famiiy Situation or the children should be
given temporary care in their own homes. Bowlby (1952)
concurs on the basis of clinical experience and étudies by
Simonsen (1941)and Theis (1924) that the home must be very

bad before it is bettered by a good institution.

Parent attitudes. The same environmental circumstances

that contribute to permanence or non-permanence in a child's

41 ' '
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1ifé also have some influénce on parents' attitudes toward
children. For the most part, however, parent attifﬁdes are
more deeply rooted in events, customs and pefsonal experiences
in their own lifé history.

An example of an attitude that seems to be associated
with early parent-child interaction appeared in a study of
the effect of hospital practices on: later maternéi behavior.
Mothers who were permitted sixteen hours of additional contact.
with their infants beyond what was normally experienced while
in the hospital showed an attitude of greater interest and
concern for their children than mothers in a control group
when interviewed a mopfh later (Klaus, et al., 1972).

Another group of mothers, whése children were left in
an intensive care nursery for longer than %*wo weeks because
of low birth weight, gave evidence of attitudes related to
personality traits rather than to the circumstances of

birth and early interaction. Records of these mcthers'

' visiting patterns during the infants' hospital stay showed

that disorders in mothering behavior occurred exclusively

among mothers with an attitude of little interest toward

their child. These mothers visited their infants infrequertly--
fewer than three times during a_two—week period. Mothers who
visited their infants mofe than three times in a two-week
period gave no eQidence of disorders in spite of the lack

of parent-child contact (Fararoff, Kennell, & Klaus, 1972).
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It is quite clear that most parents' attitudes have
accumulated from the environments in which they have lived
and from association with a great many people and influences.
Thus thé family, education, religious institutions, the
public media, the econcmy aad prevailing status symbols
all have their effect on how a parent perceives his child
and what he expects that ghild to be.‘ These attitudes, in
turn, influence the quality of a child's motivation, especially
as an attachment is formead. Programs of parent education
which do not accouﬂt for thése factors are incdﬁplete.

Out of the milieu of social and economic forces parents
have distilled their own beliefs that shape the future of
their children. Mayeske (1972) concluded on the basis of
comprehensive data from public schools in the United States
that children's motivation for learning is primarily social
in nature and origin, ‘and the beliefs and aspirations of
parents are a greater influence on school achievement than
social status or economic well-being. Durkin's (i962) study
of 5,000 California school children confirms this in that
those youngsters whose parents provided many books and
similar learning materials generall§ excelled in reading.

There are differences in the learning and achievement
of children with different socioeconomic backgrounds, but .
thgse appear to be mofe a function of the attitudes of
parents and of aspects of the lifestyle that are not entirely

dependent on economic factors. For instance, the results
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of an investigation (Brophy, 1970) of the way in which

mothers attached meaning to their own and their éhildren's
behavior in a mother-teaching task implied that the greatest
differences among socioeconomic groups in stiuulating their
children ta learn were in the areas of guidance and enrich-
ment.

A Brandis and Bernstein (1974)‘ana1ysis concludes that
parents of middle and lower socioeconomic status differ signi-
ficantly in their attitudes concerning the adjustment of their
children to school andfdiffer in the preparation of their
children for school. &hey also differ in their attitudes
toward work and playi‘ toward the use of toys by their
children. There are :Egor differences between the social
classes regarding the value of books and reading, and this
is apparently related to learning abilities. In all of
these 'aspects, a child from a low socioeconomic level is.
usually at a decided disadvantage when compared with middie-
class children.

McCandiess (1967) noted that an effective environment
for a child was one fo which the c¢child had sufficient maturity
to bring meaning. Even though a child may %2 surrounded by
stimulating toys and materials, he may lack the stimulation
to learn when things are beyond his ability to experience.

A simple but organized environment to which a child‘can
actively relate p}obably prevides the greatest stimulation

for learning. For this reason, poverty-level homes may provide

b
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as much stimulation for children as those that are more
affluent, especially whén activities are experienced in a
satisfyihg relationship with a parent or other adult. The
family and home influence is more likely to be a better
predictor of educational functioning than socioeconomic
status (Krus-& Rubin, 1974)7
Furthermore, many 1ow—incqme parents have éducgtional
and occupational aspirations for their children equal to those
Cin higher income groups. And they strongly believe that they
have a responsibility for their children's learning (Levenstein,
1971). But they, as well as parents of other socioeconomic
levels, need help to know how to proceed. As suggested by
McCandleSSj(1967),.parepts should develop attitudes ahout their
value and use of the simple things available to them. And
above all, they must develop positive attitudes about their .
own worth as parents and the effect of their interacfion with
their’children, if they are to provide optimum care.
Mothers in low socioeconomic stafus groups sémetimes

feel that they’have little influence on the development of
.their children. They may see themseives as powerless and
unable to change thiﬁgs (Minuchin, et al., 1967). The

attitude of parents toward such a simple thing as talking

to a child may set the stage for positive or negative develop-
ment io the future. Weikart and Lambie (1969) fouad that

some low-income mothers counsidered talking tc a baby silly

and unimportant. Failure to understand that infants can

\‘1 . . S 8
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comqunicate with other people and can express definite emo-
tions can result ip a lack of maternal stimulation and in

§ .
turn hinder cognitive development (Tulkin & Kagan, 1972).

l

§ Early mother-child interaction is an essential factor

in ﬁhe young child's language development, and the quality
andiconsistency of fhis interaction affeéts profoundly his
coﬁmunication competence. A childIESpondéto communication
before he undets;ands weords. His mother shapes-hié informa-
tion processing strautegies and influences his future mental
growth and personality development through her linguistic
and regulatory behavior. If this mother-child relationship
is inadequate or incomplete, the child's language development
may be retarded (Weininger, 1975a). The influence of socio-
linguistics on the learning of the young child is emphasized
by B;;ndis and Bernstein (1974) who found that the measure
of reported communication and control by the mother befo?e
‘the child goes to school shows an increasing relationship to
the teacher's judgment of thelverbél behavior of the child
at the end of his second school year.

When parents are themselves frustrated or apathetic, when
life is unrewarding and apparently futile, there is a tendency
to be satisfied with a low level of childicére. In a study
of Apbalachian mduntain mothers (Polansky, et al., 19790)
sucz feelings resultcd ip social withdrawal, letkzrgy and
declining intelligence in children. In addition, impulsiveness

in some of these mothers was linked with a way of life that
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made children hostile and defiant by the time they were
S5 years old.

It must be emphasized. however, that children of low
socioéconomic status are not the only ones who may suffer
from parental attitudes toward their learning. Childrén
from h*zh and middle levels of society often suffer from
parents who go to the opposite extreme. These children are
sometimes under such tremendous pressure from their parents .
to achieve that they succeed academically at the expense of
mental health. Some retain life-long..feelings of neurotic
strain while others succumb to psychosis or severe neurosis
(Levinson, 1961).

: That children perceive the attitudes.of their parents
and behave accordingly is illustrated in tpe findings of
Darvin Miller (1972). 1In this irstance chil&ren's perceptions
of their parents were significantly related to their social
behavior in a nursery schocl. Parents who were perceived
as accepting their children fully and vho were also firmly in control,

" exerted this same assured influence on their children. These
children exhibtited pesitive social behaviors and a certain
independence that might logically be associated with the‘
security that cnmuslfwam positive pareatal attitudes. Ton-
versely, children who perceived their parents as punitive
and/or over-indulgent tended to be dependent, wi- ' asgative

social behavior.

(3
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In relation to learning, children's awareness of
their parents' attitudes is closely linked to their intel- .
lectual development. Thé education and.IQ of the mother seem
to be less significant in this respect.than the mother's
attitude toward herself (Hess & Shipman, 1968) and her
expression of maternal warmth (Levenstein, 1969; Radin, 1971).
Radin, in fact, found that a child's ability to respond even
to a compensatory program was greatly affected by maternal
warmth. Schulz (1972) suggests that by inferring that
children may do poorlv . in school if they do not go to i
school early, we build. a fear of failure into both parents
and students.

Early learning in preschool boys who were observed with
their fathers correlatéd definitely with father behav;ors,
particularly in relation to acceptancé:type attitudes aﬂd.
restrictiveness. Boys gained significantly in IQ when
fathers used reinfcrcement and consultation and also demonstrated
sensitivity over a period of time. But boys whosé desire to
explore was apparently blocked by their fathers showed only
limited cognitive growth (Radin, 1973). )

Restri~tiveness which limits exploration must gé dif-
ferentiated from the necessary limits imposed upon a child
for his own safety and for protecting property and the rights
of others. The sescurity of knowing that there are limits,
yet with freedom to-explore within them, actually helps a

chi'd to achieve. Radin and Kamii (1965) discovered that




49

it was this attitude in middle-class mothers thaf.led to

a high probability of their children's success in‘:school.
But the attitudes of low-income mothers often tended to be
self-defeating. They were inclined to be protective and
intrusive, and to controcl their children with little respect
for them as individuals (Minton, Kagan & Levine, 1271; -

Olmsted & Jestér, 1972).

i

Yét a thoughtful, info?med firmhess appears to produce
good results. Drews and Teahéq‘(1957) found that mothers of
high academic achievers were more authoritarian with their
children than mothers of low achievers. Mothers of high
achievers appeared to know what was best and their standards
were accepted by their children. This is in contrast with
domiﬁating, intrusive and coercive parental attitudes which
had a negative ¢ffect on children's apparent inteliligence
(Baldwin, Kaliorn & Breese, 1945; Hurley, 1959; Blum & Chagnon,

1247; Bercovici & Feshbach, 1973).

Child-rearing practices. - Whether a child-rearing practice

can be tzrmed ""goocd" or "bad" depends of course upon the
criteria used. Key among such evaluation standards are_ the
phycical and psychological health of children as they grow
22, in thejr own particular culture. Basic early physical
and psychological needs are much the same in every society,
but are met with varviug degrees of success depending upon

the prevalent customs of child rearing (Stone & Church, 1973).
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The most basic of these needs include (1) opportunity
for physical development and health—-with strong concern
for sound nutrition; (2) learning to communicate throﬁéh
language; (3) acquiring concepts basic to.the organization
of the culture——relating to time and space, usiné tools,
expressing.emotion, learning accepted behaviors; (4) identifying
one's self as an individual, first in ' the family and later
in the larger society; and (5) relating to reality, existence
and the'supernatural through religion or some ﬁetaphysical

.orientation. This latter hspect of child rearing is concerned
with the inculcation of values, morals, ethics, and attitudes
regarding life and death, including sex conduct énd the
ultimate purpose of human <xistence.

In meeting nee&s that convey a heavy emotional impact
involving personal identification, values, and the basic
issues of lifé, the parent or other principal cafegiver
exerts a strong influence. Spitz (1949) found that this

- child-adult iatercharnge is the central psycho-social facter
in an infant's life. Thi‘: raises important questions'con-
cerning the widely—held thesis that young children make
thgir most rapid gains when placed out of home iﬁ a group

i a 1 .
of their peers. In areas of intense feeling the confidence

1see "Issues and Recommendations,'" Chapter 13, on
"Home or Schcol Socialization of the Child."

\‘1 I
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and éffection of the involved adults are more important than
the actual child-rearing techniques. The maturity of thé
parents and their own psycho-social responses are the

'

most influential factors in child-rearing success.1

: Baumrind“21967) found thet firm, loving adults--demanding
but understanding--generally help children become STlf-reliant;
self-controlled, competent, mature and buoyant. And the |
spontaneity sflsuéh éhildren waé not affected even 5y o
adversely high parental control. Baumrind noted, however,
that parents who were firm, but with punitive and unaffectionaté
attitudes, could affect their children adversely. Such
children tended to be anxious, restless and alienated from
their parents. Children of moderately loving parents who
lacked consistency and control were dependent and immature.
Such uncertainty in pafental control was apparently reflected
in unsureness of child behavior.

Spitz (194S) referred to a similar effect. Mothe;s with

an infantile personality, shifting between hostility ané
overprotectiveness, had children who were slow to respond
socially and were also slow in acquiring manipulative ability.
The solution'advocated by Spitz was education for parent-
hood, especial}y for mothers. He suggested that legislation

be arranged so that mothers could stay with their children.

P

1The psycho-social maturity in parents uargently calls
in turn for a high degree and quality of parenthood educa-
tion.

(1]
N



But nearly tweiaty years later a study of child-care arrange-
ments in the United States (Low & Spindler, 1965).showed
a trend in the opposite direction. The number of mothers
who found it necessary to arrange for the care of their
childfeg while they worked had steadily increased.
At the time of the Low and . Spindler survey, 25% of all
U.S. mothers living with their husbands and having preschool-
‘age cpilqren were in the labor force. Twenty percént of
the mothers living with their husbands and having children
under 3 years of age were working. In addition, a great
many widowed, divorced or é;parated mothers of young children
wefe also working. This survey showed a clear trend in U.S.
child-rearing practices to arrange for out-of-home éhild care.
But the employment of mothers is.not the only reason
for advocating out-of-home care. ‘Those who are cor ‘erned
about children's learning give a more pragmatic reason,'
especiaily for children from disadvantaged homes. Declining
IQ scores among the disadvantaged seem to be relafed to the
emotional effects of chilcd-rearing conditions. Wiener,
Rider #nd Oppel (1963) concluded that “sometﬁing happened
to lower-class children, after the age of 3 that was both
emotionally disturbing and intellectually impairing.” Tneir
data suggésted that child-rearing conditions Qere ;he cause,

but the specific variables were not determined.
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And a study of school entrance-age laws (Forgione & Moore,

1975) strongly suggests that legislatures which induce or



mandate little children out of home and into school, do so
without any :ound or systematic research basis. They appear
to be almost capricious in their use of early chidhood data.
Umberto Nagera (1966), director of the Child Psycho-
Analytic S iy Program of phe Children's Psychiatric Hospital,
University of Michigén Medical School, made a direct cea-
nection between early childhobd emoticnal disturbances and
certain child-rearing practices. He used the term develop-

mental interference to refer to "whatever disturbs the typical

unfolding of development." Unjustified demandé'made of a
child in early and rigid toilet training, inflexible feeding
routines and premature mother-child separation with lack of
maternal stimulation'were identified as having a potential
negative emotional impact.

Aspects of child rearing that are entirely normal at
the appropriate developmental level can becobe serious inter-
ferences when demands are made which the child cannot handle.
Nagera n&ted that culturally determined interfereﬁées, such
as béhavior exgected of children at a particular age, may'
be actively impoged upon a child without regard for indivif
dual development and needs. Because of differences ih indivi-
dual rates of development, a demand made of one S5-year-old,
for example, may be beyond the ability of another 5-year-old
and may be totally inappropriate for a 3-year-old. These
inappropriate demands disturb the normal course of develop-

ment and eventually hinder rather than speed up the develop-

mental process.
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In the early 1970's Martin Engel (n.d.), then director
of America's National Day Care Demonstration Center in
Washington, D.C., declared that

The motive to rid ourselves of our children,
even if it is partial, is transmitted more vividly
1o the chiid than all our ratiopalizations about how
good it is for that child to have good interpersonal
Feer group activities, a good learning experience,

a good foundation for school, life, etc., etc. And
even the best, most humane and personalized day care
environment cannot compensate for the feeling of
rejection wh’ch the young child unconsciously senses.

Interaction variables. - The overriding importance of

positive, consistent parent-child interaction is strongly
evident in the literature related to early childhood learning--
far more tﬁan is commonly understood. Certain of the variables.
that influence the effect of an interaction are (1) the degree
and quality of the involvement of child and adult., (2) the
autonomy‘or'restrictiveness engendered by the interaction,
and (3) the stabili%y and firmness or the inconsistency and
indulgence on the part of tﬁe adult.

Children from stable homes with a considerable degree
of contact with their mothers ma& be expectgd to form strong
attachments. Little, Kenny, and Middleton (1973) found an
interesting circumstance when relating this type of child-
aduit relationship to the development of inteliigence: A
strong interaction with parents'in stable homeé was positively

related to an increase in IQ over time. On the other hand,

-children from less stable hones appeared, for some reason,
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to have\higher IQ's at age 4, but by the age of 7 the situ-
ation was reversed. Furthermore, children from stable

homes with many opportunities for interaction with their
parents showed a signifiﬁant rise in IQ, and those from
unstable homes with less oppértunit& for positive interaction
had a significant decrease in IQ. AAs the children greW"older;
the stability of the home and contact with parents became
~increasingly important in producing cognitive gains.

Alfhough a considerable amount of parent-child interaction
appears to be desirable, smaller doses are far better than
none. Séltzand Johnson (1973) found that an experimental group
of children 1 to 6 years of age living in an institution
definitely benefited from part-time "mothering” by foster
"grandparents" o&er a period of several years but without
any special stimulation. Their control group of institutionally
reared children did not have fhisA"mqtheriﬁg" but were given
much general environmental stimulation. While this stimulation
was soméwhat effecctive, "these children gained 1esé in IQ than
those who had 'grandparents" and no special stimulation.

These findings appear consistent with those of Skeelset'al{,(1938)
whose orphans, mothered by retardad teenagers;“deveioped
rapidly in intelligence.

On the other hand, there are many adults who exercise
authority over children without sufficient iﬁteraction to
develop a real attachment. This may be true when older
siblings and other adults (besides the parents or caretakers)

are present in the household and an unnecessary spirit of

]
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competition is generated in the home. Under these circum-
stances Abramson (1973) observed the expression of violence

in fantasy by the child. According to Tulkin and Kagan

(1972), children interacting with a number of adults other
thaﬂ their own mother may actually be less likely to be
involved'in the activities of the home--not so sure to explore\
and manipuiate their environment in the héme.

According to Sylvia Bell (1971) the quality of exploratory
behavior, which begins in infancy, is infitenced by the quality
of the mother-child interaction. This affects both the
child's attachment to its mother and its early cognitive
development. Mary Ainswﬁrth shares with Dr. Bell the research-
based conviction that cognitive and social development are
iﬁtimate}y interrelgted, and éhe mother-infant interaction
influences both (Ainsworth & Bell, n.d.).

During the child's first eight months the maternal
qualities of sensitivity and appropriate responses to infant
signals were found by Bell (1971) to affect significantly all
aspects of cognitive development. In the last quafter of the
first year, and possibly thereafter, cognitive development
is foéﬁered by the same maternal role coupled witk conditions
that permitﬁg‘éhild to explore its surroundings, to initiate
action on the environment an4i to receive feedback on its
;ctions.' And the quality of this exploratory behavior stems

primarily from the mother-child relationship.



Factors in the quality of parent-child reiationships
that have been shown to have a positive effect on children

include such variables as acceptance (Miller, D. L., 1972),

warmth (Levenstein, 1969; Radin, 1971), happiness (Milner,

1951), expression of affection (Milner, 1951; Baumrind,

1967), and firmness of control (Baumrind, 1967; Baumrind & _

Black, 1967; Drews & Teahen, 1957; Miller, D. L., 1972). All
of these appeaxr to be iﬁtegral parts of happiness-inducing

expériences. And, according to Milner (1951), the awareness

»

of such happy experiences in parent-child interactions was

-

a characteristic of children with high mental maturity scores.'

On the other hand an investigation by Roff (1971) of
specific faétors in parent-child relationships that were
predictive of adult neurosis pointed heavily to kinds of
parent-child interaction thét were quite the opposite of
these happiness-inducing qualities. 1In fact the families of
neurotics were differenfiated from other families primarily
in terms of the subtleties of parent-child interaction.
Neurotic adults generally reportéd that they had experienced
in their childhood parental neglect or repudiation and lack
of affection. Some reported that their parents wanted to
be rid <. them, and some parents exhibited vigorous physical
violence. So ;he evidence suggests that adults largely
determine child behavior by the quality of the interaction
which they build. Bronfenbrenner (1973), in his discussion

of the social ecology of human development, seems to concur.
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Parents' responsibility. In order to assure positive
conditions and motivation for their children's learning, the
first responsibility of parents is to understaad as best they
can their own relationship to their children and their needs.
Robert Hess (1969) sought to identify the things mothers could
do that would develop cognitive ability and educability in
their children, even in poor environments. He concluded that
the mother's own behavior and cultural background was the
infivential factor. Although mothers' backgrounds cannot
be basically changed, mothers can form attitudes that have
a strong, positive influeace on.their children's emotional
and physical environment, even. in extremely limited circum-

stances.

Regardless of social class, parents can be helped to
use their own abilities as parents and as their children's
earliest teachers. Miller (1969) found differences related

to social class in the teaching effectiveness of mothers

largely because of differences in their‘teaching styies. .In
all social classes he fourd that mothers used varyiﬁg degrees
oflspecificity in communicating with their children, but
mothers in the lower socioeconomic levels tended to be
iess specific and precise, conveying a1 more passive attitude.
This tended to have a negative effect on their children's
cognitive development.

" From work with disadvantaged children, both black and

white, Liddle and Rockwell (1964) asserted that the most

<
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important learnings in life began in the family. When
children lacked loving care they were unprepared to succeed

in a traditional school situation. According to Liddle and
Rockwell, such children may have had no idea what education

was all about or why they were ia school, and it was diffi-

cult to achieve when expectations were not clear.

Schaefer {1972b) observed that children model pareats
in attitudes, moral knowledge, vocational interests, and
personality. This suggests that the influence of parents

on children is greater than that of teachers. A logical con-

"clusion would be that teachers should werk to effect desired

changes by teaching the parents and trusting them to develop
in their children the attitudes and motivatic~s necessary

for learning.

On the basis of literature reviewed, Schaefer reached
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the conclusion that parents must be taught skills for educating

their own children in their early years. Gordon (1871)
recognized that the '"'overwhelming influence of deieterious
life circumstances" can be a real cbstacle for parents who
are willing to assume the responsibility for their children's
early learning. These parents need help in mobilizing their
own potential and that of their environment -to meet the
developmental needs of their children.

Schoolroom assistance by parents is not the same as.
their direct interaction and teaching of their childxen

themselves (Hess, et al., 1971). Nor are ignorance and

6.



 poor attitudes effectively remedied simply by involving

parents in school-home programs fcr their children. This
was strongly suggested by a follow-up study of mothers
involved in Head Start progicams (Clarizio, 1968). Parents
need more than participation in their children's educational
£ctivities. They need education themselves, education showing
them how they can be effective iﬁfluences in théir children's
development.

The preponderance of eﬁidence indicates that the key role
of a parent throughout the years of childhood is simply to
be the kind of person to whom a child can safely become
attached. Early development and 1e$rning are actively de-
pendent on this relationship. Parents are chiefly responsible
for a child's early learning by their attitudes and responses
to the child in frequent interactiohs. There is a conspicuous
dearth of evidence to show that this role can be successfully
assumed by anyone'else except by parent surrogate; or attach-
ment figures who become verf much‘involved with a child on a

relatively permanent, continuous and consistent basis.
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CHAPTER III
THE CHILD'S VALUES AND
HIS SELF-CONCEPT
Synopsis. The child's.values and his self-concept
. are inextricably bound togethe: and also are concurrent
in their influence on learning. Thus a major task of
early learning is an individual's defining of the self
and his identification of values.

The role of parents is crucial in establishing a ‘sound
sense of worth in a child and the building of its value"
structure. This is best accompliehed by the example ef
the parents themselves. Apparently during the first six years
of age the child absorbs the values of his family, although
the full understinding of tiaese values may not be fully
grasped until adolescence or later. The influence of the
family, especially the motner, appeare'to be of prime impor-
tance in establishing and maintéining values and the associatet
self-concept. |

In order for children to functiom effectively in the peer
group they need to comprehend reasonably their social identity
within the primary family group, and age seems to be a signi-
ficant factor in their understanding of the structure of the
family and their place in it. Inless than a generation the shift

ffom rarents to neers as the primar§ models appears to have

ERIC 6164
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moved Substantially down from abouf grade 7 to early grades,
and it is believed that social contagion-—thé imitating
of attitudes and activities of peers--is already well-
devellped at the preschool level. Such peer orientatinn
seeméfto have negative effects upon the attitudes and
beiavior of young children, This is cordsistent with
findings that children who started school later (and
ﬁherefore came under the influence of their school peers
later) tended to be superior in achievement, behaviour,
sociability and leadership.,

When the child has to adapt to the putside world,
.he will not be threatened by the authoripy figures.who
control his environment if he has a positive sense of
self-worth nor will he be . vulnerable to peer pressures
if he has strong,interﬁalized values and standards.

There is an abiding need for developing in the

young the values and self-worth necessary for social
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cohpetence; Yef early socialization in the family context

is being undermined by younger and ever-younger out-of-home
care with the result that children are left to rear each other
socially, gaining theif values and a sense of worth

randomly ffom their ever-younger. and more insecure peer

group.

The success. Or f#ilure of academic learning appears
to be influenced to a great extent by the child's concept
of himself (Brookover,'Pattérson & Thomas, 1962, 1964;
Caplin, 1966; Brookover, 1969; Gill, 1969), and since self-
awareness originates early in I;fe kﬁhite, 1959; Farber,
 1962; Coopersmith, 1967) it must be considered an important
and integral part of early learning. |
ECE researchers and scholars have proposed a variety
..of hypofheses on the development of a h;gh'Quality,of self-
worth in the child. ngninger, for exaﬁple, (1975b)
believes that the concept'and awéfeness of one-self is
related to body image gnd_that body image seems to be a
function of certain kinds of early experiences. These
experiences include explcration of the body, masturbation,
and wounds. |
But the child does not come by these concepts alone.

1

He is no island. The views of those about him are often
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key influences. Tne reection of parents,* particulaily the
mothar, toward these experiences, is a prime factor in the
child's grow1ng'eﬁareness of self (Brazelton 1974).
Elementary children as z group have difficulty maintaining
positive self-concepts‘after they are enrolled in school
(Stanwyk, et al., 1971). Felker (i974) 'reports a study of sub-
urban middle-class children in a relatively new school and w1th
an excellen faculty from the time of the children's early
entrance to school at kindergarten or first grade, they
showed a steady downward trend of self-concept as they met
the pressures of the early schocel Years;-until about grade S
ehen their self-concept began to improve.
The self-concept is also closely associated with value
orientations (Wylie, 1961). 1In fact, the child's self-
concept and value system are likely_to have the same
origine (Hoffman, 1963). Wylie notes that terms applied to
self;eeteem, such as self-respect and self-acceptance,.aleo
carry value connotations and are sometimes used interchangeably.
Not only do values and the self appear iuextricanly tied
together, they are also concurrent in their‘influence on
leerning. As long ago as 1890, James recognized that personal

values largely determine the worth attached to one's self--the

measurement used in self-judgment and in evaluating personal

*While our references to parents primarily- concern mothers
and/or fathers, care should be taken to =2valuate the suggestions
from cited studies also in terms of parent surrogates.

r

e




65

achievement. Over 75 years later Ccopersmit& (1967)
provided essentially the same joint appraisal of values
and self. e concluded thut experiences are interpreted
ard modified according to the values and aspirations of .
the individual. If the indi~idual lives up to his valﬁes,
he generally maintains & high degree of self—esteem.

The values that interact with this achievement of
self-esteen, howevef, do not represent objecsive, established
data bﬁt are the personal values and convictions acquired
by an individual through his unique life experiences. Thus
a major task of early learning is the individual's subconscious
defining of the self and the jdentification of values
~which become the foundation for later learning.

Awareness of self. The earliest, distinct awakenings

of the self originate from the quality of care and personal
trustworthiness experienced by the infant throqgh its care-
givers (Erikson, 1950;'Su11ivan, 1953). I%t is upon this
basic senss of identity that the child movez c¢n to acqui;e
~ a sense of being '"all right"--of being what other people
expect it to be.'

~ As experience accumulates and attachment to significant
adults develops, the infant's awareuness of himself as a
person with an individual existerce becomes more firmly
established. Purkey (1970) observes ‘that during its first

year the baby finds boundaries between its body and the
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outside world.' It gradually learns to discriminate 'me"
from the "not me" and attributes intention to the acts of
others.
Even during the first few weeké-of life a baby begins
Hto sense its 6wn worth in the awareness of others' appraisals.
%Approval, wermth—and-affection carry the message that it is
“wanted, loved, and valued.as an individual. Or on the other
hand, pity, concern, hostility, coldness or disapprovél give
rise to feelings of negative worth, of being un&anted and
of little value. There is considerable support for the
role of parents as crucial in establishing a sound sense
of worth in a child (Manis, 1958; Davidson & Lang, 1960;
Shaw & Dutton, 1965; Meyers, 1966; Coopersmith, 1967); .
Now enters a factor which calls for far more wise and
objective attention and effort than has heretofore been
demonstrated by educators and early childhood specialists.
A parent whose own sense of worth is well established will,
of course, find it easier to transmit a positive self-concept
to his child. The parents’ accepténce of each other as
. worthwhile persons wiil also influence the acceptance they
provide for their children (Farber, 1962). Since it is only
as a child perceives himself fully accepted and sirce
parental approval is primary in this perception, the climate
they create must be a'positive one if a positive sense of

worth is to flourish.
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Tocco and Bridges (1973) have also demonstrated that a
child's self-concept bearé some relation to the parents'
self-esteem and concomitant attitudes, such as those toward
teachers and schools. Mothers from é deprived levei of
society representihg black, white2 and Indian ethnic groups
had a definite influence on their children‘according to
their level of self-esteem énd their view of teachers;a;a
schools. Mothers with high self-esteem had a more positive
view of.fheir children, of teachers and of schools. Their
children, likewise, had high self-esteem and a poéitive
attitude toﬁard school. Studies by both Daugherty (1963)
and Mildred Smith (1968) seem to suggest that parental self-
concept and attitude toward schools can with care be remarkably
imp:ovg?. ' ‘ o

The findings of Bledsoe (1967) indicated that boys
generally have a more difficult time establishing self-
esteem than do.girls. Bledsoe fbund elementary school boys
to be significantly lower than girls in self-concept scores,
and these scores correlated with both IQ and achievement
for the b;ys but not for the girls. It may‘be that girls
desire more social approval than boys, and reébénd to
measuring instruments in a 'war that produces error wvariance
rather than genuine ueasures of self-concept. Chapter 9
provides "further ‘nsights on sex differences which may relate
to relative maturity levels of boys and girls and their
possible influence on self-worth, particularly in western

societies.
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A study reported by Giroma (1972) provides further -
suppor* for che idea that personality variables related
to self-esteem may be influenced by emotional involvement
.with significant adult figures. For 10 weekends college
students carriea out special activities on a.one—to-one
basis with 6- to 8-year-old children from an institution.
In that brief period, the children showed a significant
progressive increase in sense of worth and willingness to.
assume responsibilities. The interest and attention of the
college students also effeéted positive changes in the
¢t 1dren's intelligence scores and lessened their dependent
need for nurturance.

-a

Awareness of values. So children become aware of values

as they become aware of themselves, by interacting with
significant people in their lives. This is consistent with
and supportive of the well-established fact that children
learn best by example. Parents and other adulfs with a
firmly based system of values can provide a strong foundation
upon which children can be free to build their own value
structures. |

Parents with a sound sense of valﬁes do not find it
necessary to immortalize themselves in their children
-(Allen, 1958). And children who receive positive acceptance
and respectfulitreatment from.their elders are far more likely

to accept tre values of their parents and worthy elders

Vi
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(Hoffman, 1963). This is essentially a restatement of the
fact that the same conditions that produce high self-esteem,
acceptance and regard as a person of worth, tend to pProduce
stable and realistic values (Coopersmith, 1967).

The values of adults become apparent in the quality of
their treatment of children--their consistency, warmth,
responsiveness and the kind of behavior which they foster
or permit. This, in turn, gives rise to rudimentary values
in the child, to an awareness that certain rewarding
experiences contribute to the good-me while anxiety—producing
or forbidden bebhavior more often belongs to the bad-me. Then
there are those aspects of life which one hardly dares
admit.to his conscious mind, experiences of such intense
anxiety associated with "such awe, horror, loati’iing or
dread" that they are relegated to a personification 6§,;;t—me.
These experiences are not clearly connected with cause-and- _
effect and remain well in the background as guides for
organizing future behavior (Sullivan, 1953). |

The good-me and the bad-me are commdn, however, and
can be well understood. From these concepts of himself a
child begins to distinguish between rigpt and wrong, to
identify the values approved by the significant people in
his life. 1In discussing a child's growth toward maturity,

4 Neubauer (1956) says that a child absorbs the values of
his ramily between the ages of 4 and 6. It is at this time.
fhat he begins to ask, "Who am I?" And he finds his first

social identity within the family group.

1.‘ 2
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Values, self and the primary group. Within the

family group a child first learns that people ne=d each

other. .He receives care, but he also learns that he can con-

tribute to the care of others as he becomes capable of doing

so and can cooperate in family endeavors (Jenkins, 1936).

Interaction within a primary group of closely knit persons
 without deliberate or regular interfecence from other individuals

or institutions gives the self an opportunity to develop and

establishes more firmly for a child the values that govern

the group.

Although family values are absorbed during the preschool
years, there is évidence that the real understanding of these
values increases with age (Edwards, 1974). Indeed, a full
understanding of the moral issues involved may not be attained
until adolescence or later. Edwards found that in general
children probably do not have a clear grasp of certain moral
concepts before the age of 15.

Edwards also confirms the view that the iﬁfluence of
the family, especially the mother, appears to be of prime
importance in establishing and maintaining values and the
associated self. In his study, which included 700 children
aged 7 to 15, the infiuence of the mother in the acquisition
of moral knowledge increased as the children érew older.

This primary group influence was not generally supﬁlanted by
the peer group, even into the teen years, as bad been

expected.

Lol A
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Although family values are dominant in a child's pattern
of beliefs and values, these values may be so hazy in both
articulation and ‘practice that the child never knows for
sure what they are. Or a child may absorb conflicting wvalues
from other significant people in his early years if there is
a low level of value agreement within the family. And there
will'usually be difficulty reconciling values as understanding
increases. This is supported by the findings of Van der Veen
et al. (1964) in a study of the congruence of value orienta-
tions held by pgrents ahd the self-images-of. -the fémily

members.

The peer influence. Finding one's place in the peer

group is a highly essential part of growing up in all
cultures. This process of social identification outside
the primary group, however, will often threaten self-esteem
when there is conflict between personal values and group
values, as Coopersmith (L967) inaicates. In géneral,
people tend to judge their personal worth by values espoused
by the group. Thus the social norms of the group often
become internalized as self-values. |

In 1959 Charles E. Bowerman and John W. Kinch worked
with a samplie of several hundred students from the fourth to
the tenth grades in the Seattle public schools. They studied
age trends and the tehdency of students to turn to their

parents on one hand or to their peers on the other for
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opinion, advice, or association in their activities. 1In
general, they found a turning point at about grade 7.. Before
that, most of the stu&énts looked‘primarily to their parents
as their companions and~tﬁeir modeis for behavior, but after
that the peers seemed to have as much or great influernce.

About ten years later Condrey, Siman and Bronfenbrenner”

. (1968) made a similar study on parents and peers as influences on

théir cpildren. They found a larger percentage of peer inde-
pendence at each age and grade levzl than did Bowerman and Kinch.
It seems, as Bronfeﬁbrgnner (1970) and others hkave concluded,
that the shift from parents to peers is not only much more
pronounced, but has moved down to earlier grade levels.

Bandura (1961) and others at Stanford Universiuy i:v=a cor-

‘ducted experiments which suggest that the imicatizy of

attitudes and activities of peers is alreac;y wmeil-..eveloped at
the preschool level. Brofenbrenner refers io thig 1s social
contagion.

Bronfenbrenner found that peer-oriented(youngsters

described their parents as "less affactionate and less firm

in discipline."” This attachment to peers seems to be
infiuenced more. by a lack of attentZon and concern at
hoﬁe than by the strength of attraction by ithe peer group.
In fact, =uch children who have the peer orientation seem
tc have a rather negative view of their friends and of
themselves, “end tc be pessimistic about the future, are

less likely to aczcent responsibility and leadership, and

-
-,
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héve a greater tendency toward errant behavior. This is
consistent with Forester's (1955) findings that children

_ who_started later in school (and therefore <are urder the
influence of their school peers later) tende:x to come out
better not only in achievement and behavior, but also in
sociability and leadership.

Thus children are frequently expected t+ functioi
effectively outside the family in a peer group béforw they
reasonably comprehend their social ideﬁtity within wuite
primary familv group. Sweet and Thorrburg (1¢7%: <ound
that age was a significant factor in preschoolers' under-
stanting of the structure of the family aad tksir own place
in it. The clder ?pe children were, the hetizi they could
identify and understand familial labels--rood, bad or
indifferent--and their own relation t«+ them. White children
did better than black children, but the reasons are not yét
clear. Whether this was indicative of family structure or
of communication ability or of otLew variables.was not
determined.

The influence of the family, and £ mothers in particular,
appears to be related to those self-perceptions and aspirations
aséociated witn academic achievement. Webster (1965) drew \
such conclusions in a study of adolescents, but the family
behaviors that led to these findings were identified as
attention and support shown by mothers when the children

were 6 to 10 years old. The greater the amount and higher

I
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the quality of this early attention, the more favorable were
the youngsters" later self-jurceptions.

And there are yet other sevelopments which spotlight the
primary gréup as the provider of stability and acceptance
that can be taken for granted by a child. "For example,
neurological data indicates that small children often hﬁve
difficult in "reprogramming'" for new situatiops, Even tﬁough
a child may know what he is supposed to do, he may be unable
to master his actions because of genuine neurological inability
to alter his response patterns .to verbal commands that are
yet complicated to him (Pontius, 1972).

Pontius suggests that this neurological inability to
accommodate quickly if at all to unaccumstomed-circumstaﬂces
normally exists up to four years of age, and for some children
even longer. It could be much easier for the child in a
preschqol situation,.for instance, if a familiar person
were available to interpret the situation for him Pontius
findslhere a basis for later behavior, e.g. soﬁe Juvenile
delinquents who under certain stressful conditions cannot act
according to what they know they should do.

As long ago as 1931 Alexander and Staub were concerned
with the early identification of behavior that might result
in later delinquency. They referred to all children as
potential delinquents if appropriate later gocializltion did

not take place. Sometime between the ages of 4 and 6, they
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pointed out, normal children begin to repress their non-
social tendencies, and transform them into socially acceptable
behavior by the time they reach puberty.

Many yeafs later Glueck and Glueck (1250, 1<~ 7, 1974)
have reported a study of 500 delinquents who, in retrospect,
were found to be slightly over 8 years of age on the average
when maladaptive behavior was first apparent. Some had shown
signs of delinquency even earlier in the first and second
grades. The Gluecks (1950) speak of '"the child's first attempts
to adjust to the codes and authority imposed by adults outside
thé ﬁome" as '"the acid test of his social adaptability." If
‘'a child faces this test with amorphous values or before he is
developmentally able to handle the testing of the self, the
consequences could be disastrous.

No doubt delinquency implies complex behavior, and
there is no easy way to completely account for or predict
it. It seems clear that children who fail to absorb and
eventually internalize meaningful values and sélf-worth
during their early childhood years are candidates for

delinquency.

Vaiues, self and society. For most western children

the time inevitably comes when a child must learn to adapt
*to the world outside the familiar boundaries of home and its
immediate neighborhood. This may be an sxperience of eagef

exploration or of threatening anxiety, depending on the
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child's ability to meet the situation. If he is ready for
it, his positive sense of self-worth will expand as he
ac\:i2pts other people and embarks on a creative soéial
adventure that wi}l be surprisingly stable in the yearé to
come. If he is not ready, he enters the larger social group
with a personal identity handicap which is likely to remain
with him throughout his future struggles to find and maintain
his place in society.

Northway (1968) discovered that the sociometric status
of children in nursery school and kihdergarten corresponded
very significantly to their sociometric status several years
later in grade 5. There was some growth with increase in
age, but the relative level of social status among peers wﬁs
largely unchanged from nursery school through elementary school.
Felker's studies (1974), as noted early in the previous chapter,
1argeiy confirm Northway's findings.

Since values and a positive self-concept are originally
acquired in relation to significant, positive adults, it is
natural that in new'and changing environments a child will
find initial security by relating to the availabie adults-fthe
authority figures who contrcl his environment, as, for example,
fostér parents, teachers, bus drivers and recrcational person-
nel. A child who has matured enough to learn that he is a
competent, worthwhile person is not threatened by these
adults. He is not essentially dependent on their approval.

His experience is merely extended and his understanding en-
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larged by learning to know new people and places and methods;
He is better able to put new authority figures in perspective
and he can meet the acid test of adaptability.

But for some children, adults in authority pose a threat.
Formaneck and Woog (1971) examined the perceptions of autho-
rity-figurés'(father, policeman, teacher) ﬁeld by preschool
and elementary school children. They found that the preschool
children are considerably more threatened by authority than
the elementary school children. Authority figures tend
also to be a greatér threat to children of lower sociceconomic
status. Teachers in particular are a greater threat to boys
than to girls.

Punitive teachers exert a negative influence in genera:l
on first graders not yet completely sure of themselves and
their values (Kounin and Gump, 1961). First-grade children
who have punitive teachers tend to be unsettled in conduct
and less trustful of school, less concerned with schooi-
unique values.

Even as late as the sixth grade, children's self-esteem
has been found to be affected by « teacher's abpraisal of
the child as revealed in teacher-assigned grades (Frerichs,
1971). This effact may extend into adolescence or later if
a positive seif--concept had not been already established and
if grades are cunsidered to be an evidence of the teacher's
evaluation of one's worth rather than an index of individual

achievement. The child who has a high sense of self-worth

oi)
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is more likely to feel free to function independently of
teachers' assessments.

Eventually, of course, the self with its component
‘values will be tested within the cnild's peer group. Where
learning in the early childhood home environment has provided
adequate ego-strength, the peer group experience will usually
be positive--moving toward the development of a strong, auto-
nomous moral character. Children without the benefits of
an optimum early home backgroﬁnd, and therefore children
ﬁithout strongly internalized values and standards, may be
vulnerable to peer pressures (Devereau, 1970).

Association with the peer group by its very nature gives
children the opportunity to see themSelvés in relation to
cthers of their age. If self-esteem is high, they can
examine differences between themselves and others objectively
and independently. They can afford to be different because
they sense their own worth. But when an adequate sense of
self-worth has not been developed, early association with a
peer group seems to demand that individual characteristics
be submerged in order to maintain self—esteem,'and a desiratrle
independence is sacrificed, possibly for life.

It has been assumed on the basis of conclusions by
Ausubei and Ausubel (1963), Crovetto, Fischer and Boudreaux
(1967), and Hawk (1967) :that disadvantaged children are likely
to have a low self-esteem. But Soares and Soares (1969)

found higher self-perception scores among the disadvantaged

~~
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in a study of public school children in a New England city.

A similar study with a larger sample over a wider age-range
(Soares and Soares, 1970-71) gave the same results--the
self-concepts of disadvantaged'children were higher than
those of the advantaged. The emotional climate of the family
may be.more important than economic or social influences. If
the climate is negative it appears that low self-estzem can
exist in either advantaged or disadvantaged families.

Trowbridge (1969, 1970, 1972)'reported much the same
evidence as Soares and Soares and 1like the Soares; .
examined children of about 9 to 14 years of age. Again
children from low socioeconomic groups showed higher éelf—
coﬁcepts than more advantaged children. He also noted tﬁat
rural and small-town childrgn scored hiéher than urban
children (Trowbridge, 1972).

Yet studies by Lamb et al., (1965) and'Crovetto, Fischer
and Boudreaux (1967) found lower self-concepts for lower
socioeconomic “evel child;en, except for those:who were able
to raisse their self-concept as they learned to perceive them-
selves similar to others. But theré was one clear distinction:
the Soares and Trowbridge studies sxamined children of about
9 to 14 years, while the Lamb a=< Crovetto, et al. studies
centered on preschoolers.

Radke, Trager, and Davis (1949) noted a sensitiveness
" in preschool and young schoolchildren toward'membership in

particular social groups. The awareness that they were not
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like everybody else also éffected their self-concepts.

What appeared to be a low self-concept among these children
seemed to be associated with their inability to dope with
an environment different from that to which'they were
zccustomed.

Age or maturity, satisfying experiences and desirable
cultural variables all nurture the development of the positive
self-corcept 5 c¢hild neéﬁs as he prepares to.function con-
structively in the larger society. Analyses of early child-

hood literature éeem to point squarely to the need for develop-

ing in the young the values and self-worth necessary for

social competénce. Yet the traditional '"system' for this
- job-—~early socialization in the family context--is being
widely‘questioned.

In some respects childisen are ''socializing each other,"
gaining their values and sense of worth randomly from ever °
younger and more insecure peer groups. Spitalny (1957)
speaks of children as mirrors for each other. This could
provide a positive experience in persomal growth if fﬂé
child's own sense of self were securely rooted in a stable
family group. But very &oung children whose own value
systém has not yet become grounded and stabilized have
little basis for assessing the behavior of their peers,
many of whom they choose as their examples. This ié
illustrated h, a study of preschdol children's leniency

toward cheating in which rule breakers became more lenient

&
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toward misdemeanors while conforming chiidren became moure
severe (Ross & Ross; 1969). .

Considering the likelihood that young children are
unable to reason consistently until they are at least 7 to
11 or older (see Piaget, 1952; Phillips, 1969, and others
in Chapter 8),. it should not be surprising that there is.

a risk in turning them out of the singul#r security of the
home before those ages.' For example, place a 4- or Snyear;
old, his values yet unstabilized, in a preschool. He soon
finds that the behavicr of his peers differs from that which
he has been taught at home. Having not yet developed a
desirable independence, he readily adapts to his peers, and
soon his parents are shocked with his aberrational behavior—;
his '"bad'" language, dietary preferences, or willingness to

cheat or steal. But their well~-reasoned remonstrances ars

.not necessarily accepted by the child for he is not yet

reason-able. He is guided more by emotional influences
than high cognitive perception. This also gives substance
to Bronfenbrenner‘s (1970) conclusion that little children
are‘not carriers of sound social and moral values.
Disturbing questions indeed emerge from a reasonably
objective analysis of the literature concerning values
and the child's self-concept. These questions centerigg
chiefly around the socializing agents of children, sugégst
grave implications for the future of society. How do

children best acquire the values and positive self-e¢steem

L}
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necessary for constructive growth? .Are present socializiﬁg
agents competent to give children what they need? If not,
'what'éhanges does society need to make to insure for-its
childrén a-worthy sense of self upon @hich they can base

learning for constructive citizenship?



CHAPTER 1V

THE LEARNING ENVIRONMENT

Synopsis. Leafning in early childhood is largely
depéndent on the people and things in a child's immediate
environment, and the opportunities he has to respond to
them. Among the factors contributing to an effective
learning ggxperience: persénal,approval and acceptance of
his behﬁvior by adults; active self-initiated, leisurely
exploration and discovery of a healthy, predictable environ-
ment adapted to the child's culture; active manipuiation
of the materials in his immediate world; active interest.
in a learning task; less constant exposure to external
stimulation rgther than more.

These factors inhibit early learﬁing: disapproval;
-fear; uncertainty; confusion.in the surroupdings or in
relation to authority figures such‘vas parents, other' adults in
the home, older siblings, and teachers; passive absorptibn
of continual sensory stimulation--TV, etc.; structured learning wit.
its tedious repetition and boredom. Verbal stimulation
does not appear to be as necessary for the development of
early learning as has been supposed._.

The QUality of the home and family rather than a
particular culture or socioeconomictlevel, or materially
enriched environment, seems to be the most significant factor

in cognitive and perceptual development. It is not so much
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the school envirc .nent that enables a child to learn
in his"eérly years, as what he brings to the school. For
children who are insecure, socio—emotionaily dependent or
disadvantaged in~other ways, a étructured Situation will
sometimes foster learning, but the internal security of
a stable home and family which permits learning without
deliberate structure generally fosters great2r progress.
Cultﬁral and social class differences in experience
and modes of thinking lead to differences in learning
processes which often make some children appear dis-
advantaged whether they are or not. Measuring learning
progress by imposed standards, rather than the children's
actuai Ability to achieve, may mean automatiC'diéadvantage
for ethnic and minority groups. All children deserve the
privilege of developing and learning ‘in,an optimum environ-

.ment, but this does not necessarily suggest a contrived
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learning situation. The crucial craracteristic: of a
positive atmosphere for early learning are found in virtuallj

all cultures‘and soc;eties; usually they are best pr: rided .

by parents and t.> home.

The extent and meanihg of learnings in =2arly childhood
are largely dependent on the peéple and things in a chiid's
imﬁediate environment. Much of the recent agitation about
early learning is concerned witn envirommental deficits,
especially ;mong the poor and ininority groups (Cole'& Bruner,
1972). There is reason to believe tha;, as vital as are the
needs of these disadvantaged, they have received a disp:o—
portionately heavy emphrs-is both in researcn and in policy
making. Thus certain cherapies for the depri&éd hav:: often
been generalizeq to apply to.all children, mugh like prescribing
aspirin for all because a few have headaches. Learning‘compew
tence which is assessed only or primarily from the ob:erved
performance of individuals within aay group is, as Coie and
Bruner also state, '"both situation-blind and cultare-plind."
Therefore our concermn here is to studj'all groups systematically
whether socioeconomic levels or advantaged or disédvantaged,

in order to derive objective judgments.

-~
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Learning, of course, can procéed under a var..ety of
circumstances depending on the specific categorization of
experiences within a culture (Tyler, 1970). So any attempt
to describe an ideal learning enviroﬁment mist be made
within an appropriate cultural framework. In the United
States, defiéient environments are often assumed to ve a
factor, even the principal factor, when grouﬁs of young
children do not measure up to the lcarning standards of.
midcle-class children (Holmes & Holmes, 1966; Gill, Herdtner &
Lough, 1968; Ball, 1970; Jordan, 1971; Steveaison, Williams &
Coleman, 1971). Bﬁt Cole;and Bruner (1972) éuggest thét'
this may be a highly suspect criterion. They suggest tﬁéft
the organizational adequacy of any enéironment capends on
whose point of view is used in categorizipng familiar areas
of experience. |

On the other h#nd, studies of both animals {Dénénberg,
1969; Weininger, 1956; Rosenzweig, Bennett & Diamond, 1972)
'and human infants (Honzik, 1967; Heber & Garba;, 197C) indicate

that some environmental“fagtors do have an infiuence on basic
learning achievemqnt. These factors must be identified aand,

insofar as possible, be incorporated into a child's &nviron-

ment if learning competeace is expected. Nor is this neces-

sarily inconsistert with the Cole and Bruner thesis.

An atmosphere for learning. A number of assumptions
can safely be made regarding basic-learﬁing: Itmiﬁvolves
a child's experience wi;h his immediate surroundings (Caldwell,

1972). It inc .~es information about the people and things

RIC 99
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thatlaffect him and to which he has opportunity to respond.
This acquiring and ordering of information encompasses

the atffective, social apa cognitive aspects of a‘child's
developmeﬂt (Shapiro and Biber, 1972). It is an integral
part of personal and interpersonal grbwth in self-esteem,
sense of identity and orientation to other people.

How personal approval conffibutes to an efrective

. . ‘
learning experience is illustrated by the responses of
5-and 6-year-old disadvantaged children to rewards for
learning. In Farber's (1970) study some children were
rewarded for correct responses with candy and others with
a verbal '""Good, that's right." Those who received personal
recognition instead of caﬁdv not onlv showed superior
learning but also learned with fewer trials.

Unfortunately, however, adults do not alwavs appreciate
the value of approval expressed in such a personal wav. So
thev often ignore it. Teachers freauentlv implv disaporoval
'0of a valuable cultural heritage bv expecting or even reaquiring

children to perform accordine to standards that are inconsis-

tent with this heritage. These differences then become depri-

¢tvations (Cole & Bruner, 1972) when they might well have been
learning assets. When elementary school teachers' attitudes
toward child behavior were compared with those of clinical
psychologists (Tolor, Scarpetti & Lane, 1967) it was fcund
that the psychologists are more accepting and tolefant than

the teachers. Generally the more experienced teachers,

20
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however, are closer to the bsychologists ir their assess-
ments. A variety-of child behaviors cons:dered normai by
psychologists are often termed pathological by inexperienced
teachers. Teachers generally tended to regard almost all
differentiating 5ehavior as abnormal. |

It should not be surprising that learning becomes
inhibited in an atmosphere of disapproval. A study of
teachers' belief systehs (Harvey et al., 1966)léhowed that
teachers who were most willing to accept differences in a
positive manner and who could interpret situations from a
broad point of view were clearly superior in producing
educationaliy desirable atmospheres. However, teachers who
frequently expressed platitudes and normative beliefs, who
could see things only in their way or who were otherwise
inflexible, wefe much less succeséful in creating positive
learning environments.

To become a competent individual a chil¢ must learn to
deal effectively with his surroundings (Shapir6 % Biber, 1972).
But this is'difficult if not impossible whesn he must cope
with fear, uncertainty and confusion (Scarfe, 1972). A child
from an unstable home or from unstable segments of society is .

particularly susceptible. For example, Klaus and Gray (1968)

"identified a confused noise background as a hindrance to

learning among some disadvantaged children. Such children
have more difficulty concentrating and are more easily dis-
tracted in a .learning situation (Conners, Schuette & Goldman,

1967). Conners and his colleagues noted that this dis-

g1
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tractibility appeared more likely among 5- and 6-yezr-olds
than among those from 9 to 12.

Confusion may also exist relative to authority figures
whether those figures be barents, other adults in the house-
hold, older siblings, or teachers. When there is competition
for a child's attention'(Abramson, 1973) or excessive child
interaction with a number of adults (Tulkin & Kagan, 1572),

2 child can become confused if guthority is not clearly desig-
nated. Abramson observed negative aggression effects while
Tulkin and Kagan found a limitatidn of opportunities to
explore and to manipulate the environment. ""Paradoxically,"-
says Bronfenbrenner.(1970) of the preschool child, ‘''the more
people there are around, the fewer the opportunities for
meaningful contact." This ﬂéé important implications for

any kind of institutinnal experience for very young children,
-but particularly for those kindergartens or care centers where
continuity of care is not aésured and where adult-child ratios
range higher than about 1:5 (Mcore, Kordenbréck & Hoore, 1976).

When. confusion of adult authority and/or values is
pinimized or eliminated, édults can more readily provide
an assurance that makes it possible for a child to explore
and ‘organize his own environment. Collard (1971) found
that lower and_middle SES children explored about equally,
although middle-class hildren seemed to have more opportunities
for experiences around which to organize their discoveries.

Collard also observed babies reared in an institution with
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one adult caregiver for every five babies. These babies
gave evidence of insufficient adult attention and had
less inclination to explére and fewer schemas for pliaying
with a toy than the home-reared babies.

Honig, Caldwell and Tannenbaum (1970) observed thﬁt
adults in a child's environment are of '"overwhelming impor-
tance" for cognitive input, especially during the first four
years of 1life. Even when children were surrounded by cther
children, they sought out an adult for informational transac-
tions. A conclusion of this study was that any environment
is deficient for learning if a child does not hdwe easy--and
friendly—-aécess to an adult for information exchange.

Acceptance, approval, and assurance born of a highly-
predictable environment all contribute to a positivé atmosphere
for learning. To these must be added as much freedom as is
safély possible to explore the enviropment with whatever
interest and challenge it'offers. The animal study by Rosenzweig
Benneft and Diamond (1972} even implies greatef enrichment in
brain development when there is larger freedom to explore,
particularly in a natural setting. |

The freedom to manipulate actively the materials in a
child's immediate world helps him to develop a speqific,
concrete base for learning. Here appears to be a key infl ...
in determining whether or not he will become depfived. Heui o
also lies a poverty not often realized among low SES families--

the poverty of freedom to manipulate and to explore. In

S
Vel




91

comparing economically advantaged and economically dis-
advantaged 5-year-olds, Kunz and ﬁbyer (1969) found no
relationship between the respective environments and children's
physical skills, their attempts at problem solving or the
length of sentences spoken in their vocabularies. But the
disadvantaged children showed a lack of experience with

manipulative materials along with a difference in vocabulary

and motor skills.

)

A relation;hip was also observed between manipulation
of materials and learning, by %olff, Levin, and Llongobardi
(1974). Kindergartners were tested who either produced or
obéerved interactions between pairs of toys. ‘1wenty-four
hours later the children who had gctively manipulated tae
toys again paired signifiéantly more items than those who had
only observed. | \

This freedom to explore, to move ana to manipulate
helps children to learn not only about material things but
also about themselves. Carpenter and Shipley k1962) describe
it as an intellectual and emotional as well as physical expe-
rience. Freedom to explore encourages curiosity which leads
to new encounters with bothlpeople and things, affording an
ever-widening challerige for learning.

The exfent to which a child is interested in a learning
task may have much to do with his performance as a learner.

Marshall (1969) fourd that when children who had a poor

educational environment, as determined by their area of
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- residence and the éducation of their parents, were assigned
a high interest; game-like task they learned as quickly as
children from better educational environments. Marshall
also observed that children from high-rated environments
performed better ﬁithout the gazme-like qualities that added
the interest to the task. He concluded that these game-
indulged children could complete a dull task simply to get
it over with. For them task interest needed to be inherent
in the task itself.

The quality of motivation appears to be a transcending
factﬁr here. The "fun and games'" conjured up to make
1earning appealing are apparently highly extrinsic——pseﬁdom
components of the atmosphere of learning, gimmicks that
stimulate at thé outset but soon pall. These bored, over-
stimulated youngsters, their intrinsic motivation coadled,
eventually often become passive acquirers of information.

Furthermore, any passive learning should be carefully
appraised before using it to strengthen a child's motiva-
tion or build his creativity towafd positive, constructive
ends. Using videotapes that depicted and promoted social
integratioa of black and whitelchildren, Colton (1972) found
that kindergarien children from both integrated and all-white
schools gained a significant number of concepts from viewing
the tapes. But the passive viewing resulted in almost no
active changes in social preferences reléting to those of an

opposite color.
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This general principle has serious implications for
learning in general, an< particularly for young children yet
in their formative years. There is evidence that.passive

~absorption of continual sensory stimulation actually'reduces
the arousal level and dulls responses (Jeffery, 1969).
Brackbill (1973) found fhis to be true whether the stimulant
was audio, visual, tactile or temperature. But perhaps more
startling, she determined that this reduced arousal remains
relatively ﬁnchanged over time, not for just a few hours

but for years. This dulling effect, however, was hot appar-
ent with intermittent stimulation.

In a technological culture children are often Surrounded
by mechanical noise and clamor. Motion picturés anq television
intrude their visual stimulation of 1light and movemenf, as
well as sound. The findings of both Colton and Brackbill
suggest that the real need for an optimal learning environ-
ment of many children is for less constant exposure to
external stimulation rather than more.. In the.early develop-
ment of intelligence, the quality of over-stimulation in the
environment may be more detrimental than under-stimulation
(Wachs, et al., 1967). The alternative to contrived stimu-
lation would appear to be active, self-initiated exploration
and discovery of a reasonably predictable environment

farpenter & Shipley, 1962; Rosenzweig, Bennett & Diamond,

1972). Gesell and Ilg (1943) in fact suggested that nature herse
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offered children\greét teaching, especially when allowed
to do so without adult interference. -

Thoughtful critics of early schooling (Elkind; 1970;
Robinson, 1973; Rohwer, 1971, 1973, 1975) suggest that a
child's opportunity to explore his environment at leisure
is being jeopardized by measures ‘that were meant to counter-
act environmental deficits. Paradoxically, it appears that
the very laborious methods employed to inveigle children
into learning often instead lead to their passivity and
wearied boredom--as already inferred by Marshall (1969),
Colton (1972), and Brackbill (1973).

The very redundancy in structured learning, the tedious
. repetition year after year of the.same or similar school
materials might very well inhibit a child's intellectu#l ’
freedom to move and explore. And according to Carpenter and
Shipley (1962) this could actually hold up learning. This
is especially unfortunate for those children who have
reasoﬁably warm and consistent homes, and who ‘if they
waited until they are academically ready, could quickly
learn the same‘Ski}is without boredom and unnecessary repe-
tition. There are indications that much current preséhool
or kindergarten stimulation in early childkood is, to use a
metaphor from Ames and Chase (1974), a two-dimensional effort
to force what should happen spontaneously in the natural
three-dimensional world of the home.

Even verbal stimulation, so often considered funda-

mental to early learning, may not be as necessary as has

e
.



95

been supposed for the development of basic learning ability.
Cole and Bruner (1972) define verbal ékills as '"cultural
amplifiers," useful for adapting to a culture. But there
is apparently no real support for the assumed role of a
specific language in the development of cognition. 1In
other words, a child's intellectual ability may in nQ way

* be impaired merely because he does not communicate in the
commonly used language or according to a prescribed pattern
(Dennis, 1942; Havighufst, Gunther and Pratt, 1946; Vernon,

1965; Hooper, 1969; Rohwer et al., 1971).

The material environment. Aithough a learning environ-
ment may be maéerially limited, highly intelligent children
may come from iow SES families. It is not their beipg
materially poor that limits learning but the apathy, the’
lack of initiative that sometimes accompanies poverty. As
we have already inferred, initiative and achievement are not
the prerogative of wealth nor of a particular éulture. Families
can provide a challenge for learning in quite diverse environ-
ments. Vernon (1965) concluded from a study of Jamaican,
Eskimo and Indian boys that, in spite of linguistic handi-
‘caps,,some of these children actually scored very well on
tests of verbal intelligence and achievement. Vernon's
results indicated that the most significant single influence

in these various cultures was the quality of the home and

family.

=
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While active explora%ion and manipulation of matqpia}s

is quite obviously essential for early learning, enriched

-

A

o

envfronments alone db not necessarily improve cognitive and
perceptual development (Busse et al., 1972). When six experi-
mental preschool classrooms were provided with special equip-
ment to facilitate learning, the enrichment did significantly
alter the classroom environment.' Yet there were no differences
in verbal abiiity or auditory perception between the enriched
children ana‘six groups of children from ordinary classrooms.
In fact, the control children showed greater gains in visual
perceptibn and ability tolperform intellectually. While
enriched children came out ahead in visual sequential memory,
they were surpassed by the controls in all other areas. |

Busse and his colleagues concluded that (1) a '"properly"
equipped preschool was not a panacea for the problems of
disadvantaged children, and (2) there can apparently be too
much of a good thing. MThé greatest gains made.by preschool
children occurred without special equipment. This suggests
that a simple, natural environment may be the optimum place
for learning during the early years.

The same princiﬁles that govern learning in relation
t0 structure and stimulation in the environmeﬂt are'also
apparent in the effecfs of urban and rural settings. Children
7 to 9 years old from a farm community in Norway were iound
by Hollos and Cowan (1973) to do as well or better than

village and town children on tests of logical operations,
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and their performance became markedly better with age.
The 7-year-olds in this study were still preschoolers
because of later school entrance age laws in Norway, yet
this did not hinder their performancé.

Although these Norwegian farm children were considered
socially isolated and were limited in role-taking abilities,
their general intellectual development had not been hindered.
It was suggested that differences in ethics and values between
the farm chi}dren and the other groups of children influenced
their'performance. Whatever the reason, language stimulation
and schooling did not seem to play a major role in developiﬁg
logical operations ability in the children.

This clearly ‘raises a question of_whether or not a
school or other institution with a more socially-structured
environment with material advantages is é‘viable alternative
for the ethics and values of a reasonably good home, in
providing sound learning experiences. There has been
relatively 1little empirical research»on the iﬁéorporation
of family Qalue systems into children's thinking. Yet
Hollos and Cowan's (1973) evidence suggests that children
tend to make éreater progress in learning if thery come from
homes which have clearly delineated value systems. This is a
promising area for the objéctive student.

Studies dealing more specifically with the effects of
schooling or lack of schooling on children's ability to

iearn usually produce similar results. They generally

ERIC | i
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conclude that it is not so much the school enviroament
that enables a child to learn in his early years, but what

he brings to the school. And if there is no school, he

can still develop the abili%y to learn (Sigel & Mermelstein,
1965; Vernon, 1965; Goodnow & Bethon, 1966; Mermelstein &

Shulman, 1967; Goodnow, 1968). The evidence from these

~studies suggests that emphasis ‘on attempts to structure an

environment for learaing is of lesser value than *the internal
motivation which originates with the child's =arliest con-
sciousness of his family, home and the immediate cultural
milieu. |

The meaning of culture for productive school learning
appears to be generally'underestimated. Weininger (197&h)
urges that educators develop learning environments for
children based on various cultures. In the classroom there
must be a transitional period, a bridge, fashioned for the
child in which he makes use of experiences that he has had
at home and which his culture has made possiblé, so that he
does notlenter school feeling alienated and valueless.
Educators need to study and understand the environments from .

which children come. They should then adapt familiar learning

environments so that children caxz build on whatever knowledge

and backgrounds they have acquired from their homes and the

cultural assets they offer.

The home environment. As a place for early childhood

learning, particularly for developing .language and social

o1
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skills, the home and neighborhood have been found to be

as effective as carefully planned preschool expsrience.
Vance (1967) reported such results from a -amisarison of

two groups 6f preschool children. Children in a preschool
pfogram designed to improve the language and social skills
of disadvantaged 3- and 4-year-olds had gained no more at
the end of a seven-month period than children in a matched
group of preschoolers who had remained at hdme. In another
program .Ow-income black mothers participated in activities
at home with their own preschoolers (Greathouse, 1972). The
results of this program indicated that mére teaching and
learning can occur in the home than had previously been
assumed.

The earliest tactual, auditory and visual stimulation
results in learning. According to the findings of a
longitudinal study on the effedés of the environment on
mental growth (Honzik, 1967), this early sensory stimulation
is best prcvided by the home and family. This‘agrees with
the conclusion of Collard (1971) that home-reared infants
received the greatest variety of stimulation from their
environment through social responses within the family.

Holmes and Holmes (1966) also reached the conclusion
that the home environment could have a significant influence
on the learning of preschoolers. In a Head Start-related
study, children who consistently gave the highesf evidence

of learning were likely to have favorable home environments

)
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and pareﬁts who were interested in their development. The
highest scores were made by middle SES children. who were

not even partiéipants in the school program. Head Start
children with concerned parents scored next highest. Children
‘who were sought out by Head Start personnel but whose parents
were not especially interested made the lowest scores, regard-
less of extent of participation in the program. Holmes'énd
Holmes suggested tha; family environments constituted the
differentiating factor among these children. Parental

concern was a greater influence than the specific provisions
of the material environment.

Similar results have been reported in work with elementary
school children. Wolf (1964) examined relationships between
the home environment and the general intelligence test scores
of urban, suburban and rural children who averaged about
11 years old. As with the younger children, the home environ-
ment proved to be positively and significantly related to
intelligence scores. The better the home, the.more stability
and interest it provides, the easier it is fﬁr children to
learn, while disorganized and threatening homes tend to
inhibit intellectual development.

When children from kindergarten through grade 6, mostly
black and from low-income families, received learning support
at home they were able to achieve at a higher level in
school (Smith, Mildred B., 1968). This home support

included creating a climate conducive to study. Parents

-
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read aloud to their children to stimulate interest in
reading. And just having books and newspapers around

and available was found to be supportive. Smith suggested
that educators should be helping parents to assume these
responsibilities for their children's education rather
than expecting the school to take ovef the parents' roles.
It was apparent that the school could not make up for what
the home did not provide.

While children seem to learn best when'théy can.relate
to a warm, responsive adult, Blank and Solomon (1969) found
that mere personal involvement on the part of a nursery
school teacher was not sufficient to produce significant
cognitive change in the disadvantagea child. Even when
a teacher Qorked with -a child on a one-to-one basis,
learning from a cognitive point of view was not successful,
particularly for the low SES child, without a structured
teaching situation along with the téacher involvemeht.

This at first seems to contradict studies showing the
advantages of relatively unstructured environments. But
in reality it is.entirely consistent. It is the security
of a healthy early attachment to a reasonably COnsistenf
adulf that contributes to later emotional independence
(Yarrow, 1972). For children who are insecure and socio- .
emotionally dgyendent (Gewirtz, 1972b), the structured
situation described by Blank and Solomon provides an

external security that fosters learning. But greater
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progress is fostered by that internal security of home
and family which permits learniﬁg without deliberate
structure‘(Holmes & Holmes, 1966).

Blank and Solomon also noted that in middle-class
homes, opportunities for adult-child verbal interchange
came about normally and were not gen;}ally limited to short, -
set times. In lower-income homes, these opportunities were
less common, even rare in some homes, and the relatively
brief time spent with a teacher was not a satisfactory
alternative. lThis lack of parental‘responsiveness in the
home was identified as a primary cause of these‘children's
difficulties in verbal skills and attention span, and
maximum use of the time a child had with his teacher was .
deemed essential.

Disadvantaged children must not be sold short. They
do have the potentiéi”to learn (Hooper, 1969; Rohwer et al.,
1971), and the fostering of this potential can be done by
concentrating either (1) on a structured teaching edviron;
ment for a certain time each day (Blank & Solomon, 1969),
or (2) on a supgg;five home environment (Holmes & Holmes,
1966) or a cumbination 6f these efforts. For early child-
hood learning the strucfured teaching environment has limi-
tations (Busse et al., 1972; Carpenter and Shipley, 1962).
But many homes are so lacking in supportive qualities that
they depress the childrgglg,morale and hinder learning

achievements (Secord, 1967).
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Litman (1969) discovered limited resources in both

low and middle SES families. And she found that weli—
developed children could come from either crowded or
spacious homes.. It was the quality of the home that '
mattered most. Home environments that provide such oppor-
tunities as conversation among family members and reading
by adults to the children (Jones, 1972) or simple materials
and toys to manipulate (Levenstein & Levenstein, 1971;
Greathouse, 1972) appear to provide more effective learning >

opportunities than do the schools.

Influences of culture and society. Secord (1967) con-

cluded that the types of experience available to a child are
determined by the culture in which he lives. Accordingly,
he develops‘his attitudes ahd ambitions. Horowitz and
Resenfeld (1966) found that »ersistent behavioriai deficiencies
were often reQéf;Eble in children whose experience had beén
primarily limited by sociél conditions.

Culturally-determined differences in experieance and
modes of thinkfﬁg lead to differences in learning processes
that make some ¢hildreﬂ appear at a disadvantage whether
they are or not. As noted earlier, teachers sometimes appraise
and condemn as a handicap a cultural '"peculiarity" which
could have been turned into a distinct asset. Stevenson,

Williams and Coleman (1971) raise questions zbout such

comparisons based on average levels of performance among



=
(o]
T

popuiations. They suggesf that a more revéaling apprcach
would be comparing patterns of correlations among different
learning tasks. .7

The ability to profit from previous exper:er.:.e and to
recall p;evious learning was found by Rohwer et al. (1971)
to be about equél for two.remarkably differert groups--white .
children from 2 high socioeconomic %evel and black children
from a low socioeconomic level. Variance in learning
success for both groups was attributed to the manner in which
learning materials were presented. When materials are
relevant and meaningful and when théy are presented in a way
that can be understood (Stevenson, Williams & Coleman, 1971),
learning can occur at all social levels (Pishkin & Willis,
1974).

A positive attitude toward school has also been
démonstrated to be an asset for learning. Neale and Pfoshek
(1967) found this was not necessarily a problem limited
primarily to culturally deprived children, as some have
assumed. qurth to sixth graders from a culturally dis-
advﬁntaged area placed a high value on school although they
considered it something difficult to attain. Socioeconomic
standing is of less consequence thén is usually assumed in
determining attitudes toward school, at least in the United
States (Berk, Rose & Stewart, 1970).

 The cumulative results of these studies indicate that

attitudes, maturity, purpose and appropriate process are the
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, .
key coutributors to learning success. When due considera-

tion is given to these factors, children from supposedly
deprived conditions seem to show an ability to learn which
is in no way inferior to that of normal American children
5(Dennis, 1942; Havighurst, Gunther & Pratt, 1946; Vernon,
1967; ‘Hooper, 1969; Weber, 1971).

Learning and cultural imposition. The foregoing studies

relating to the learning environment bring into perspective
two distinct aspects of the problem: First% the basic
conditions that permit or encouriage learning to occur, and
second, the sociz® and ethnic group.differences which assist
in organizing =xperience and mind-hand relationships.

Cole and Bruner (1972) suggest that research involving
cultural differences is of little practical benefit as long
as one cultural system is assumed superior over another.'
When children of one social group séem to learn less readily
than others, the source of the learning difficﬁlty needs to
‘be identified. It may be in the home environment (Holmes &

Holmes, 1966; Klaus & Gray, 1968; Tulkin & Kagan, 1972), but

it may also arise from the unrealistic expectations of

teachers as suggested earlier, who assess performance from
a cultural point of view foreign to that of the child (Harvey
et al., 1966; Tolor, Scarpetti & Lane, 1967).

It has been observed that social class differences in

children's intellectusl performance appear sometime around

e
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the age of 3 (Golden et al., 1969; Jordan, 1971; Robinson &
Robinson, 1971), and Golden et al. (19€9) suggested abstract
knowledge alohg with verpbal interaction as factors signifi-
cantly differentiating social classes during the third year
of life. Robinson and Robinson identified the develbpment
of verbal abilities between the ages of 2 and 4. These
studies point to the possible conclusion that it may not be
the child's ability to learn, i.e. to assimilate knowledge,
that is imbaireq, but rather his ability to organize and
communicéte patterns of thought and behavior.

Wiener, Rider and Oppel (1963) found evidence of declining
IQ scores among lower SES children which suggested emotional
distufbanées occurred after the age of 3. This can be
especially true if a child sees little meaning in what he
is asked to do. When low socioeconomic black children were
compared with low ;;cioeconomic white children'on_basic
.learnlng ability, the black children were more content
merély to guess at.answers. Their éttitudes were thought
to be a possible reason for their failure to take advantage
of a tréining session (Guinagh, 1971).

Another difference between social classes was found
in perceptual abilities: The poor performance of disadvantaged
first graders when compared with children from average-income
families was found to be 'shocking" by Gill, Herdtner and
Lough (1968). Yet they noted that the disadvantaged showed

comparatively greater ability on visual-motor tasks.

ey
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Radin (1967) concluded that skills and attitudes that
were incompatible with middle-class values demanded inter-
vention in early childhood so that diéadvartaged children
could measure up to generally acceptable academic achieve-
mént. But Rist (1970) reported that public education practices
were not accomplishing this objective. Instead, a child's
early performance usually dictated his future positior in
the class, thus perpetuating class barriers by a relatively
immobile strétification established at the kindergarten level.
Measuring learnihg progress in terms of imposed standards
rather than the children's actual ability to achieve may

.mean an automatic“disadvantage for ethnic and minority
groups.

Where the immediate school environment is lﬁcking in
those essentials that create.an atmosbhere conducive to
learning, every effort should of course be made to correct
the deficits.* Often learnings and skills may be transferr:zd
from a minority group culture tc a dominant cuiture with
profit to both (Cole & Bruner,A1972). Culture-related
forms of behavior need to be 6ptima11y recognized and
utilized in educating minorit§ and ethnic groups (Baratz &
Baratz, 1970). Baratz and Baratz suggest that research

efforts should seek to discover the different or distinctive

*See Chapter 13 for one suggested list of qualities
and characteristics of optimal preschool or care centers
(Moore, Wong, Moore, 1976).
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cultural assets, rather than the pathological forms, of
minority group behavior. When differences are not recog-
nized, subcultures may be pressured to conform to the
dominant culture. And pressures toward conformity will
leave some individuals deprived in areas of self-expression
and creativity (Richmond & Norton, 1973).

éll children deserve the privilege of developing
and learning in an environment that promotes physical, mental
and emotional health. But this need not demand a contrived

learning situation. Acceptance, approval, assurance and

freedom to explore an environment that presents an appngriate.

challenge--these appear to be the crucial characteristics of
a positive atmosphere for learning. These have been found

in all cultures--rich or poor, complex or primitive, educated
or largely illiterate. And usﬁally they are best provided

by parents and home.
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CHAPTER V

NEUROPHYSIOLOGY: DEVELOPMENT OF
THE BRAIN AND LEARNING

Synopsis. Even with much research over the past 50
years, relatively little is known about the development and
éanction of the dent;al nervous system (CNS). Learning must
not be confused with physiolcgical development; nevertheless,
some things helpful to the educator are known and can be

stated clearly regarding the human brain.

The CNS is not structured to mature as a single unit
or organ but rather as a complex interworking of many highly
sophisticated lesser elements, each separate fuﬂctional
area having its own timing and sequeﬁce of development.
Furthermore, and importantly, the functioﬁing of fhé human
brain progresses on a similar basis as its sfructhre.

Yet the sheer limitations of brain research suggest
caution, asibx'examplg,in relating.increases in brain weight
to increased mental capacity and relating other brain
development sequences,such as the progression of myelination,
to learning and education.

At birth the braia is about one-quarter of the adult
weight and possesses virtually all its brain cells and all
major brain regions. By six months, its weight has dombled,
but hereafter growth slows down and from 2 years until

adolescence it is relatively-“udniform. The posterior arez
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(visual-sensory function) appears more developed than'

the anterior area (eﬁotional and cognitive functiPns)

but after age 2 the frontal lobe acceleratestin its growth
and by age 6 is equal in area to that of an adult. The
brain continues to grow in mass until 25 years of age but
the maturation of the nervous system is not necessarily -
uniform in all its parts throughout this growth period.

The maturation of the central nervous system at the
cellular level is not clearly understood. The motor 4
system develops‘first, followed by the sensory system,
but the precise controlling mechanisms of developmental
sequence are not known. There is similar progression in
the bioelectrical activity of the brain. Functional
capabilities are stagéered along thé time maturation lines
of development. Thus the anatomic state of maturation
dictates in part the emergence of brain function. Studies
relating td development of brain bioelectrical activity are

'important because they provide significant cbrrelates with
braih maturation and behavioral development.

Specific deveiopmental differences are noticeable
between the varying conscious states of the child and the
adult. It is known that at about the ninth year the EEG
record in the posterior brain region is essentially like
that of an adult, at about the fourteenth year in the

frontal region and after 19 years in all cortical areas.
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Yet more longitudinal studies involving electrical pat-
terns in developing children are obviously needed.
¢t is often suggested that simple reflexes provide
the behavioral substrate for all of our activities.
This is simplistic, to say the least. The orderliness
and careful time sequences during neural development together
with complex biochemical influences produce an immensely
complex brain'capable of diverse actions throughout the
body.

The duration of neural deveiopment is variable. Often it
does not appear to proceed in a smooth fashion. Eventually neural
linkage océurs between the major brain systems and once !
maturation of the neurons is complete, brain'plasticity"
emerges. Learning is éne aspect-of this so-called plasticity.
But only a little is yet known abouf the brain mechanisms
involved in learning or memory storage. It is possible
that the brair is more modifiable by environmental condi-
tions than previously thought and there is considerable
evidence that the effects of learning can last a long time.
There is doubt, howe&er, that learning can occur without
motivation and reward. And in brain development it is diffi-
cult to separate the nature and extent of genetic control

from behavioral-cultural overlap.
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Based upon the neurobiological framework of brain
development as presently known it would be wrong to
establish some precise cut-off point that defined the
brain as fit or uﬁfit for learning.

We are only at the threshold of the process of under-
standing brain growth and.m;turation. Yet it is apparent_
from both educational studies on how children learn and
from 6ur understanding of the maturation of the brain that
improved technolocgy may not necessarily improve or accelerate
intellectual growth. . First, the child must achieve appropriate
maturation of the brain.

Since CNS structure and function move along pretty much .
together, it is tempting to guess at developmental ratios
between brain development aud academic eﬁucability of the
child. "But research is not yet ready to verify this con-
clusion. However, there is sufficient data available to
suggeét-caution in mandating academic or academic-readiness
schooling for young children under 8 years of agé.

There are qualitative breaks in the unfolding of intel-
ligence and conscious experience. Ffbm our current under-
standing of brain development these follow the growing

capacity to process simultaneously multi-sensory informaticn.
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Replicable research evidence does suggest that this is not -
fully accomplished until abcut 8 to 10 years of age or even

later (see Chapter §).

Few intellectual problems we face are as important as
understanding the human brain. Some consider it the ultimate
scientific challenge confronting mankind (Eccles, 1974).
Although there are many remarkable treatment forms for .
behavioral distortions and defects and malfunctions by the
brain, we still face many unknowns in 6ur knowledge about
this incredibly éomplex base of our central nervous system.

As the neuréspiences'expand the horizon, many problems
are solved but many more questions press forward on this, one
of the last of all intellectual froﬁtiers. New scientific
approaches and disciplines emerge to challenge these questions
and the neurosciences have shown vigorous growth in the last
Ahundred years{ Despite this growth, the origin of the nervous
system and each developing sequence is played as a dramatic
mystery agaipst only our beginning comprehension. The

influences that promote the wiring and interactions of brain

cells during the span of life are established beyond our




direct observations. Research provides a glance or a small
window to view these events. But many times the investiga-
tibns must be conducted on other species than mﬁn and the
re#ults tentatively related to what we know about our own
capabilities for brain performance.

Neurophysiologist Paul Yakovlev concurs with.psychologist

Jean Piaget in stating that "learning should not be confused

with.development." Development to thém is a universal prop-
erty to ail species, whereas learning is a "épecies specific,
yet highly individual, particular function, which is in
constant change and evolution . . ." (Yakovlev, 1972).

He also agrees. with othér neuroscience specialists (neuro-
physiology, neurochemistry, neuropath?logy, neuropsychology,
etc.) in saying that the state of the art allows only the
most.limited extrapolation from neurophysiological research
to education ancd related behavior. Says Yakovlev, "In all
due candor, I would caution against transposing the terms
and definitions of biomorphological research iﬁto the pléne
of pedagogical and psychological concepts and definitions"
{Yakovlev, 1972).

On the other hand, there are some things we do know and
can state clearly regarding the human brain--much of it taken
from experimental research on humans and much from those
animals which have.characteristics similar to specific

human structure and/or functioning. ¢
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Neurophysiologists appear reasonably certain that the
human brain is not structured to mature as a single unit or
organ but rather as a complex interworking of many highly
sophisticated lesser elements, each separate area of
functioning having its own timing and sequence of'develop-
ment. Witﬁ this sequence progresses the overall maturation
from conception thrcughout life. Yakovlev says that it has
"an arbitrary 'beginning,' but no definable end . . . and
is never complete'" (Yakovlev, 1972).

Also, the functioning of the human brain progresses on
a similar basis as its structure. The two are quite directly
related. It would appear then that functions must develop
and mature as the basic necessary structures mature. For
example, the learning of reading at first involves a distinct
process of decoding. This in turn requires that the child
establish visual-verbal association, as Rudel and Denckla (1976)
point out, in one (or both) of the following ways: assigning
speech sound equivalents to each letter or dipﬁthong, and
framing these into a word with which the child is familiar;
or using whole sight words which are matched with spoken |
words. These visual—sboken language processes .Or pathways
from Qisual areas to language areas of the brain are usually
relatively late in maturing although there is a wide variance
in Fiming from individual to individual (Geschwind, 1965).

"Séé also Chapter 10 on 'Learning to Read.”

L }
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Limitations of brain fesearch suggest a further
cautionary note: It is neither appropriate nor accurate
to think of increases iq brain weight, for example, as

indicators of increased mental capacity. Similarly, there

. are other brain development sequences which to the behaviorist

and the educator might appear to relate brain development |
and maturation directly to learning and education such as
the progression of myelination, but this is inappr&priate
and misleading.

In spite of these restrictions and lack of knowledge,
some achievements have emerged that clearly excite the
imaginings cf the student who attempts to understand the
neurophysiological bases of learning. It is the7objective
of this chapter to briefly recapitulate some of these
research findings. The central theme in this chapter will
attempt to answer these questions: How dces the human brain.
mature in structure or neuromorphdlogy, and in fﬁnctional
capabilities? 1Is it possible to.identify in the life of
a child (a period onf dramatic brain maturation) optimal time
frames for academic achievements that are related to the

{

neurophysiological substrates of developmént?
SN

Gross changes in brain during maturation. At birth

the average brain weight for a full-term infant is less
than one pound (340 gms) or about cne-quarter of the adult

weight. All major brain regions such as frontal, parietal,

i3
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temporal and occipital lobes that will later support sensory,
motor and other complex functions are apparent but the

posterior aspects (visual sensory function, visual projection

'area) appear more developed than the anterior ones {(pre-

frontal areas concerned with emotional cantrol and other
cognitive functioﬁs—-reiated to limbic lobe invslved in
the basic patterns of behavior). Also at birth the brain
possesses virtually all of its brain cells, or neurons.
With development and growth the neurons enlarge, become more
expansive in their connections, and supporting elements
miltiply.

By six mcnths the weight has about doubled (660 gms)
in mass and the c?nvolutions are deepening toward the mature
state. "The frontal lobe has enlarged somewhat from birth
by this time but the major growth still éppears to be taking
place at the posterior or occipital brain areas. The white
zone below the cortical qantle has become more distinct.
At twelve months the brain weighs an average of 925 gms
and shows considerable depth and éﬁ%ﬁigements of the

cerebral convolutions. Hereafter the brain mass shows slower

"growth rate. For instance, a year later the a&erage brain

weight of a 2-year-old child weighs about 1064 gms. At
this period of maturation (2 years) the brain is much firmer

than preceding stages and the color of the cortical mantle is

darker.

From age 2 until adolescence the growth of the brain

is relatively uniform and without dramatic spurts; although

I
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girls gain slighfly more brain mass than boys fer the
first three years of life (Aguilar & Williamson, 1869).
After about 2 years of age(%he frontal lobe begins t» accel-
erate in its growth and by the age .of 6 this area ic about
equal to that of adults (Rabiunowicz, 1974). The brain
continues to grow in massluntil the age of 25 yeafe, but
as indicated above, the maturation of the nervous system .
is not uniform.in‘all brain parts throughout this growth
period. For example, the brain stem is one of the first
parts of the nervous system in the human embryo to begin'
pfoliferation. The cerebellum develeps later.

The brain stem supports vital functions such as heart
and respiration while the cerebellum, or little brain, is
involved in coordinating skilled motor movements. Also,
within the brain cortex there are variations of development
from birth throughoat the formative periods. In general,
areas concerned with body sensations, vision, hearing and
volitional control of motions mature early whiie frontal and
temporal aspects involved wifh speech, complex recognition
of sensory patterns, etc. are later to mature. Even when a
child is born premature by several months, he must await
an elapsed development time'eqﬁai to bis prematurity. Pre-
mature birth does not accelerate brain development. As
there is no multiplication of neurons after birth the
increasing brain is the result of progressive enlargement

of existing structures and other cellular supportive elements.
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Microscopic chénges associate@ with brain development.
Thé progreSsive maturation of thé nérvous system at the
cellular level is relatively poorly understood. The
process begins at about the fourth week post coﬁception by
neuroblasts located in the neural tube. 3By the eighth week
of gestation simple somatic movéments are first observed but
by this time the basic organization of the reflex arc has
been present for one 6r mdré weeks. In generali, the
intrinsic nervbus.elements are laid down in the embryo in
2 precise manner and the senugnce of development follows
along the pattern revealed by runctional capabilities--namely,
the motor or efferent system develops first followed slightly
later by the sensory or afferent systems. Intrinsiciconnec-
ticns between the frontal lobes and deepei brain structures,
e.g. in the brain stem, are orly beginning to emerge when
the human embryo first shows reflex motions such as avoidance
reactions (Humphrey, 1953). The‘ordef of development is
rigorously controlled by the order and sequencé oflmigrating
and forming elements of the brain. The precise controlling
mechanisms are not known. By birth, cells in the reticular
formation appear reasonably mature.

In the postnatgl period there is progressive elaboration
of the axonic and dendritic trees of the growing neurons. ‘
lThe gxpansions of these processes are very important in
establishing the neuron connections for handling electrical

events in the nvrvous system at a later time. They.have

o
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been examiﬁed in man by Purpura and Schade (1964) and in
Othér aniggl species (Noback & Purpura, 1961). The'resulfs
are as foi&ows: Apical growth of the dendrite precedes
basalkdendritic growth. Synapses, the interface from one
neuron to another, are established first on the apical
dendrites (Séhwartz, Pappas & Purpura, 1968), ~-followed
later in time by synapses being established on basal dendrites
and the ¢ell soma. Apparently it is important in the sequence
of developing synaptic contacts between neurons thaf apical
dendrites appear fifst followed later in time by the growth
and elaboration of the basal dendrites. 1In some cell struc-
tures such as the caudate nuclens it is rare to observe
synpatic contacts with neuron regions close to the cell soma
even in the adult. Furthermore, neurons in dsep strucfures
of the brain mature earlier than superficial neurons'of
the cortex so that one can describe the maturation of the
brain as it precedes up the neural axis. The dendrite pat-
tern of the neurous begins to approach that of.the adult by
about 2 years of age, but the numbers and complexities of
these pattefns are still comnsiderably less than in the adult.
Tﬁere are only a few axons present at birth. Axons
that are present course tangentially to the cor.ical surface.
The great bridge of connecting fibers between the cerebral
hemispheres in the corpus dﬁllosum are only partially developed
at birth. As development continues, myelination of the axons
follows the ontogenetic course of brain matufation. The

greatest degree of lipid formatioﬂ'is in the brain stem,

1.3
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foillowed by the cerebralbhémiSpheres with the cerebellum
coming -.r near the last (Himwich, 1973). Prior to myelina-
tion the immature axons are ensheathed by an outer sleeve
of Schwann cell that encompasses the bundle of naked axons
(Peters & Muir, 1959). As the axons enlarge in diamefer
they conduct action potentials at higher velocities from
one place to another in the nervous system. Finally the
axon diameter increases beyond a critical level and myelin
is formed around the individual axons with greater cellular
industry. The formation of central myelin is complex, but
the effect of myelination is to benefit the conduction of
electrical impulses more efficiently and with greater speed
and reliability. The-general morphological features in

the immature brain can be substantiated by concordant bio-
electrical activity. In fact, most early research on' the
maturation of the nervous system originated in searching
for ontogenesis of the électrical activity in the early

brain.

Bioelectricity in the immature brain. Histological

deveiopment of the brain can be closely followed by signifi-
cant changes in the o rtical eledtrical changes. In kitten
brain, for example, cortical activation by peripheral_nerve
stimulation results in a surface-negative evoked response.
(The surface of the brain is negative; deép, it_is‘poéitive,)
Apparently this results from synaptic activation of apical

dendrites in the cortex of neurons that do not have well-formed
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basal dendrites (Scheibel, 1962; Purpura, Shofer & Noback,
.1964).' Correlative studies are necessary before more
intimate understanding between maturation processes and
physiological functions are available. However, in general,
immature neurons, in contrast to adult cells, have lower
firing frequencies (Ekholm, 1867; Hyvarinen, 1966; Skoglund,
1960), have longer-lasting hyperpolarization (inhibitiowu)
(Ekhoim; 1967), are slower to condﬁct impulses (Skoglund,
.1969), and have longer latency responses (Scherrer, 1968).
All of these elctrical properties have the effect ol reducircg
the number and velocity of impulse traffic in the central
nervous system.

Functional capabilities in the brain are.staggered
along the time maturation lines of develcpment. For instauce,
Marty and Scherrer (1964) have demonstrated that the somesthetic
(tactile) sensibility in the forelimb precedes the auditdry
system which is ahead of functional maturation for the visual
system in the cat. Presumably the same phenoména is true
also for man since cortical development in man essentially
follows these same pattérns. In other words, the anatomic
state of maturation dlctates the functional ei:ergence of
brain function. For instance, the long-latency for response
in immature brain is largely explained by the small diameter
of the nerve fiber and general absence of myelination. Other
factérs may also play a role in slowing the response time
in the immature brain. The consequence is that the sensory

message to the brain and the motor reaction over a'reflex
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pathway will take longer to complete in a very youiug person
than in an adult. If the cerebral cortex is involved in
any part of this reaction the process will take even longer.
Therefore a young person does not possess a nervous system
that ensures rapid respdnse time to many events occurring
within his sensorv world in comparison to the adult. As
brain maturation takes place these differences tecome less
observable. Other electrical aspects may also be important.
Cortical evoked responses in neonatal 2nimals show
pronounéed‘fatigability (Scherrer, 1968). While the term
is not very precise in identifying possible cortical
meéhanisms, it essentially means that there is a reduction
in cortical response when afferent stimulations are often
repeated over short‘intervals. It is known that the efficiency
of energy metabolism in the neonate’is sméller'than in the
adult (Himwich, 1962) and.undoubtedly the supply of energy
- sets the upper limits for .conducting repeated stimulations
to the brain. Refractory periods, the time infervalsigéf@egh
successes in transmitting impulses in the neuron chains, . are
also considerably longer in the immature brain than in the
adult, or aré"ééééﬁtiéli& iéés'abigmtcprccess neural events
or input and output at higher speeds.' Thesc factors probably
account for age changes in the functional capabilities and
in the spontaneous electroencephalographic activity of the
'maturing brain. Studies relating the onfogenesis of brain

bioelectrical activity are important because they provide
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significant correlates with brain mafuration and behavioral

development.

The electroencephalogram of the developing brain. There

is considerazble evidence that immature fibers can conduct
electrical impulses before they are ensheathed by myelin.
It is supposed in fact, that the added nervous system
proceseing capabilities acquired through acquisitions of
various motof and sensory skills constitute no small demand
for myelination to take place. As_the progress of maturation
marches on with proliferation of neuron processes and synaptic
interconnections there are increasing complexities added to
the cerebral functions. And with this maturation there is
the emergence and differentiation of the electroencephalogram
(EEG).that is thought to reflect the complex maturation
changes ;hat are taking place in the underiying brain tissue.
Some of the earliest studies of brain development were focused
on the ontogenesie of eleEfrical activity. One of the first
EEG recordings fremziﬁmgture brain was made by Hans Berger
(1932). Since then thereiﬁas been extensive literature
available directed to the understanding of the developmentail
EEG in childhood (Gibbs & Gibbs, 1951) )
Atmﬂi;;;mghé_ﬁﬁa e;;;i;;; oi-iiiegui;r low-voltage waves '
alternating with-periods of isoelectricity when very little or
no activity occurs. At this early stage it is very difficult to
observeéleep;wakefulnesé'EEGpatterns that emerge later

in life that are so distinct to various conscious states
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(Ellingson, 1972). The problem oi identifying sleep or
awake in‘the neonate is coasiderably more difficult thaﬁ
in the adult. Spindleburst activity that 9ccurs Jjust before
and during slow-wave sleep does not occur until about the -
second month after birth. It would also seem that during
this early period the altered states of consciousness are
much different in comparison to those of the adult because
the cycling mechanisms in the brain stem for awake and sleep
are not as well developed. Rapid eye movement (REM) sleep
is almost continuous and uninterrupted during the first few
months after birth, even when the child is ec¢crying or
engaging in other activities (Emde & Metcalf, 1970).

With each passing week during the early part of the
infant's 1life the EEG undergoes changes. These changes -
are irregular and diverseéin the same person as well as’
across individuals related by age. For example, at birth
the parietal area is more.active than other parts of the
brain,* but by the sixth month the posterior of occipital
1obé is usually more active than other brain areas (Smith,
1937). |

The ‘irregular slow wave activity in the neonate

"increases in frequency until by the first year the EEG is

*The complete significance of this is not clear, but
it does show that development occurs from core of brain-
stem outwards.
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typically 5 to 8 hertz (Hz.). At this time the EEG

arousal pattern is clearly different than the asleep pat-
tern. With each successive year the frequencies steadily
increase until the fourth year when the occipital record is

7 to 8 Hz. *

N

. It is not until about the ninth year that the EEG record
in the posterior brain region (occipital pole or visual
cortex) is essentially like that of the adult. The trend

toward higher frequencies is still progressive in the

.frontal aspects (concerned with emotional control and other

cognitive function) and it is not until about the age of 14
that adult records are established with consistency. After
19 years most individuals have normal adult EEG activity. in
all cortical areas (Gibbé & Gibbs, 1951). 1In general, in

the awake individual, the developmental EEG changes are

- from slower frequencies and higher voltages to faster and

- more complex waveform patterns. The prognostic value of

the EEG in early life is of relatively limitéd'value in
identifying subtle abnormal brain development. Persisting
isoelectric EEGs seen in children beyond a few weeks old
indicate a very serious clinical problem and hyperactive
tracings may herald major malformations of the cortex (Monod_&
ﬁucas, 1968). So-called moderately abnormal EEG in children
is not reliablé for diagnostic purposes since many nérmal
children are observed with certain types of paroxysmal
activity in the form of sharp waves and spikes during child-

hood. These intermittent electric phenomena generally tail
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off after the age of 14 years (Petersén,wggg;01ofsson &
Selldf%, 1968). Longitudinal studies involving electrical
patternslin developing children across time with increaégd
penetratién‘into the meaning of brain electrical activitf”
are obviously needed. A4lso, the structural counterparts.
of the electrophysiology need to be -more tightly coupled

to these brquly defined neuroelectric data. Until the EEG
is better defined the information from complex neuronal
systems is elusive. The statisticél methods involving pat-
tern recognition have not in general been applied to analyzing
or validating the developﬁental patterns observed in the

maturing brain (Vaughan, 1974).

Determinants of neural plasticity. There is widespread

bélief‘that the shaping of neural ensembles that will even-
tually form the organization and behavioral constructs in
the adult are determined by some kind of functional pressures.
Also it is believed thét the formation Qf the neural nets
supporting a behavioral tﬁsk starts as a fundamental reflex
and expands as the elementary response emerges and encompasses
more and more complexities. In other words, simple reflexes
provide the behavioral substrate for all of our activities.

On the surface this postulate seems plausible but it
is foo simplistic. It is true that the gommitment of the
neural mass in the developing nervous system is not only
intrinsically determined, but it is also influenced by demands

from peripheral devices which the brain cells will innervate.
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To isolate the genetic influences from the periphery edapta—
tion is an incrédinly complex task es far as reconstructing
the interplay of these two influences. The orderliness
and careful time sequencing of these proliferating events
.during development are fascinating and astonishing. 1Ia
addition, though it will not be discussed here, there are
complex biochemical influences, i.e. hormones and nerve
growth'factors,'that are brought to bear in the developing '
brain (Prestige, 1970). .The end product is an immense. and
complex brain capable of diverse actions throughout the body.
The duration of neural development is variable. And
apparently the ordered time sequence from one brain system
"no another is only partly coupled with other systems. Thus
the rate of develonment may be accelerated or slowed within
the same species (Kollros, 1968). Often it does not pro-
ceed in a smooth fashion. Also the synchrony between the
periphery and central nervous systeﬁ snggests that the two
develobmental processes are interacting during'matufation.
At other times the brain development appears to be isolated
from other nervous system elements. For instance, the motor
system can develop in the absence of sensory input (Eccles,
1968). Consequently the motor system is cepable of initiating
and sustaining motor actions without sensory influences.
Eventually, however, there is neuronal linkage between
major brain systems via differentiation of populations of

interneurons.
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Once the bridge is established and maturation of the
neurons is complefe the brain continues prog:essive refine-
ment of cerebral signals. This maturation is variously
defined but is essentially associated with brain plasticity.
The complex phenomena called learning is one aspect of
brain plasticity. But so far only a few phenomena nave
em2rged that éhed'some light on brain mechanisms involved
in learning or memory storage. Most of the work gives only
indirect evidences of how learning occurs.

Bennett, Rosenzweig and Diamond (1970) have shown that
litter-mate rats exposed to so-called "impoverished" or
"enriched environments" have significant cerebral cortical
effects. The "enriched" animals have thicker cortex, in-
creased enzyme acetylcholinesterase activity, greater number
of glial elements and neurcn cell somas'of greater diameter
in comparison to the ﬁnimals reared in "impovérished condi-
tions.". (This does not necesS$rily indicate increases in
mental capability in rats or humans.) Attempté to extrapola%e
these animal studies to man are not easy becéuse of many
unknown factors that might centribute to these effects.

The results do poinf'up the interesting prospect that the
‘brain is more modifiable by environmental conditions and
learning situations than previously thought. Cleariy, the
fuﬂctional architecturé of the brain must be capable of
plastic and dynamic change. Otherwise how do we sﬁpport

memory or learning abilities?
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The synapse is often thought of as one location in

the nervous system where possible alterations may play a
key role in neuronal plasticity. Other speculations involve
changes in brain proteins or other macromolecules (deéh,
1972). The issues are not resolved, though in the first
case the prqblem is reduced to a statement that repeated
synaptic usage strengthens or modifies synaptic connections
(Eccles, 1970) whereas in the second case learning bfings
about chemical changes or synthesis in the neuron or glial.
Support for either concept is largely derived from disuse
experiments where the synaptic input is effectively reduced

by dissection, lesions or chemical methods. At this time

- there is no compelling evidence to support the idea that

only one mechanism underlies plasticity in the brain.

It is currently fashionable to view the brain as an
information-processing system having a «remory storage element
with communications over ihput and output lines. Electrical
events in this system are relatively short, i.e., a few
miiliseconds, and are responsible for managing sensory and
motor actions, along with many other functions. The spike
events (EEG movements or action potentials) are not durable
in the same context as a learned experience. There is
considérable evidence that the effects of learning can last
a long time.

The efficacy of the learning process is not entirely

known but there is a flowering of concepts within the last

4 ¢ ¢!
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‘ew decades. Briefly, the ideas center around an increase

.n the size of synaptic contacts, or an increase in sensi-
:ivity of the nerve membrane, or alterations in transmitter
leurochemistry released at the junctions. These éhanges

\re thought to involve large populations of neurons and
somehow retrieval of learned events must be extracted from
:hese ensembles of hany neurons (Galambos, 1967). Variaous
‘actors can tone or affect learning. For example, learning
-s more efficient if motivations and rewards are clear'and.
.dentifiable. In fact, there is doubt that learning can

yccur in complete absence of motivation and reward. We

ire doomed if our objective is to learm without reinforcemernt
30 that some reasonable sensory selection islinvolved in
sorting out significant events by the central connections.
)thérwise a phenomenon called "extinétion'" occurs and correct
responseé to unmeaningful and fepetitious events become less
likely. Attentiqn and motivation are critical in the learning
scheme and conceivably could facilitate or hinaer learning
ronsolidation. The poinf is that the details for under-
ztandigg suct a simple nervous‘system action as memory are
ybscure and we can on1y>hypothesize possible neurophsyiological
lechanisms. Various elements’ in the neuron chain can distort
)r render our learniﬁg useless. In the context of brain
1aturation, there is a difficulty in separating the nature

ind ewtent of genetic control from behaVioral and cultural
sverlays. ., Both of these factors can thrust effects upon the

10lecular level of the brain, as evidenced by the maturaztion

[T 1N
[
i



pattern of developing neurons and the fact that the
learning process involves so.le durable changes in bio-
chemistry, electrophysiology or anatomy of the brain.
Genetics may also have an influence later in childhood

by switching in effects during behavioral adaptation.

Implications for psychology and education. Obviously,

not all of the developing aspects of brain. growth and matura-
tion are summarized above in this.chapter. With the power

of the scientific enterprise only a few facts have been
durable over the last 50 years. “We are at the‘beginning,

and not'ﬁéar the end, of the process of understanding develop-
ment. This is not the time to summarize, but a time to
_brospect and_pto&ect into the futiure; and the best thing is

to turn for guidance to the living object which teaches us
thetlessons and also teaches us the real problems to which

we are to direct our questions" (Weiss, 1958). 1t is

apparent from both educational studies on how éhildren

learn and from the maturation of the brain that improved
technology may not improvefs} potentiate intellectual growth.
First, the child must achieéve matﬁration of the bfain. This
comes about through neurbiological strategies and mechanisms
in brain cel;s during development. Based upon the ngufoj
blological ffamework of brain development it would be wroﬁg
to establish some precise cgﬁ-off point that defined the

brain as fit or unfit for learning. There are sensory motor
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percursors for symbolic intellectual acﬁivifiesl When
laﬁguage is acquired, new brain functions emerge. Verbal
reasoning does not begin before that time (Escaloné, 1974).
?here are qualitative breaks in the unfolding of intel-
iigence and conscious experience but fram our current under-
staading of brain development these follow the growing
capacity to process simultaneously multi-sensory information.
There is something very deeply neurobiological about these

maturing processes (Williams, 1970).
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- CHAPTER VI o BN
NEUROPSYCHOLOGICAL FACTORS IN LEARNING

Synopsis. Although there are gaps in the present.
status of knowledge of .those who attempt to relate the o
research findings of experimental child psychology, educa-
tion and clinical psychology with medical findings, it
appears that many neﬁropsychologists and neurophysiologists
now are aware that there is a close relationship between
structure and function in the development of the young
child's brain. |

We do not yet have clear evidence that brain weight and
myelination are signiffcantly related to learning, yet other
is closely related to maturational structure of the brain.
The great ceérebral commissures and certain.nerve fibers are
not complete until after tae age of 7.. Lateral responses on
the EEG in terms of cognitive dctivity do not stabilize
before 8 or 9 years ofMage. Normal adult brain wave patterns
are not fully established until about 13 years. The latency
of response te stimuius reaches adult values at about 14
years, (Note the conclusions of learning specialists such
as Reinson, Rohwer, Elkind and Bereiter who suggest waiting
urtil ages 10 to 14 or adolescence for formal instruction
in the basic skills. See Chapter 135 and also Chapters 4, 7,
11 and 12.) ) |
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Although research indicates ceftain sequences of
brain development, we do not yet.know for sure how they
affect.a child's learning potential in relationship to
~his age. Nevertheless, multi—diecipiinary research
aqalyses'in neural-related areas--visual, auditory, tacfile—
kinesthetic, etc.--provide clues to a relationehip between
the matﬁrity of the brain and learning and behavior. Vision
and hearing, for example, are neuropsychological sensesuor
processes which are part of, and emerge from, the brain.
Learning activities that overload these senses may there-
fore also produce stress of the central nervous system (CNS).
For example, it was found that much close work by young
children usually produces nearsightedness. There is also
‘'some support for the belief that anxiety level in school
children is related to' the development of myopia.

Although hearing acuity is achieved somewhat earlier
than visual maturity by most children, the teo major modalities,
auditory and visual, seem to equalize in funcfion by age 9--
the age suggested by auditory perception specialists as
providing auditory perceptuel readiness‘for basic skill learning.
Learning difficulties may arise from emphasis on new learning
at fhe conceptual level befere a proper perceptual base has
been established. Moreover, a child who enters school with
inadequate perceptual development may never catch up in achieve-
ment even after his perceptual precessing.ability is fully
developed (usually by age 9). The ability to transfer

information across sense modalities, and to interpret this

| XN
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info;mation, apparently is not developed until;8’years of
age ér later.

The weight df evidence in the neuropsychological field
polntS to an optimum ‘time for the learning of academlc skills
by the child and this does not appear to occur until afuer
age 7, and perceptual training does not appear to speed up

this developmeht, with the possible exception of the slow

,chiid whom it may help to reach his highest learning potential.

Although research data is obviously limited respeéting
the bioelectrical and biochemical functions--or more simply,
internal functions--of the human brain, there are enough
human response and'behavioral or external indicatorslto
provide 2 substantial body oflknowledge.relating to human
‘learning and behavior. Yet extreme caution must be observed
in relating areas of perceptiOn,'as'indicated by external
means, to what appears to,occuf inside the brain.

To fully understand the function of thé nervous system
requires, among other factors, a comprehensivg knowledge of
the specific chemistry of single neurons and the specific
connections and their‘localization on the neurons in
various functional sSystems.

There are gaps in the present status of kﬁowledge for
those who éttempt to relate the reéearch findings of experi-
mental child psychology, education and clinical psychology

with medical findings (Chalfant & Scheffelin, 1969). This
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is_particularly true when one ie éearching for evidence
on neuropsyehological readiness'fpr.school tasks.

Yakovlev (1972) cautions '"against transpesing the terms
and definitions of biomorphological research into the plane
ef pedagogical and psychological concepts gnd defipitions."
Likewise, Metcalf (1974) states that "if is not 'legitimate'
to make a'psychoiogical or 'educetional' conclusion from
the physiological data.'" Yakovlev, however, confirms '"that
structural maturation of the brain appears generally con-
sistent with Piaget's period of concrete operations."

The close relationship of structure‘end function ip
the development of the young child's brain now appears ;o
be widely accepted among neuropsychologists and neurophysiol—
ggists. It is the interpretation of this concept that is
the principal concern of this chapter. The basic question
might be posed in this way: Is there a positive or parallel
relationship between the structure, maturation and develcp-
ment of the brain, on the one hand, and academic achievement
en the other? Or does available knowledge of‘the maturation
and development of the brain at a certain stage in the child's
life suggest that it is at this stage that he is ready to
perform the tasks needed for academic learning as made
possible by the current development‘of his central nervous
system? With available research, it is not safe to say so

at'this time.




138

Age—related changes in brain development. Most of

our knowledge of brain structure and function stems from

. the expérimental study of animals. Scherrer (1968) concluded
that the higher centers of the young animal‘seem to be able
to receive and treat only a relatively small amount of
information per unit of time, and that the treatment of

this small amoﬁnt of information is processed in nerve
circuits that function more slowly than thosé.of adults.

- Huttenlocher (1966) and Ellingson and Wilcott (1960)
investigated the brain development of kittens, and both
studies indicated that there were striking differences between
the neuronal éctivity and auditory and visual responses of
young kittens and adult animals. A number of other studies
are available relating the differences between immature
and adult brains. \

Bennet et al. (1964) and Rosenzweig, Bennett and Diamond
(1972) endeavored to answer the quéstion whether experience
" and traiging in rats produced any observable aﬁatomical
. and chemical changes in the brain. Bennett found that
increase in weight and thickness of cortical tissue and in
chemical activity of the brain were directly related to the
amount of environmental stimulation (enriched experience)
given to the rats. Rosenzweig and colleagues obtained
similar results, but cautioned that it was difficult to
extrapolate from an experiment with rats under one set of

conditions to the bhehavior of rats under another set of

Ry
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conditions. And it was "much riskier to extrapolate from
a rat to a mouse to a monkey to a human.” ”

The fundamental processes of lower animals never present

the same complexity of systems to be found in the higher

animals (Skoglund, 1969). Brain changes similar to those -~ - -

in the rats of Bennett and Rosenzweig have been found in
several speqigs of rodents, and this'appears to have given
rise to the assumption that similar results may occur in
carnivorés and primates, including man. Ellingson and
Wilcott (1960) believe that one of th;ir laboratory investi-
gations has shown that the occipital evoked responses to
light flashes tend to éisplay characteristics and develop-
mental changes in the human input similar to the responses
of very young lower mammals. Further research is necessary
to test the validity of such conclusions (Rosenzweig,

Bennett & Diamond, 1972).

| Studies of human devglopment by Robinson and Tizard
(1966) and Tanner (1961) indicate that the brain of a full-term
newborn human infant is 25% of the weight of the adult brain,
compared with a proportion of 5% for other organs. Only

eyes are nearer in size to adult wvalue. By 6 months the
brain weight has increased to 50% of adult weight, by 1 year
to 60%; 5 years, 90%; 10 years, 95%1 The weight of the brain
at birth is relatively constant, in spite of much variation
in the body weight of infants. Unfortﬁnately the increase

cannot be safely related to educational implications. As

noted in the previous chapter, brain weight has not been
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shown to be significant among factors regarding mental
capabilities.

The neurons are all present by 7% months after conception,
and the subéequent growth of the brain is mostly dué to
deposition of myelin 'and to a vast elaboration of dendrite
processes, along with a considerable increase in vascular
tissue. Myelination continues at least through adolescence,
and Yakovlev (1972) believes that this development may
continue well beyond the ages of 30 or 40. PBut we do not
yet have clear evidence that myelination is a significant
factor in learning.

Other factors are more clear, however. Robinson and
Tizard (1966) and also Tanner (1961) suggest that during the
first two years after birth the'appearance of function is
closely related to maturational structure. Motor develop-
ment is in advance'of sensory development, but by 2 years
of age the primary sensory ;rea has caught up with the motor
area. Sensory development continues, howéver,'for a “number
of years. The nerve fibers coming from the thalamus to the
cortex are not yet complete at 7 years of age (Yakovlev &
Lecours, 1967). The reticular formaticn, an important
arousing system, is not fully developed until the 10th year
or later, and the great cerebral commissures are not complete
until after the age of 7. 1In other words, there may be
inadequacies at 7 years cf age. But we don't know for sure
what these are or what they represent. The developmental

process continues throughout life.
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Az development proceeds, there are progressive
changes in the rhythm of brain waves (Nelson, 19640. In
newborn infants the cortical rhythm is poorly developed.

As the brain develops, random low-frequency (delta and

theta) waves appear, but gradually the basic rhythm becomes
more regular; By 6 years of age tke pattern is made up
principall& of theta waves. By the agé of 10, alpha waves,
characteristic of the normal adult brain, tend to predominate.

Iﬁ adolescence some slow-wave activity is not uncommon
and may be incorrectly interpreted if adult standards are
used. The eiéctroencephalogram (EEG) of infants and
children is more difficult to inferpret thar the EEG of
adults because of the presence of slow rhythms in some
normal children. Such slow waves have also been. found to
be characteristic of senile or 'childish® adults, buf in
normal_adults the higher-frequency waves (alpha, beta and
gamma) are present in the waking state {(Nelson, 1964).

Metcalf and Jordan (1972) have come to siﬁilar conclu-~
sions about the development of brain waves in children. The
coufse nf EEG development is not smooth nor clearly pre-
dictable. It changes throughout the life cycle, being
rapid during the first two years and accelerating through
adolescence. After adolescence the trend is toward a
leveling off of development. There is increased variability
in the individual after ages 3 to 4 (Metcalf & Jordan,

1972).
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By age 5 the alpha rhythm predominates in the brain
waves, then fruom 6 through ages 11 to 13 higher-frequency
(aipha) waves appear more and more (Tanner, 1961). Electri-
cal activity is present early in fetal life, but the normal
adult pattern of the EEG is n&t reached ﬁntil about 13 years
of age (Robinson & Tizard, 1966).

The latency of the response {or interval between stimu-
lation and responses) of a newborn infant is remarkably
long compared with that of an adult, or even an infant of
10 weeks, at which age the adult latency has almost been
reached. The duration of the responses increases throughout
childhood, with particularly rapid changes in the first four
months. Adult values of response duration are reached at
about 14 years of age (Robirson & Tizard, 1966).

Though'EEG responses do show differences which occur
through further development and maturation, little is known
regarding their implications for educators. Any attempt to
do so is likely to confusé rather than clarify-the situation.

The development cof laterality or the performance of
cognitive tasks by a specific hemisphere of the brain, is
also an age-related function. Metcalf's (1974, 1375)
findings suggest that although lateral chanrnges in the EEG
are present very early in life (according to some, during
infancy, which’Métcalf did not confirm). lateral responses
on the EEG in terms of specific congitive activity do not

stabilize until around 8 or 9 years of age. Furthermore,
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it appewzrs that many aspects of the EEG do not stabilize
until afper 9 years of age, and even during the 9- to 14-
year-age period there is mﬁch EEG instability. |

The development of lateral dominance in the brain is
evident in perceptual-motor functions which become more
pr- cise as age increases. The eye—hand coordination subtest
of the Frostig test yielded scores suggesting that eye-hand
coordination is a skill that is still developing through
the teen years (Briggs & Tellegen, 1970).' This challenges
a frequently-held belief tha? visual-perceptual development
levels off at age 7 or earlier.

There seems to be no significant relationship between
the emergence of lateral dominance and intelligence (Hillerich,
1964). Nor does the establishment of consistent right— or
left-handedness have a teneficial effect on learning to read
(Balow & Balow, 1964). But while lateral dominance.does not
seem to affect reading ability, retarded readers do have
difficulty in distinguishing righ: from left iﬁ their own
bodies and in right-left awareness (Biréh.& Belmont, 1965).
Such difficulties are most likeiy a result of poor neuro-

logical development (Mariam, 1954).

Brain function and intellectual achievement. Tanner

(1961) suggests that fluctuations in IQ must .:itainly
reflect differences in rate ¢f development of mental ability

that correlate with differences in rate of development of

i a s
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the brain itself. Whether experience or stimulation can
have an éccelerating effect on the course of bfain matura-
tion, or whether the dourse of brain development in itself,
if speeded up, can result in the easier performance of
school tasks are '‘questions that cannot be answered simply.
They must be "answered in terms of the resultants of complex
interactions, of experiential, developmental and maturationall
factors' (Metcalf, 1974).

Here again sound research.provides indications of
the sequences of brain development. The problem and thé
question are: How does this affect a child's learning poten-
tial in relationship to his age? And the answer is: We do
not know; we can only speculate. The best answers to this
question are probably found from research and experimentation
in learning (including readiness), comparisons of age and
achievement (including comparative school entrance age
studies) and factors relating tb vision, hearipg,ginter—
sensory perception, and research in reading. These are more
fully discussed in the pages following. The synergic effect
resulting from this multidisciplinary approach may offer
some clues to the brain's secre®s respecting the relation-
ship of its maturity to learning and behavior.

Perceptual training can help a child who is lagging
developmentally to perfdrm to his highest potential, but
it seems unlikely that perceptual training actually speeds

»p development (Ames, 1969). General health (Shepherd,
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1969), including nutrition, probably has a greater effect

on neurological development and the resulting intellectual
performance. Cravioto, Delicardie and Birqh (1966)‘have
suggested that malnutrition'delays,neurointegrativé develop-
ment. A delay in mental growth interferes more with
achievement in lgarning than the general social background
of a child, according to Milgram and Ozer (no publication
date) who studied the effects of neurologiqal and environ-
mental factors‘on languags development wifh’a group\of

Head Start children.during the summer of 1965.

Visuai;perception. Vision is a broadbased neuropsycho-
logical process (Krippner, 1971). Even though a single,
clear visual image may be received by the eye, a child
still .2y zot be able to decode printed material because
of defi&iencies in organizatibn and interpretation present
in the cent;él nervous system due to lack of maturaticn.

Though it is generally accepted that the human-eye is as

fully functionil as the adult at birth, there.appearuto be

V many other factors affecting overall vision--from the

difference in plasticity of a child's eyes to that of an
adult's tc and including the developmental advancement of
fhe visual cortex and cther related neurological findings.
There is some correspdﬁdence in the development of
the eve itself and that of the nervous system as abwhole.

During the first three years of life the eye increases in

/
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size (Robinson & TiZérd, 1966), but there is no drastic
change in refragtion ifouhg, 1970). Then there is a clear f
visual progression frbﬁ 3 to 7& years of age, with visual
perception disabilities:virtuglly disappeariﬁg after the
age of 10 (Frostig, Léiever & Whittlesey, 1963). By the
age of 13 or 14 the eye has.readhéd its maximum growth ‘
(Young, 1970). o
Animal studies ingicéte,that the visual system of the

brain develops later than thé auditory (Ellingson & Wilcott,
1960); Work with youné'children seems to bear this out.

The results of a study by Stevensoﬁ and Siegel (1969) suggest
that children in the primary grades are more responsive to
auditory materials while older children pay more attention
to visual materials. At the time when most children

enter school, the visgal—perceptive mechanisms are still
incomplete comprared to the development of adult mecinanisms
(Dyer & Harcum, 1961). |

Nearsightedress (myopia) is frequsrp:ily the result of

prolonged looking at ~ear objescts at an early age (Young,
|1970). Young children and young monkeys are normally
distant-vision creatures. In studies with monkeys, Young
(1962, 1963) found that they develcped myopia when they
were Kept in a restricted visual environmen%. Young et al.
(1969) reported a study of Eskimo families in Barrcw,
Alaska, in which up to 58% of the children had myopiz,

whereas both grandparents ind parents showed virtually no
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myopia. It might‘be concluded that the children's myopia
is related.to a closed-in environmen£ characteristic in
schpq} attendance since other conditions remained virtually -
constaht, and eduéation in Alaska was not compulsory for
the older generation. Lualam {1975) concurs with Young;s
findings on early myopia and strongly suggests vu:at reading
earlier than the sixth or seventh year is often resporsitle.
There is also some support for the hypothesis that the
anxiety level is related to the devielopment of myopia
- (Streff, 1974). 1In a study of visual changes occurring
in public school children, the incidence of myopia was
reduced as changes were made in the school program. These
program changes were related to developmental placement
of children and tended to réduce stress as thé»children
were developmentally read& to'do the work expected. In
1970, 19% of the sixth graders in this school were myopiz
and in 1971, 27% were myopic. In 1974 sixth graders who
had had the advantages of the program changes éhowed a '
significant decrease ip myopia, with only a 4.4% incidencé
for those who had been in'the s&stem during their entire
school years.
From these studies it is evident that myopia cannot
be ascribed to heredity. It is more a matter of adjusting
visicn to near objects over a period of time. It can
occur in later life as well as childhood, but with adults

the strain is on the lens rather than the immature eyeball.
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A U.S. Navy study (McKay & Ryan, 1$74) found that experienced
submariners had more myopia than submarine school candidates
or Navy divers or similar groups, and ascrined it to the
fact that the submariners had-to accommocdate or adjust their
vision longer to shorter distances than the other groups.

These recént findings support the cbservations that
Hilgartner (1962, 1974), an ophthalmologist, made from -
clinical data accumulated by him and his father in Texas
over more than 50 years. His records show that in 1910
there were 7.7 cases of farsighted children to 1 nearsighted
child. By 1935 this ratio was 1.8 farsighted children to
1 nearsighted child. But by 1962 Hilgartner reported a
reversed ratio with 1 farsighted child to 5 r arsighted
children!

These changes in ratio of hyperopes to myopes cor-
responded to the progressive lowering of school entrance age
1aws.in Texas since 1910.. Hilgartner suggested that the
accommodation or adjustment of the eyes to resfricted areas
in schoolwork, and more recently to television, might have
been a factor in these changes. Newton (1972) supported
Hilgartner's findings and noted that myopia still seems
to be increasing.

Visual and visual-perceptual deficits are frequent among
elementary schqol child;en. Coleman (1968) reported that
half of the children in a sample from grades 1 through 6

had visual, visual-perceptual, or refractive errors, with
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70% of these visual problems among males. Buktenica (1988)
concluc:d that the child's development of visual skills

is directly influenced by inborn tendencies, physical
characteristics and environmental factors. Both environ-
ment  and developmental factors were emphasized by Frostig,
Lefever and Whittlesey (1963) who pointed out a connecticn
between disabilities in visual perception and poor classroom
adjustment at lower age levels. Further study is needed tc

determine what .relationship actually exists between develop-

.mental age, the visual demands made of children and the

concomitant problems in vision.

Auditory perception. The development of hearing acuity

is also a function of age, but iffis evidentiy achieved
somewhat earlier than visual maturity by most children
(Marty & Scherrer, 1964; Stevenson & Siegel, 1969). While- °
the development of visual perception proceeds through later
childhood and into early adolescence, satisfacfory auditory
perception and discrimination of sounds is usually acquired ™"
by the eighth birthday (Wepman, .1960).

From 5 to 8 years of age Impellizzeri (1967) noted a

- consistent increase in auditory perceptual ability with

an.@ﬁﬁﬁ}éhtrelationship between physical maturation and
success on the auditory perception test. Similarly, third
graders were able to interpret and order auditory stimuli’

more readily tnan first graders (Riley, McKee & Hadley,

1du
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X964)).. The wwounger «chilldren could distingutsh ‘hetween
ﬁmplitudenorEloudness:andtsoftness,Ebut?had difficulty in
the discrirmination of‘frequencies; or high and low pitch.
Riley et ol. (1967) observed that first graders did
not respond to frequency of sbund in ‘the same sense as they
did "to ramplitude, nor iin the same sense as did older cﬁildrén.
All the children performed more accurately'ﬁith amplitude
broblems than with frequency problems, but the older
chiidfen were superior o the younger children. According
to the developmental capacities of children, training in
perceptual discrimination has alsé been productive. While
auditory discrimination ability has been found to be very
low for some deprived children, specific training along
with social and verbal interaction effectively improved

this ability (Strag & Richmond, 1973).

Intersensory perception and integration. Birch and

Léfford (1963) studied the relationships among'viSual, haptic
and kinesthetic sens€¢ modalities. For geometric form
recognition, they found that the ability to make various
intersensory judgments are well devéioped by school entrance
age. However, full effectiveness in using the intersensory
information is not reached until later.

Wepman (1968) examined the early progress of children
as they'developed the capacity to utilize their maturing
neurologicai‘systems, and concluded that maturation and

development of the neural system is hierarchical, yet

.
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interrelated. He defined maturation as the establishment
. of the neural components necessary for sensory tranmission
and integration, and for motor transmission of signals
within the nervous system. Developﬁeﬁt he defined as the
functional adaptation of an established neural pathway.
A time-bound progression of thé neural system builds each
succeeding layer upon previously developed layers, both
in the sense of maturation and of development. It paraliels
thé.physiological maturation of the central nervous system
insofar as can be determined. The following paragraphs
summarize Wepman's findings:

Each person has a parﬁicﬁlar modality of choice in
learning--auditory, tactile or visual. Thus there is a
differential use of separate input ﬁathways. For example,
the audile child not only matures earlier in an auditory
sense, but also develops his mature pathway with greater
ease than other éhildren._ This differential modality distinc-
tion appears to be more a result of innate capacity than
epvironmental factors. ‘Wepman found no specific lack of
stimulation in the homes or environmeuts of children_with
poor auditory learning, or poor visual or tactile—kine#thetic
learning. Thg children came from all types of homes.

Wepman further indicated that the ‘use of a neural
pathway helps'it to develop so that it becomes completely
functicnal at an earlier age than it otherwise éould.

Usually, the modality showing the most rapid development
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indicates the child's predilection. Thus some children
-are predominantly hearers, some seers; but the two major
modalities--auditory and visual--seem to equalize in function
by the age of 9. >Whatever lags in development have been
present seem to be overcome by that age.

Many children with learaing prcblems have greater
facility in the use of one input pathway over another. For
example, tbe transmission of auditory signals may be good
while visual or tactile sighals may be pcorly transmitted.
To'ascertain the effect of modality preference on learning,
it is necessary to isolate the preferred modality (auditory
or visual) and assess the level of achievement and potential
for training whatever modality is délayed in its development.
Visual-motor and motor-kinesthetic pathways need equal
attention, according to Wepman. Children slow at developing
any 6f their perceptual skills, regardless of modality,
will find it difficult to.learn, since there are no other
avenues open for learning. . N

Wepman distinguishes between two kinds of learning: the
perceptual, prelinguistic, preoperational 1earnihg (sensory-
motorj and the more complex conceptualizing type of learning
with comprehension and intent. Learning difficulties may
arise from emphasis on new learning at the conceptuul
level before a proper perceptual base has been established.
At the beginning stages of learning, attention must be
given to the perceptual level in order to develop a basic

structure for later learning at the conceptual level.
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Problems cannot be solved without basic facts. Yet
children are often expected to learn conceptually (compre-
hend) before they have developed the modalities of percep-
tion (auditory, visual and tactile-kinesthetic) necessary
for comprehension. Maturing perceptual levels are indicated
by the progressive achievement of skills such as discrimina-
tion, retention, recall of sounds and letters, sequential
ordering of vhonemes and graphemes, and the ability to
intérrélate one thing with another. Wepman concludes that
this ability to form minimal confrasts continues to deveiop
in most children through their eighth year.

Morency (1968) observed that perceptual abilities
develop significéntly during the first three years of
schooling and progress individually along lines of modality
(auditory, visual, tactile~kinesthetic) preference at
differing rates in the same individual. Improvement occurs
in both avditory and visual perceptual ability from the
first to the third grade, and perceptual diffiéulties at
the beginning of school may somewhat influence the level
of school achievement for the qext three years (Wepman,
1968, came to a similar conclugaon). Morency (1968)
a.so noted that the developmental level of the various
modaiities is of crucial importance for successful early
‘learning and achievement in school. Perceptual readiness

strongly influences later schoollachievement((Morency &

Wepman, 1973). Generally, the child who enters school



154

with inadequate perceptual deveiopment does not ever

catch up in achievement even after his perceptual procwes-

sing ability is fully develdped, whicn usually occurs by g

the age of 9. | |
According to Morency (1968), most children in elementary

school learn by any method that 'is used. But there are always

a few children who may not be ready for academic learning

because one or more of the perceptual pathways is not

sufficiently developed and with perceptual deficits,

learning is difficult. Grouping children into "hearers' and

"seers” can result in more efficienit teaching and iess

frustrated learning, since the modality that functions

most adequately may be used to support cognitive learning

(Morency & Wepman, 1973). A poorly developed modality may

be improved through special training if its functioning

is less than its déveiopmental pqtential (Ames; 1969).

Howevér, by age 8 or 9, hearing (Morency, 1968; Wepman,

1968), and between ages 10 and 14 vision (Frostig, Lefever &

Whittlesey, 1963), have reached their full development, and

both training and learning can then proceed unimpeded by

develcpmental deficits.

When a child has lacked opportunities to use his
perceptual capacities or has become apathetic, stimulation
and training can arouse his latent abilities. Rosner (1972)
identified the perceptual skills needed to pfepare for

reading'and arithmetic, and concluded that they can be taught

ey
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to young children. Sucb training can be most rewarding
for a child wkhen he lea;ns to use’perceptual skills of
which he is developmentally capable. But struggling to
acquire skills beyond his developmental level can be
exiremely frustrating and discouraging.

Rosner suggested that for competent school performarce,
visual-motor skills should indicate :an ability to analyze
and organize Vvisual data according to spatial attributes,
to see specific visual patterns against larger and more
complax patterns. Auditory-motor skills should indicate
an ability to hear specific sounds and acoustical patterns
extracted from the larger auditory environmen:. Rosner
(1973) found highly significant relationships between
auditory perception and primary reading . :hievement, and
between visual perception and primary arithmetic achieve-
ment. | .

Other reseafchers have noted increased learning abilities.
when cross-modal communication develops (Geschwind, 1964;
Beery, 1967; Rudnick, Sterritt & Flax, 1967). The ability
to experience an object through seeing or feeling it
precedes the ability to speak the name of the object.

Thea after experiencing the object.through the senses and
hearing the sdund of the name, one can more easily decode
the graphic representation of the printed word (Geschwind,
1964).

e The ability to transfer information across sense

modalities apparently is inadequately developed in preschool
| . .
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and kindergarten children. Jessen and Kaess (1973) gave
3- and S5-year-old children visual and visual-haptic experi-
ences ﬁith various complex shapes, and then required them
to identify the shapes bty sight or feel. The children
performed more accurately on visual tests than on haptic,
but gave almost n¢ evidence of cross-modal matching.
By the age of 6 this development of haﬁtic—visual
transfer seeﬁs to be relatively complete with regard to
the identification of shape. However, the ability to
interpret informatiqn about the size ard orientation of
figures develops more graduaily (Conners, Schuette & Goldmaﬁ,
1967). Fight-year-old chkildren have achieved a highly
differentiated sense of touch and are able to judge the
sensory quality of a multi-dimensional object (Krantz, 1972).
Although intersensory integration is a distinct advantage
in learning, it is evidently not the only or even the primary
skill responsible for imp;oved achievement with increasing
age (Vande Voort, Serf'&‘Benton, 1972). A total readiness--
physical, social andi mental--maximizes and strengthens

learning achievement involving perceptual processes.

Implications of neuropsychological factors. The weight

of evidence in the field of neuropsychology points to an
optimum time for the learning of academic skiils by the
child. There is a period in which'growth, maturation and

development combine to make available to the child the
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abilities needed for structured learning in the school
setting. And this stage is aprarently not reached by tkre
ages of 4, or 5, or even 6 years.

As has been pointed out, %the brain reaches 90% of
its adult weight by the age of 5 years and 95% by the age
of 10 years (Robinson & Tizard, 1966). But the child's
rerceptunl mechanisms are not the same as adults since
myelination continues far beyond 10 years of age (Yakovlev,
1972), and normal adult brain wave patterns are not fully
established until about 13 years of age (Tanner, 1961;
Robinson & Tizard, 1966). The latency of response to stimulus
does not reach adult values until about 14 years of age
(Robinson & Tizard, 1966).

Fluctuations in IQ reflect differences in the rate of
development of mental aﬁility which is apparently correlated
with differeaces in the rate of development of the brain
itself (Tanﬁer, 1961). Perceptual training does not appear
to speed up deve%opment, Although it may help a child who
is slow in his development to perfcrm to his highest potential
(Ames, 1969). |

Visual improvement shows clearly from 3 to 7% years of
aée and disability in visual perception usually disappears
after age 10 (Frostig, Lefever & Whittlesey, 1963). Auditory
perceptual ability shows a regular increase in success during
the period 5 through 8 years of age (Impellizzeri, 1967).
Haptic-visuél transfer of information ié not complete until

about 8 years of age (Krantz, 1972).

1ul



158

Wepman (1968) delineates the relationship between
physical maturation and success in tasks requiring auditory,'
visualland haptic berception. The nature of the maturation
and development of the neural system is hierarchical yet
interrelated. It is a mgtter of time, with the perceptual
base preceding the conceptual level. Perceptual abilities
continue to develop through the primary school years and
deterﬁine the child's ability to learn in later years. Con-
ceptual learning is more difficult before the requisite
intersensory perceptual skills are developed at approximate}y

8 to 10 years of age, or even later.
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CHAPTER VII
READINESS FOR SCHOOL

Synopsis. School entrance ages, whether by legal.cr
social mandate, tend to be generally arbitrary in natﬁre.
There are no systematic, res:;rch-briented guidelihes which
might provide reasonabiy uniform entrance age laws. So
parents in Arizona or Pennsylvania are normally free to keep
their children at home until é or later, where such practices
in California (California, 1973) or Michigan (Michigan, 1973,
1275-76) may bring social andvlegaltharassment, arrest or even

jail (Moore, 1976a). In some of the United States, children

- must enter school as early as age 5. In some states they

may enter as early as 3 or as late as age 9 or older. 1In
France the general entry age ranges dctn between 2 and 3
(Moore, Kordenbrock & Moore, 1976).

Although public policy and conventional practices appear

. often to ignore it, research has much to offer with regard to

optimum readiness levels for school entrance.

It appears that readiness for formal school learning
includes age-linked experience and knowledge fhat contributes
to certain cognitive-stfuctural changesvfor the learning of
concepts. Attempts to speed up conceptual learning through
specific training have been found to be ineffective. Yet'

a wide range of ordinary life experiences appears to be basic

162
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for optimil cognitive readiness. There must also be &
corresponding readiness of the physical and motor capacities.
Full development of the perceptual processing ability is

“not usually reached before the age of 9 years. However--and

unfortunately--neurophysiological readiness is a variable
frequently overlooked in »valuating school readiness.

Readir«ss for school generally may be acquired at any

- socioeconomic level. Although social.class may influence

the way a child functions and the way his experience-
related intellectual abilitiee develop, SES differences
tend to narrow as age increases and to disappear after
age 7 or §&.

. Acceleration of bright children may be sound practice
but research shows that delayed schooling with acceleration
at .a later age is more effective and is less damaging mentally,
socially and emotionaliylfhan early school en;rance. In
fact, many'etudies show that, except for eertain tybee of
severely deprived or handicapped children, children who
are older at school entrance generally do better at school
in ali aspects of learning and adjustment than younger
children. |

Since childr:n develop at different rates, including
sex-related.differences, a'specific ege at which they are
ready to begin a formal scﬁool program cannot be precisely
fixed. Overwhelming evidence on readiness points to later
rather than earlier school entrance--seldom before 8, and
often 10 years of age or older. Delaying school entrance

until the child is developmentaliy ready would require greater
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iflﬂxibility of school age regulations in most states and

would necessitate policy reform at local state :nd national
levels for it to become a reality. This does not suggest

that an 8- or_ 9-year-old should enroll in the first grade

| ———— e ——— ———— e ——

but rather with his social peers. Experience has proven

that he usually will quickly catch up with, and often pass,

those who haﬁe_entered earlier.

e ———— oL

In recent years much has been done to determine the
overall development appropriate for the academic education
of children. The time to begin formal learning in a situ-
atioe especially structured for that purpose shoufggte a2

.milestone in the child's intellectual and social develop-
ment. Many diagnostic tests have been developed in a
search for optimum readiness levels for school entrance
(Ames, 1963; Ames & August, 1966; Ahr, 1967a; Kaufman &
Kaufman, 1972). While there stili are complex varisbles
which sometimes confuse (McCarthy, i955; Brezner & Stott,
1973), a systematic review of the literatwuire has much to
offer and for many it igﬁ?gesa'deep questions and convir-
tions regarding public policy aad comnventinnal practice.

School eﬁtrance age laws, for example, appea™ to be

~generally arbitrary in nature (Forgione & Moore, 1975).

Yet there has been a wide wvaria*ion in school entrance

policies in the U.S. Data comriled in 1966 showed that in

Q T
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some states children could enter elementary schooi as early
as age 4, or they could be exempted‘as late as age 9 (Stein-
hilber & Sokolowski, 1966).

In some areas of Euroﬁe most children are in school

even earlier--e.g. by 2 or 3 in France (Moore, Kordenbrock

& Moore). Recent U.S. studies show little change in public

policy which demonstrates careful, research-based attention
to school-entry legislation (duPreez & Mbore, 1976). Com-
pulsory entrance ages ranged from about 5 years 8 months to
8 years, depending in many cases on the child's birth date.
In fact there have been few changes in the last decade
except those which have tended to push academic-type instruc-
tionvbelow the first grade. In these movements, the appro-
priate age for beginning such structured leafning has for
many become even more obscured or confused.

For some there is uncertainty as to whether a child
must have developed a readiness for school before he is
subjected to academic—tyﬁe instruction (Brenner & Stott,
1973), or whether formal school training is a prerequisite
for a broader readiness (Rosenthal, 1969). Rosenthal's
fiﬁdings suggested that both of tﬁese circumstances were
operating in a group of kindergarten children. 1In assessing
their reading readiness, she found that the readiness achieve-
ment of the younger children was related to their kinder-
garten training. For older children, however, who had
achieved readiness without kindergarten training, maturation

was deemed important.

v T
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The nature of readiness. Before school readiness can

be determined with any reaépnable assurance, its nature
must be understood. Jensen (1969) refers to readiness

as the achievement of certain subskills along with the
developmental maturity to integrate these subskills into

a desired skiil. If the desired skilis to be attained

are stated in terms of eventual comﬁetence in reading and
mathematics, for example, what subskills are.necessary and
when and how are they achieved?

McCarthy (1955) examined pre-entrance variables
necessary for school success and concluded fhat intelligence
was cnly one of many factors. In addition to'IQ, he
identified such characteristics as social maturity;~
emotional stability, self-reliance, and physical health.

He also found a definite relationship between a secure

home environment and school success. As noted in Chapter 2
parental attachment is a fa:tor which deserves far more
attention in terms of educational readiness than it typiéally
receives. The total balance or imbalance of development.
must be considered in determining readiness for school
(Gelles & Coulson, 1959).

The interacti»n of ali aspects of readiness in success-
ful school achievement was evident in a 15-year study on
children's readiness for school (Brenner & Stott, 1973).

In this study 69 variables were analyzed, including the

age of the children at school entrance and at the time of

'
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testirg. From the intercorrelatioﬁs of these variables,
tactors were identified that influenced school readiness.
Some were of a biological nature and followed a biclogical
timetab}e. Others were the products of experience. But
all aspects of readiness were the result, in some wa&, of
the interaction of hereditary potential and environmental

forces, a balance .between maturation and environmental experi-

T

ences.

Brenner and Stott concluded that genefally the older a
child is, the more he will have grown in structure and
function and the more he will have accumulated in life
experience and understanding cf the world aréund him. And
thevgreater his body of knowledge before he goés to school,
the more successful the child will be at the beginning and .
ih subseguent school years.

Kohlberg (1968) presents a similar view. His ccgnitive-
developmental analysis defines readiness as a function of
age, IQ, and the general background of experieﬁce and stimu-
lation. He notes further that the speedihg up of cognitive-
structural change is extremely difficult although once a
structural change has been achieved, it may form a basis
for future cognitive development. On the other hand, the
early learning of specific information (language, labels,
etc.) is quite easily achi~ved but is not likely to have

long-range effects on cognitive development.

-
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Thus while specific early'stimulation and training
designed to speed learning may appear to have value,.
according to Kohlberg it does not justify teaching things
earlier that will come later with less effort. For example,
children can be taught with relatiye ease to recognize

, letters or the names of animals at an early age, but this

. does not necessarily advance cognitive development. Kohlberg'é
viewpoint suggests that aléhough naming and discriminating
may caﬁse a temporary rise on an IQ test for preschool
childrén, during grade school this type of information can
be acquired with much greater ease, if it has not already
been picked up, and the IQ gain disappears.

The analyses of KOhlberg and of Brenner and Stott
imply that readiness for formal school learn ng must include
general age-linked experience and knowledge'that contributes
to certain cognitive-structural changes for the learning of
concepts. The biological timetable of development makes
ineffective the attempts to speed up this leafning with
specific training. But a wide range of ordinary life experi-
ences is valuable, and in fact appeafs to be basic for
optimum school readiness. o

There has been much conjecture and study of the idea
of "conservation” aé introduced by Jean Piaget (1952) with
its implications for abstract reasoning, cause and effect
relationships, understanding of motivation and consistency

in reasoning and judgment. The age-linked ability to

ras
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interpret experience appears to enable’ a ¢~1ld to acquire
the ability to conserve, e.g.; to recognize that a substance
does not change simply becausévphe shape orbappearance of
an object is changed (Sigel & Hooper, 1968). Koﬁlberg
(1968) concludes that this conservation concept is the
result, not of maturation onl&, but of interadtion#l experi-
ence between the individual aﬁ@ the environment.

This acquisition of conse}vation is not dependent upon
linguistic skill, according to Kohlberg. Deaf children
with no verbal skills of any kind have been able to
achieve it (Furth, 1966). A lack of verbal skill apparently
becomes a deterrent to learning primarily when a child is
expected to use a vocabulary foreign to his particular
experience (Labov, 1970). Of course, as Kohlbefg points
out, verbal skills can be developed with specific training.

If the concept of conservation is also a readiness factor,

.'there probably is little reason to stress vocabulary learning

early if it can be acquired spontaneously with age and
experience.

The interactional sequence delineated by tunose findings
suggests that experience, supplemented by developmental
maturity, produces the cognitive ability to conserve.  This
ability to think in conservation-type terms, plus some
verbal skill in the specific language used as a learning

medium, normally produces a readiness necessary to succeed

‘in formal school tasks.
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To support mental readiness for academic achievement
there must be a corresponding readiness of the physical and
motor capacities (Chissom, 1971). Simon (1959) evaluated
the physical maturity of fifst-grade children and found
from a battery of anthropometric indices that failing students
tended to be less maturé than successful studen;s. I8 this
study, body maturity proved a sensitive indicator of school
readiness. .

As suggested earlier neurophysiological readiﬁess,
including the ability to coordinate perceptual processes,
is a variable frequently overlooked in evaluating school
readiness. If a child appears to have no sensory deficiencies
it is assumed that he can accomplish the usual school tasks.
But the findings of Morency and Wepman (1973) indicate tbat
the child who enters school perceptually unready will have
difficulty in school achievement, and is not likely to catch
up even after his perceptual processing ability is fully.
developed.

Morency and Wepman (1973) suggested that the full develop-
ment of perceptual processing ability 1is usually reached by

the age of 9. Before that_time children learn by whatever '

perceptual pathways are open. In studying children's learning

through perceptual pathways, McGeoch and Irion (1952)
observed that relatively young children learned more effectively
by auditory presentation than by visual. When Budoff and

Quinlan (1964) tested these findings with 7- and 8-year-old

10
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children, they found that even at this age aural learning
was more rgpid and efficient than learning from visual
materials. This is consistent with Rosner's findings

(1973) that hearing appears to be more important than vision
in learning to read. And it.is confirmed in many respects
by the research and researph reviews of Moore, Moqn and
Moore (1972), Moon and Moore (1875) and cothers.

When this perceptual readiness fabtor is disregarded,
children may be subjected to the stress of remedial programs
which are totally unnecessary and perhapslconfusing. Ilg
and Ames (1950) say that many so-called "reading disability"
cases resulted from the attempt to force unready organisms
to perform beyoﬁd the level for which tﬁey warte praonared.
And Frostig, Lefever and Whittlesey (1963) fuund & relation-
ship between visual perception and reading 4disab’:ities that
completely disappeared after age 10.

From the various aspects of readiness iGaut.fied by
these authors, the nature of school readine may be sum-
marized as including (1) a chronolczical age that permits
the accumulation 77 some experience, (2) a ccgnifive
atility which is able to attach mesning to experience,

(2) a body of knowledge acquired through experience (iuacluding
hasic use of lunguage), (4) physical development and anthro-
pometric maturity, (5) perceptual discrimination, and (6) a
readiness to rezad that emerges with the achievement of the

other readiness factors.
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Effect of social class on readiness. &ince school

readiness is partly a function of life expsrience, it might
be suspected fhat many children from low sGcioeconomic
levels are lacking in necessary experience when they fail
to achieve in school programs. Support for this is found
in studies examining the effects Qf preschool experiencé
for disadvantaged children. For exampls, 3ottrill (1967)
found no difference in the school read:n:3s of chiidren
from different socioeconomic levels when thks= disadvantaged
had been provided day-nursery experience. Botisill's report
made it clear that the preschool environment wis the factor
© +hat erased the difference in school readinesss that usually
exists.

Numerous studies show that disadvantaged children who
bave had preschool experience also huve an increased ability
to achieve in the first years of elementary school (Hodges &
Spicker, 1967). Yet a closer lovk at other evidence indi-
cates that disadvantaged children way not have'been so
lacking in exrerience per se, but oanly in experience with
cultural variazbles to which formal school learning is

related (Shriner & Daniloff, 1970;_Beas1ey & Beasley, 1973).

The Beasleys measured the perceptual language performance
©¢i lower-SES black children and middle-SES white children.
The middle-class children were more ready for this task in
the first grade and performed significantly better than

children from the lower socioeconomic level. But by the



\) ‘ 170

third grade this difference in readiness was not apparent.
All third graders did bett=z: than first graders, but there
were no differences betwewsinn so.ial classes. when the results
were averaged‘across grade levels. This study suggests that
there is a larger perceptual handicap for younger children,
regardless of social class.

There are apparently social class influences which
determine the way a child functions as well as the way his
experience-related intellectuai‘abilities develop. Ames
and August (1966) used the Lowenfeld Mosaic test, which is
somewhat free of cultural influences, to éompare black and
white children frém S5 to 10 years of age. With this instru-
ment the responses of black children at 5 and 6 years were
less mature than those of white children at the same ages.
But after the age of 7 the discrepancy decreased so that the
black children compared well with white children of the
same socioeconomic level, and favorably with othar white
children.

The findings of Wei, Lavatelli, and Jones (1971) tend
to support the narrowing of some differences between SES
groups as age increases. They found that culturally—deprived
children made slow progress on classification problems at
the kindergarten level, although they were more successful
with real objects than with abstract reasoning. But the’
range of difference between these children and those of
middle SES became smaller at the second-grade level, nar-

rowing with increased age.




Gross (1967) concluded from a study of middle~class
Jewish children that cultural factors have a greater °
influence on children's school readiness than poverty and
related disadvantages. The implication seems t¢ .« that
the lack of readiness in children from particular 3SES or
ethnié groups may be related to a particular way of
functioning that becomes less of a handicap after the age
of 7 or 8. Differences in performance between social
classes may disappear by fhe third grade (approximately
age 8) as in the Beasleys' (1973) study, or after age 7 as
in the study by Ames and August (1966), and the forced
elimination of differences a few years earlier may be
pointless.

Directive highly-structured preschool programs seem
to be more effective in producing cognitiVe gains in the
most disadvéntagéd low SES children, while nondirective
less structured preschool programs appear to be more effective
with the least disadvantaged low SES chil@ren kBissell, 1970).
It appears that low SES children lack the resources to learn
by themselvés in unstructured programs (see also p. 211).
Longitudinal research is needed to determine what real bene-
fits, if any, accure over time from intervention designed for

early school readiness.

School entrance age. Recognizing the importance of

early education and the lack of it in many homes, concerned
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educators have hoped that flexible school entrance policies
might remedy the situation. Experiments with early admis-
sicr have yielded a wide range of results. 1In some instances
school entrance at earlier ages than usual (i.e., before.

age 6) appears to havé made no difference at all in achieve-
“ment. Occasionally, with careful screening, younger children
have seemed to gain an advantage by starting their academic
career early. But the evidence strongly sugéests that
several months to a year or more of additional age through-
out elementary school leads to real benefits for most children
(King, 1955; Cott, 1963; Dickinson & Larson, 1963; Broﬁn,
1973).

The conclusion of no significant difference in the achieve-
ment of children who éhtered school early and those who entered
at regular ages was reported by Braga (1969, 1971), Spaulding
and Katzenmeyer (1969), and McLeod, Markowsky and Leong (1972).
There is some question, however, as to whether such reports
mean that early:entrants really achieved at thé same academic
level as their older classmates, or whether they performed
equally as well in terms of expectéd achievement for mental
age. If the latter were true early entrants would be at a
disadvantage even though there were no differences in intel-
lectual achievement measures. Although a difference in
intellectual ability may not he apparent, entering school
at a younger than usual age may have possible disadvantages
in other aspects of life (Gaskill & Fox, 1864; Clarke &

Drowatzky, 1972). Careful screening for social stability
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‘and physical maturity as well as intellectual ability is
strongly recommended when con§idering such early admis-

sion (Hobson, 1948; Ahr, 1967b;.Braga, 1971; Clarke & Drowatzky,
1972).

Worcester (1956) estimated that one year's acceleration
of bright children would gain for our country 1,000,000 years
of its best brains in a single generation. ‘Worcester's state-
ment might have some truth if it is assumed that these chil-
dren were to proceed '"lock step'" through the elementary
school, spending a year in each grade. Yet, while such a
procedure has been held by many to be almost sacrosanct in
American education,, it is hardly realistic in the light of
children's varied abilities, experiences aad rates of deve.op-
ment.

This is not to deny the viability of acceleration under
some circumstances. Much depends on when the students are
accelerated and on when they start school. In a study of
300 individuals who started to school at aboﬁf age 8 or
later, all but four started at secdnd or third grade or
later (Moore, 1973). They quickly caught up with their
classes and in most cases performed well above the class
average. Many were accelerated,‘but all of these were
considered mature for their ageé and attributed their suc-
cess to physical :nd perceptual readiness. The four who
started at the firsi grade and were held lock step through

4
all grades were the only students who had strong feelings
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against school. In each case they felt they.were-too
old for their grades.

Chopnin (1969) exaﬁined data from Huséﬂ's (1967) inter-
national study of 12 different countries, each with a
distinctive educational system. On the basis of data in
this report, Choppin proposed that school promotion should
depend on the progress of the child and his readinéss to
‘join a new class. Schools, he suggested, should be prepared
to accept new students on any Monday morning throughgut the
school year. And the time a child spent in any class or
grade should depend on his individual needs and abilities.
Thus a bright child could enter school at the regular age,
or even later, and still '"save' the years pointed out by
Worcester. This has been urged for years by psychologists
and psychiatrists on the basis of clear élinical experi-
ences (Fisher and Hawley, 1951).

This same idea was suggested by Klausmeier (1963). He
found that both learning efficiency and motivafion were
likely to increase when older, bright children were permit-
ted to accelerate their progress rather than remaining
with younger, less mature children.

In the absence of this freedem for children's develop-
mental progress through school, careful scresning for an
early beginning has apparently produced positive effects
for some children. The results of a 10-year study in

Brookline, Massachusetts, indicated that carefully selected

[
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underage children were academically superior and had
fewer social and emotional maladjustments than their
older classmates (Hobson, 1948).
A more recent study in Skokie, Illinois, élso yielded
positive results for carefully screened early school entrants.

[}

Half of these early entrants were considered superior in
intellectual performance and most of the others were average
or above in relation to their older peers (Ahr, 1967b).
Ahr concluded, however, that the major advantage in the

screening policy for early admission was that it made

poééible the detection of problems in thoée children who

were not ready for school. Through referral services

problems could be prevenied or treated before school entrance.
There are also disadvantages in early screening programs

when the programs themselves ;re designed for early school

entrance. Mawhinney (1864) 1eports the discontinuance,

after 14 summers, of such testing and enrollment in one of

Michigan's wealthiest public school districts; because of

its doubtful value. An evaluation of the early entrants at

the end of this period showed that nearly omne third of the

4~ to 5-year-o0ld entrants were considered to be poorly

adjusted, ﬁhile three fourths were judged to be entirelw

lacking in leadership. Jne Yourth were academically superior

and ancther fourth were below average. Although the profes-

sional evaluation was as reliable as possible, there could

be no evaluation of the child's effectiveness in his 1life

situation other than that reported by his parents. 1In addition,

fo
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the tésting interview itself and the unreasoning negative
reactions of parents whose children were not admitted
may well affcecet the child's self-image and also affect the
relationships between home and school. The costs, which
were borne by the community, were highly disproportionate
to the benefits achieved.

ipaert from the issue of screenin: is that of the effect
of early entrance on a child's general school progress.
From Simmons' &1958) comparison of fourth graders' actual
school performance and their probable performance had scnool
entry been delayed, Green and Simmons (1962) hypothesized that
delayed entrance would most likely result in greater achieve;
ment in any grade but in lower achievement at a-given age.
Again this would be trve only if the rigid lock-step pattern
of school progress were imposed. It need not occur if, as
suggested by Anderson (1968), the school were designed to
fit the individual child rather than trying to make the child
fit the school. .
éeading and emotional préblems and some 1earning.dis—
abilities have aiso been attributed to early school entrance.

Andreas (1972), who examined the records of 200 children

with reference to school entrance age range, concluded that
: AY

many of these problems were either created or made worse
by plunging children into learning tasks inappropriate for
their age.

Entering school early usually results in less than

optimum achievement (King, 1955), while children who enter

179



177

2,

later are more likely to achieve at a higher level.

Shields aﬁd Steiner (1973) found a greater variation in
language skills between preschool ~hildren with a six-

month difference in age than between socioeconomic levels

in preschool groups. Similarly, Ilika (1969) found that
even 7 or 8 additional months of age at the time of entrance
to the first grade enabled children generally to achieve

at a faster rate.

The few months' difference in age that makes the dif-
ference in learning is often determined by the time of year
in which a child was born. Pidgeon (1965) confirmed what
has commonly been observed by classroom teachers: that a
child who was born at the "wrong end" of the year--whose
birthday comes only a very éhoft time before he’enters
school--is at a disadvantage compared to those who are
slightly older. Unfortunately, as observed earlier, the

lower aghievement of these children tends to persist over

the'yeafs.' Bookbinder (1967) noted increased difficulty

among slightly younger children in coping with crdinary

. classes at the age of 9 or 10. At this particular time, when

the concept of conservation and logical thiunking is becoming
firmly established, those who have not yet acquired it often
tend to lag behind their classmates. -

During any given year there is often a chronological
difference 01 .9 to 11 months or more between the youngest
and oldest children in a kindercarten class or school grade.

Gott (1963) tested children from the younger and older age

o0
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extremes at the end of grades 2 , through 6. . On Stanford
Achievement tests the older groups achieved more than the
younger éroups in all sub’ects at all grade levels, except
for one zero difference.

This effect of entering school early goes even beyond
grade 6, according to Forester (1955). A study of 500 pupils

whose progress was followed from kindergarten through high

school revealed that children who were'yery bright but very
youﬁg when they entered school had varying aiffidulties from
junior high on. They were reported as being physically
immature and emotionally unstable. They did not do asvwell
socially, behaviorally, academically or in leadership as
those who were older at school entrance. Forester concluded
that early entry could even have an adverse effect later in
adult life.

The children who enter school younger are not intel-
lectually deficient even though they achie&e at lower levels
and at slower rates. Using standardized testé, Shearer (1967)
found that summer-born children were not at a disadvantage
when age allowances were made. They were not lower in IQ, but
for one thing teacher assessments of them were typically
lower. Yet teachers expected them to accomplish'the same as
the slightly older children, even though they ﬁere not ready.

From a strati%ied random'sampling of foufth graders

Dickinson and Larson (1963) found more high IQ's among

younger children, but these younger ones were less able to

%
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"achieve than older fourth graders with lower IQ's. Brown's
(1973) findings conveyed essentially the same message:

When three groups of children (normal, bright and retarded)
were matched for mental age, the older retarded children
performec as well as normal children of equal mental age.

The ycunger bright children did less well than their normal
mental peers. These bright youngsters performed more like
other children of.their own chronological age. Brown observed
that even though they weri/mentally advanced,‘they were held
back by sheer lack of experience. And experience, as suggested

earlier, is a prime factor in perception and conceptualization.

School entrance rationale. The age at which children

are ready to begin a formal school program can evidently not
be precisely fixed. Hobson (1948) and Ahr (1967b) found
that with screening some children purportedly achieve early
without trauma. There is substantial agreement among school
entrance age researchers, however, that childrén who enter
school later are signiticantly higher in academic achievement
than those who epter early (Halliwell & Stein, 1964).

| . Current school entrance laws and regnlations seldom seem
to be based on the developmental needs of children. Anderson

- —————

(1968) summed up the rationale of educators for starting

-
-

"school at age 6. By then educators were saying that children
have. acquired sufficient muscular control and language ability

—

to begin reading.' But Anderson questioned this assumption.
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In reporting an ‘ducational Testing Service study he noted
that a committee of child development experts who assessed
the areas of development necessary for school readiness
considered sensorimotor, cognitive-intellectual and social-
personal development Qf'equal importance. Moral judgmént
and morai conduct were also included as readiness factors.
But only 60 percent of a national sample ocf 7,000 children
were found to be ready for school in all or most of these
'aspects, accbrding to the judgment of their first-grade
teachers. Anderson's conclusion suggests that it would be
well to reasseéé school-entry ages and the purposes of
early education.

Jeﬁsen (1969) o?served a need for experimental programs
‘that would actually delay formal instruction until readiness
was achieved. Jensen surmised that school learning probliems
might thus be avoided, since forcing. instruction on an unready
child can result in the learning of skills with little
transfer value or in the '"turning off" of 1eafning altogether.
Fisher (1951) on the basis of such clinical experiences,
strongly agrees.

There is little rationale for progressively lowering
the school entrance age if later school achievement -and
_performance in life are accepted as criteria of school
success (Rohwer, 1971, 1975). From an analysis of reseérch
in’this area, Rohwer questioned whether intellectual

competence in early childhood, or even in elementary school,
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was necessary for competence in later years. He hypothe-
sized that the longer formal insﬁruc;ion was dela;2d, up to
certain limits, the higher would be the ultimate achieve-
ment. There are indications that formal schooling pric. to
adolescence shouid be radically changed with emphasis on .ir-
performance of skills rather than the ~t:ntion of content.
Such schooling would be expected to hely clildren adapt %o
out-of-school tasks, to perform in 1life.

In evaluating federal programs involving compensatory
education, Robinson (1973) reached a similar conclusion.
Since the social environment stronély effects coagnitive
development, delaying academic learning until ages 10 to 14
would give the child the advantage of utilizing more fully
developed cognitive skills. Research is needed to deEermine
more definitely whether, as it appears, such prHograms ;ould
successfully reduce the frustration auZ anxiety of so much
early learning and the ~vrzthy and low academic accomplish-
ment of later school yerra. We nan at this poinf find no
systematic body of evidehce to the contrary.

In one study, as noted earlier, neariy 300 individua_.s
who eﬁtered school frdﬁ two to five years later than the
customary age of 6 or 7 havé reported no difficulty in
completing elementary school at the usual age or even y>unger.

It does not appear to be outstanding intelligence that
enabled these people to achieve. And some could most cer-

tainly have been considered disadvantaged because of livinaw
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in isolated areas oOr in other than their homelands. The
common factor in all cases was later school entrance (Moore,
1973). Moore and Moore (1972) recommend ages 8 to 10 for
beginning formal school instruction. They suggest normally
starting the child. with his chronological peers, pointing
out that the late starters, usually without fbrmél training
before their first school enrollment, quickly catch up and
often pass their more school-experienced peers azcademically.
And they generaliy excel in behavior, sociality and leader-
ship. ‘

To remedy a lack of achievement in the «chools, con-
cerned educators and citizens have proposed lowtring school
entrance ages, suééesting that it would give chil-ven an
advantage (Riles, 1972). Others have suggested revamping
the curriculum to fit the laws of human development (Anderson,
1968; Rohwer, 1971). And Jensen (1969), Elkird (15370),
Rohwer (1971, 1975), Moore and Moore (1972) and Robinson

) (1973) havé examined the merits of delayed formai school
instruction until the many aspects of readiness make it
possible to learn with a rapidity and ease almosi unknown iu
mass education today. Such delay would require greater
flexibility in school entrance regulations than is now
available in many states. Such flexibility should almost
certainly be one of the most urgent subjects for policy

refcerm at local, state and national levels.




CHAPTER VIII

AGE AND ACADEMIC STIMULATION

Synopsis: The young child's cognitive growth rates
vary; with continuous changes in the nature and organiza-
‘tion of .mental abilities. Iiearning proceeds rapidly during
at least two periods--the preschool years of 4 to 6 and the
later childhood years of 9 to 11. Howevér, there are matura-
_ tional differences which detérmine what can be learned easily
and well at these two stages. ' Primarily, the potggZial to
learn is being acquired during the early years of life more
than learning itself. The need for academic instruction at
this stage is open to question sihcg'there is no conclusive
evidénce suggesting lasting effects of preschool instruction.
Time provides an Oppértunity for the maturation of physical
and mental abilities and also permits the accumulation of
life experiencés on which a child can build and give meaning
to later academic tasks.

In the preschool years children tend fo perceive things
globally rather than analytically and are often confused
in sorting out reality from fantasy. Then éomewhere around
age 7 a dramatic aéceleration of cognitive'grdwth begins and
seems to continue for several years. This is consistent
with Piaget's period of conérete operations in which a .
child normally develops consistency in abstract or cause-

and-effect reasoning. At about the fourth grade or later,
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children achieve almost complete contrcl of their own
learning behavior, rermitting consideruble ipcrease in
the efficiency of cognitive production. This correlates
witﬁ evidence which suggests that although some aspects
of children's ébility to make intersensory judgments are
well-developed by school entrance age, full utilization is
not reached until about the eleventh year.

Formal training in cognitive tasks during early child-
hood has been shown ‘to improve intellectual functioning ‘
but such induced learning is i1ikely to be limited in scope,
to lack permanence and to be of little benefit .to the child
in later learning and achigvement. In fact, earlier-than-
usual learning maf at times be detrimental to later learning;
Specific training to solve probiems'does not generally become
effective untiliﬁbout the fourth grade (or about age 9 or 10).
It appears that a child's develapmental level places a 1limit
on whaE he feally learns whéther or not he receives instruc-
tio;,orrfféining.

During the 7- to ll-year-old period tle child is able
and eager--if he has not bLeen diécouraged——to make rapid
intellectual.advancement. He displays almost complete
mastery of common language sStructures and is capable of
abstract thinking. It is this acquisition of abstract
thinking ability that enables him to recognize and to organize
a;dtreason ouf concepts with facility. This ability begins

to be used consistently at about age 7 or later.
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Successful school achievement élso appears to be 185

related (1) to attitudes of the child which he develops
through interaction with his family, (2) to the age when

he enters schoecl, and (3) to his general readiness for

scpool. These factors are all highly éorrelated with
chronological and mental age. DParents may damage rather

thap promote the personal development of their children by
attaching excessive vaiue to‘academic achievement and applying

pressure on them to "grow up" and to achieve earlier.

fhe conclusion that academic achievement potential
increases with age has been commonly accepted by many
researchers concerned with children's learning abilities
at various ages (Bayley, 1956,.1970; Fowler, 1962). A
look at the composite research picturé reveals variable
rates in cognitive growth with continuous changes in the
nature and organization of mental abilities (Bayley, 1970).

There is apparently }apid acceleration in the develop-~
ment of intelligence in the early years (Bayley, 195%) with
some stabilization of mental factors after ages 3 or 4 '
(Osbarne & Lindsey, 1965; Bayley, 1970). Yet changes-in
cognitive structure and function continue.to occur. Bayley
(1956) found evidencé that intelligence is still increasing
at age 25§ She also la“er (1970) observed that Bloom's
(i964) widelyTaccepted definition of intelligence as a
unitary mental property was inadequate because it had
overlooked thése continuous cognitive changes.

Lo
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Bloom's conclusion that ﬁalf the variance in adult
intelligence can Be accounted for 5§ tpe age of 4 has led
to much confusion in early childhood eduqation; Unfortunately,
it has often been interpreted to mean that 50% of a person's
actual mature intelligence is developed by age 4, a conclu-
sion which Jensen 71969) termed "unwarranted and fallacious.'
Whatever disagreement there may be over some of Jensen's
assertions, his observation that compensatory early educa-

. tion does not produce lasting effects on children's IQ and
achievement has strong support in research. Piaget's concep-
tion of intelligence for the preschool years, for example,
agrees with Jensen's evaluation in this respect. Elkind
(1969) who has often replicated Piagetian experiments, finds
with Piaget thét there is no support for formal preschool
instruction nor for contrived stimulation of intrinsic
motivation.

Elkind (1970) makes some further obsefvations on Bloom's
conclusions:' According to Bloom's analysis, 80% of total
growth in mental ability takes place by the age of 8, and
as formal schooling progresses, the rate of mental growth
declines. The years before school are particularly impor-
tant because mental growth is cumulative ard depends on

what has gone before. But primarily the potential to lear-

is being acquired during these years, more than the learnin;
4
itself. The need for academic instruction at this age is }

questioned since there is as yet no evidence for the lasting

169
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effects of preschool . *struction. Elkind (1969) suggests
that a delay of three or four years in formal schooling
would enable a child to profif more from instruction be-
“cause of more fully-developed mental abilities.
lPalmer's (19v6a) review agrees with Elkind (1270) that
during the years between 4 and 6 (when the children's
physical growth stabilizes for awhile) there is a period of
rapid mental development which makes this period particu-
larly.important for learning readiness. And Bayley (1956)
identifies yet another period of rapid intellectual develop—
ment--ages 9 to 11. This later childhood spurt in mental
growth has also been recpgnized in Piaget's theory of cog-
nitive growth (Piaget, 1952) and in studies of perceptural
and conceptual development (Elkind, 1961a, b, ¢; Milgram &
Furth, 1967; Whiteman, 1967; Bigelow, 1971). If plasticity
of intelligence is associated with a spurt in mental growth,
there are at least two periods then when learning proceeds
rapidly—-the preschool ages of 4 to 6 and the'later child-
hood years of 9 to 11. There are maturational differences,
however, that determine what can be learned easily and well

at these two stages (Piaget, 1952; Elkind, 1961a, b, c).

‘The tempo of cognitive growth. Achievement is a

- L

combination of effort, ability and experience. The quality
of effort may be modified by interest or relevance, and

the quality of ability by experience and practice. Experi-

ERIC o | i90
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ence can also generate interest, which gives it a role .of .
especial significancé in progress toward achievement.
Harlen (1968) reviewed research spanning 40 years of
investigatioh of.the development of scientific concepts
in young children and concluded that the impact of experi-
ence can profoundly affect the development of thought procéss,
although it does not radicall& change the rate or order of
their appearance. |

Time, in relation to cognitive growth, provides an
opportunity for the maturation of physical and mental
abilitieg, but it also permits the accumulation of life
experiences on which a child can build and give meaning to
later academic tasks. Piagét (1964), whos? theory of 'learning
stages is closely linked to time spans, makes it clear that
maturation alone is not sufficient if the full potential of
a stage is to be realized. But this growth does play a
vital part in the achievement of cognitive abilities.
According to Piaget (1961), evary new problem ‘or experience
provokes a disequilibrium which requires a new synthesis of
previous knowledge and abilities. In the regaining of
equilibrium, expe:}epce can add to both knowledge and

ability but only to the extent that maturation permits

assimilation of the experience.

Children in the preschool years tend to perceive things
globally rather than analytically (Elkind, 196l1a; L'Abate,

1962). There is a general inability to decenter, to compre-
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hend the motives and feelings of others (Feigenbaum,

Geiger & Crevoshay, 1970), and there is confusion in

sorting out reality and fantasy (Taylor & Howell, 1973).
While such findings are relativeiy common in child develop-
ment research, these studies are reported here because they
each found a definite, age-related progression of conceptual

development toward a higher level as children moved out of

-

the preschool years.

Bayley (1956) notes that between the ages of 5 and 7
there is a time of relatively stable and quiét mental
activity. Then somewhere around the seventh birthday a
dramatic acceleration of cognitive growth begins (Miller,
1968). This seems to continue for several years. This
is consistent with Piaget's (1952) period of concrete opera-
tions in which a child develops consistency ;p abstract
or cause-and-effect reasoning, and is able to understand and
much more accurately appraise motives. |

Bigelow (1571) found that children's perdeptions pro-
ceed from global- to less global (or more analytical) stylcs
between the ages of 5 and 10. 1In percei&ing figures inde-

_ pendent of their iield or background, ?lementary school
dhildren achieved a small average incre;sé‘in péfceptual
performance from ages § to 7, but they showed a highly
significant spurt ahead from ages 7 to 9 with the sharpest

increase at age 8.

k.
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L'Abate (1962) testel Piaget's prediction of a rela-
tively abrupt change from a global to an analytical
approach to reality at age 7. Using a multiple-choice
picture story to determine perceptual style, L'Abate tested
children from kindergarten to grade 5. The results were
interpreted as supporting Piaget's view of cognitive change
at age 7. At that age the subjects began showing evidence
of a quality of thinking or cbnsisfency of reasoning that
was not apparent in younger subjects. -

Whiteman (1967) also reported finding a cognitive change
at approximately this same age. Children from two age levels,
5 to 6 years of age and 8 to 9 years of age, were interviewéd
to determine their conceptions of psychological causality in
story situations. There was a highly significant difference
hetween the older and the younger children in their compre-
hension of underlying motivation. The younger children relied
on the overt feelings.expressed in the stories while older
children could perceive relationships and cauées for behayior
that were less onious. The 5- and 6-year-olds were typically
"intuitive" and the 8- and 9—year—61ds were '"concrete-opera-
tional" according to Piaget's definitions.

Consistent with these observations is Kendler's (1972)
evidence that the ability to control behavior related to
grades. Kendler studied pupils at four developmental levels

(kindergarten, second grade, fourth grade and college) to

P"‘
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determine their ability to control learning behavior

and to produce symbolic, i.e. abstract, responses to environ-
mental events. The kindergarten and second grade groups
showed a rapidly rising ability to control behavior but.
relatively little, if any, change in symbolic response pro-
duction.

A change in the correlation between achievement and
motor abilities has also been noticgd at this particular
stage of development. Chissom (1971) found that motor
skills and coordination were significantly related to
academic aptitude and achievement for first-grade boys but
not for third;grade boys. This suggests that motor ability
is more indicative of general maturation for younger ch@l—
dren. Later, when motor development is 1ess"&6&§ﬁ;;t‘and
cognitive growth is in the ascendancy, motor skills became
less of a criterion of developmental level. After the fourth
grade, when the pupils achieve almost complete control of
their own learning behaviof, there is qonsidefable increase
in the efficiency of prodﬁction of symbolic responses . -
(Kendler, 1972).

- %hile children are capable of mental tasks before the
"dramatic acceleration of cognitive growth," noted by
Miller (1968) beginning around age 7, until this transfor-
mation in cognitive functioning occurs they appear to learn
with much more difficulty and at a slower rate. Milgram

and Furth (1967) compared 6-year-olds and 9-year-olds who

L)
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were expected to work.witﬁ concepts in the presence of
competing or distracting cues. Reciting fdrmulaslfor
their work as they proceeded helped somewhat, although the
6-year-olds did not profit as much from this as was
expected. Nor were explanations and corrective feedback
effeétive with 6-year-olds. Nipe-year-olds, however, géve
clear, consistent performances, regardless of the correction
devices to which they were exposed. It had been predicted
that 6-year-olds would profit more from these devices than
the older children, but they could not effectivgly use such
help no matter how much they needed it. o
As already observed, the interaction of experience and
maturation can modify to some extent the tempo of cogri-
tive growth. But these modificgtions may merely map out
different routes to the same objectives. .They do not neces-
sarily imply advantages for some and“aiéadﬁéntages for
others. For example, in an attempt to measure intersensory
communication (in this case,.informatioﬁ perceived through
seeing and manipulating objects), ;Conners, Schuette and
Goldman (1967) compared children from low SES and upper-
middle SES backgrounds at ages 5, 6, 9 and 12. At age 5
.there were highly significant social class differences.
The low SES children appeared definitely inferior in their
perception. By the age of 6, childreu from both social
class .levels could communicate quite well a perceived shape,
but not size and angle,.after feeling an object which was

out of sight.
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In the perception of size and angle there was a
gradual rise for low SES éhildfen up to the age of 9, and
then a leveling off to the age of 12. There was an even
more gradual rise for middle SES_children up to the age of
12. At that time children from both social classes were
again approximately equal in their perception, but‘the low
SES children had achieved this ability several years sooner.
The orientation of low SES children toward real, sensory-
perceived objects rather than abstract reasoning (Wei,
Lavatelli & Jones, 1971) may have made possible their more
rapid rise in intersensory communication.

Birch and Lefford (1963) found that some aspects of
children's ability to make infgrsensory judgments were well
deveioped by school entrance age, but full utilization was
not reached until the eleventh year. They noted that at
each of three age levels between 5 and 11 years girls made
sﬂg;;¥icantly~fewer‘errors than boys. The éxtent to which
such differenées and modifications in the progress of cog-

itive growth are due to pPsycho-social factors has not been
Q termined, but cognitive growth does seem eventually to
overg{?e cultural factors.

Induced learning. As children's learning abilities

mature, the appropriate experiences for using these abilities
are not always available. Thus the learning that occurs

~
may be only minimal or fsr below what might be achieved.
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This has been a major concern of those responsible for
children's wélfare.

There is evidence that training, within geﬁetic or
biological limits, can improve intellectual functioning
(Bayley, 1966). But in summarizing the ultimate effects
of programs designed to induce cognitive growth in early
childhood, Bereiter (1967) maintains that there really is
no answer‘to the question "How ruch can the intellectual
development of young children be accelerated?" Bereiter
says tkat children can be taught specific things, yetlthis
tells uvs precisely nothing of their potential abilities.

Certain efforts to teach specific concepts and skills
to children at a younger age than they would normally be
expected to achieve such abilities have at times been
successful. Children are not usually expected to perfprmw7
the operations required in the logical solution of complex
problems until later childnood or preadolescence, y=2t
Engelmann (1967) gave prescioolers specific iﬂstruction and
practice in the component skills and légical steps ‘necessary
to solve a problem. Although fhe disadvantaged ¢hildren
in thé group never did grasp the problem, the advantaged
children seemed to learn quickly. Engelmann concluded that
the ability to handle such problems was a function of train-
ing rather than development.

Similarly with structured instruction Young (1969)

was able to induce the learning of conservation concepts.

-1
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in 3- and 4-year-old children. Anderson (1965) also
managed with bright first graders and with indivi;ual
training sessions to indv:e rather complex problem-solving
behavior. Towler (1968) gave 1l5-minute training sessions
for conservation problems to 6- and 7—yeaf-old children and
found that they not only learned but also retained and-
transferred their knowledge. Brison (1966) experimented
with 5- and 6-year-old kindergarteners to induce and accelerate
the acquiring of the concept of conservation. With train-
ing, half of the subjects were able to understand conserva-
tion to some extent, and the induced concept. appeared no
different from that acquired "naturally;“ The children,
however, found it difficult to cope adéquately with the
demands made of them; their cognitive ;structureé”were de-
scribed as being in a state of disequilibrium.

‘These studies indicate that children can be trained
to some extent to learn some concepts at an ezrlier age
than is usually expected. Other studies, howeﬁer, raise
the question of the authenticity of such early training-
induced learnihé;» Even though learning does take place, it
is very likely to be limited in scope (Deal, 1966; Stern,
1967), to lack permanence (Keister, 1941; Clarke, 1968;
Bryant & Trabasso, 1971), and to be of little benefit fo
the child in total learning achievement (Beilin & Franklin,v“
1962; Keislar.& Stern, 1970; Nelson & Earl, 1973; Willoughby,

1973). Shapiro and O'Brien (1970) caution that the apparent

=
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early attainment of such learning abilities cannot be
taken for gnggted, and Bereiter (1967) questions whether

" the timé and effort required to teach them can be justi-
fied. And much more research is needed to determine the
results of early stimulation on later school 1life and
adulthood.

The lack of permanence in earlier-than-usual learning
may at times be a detriment to later-learning. Keister
(1941) found that three groups of children who learned to
read before they reéched a mental ﬁge of 6 made normal
progress during their first year. But their reading skill
tended to disappear during the summer months between grades
one and two. This loss was not made up in succeeding years.
The children were permanently retarded in réading after the
beginning of the second grade.

Clarke (1968) attributes a lack of permanence‘in
early learning to a lack of cohtinuous reinforcement or
enduring experience. He suggests that it is nbt so much
age or the intensity of training as it is the subsequenf,
consistent and persistent exposure to reinforcing experi-
ences that gives any permanence to early learning. At
later ages learhing seems to be retainedeithout this
constant repetition.

With situatiens structured to produce specific learnings,

- even though limited, and the_reinforcement necessary to

maintain learning, educators have hoped it would be possible
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- to increase children's learning achievements. But
without adequate experience and cognitive consistency
children have often been unable to use the information
they have been trained to produce.

Willoughby (1973) found that special training for
two different methods of solving probléms involving choices
was not really effective until the fourth grade. Kinder-
garteners with training performed no better than a
control group without training. Second graders benefited
by training for one of the methods but not the other. In
this study it appeared that the manner of presenting'stimuli
determined the level of performance, but the ability to use
information gained through training was a function of
increasing aée.

This same functional relationship appeared in the
findings of Keislar and Stern (1970). In'this study mental
age was a significant variable in second and third grade
children's effective use of problem-solving sfrategies.
Children in the highest mental-age group were superior when
taught a complex strategy. But those with a lower. mental
age performed better when taught a simple strategy. They
lacked the ability to use the more complex strategy effec-
tively, e?en when c#refully taught to do so.

quéon and Earl (1973) likewise found that preschool
children could be induced to acquire abilities, uwut they

lacked the skill to relate these abilities spontaneously

| ; Z) 2
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to routine learning tasks. In training trials for using
category questions to get information, the children seemed

to accomplish a task with greater speed, but later testing
showed they were no more efficient than children in a

control group with no training. They pointed out that the
skills which a child learns must be matched té his available
conceptual abilities if there is to be a suﬁgéantial develop-
ment change in cognitive performance.

Regardless of training or-experience, a child's develop-
mental level places a limit on what he really learns, whether
or not he receives instruction and training (Beilin &
Frankiin, 1962). They found that in the achievement of
the ability to measure length and area, 'third graders.
received greater benefit from training and instruction than
first graders. With third gra&;rs the influence of training
an& instruction was minimal only in areas where few gains
were possible bécause concepts were zlready in operation.

But no first grader, ‘even with training.and inétructiou,
was able to measure area. The ability to profit from
instructioﬁ and training in developing the concept of
measurement correlated with the developmental level of
the child, and supported thevproposal of Piaget, Inhelder
and Szeminska (1960) that development limits that which
may be acquired by virtue of experience or training.

The three-year study of Almy et al. (1969) to test

tae progress of early training in logical thinking,

TN
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achieved divergent results. Systematic instruction in

the basic concepts of math and science were begun in kinder-
garteﬁ for one group of children, in first grade for another
grod;, and in second grade for a third group. Sc¢me nave
conjectured that the groups may not have been coziparable in
all respects, for children ﬁhose prescribed lessons began

in the second grade performed about as well as those who had
been having lessons since kindergarten, and those whose les-
sons began in the first grade gave the poorest performance.
Yet the second graders who were being instructed in these
concepts for the first time may have been approaching an age
when tney could receive greater benefit from instruction, and
thps learned the concepts more rapidly.- Those whose instruc-
tions began in kindergarten might have done equally well
because of reinforcement over a three-year period.

This difficulty that children have in using what they
learn in the preschool and early elementary school years is
indicative of their mode of thinking. According ‘o Ausubel
(1962) elementary school children think intuitively about
abstract ideas. This is characteristic of them until early
adole;qgnce. Ausubel further asserts that the argument that
younéer learners achieve intellectual skills more easily than
older ones has not been validated. Program structure and
continuity, and diligent effort can induce early learning
skills. These skills, however, are generally not used pré-

ductively until several years later.

VUNEEY ]
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Expanding cognitive abilities. As the tempo of cog-

nitive growth moves into the 7- -nd l1l1-year-old period
described by Piaget (1952) == ccacrefe-operational, the

child finds himself able (2:« eager, if he has not been
discouraged) to perform new mental operations with the
concepts and symbols which he has been accumulating during
the early childhood years. While specific'training or
instruction may have induced some intellectual skills
relatively early, <the ability to reason or think consistently,
to perceive relationships and to make logical choices appears
to be a function of this later deVelopment (Phillips, 1969).

Even verbal ability in a native language, which arises

spontaneously in normal child-adult communication and may be
ﬁ—winduced in a structured environment, cannot be forced beyond

certain cognitive limits of comprehension. Basic language

structures areuby no means mastered by the age of 5 or 6

as has been commonly supposed (Chomsky, 1972; Palermo &

Molfese, 1972). Chomsky (1972) found a surprisingly late

acquisition of understanding of sentence structures. The

active mastery of common structures was taking place up

to the age of 9, and perhaps even beyond.

Overall cognitive development is interrelated with the
ability to recognize and organize.the components of language
(scunds, word meanings, etc:) for communication, and there
is a gradual comnsolidation of language structures from

kindergarten up to the seventh grade. Abrupt shifts in

S,
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verbal pegfprmance have been noted between kindergarten
and first grade and again between gradeé 5Mand 7 kPalermo &
Molfese, 1972), but the phenological systeﬁ has apparently
not been completely mastered until this later stage.

These findings tend to concur with Héll (1969).Wh6
found that children's ability to recognize and discrimihate
betweeﬁ word meanings increases with age with z near-perfect
performance in the fourth grade. And Brook (1970) found
that children's ability to recognize the origins and
arbitrary value of names continues to increase as late as
aze 10.

In comparing the difference betwgeﬂ rélatively "primi-
tive" serial or rote léarning and paired associafe learning,
Jensen and Rohwer (19é5;ﬂobserved a very steep gfadient for
paired associate learning between the ages Qf 7 and 13.

With kindergartners there was very little effective learning
by association, but as verbal experience enriched the associ-
ative network and more verbal mediators became.available,

such learning increased rapidly. Jensen znd Rohwer also
.noted a correlation between paired associate learning and
mental age. The rise in serial learning, on the other hand,
was gradual with younger children and almost nonexistent

after the fourth grade (age 9). Serial learning was
correlated with IQ, but did not reqﬁire the cognitive develop-
ment necessary for learning by association.

A similar sequence in learning was found by Williams

(1971) in testing children's attainment of the concept of
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number. In kindergarten children could recognize symbols

for a number, but number operations such as addition and

subtraction were evidently beyond their ability. The
recognition of words and numbers_is a common preschool
accomplishment, but the ability to.use these symbols in
relation to each other depends on cognitive structures that
continue to develop throughout the childhood years.

When O'Brien and Shapiro (1968) fested the development
of logical thinking, they-noted the expansion of cognitive
abilities and concluded that hypothetical-deductive thinking
cannot be assumed until afier age 8. Betﬁeen the ages of
6 and 8 children were quite successful in recognizing 1ogica1
conclusioﬁs. They could identify such conclusions but
apparently could not understand why they wére necessary.

The difficulty with abstract thinking prior to this age is
also seen in relation to causality (King, 1971), the concept
of time (McAulay, 1961), the use of problem-solviqg strategies
(Odom, 1967) and the making of choices or aeci%ions (Birch &
Bortner, 1966; Lewis, 1966).

Sucp a common achie?ement as differentiating right and
left affects the formation of abstract .relational concepts,
according to Elkind (1961d) who tested children aged 5 to 11
for right-left discrimination. In Elkind's study children
made no distinction in fheir concept of right and left before
age 7 or 8, and full differentiation was not reached until

age 10 or 11. Elkind concluded that the attainment of this
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abstract concept of discrimination was a developmentgl
measure of cdggitive ability. Furth's (1963) analysis
of data from a nonverbal, rart-whole discrimination task
shows a similar increase in ability to discrimiﬁate with
“a marked decreése in errors at age 10.

This is also interesting in view of Metcalf's (1975)
findings that the young child's brain does not lateralize
before age 8 or 9. .In other words, cerénral dominance--
laterality--appears age wise»to‘coincide with Elkind's anrd
Furth's findings on discrimination. B

It is the acquisition'of abstract thinking zbility, of
course, that enables a child to recognize and use. conservation
concepts. In most cultures, for the schooled as well as
the unschooiéd, this begins to occur consisteﬁtly at about .
age 7 (Goodnow, 1968). There is, however, some ev;dence
that it appears later in cultures where explicit definitions
for everyday occurrences are lacking, as with the Wolof
~bush people's tendency to explain changes by ""action-magic"
(Greenfield, 1966). In this African culture school children
were 11 or 12 years old before they acquired co@s@rvation,
and only about half of the unschooled could grasn the
concept.‘ The ability to make appropriate explanations contri-
butes to the development of this concept (Peisach & Wein,
1970), and the Wolof's magic-orientation placed limitations
upon them. |

fuch delayed acquisition of conservation emghasizes the

impact of experience on comnservation-type reasoning, but
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Keasey and Charles (1967) make it clear that experience

is not a sufficient factor. A certain level of mental
functioning must also be reached before a child can per-
form these logical operations. For both normal and retarded
children, Keasey and Charles found that experience was no
advantage without a requisite meatal age.

Sfraués and Langer (1970) sought to induce operational
thought and assessed the conservation concepts of Se and
q-year—oid children both with and without training. They
found a greater trend toward conservation among'the older -
children whether or not they received the training. Whether
experience has been acquired in routine activities or in
special training, the level of mental development at the time
of the experience determines the-.ease with which conservation

can be acquired.

Achieving success in school. Success in school is

commonly associated with the ability to assimiiate and use

an organized body of knowledge, much of it abstract or
academic in nature. Miller (1970) identified eight factors
in primary school children that were correlated with school
success. Six contributed to achievement and two detracted
from it. All factors were related in some way to the child's
adjustment in family interaction. Children whc achieved most

successfully tended to like school, had a desire for an

education, and sensed a use for school learning in the demands

| N
e
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of some future job. They also had acquired confidence in
themselves, felt free to think and to act, and perceived
their parents as supportive though not indulgent. Feelings
of parental dominance or of deprivation led to a lack of
achievement.

While many attitudes toward school undoubtedly originate
within the family, an international study of mathematics
achievement (Huséh, 1967) suggests that these attitudes‘aré
also related to the age at which a child enters school.

For children from 12 nations (Finland, Germany, Japan, Swéden,
Belgium, Frarce, Israel, Netkerlands, Australia, England,
Scotland, and the United States) information was obtained
reéarding performance in mathematics at age 13, attitude
toward school, and age of schoél entry.

Austin (1972) commented on the implicationé of this
study and noted that school experience at age 5 had little
effect on later mathematical ability but might be somewhat
beneficial. School experience at age 6 was thbught to be
rather important and the lack of.it'at age 7 was termed
detrimental. Rohwer's (1971) ranking of the corrglations
in this study, however, showed that these effects noted by
Austin were not statistically significant. What was-:signifi-
cant was a strong negative correlation vetween school entry
age and attitude toward schceol. Additional y=2ars in school
did not contribute ‘'significantly to average performance in
mathematics; but the earlier children had started to school,

the more negative were their attitudes toward school.

203
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Huberty and Swan (1974) found that predictors of
successful achievement in the first grade were different
for ;;ildren who had had three years of preschool experi-
ence and for those who had had no preschool. Without the
early education erperience, first grade success depended on
general readiress factors (physical and social maturity,
age-related experience, etc.). Several years of preschool
experience affected behavior variables so that such things
as aggressiveness, cooperation, attentiveness and communi-

cation became predictive of success in most verbal areas.

Readiness, however, was still the most important factor for . .

.m [ -_.,k

success in arithmetic and in understanding paragraph meaningl__'

Positive effects of preschool and kinderga}ten experi-
ence have beén noted in helping children to overcome
weaknesses in specific skills {(motor, visual, auditory-
language). According to Coffman and Dunlap (1967), chilaren
who attended nursery school or prekindergarten made greater
gains in these skills than those who were not in school,
even when programs were not specifically structured for
skill development. No follow-up evidence was provided, how-
ever, for the children in their school years. |

A number of studies (King, 1955; Baer, 1958; Gott, 1963;
Halliwell & Stein, 1964; DeWitt, 1961; Feyberg, 1966; Arena,
1970) indicate that age, both chronological and mental, has
a close relationship to success in school. Ment#l age is
the greater influence oa achievement (Feyberg, 1966), but

the younger a child is when he starts to school, the more
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chronological age appears to affect his progress throughout
his school life (Forester,-1955). King (1955) reports that
children who entered the first grade before they wefe 6"
years old failed to‘realize their optimum academic achieve-
ment. Cumulative records over a period of six years revealed
a continued disadvantage for them, even though.as a group
they had a slightly higher‘IQ than those who entered ;chool
from six to nine months later. Children in this younger
ngup were also more likeiy to repeat a grade. v

Conclusions similar to King's were reached by Halliwell
and Stein (1964) when they calculated the mean IQ and achieve-
ment scores in relation to chronological age for fogrth
graders. From their results they hypothesized thatAfhe
age-effect on achievement would aﬁproach zero as tests
became less reading oriented, and this was partiaiiy sup-
ported. : A ‘ .

Arena (1970) found that mental maturity was not only
associated with acédemic achievehent,~but it aécounted for
55% of the total variance in achievement. And Feyberg's
(19686) result; showed that successful school achievégent
in areas requiring the use of concepts, such as ﬂumb;rs,
classes, and spatial and causal relationships, weré{highly
correlated with mental age. The development of these

concepts was especially associated with success in arith-

metic, problem-solving and spelling.

7y
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As a society we attach great value to academic
behavior. Parents rate themselves as parents by the
school achievement of their children. And children strive
proval and recognition of parents and teachers. Strom (1965)
observed that the excessive'value attached td academic achieve-
ment and the pressures to grow up and achieve eariier could
be damaging to personal development. Strom suggests that
families who want the véry best for their children are often
unaware of the frustration of early education--the bhallenges
that are too great, too physically taxing, and the personal
relationships based on adult approval rather than on firmly
established emotional bases. Strom placed in perspective
the consideration of achievement in relation to age when
he observed that the only path to maturity is by way of
childhood; that.is, the future citizen must be a boy befofe

he is a man.
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CHAPTER IX

SEX-DIFFERENCE EFFECTS

Synopsis. The development of sex differences in

.~ gender roles and behavior patterns of young children .

appears to be the result of complex interactioné among

genetic, hormonal and environméntal factors (including

psycho-social effects). By the age of 3 children are

usually aware of the expectations associated wita their

sex in their culture. These sex differences are in fact

a function of the socializing prpc?ss and of the environ-

ment in which it occurs. Although the expectations =zre

not the same in all cultures, males are generally expected

to perform tasks demanding physical strength, to achieve

and to be self_reliaht; vhile females are expected to be

nurturant and trained in home respomnsibilities. |
Physically, boys are about four weeks behind girls in

skeletal maturity at birth and often nearly a.year behind

by school age. This generally increases to approximately

eighteen months at 9 years of age and two years during

adolescence. Normally there are no significant intellectual

differences in the inherent abilities of boys and girls, but

physically and emotionally young boys are more vulnerablg

to the environmental hazards of home and school, and this

may affect their mental growth. However, as they gfbw older

209 N
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this vulnerability diminishes, and during primary school
girls appear to be more dependént on and more greatly
influenced by their parents and other adults.

Generally girls in the western world acquire language,
motor and perceptual skills earlier than boys and - they
can acquire these skills with maturation and out-of-school
‘experience, ‘Because of slower physical maturation rates,
greater emotional vulnerability, less realistic cultural
expectations and psycho-social interactions in the early
years, boys are more likely than girls to experience
learning and behavior problems. Allowances are seldom
mrde for the limitations of boys in early learning situ-
ations, so their abilities are frequently masked by aggres-
sion, negativism and low teacher ratings. Findings that
boys are more negatively affected by early school entry
than girls are therefore not surﬁrising. However, when

boys are given an obportunity to mature until about 8 to

i

10 years of age before starting 552291, they usually do as
well as girls. i B

In western societies, entrace age laws which require
boys and girls to enter school at the same time are seldom

specifically framed in the interests of little children,
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" “particularly little boys. Such legislation should be
flexible enough to accommodate the young child's develop-

mental needs and abilities, including the later maturity

of young boys.

The earliest observable differences in the behavior of
boys and girls are appaféntly of bioéhemical origin (Hamburg
& Lunde, 1966). Yet usually some form of cultural shaping
is also initiated almost immediately after birth, setting
the stage for gender-determined responses to the neonate. .

The subsequent development of sex differences appears to be
the result of complex interactions among genetic, hormonal
and environmmental factors. | '

That sex differences may be due in part to environmental
factors ié borne out by the 8tanford CAI {Computer-Assisted
Instruction) Project. It is commonly accepted th#f in Western
§ocieties girls generally do better than boys in :egding,.yet
.there was no difference between first-grade boys and girls in
rate of progress and accuracy of performsnce (Atkinson, 19€8).
Evaluation of the program after seven years showed fhat both
boys and girls benefited from computer-assisted instruction--
with.less than usyal teacher influence--but tkat it was rela-

tively more effective for the boys (Atkinson & Fletcher, 1972;

’
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Fletcher & Atkinson, 1972).
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It is often difficult to determine whether some sex
differences are the result of biological predisposition or
of ps;chosocial reinforcement of maleness or femaleness.
Sex differences in the behavior of human newbogns, however,
appear to be .  ©0f biological origin~since environmental
factors are minimal at birth.' Several examples of such AL
eariy differences in behavior héve been observed. For
instance, Bell and Darling (1965) found that newborn males
gave evidence of greater muscular strength than females in
their ability to raise their heads higher. And female
infants seemed to be more sensitive to skia exposure and
more responsive to tactile stimulation than males (Bell &
Costello, 1964; Weller & Bell, 19€5). This was still true
at the age of 2 or 3 montihs (Wolff, 1965).

These neonatal behaviors btegin to interact very soon
with environmental facters and exert a definite influence
on the development of further sex differences. Moss (1967)
found that as early as 3 weeks of age infants ﬁere shaping
their own environment to some extent by the behavior they
elicited froh their mothers fhrough crying and other demands
for attention. He reported that male babies at this early
age were less easily soothed than females, and an inter-
action pattern was established accordingly. The common
assu@ption that boys are more difficult td socialize than
- girls could very wmell be true because of basic differences
in the biological and temperamental natures of children and

adults and the resulting interaction effects.



A possible source of sex differences in neonatal
behevior has been suggested by Hamburg and Lunde (1966)
who concluded that there was probably some effect of
androgenic hormone:s upon the develcping central nervous
system during prenatal development. DPostnatally, there is
not only biochemjcal but alsc neurophysiological and behavioral
evidence that sex hormones, especially progesterone, enter |
the brain and affect its activity (Hamburg, 1966). Hamburg
and Lunde (19266) have proposed that the sex differences
apparent in the behavior of early infancy might ultimately
arfect (1) the orientation of an.infant to his environment,
(2) his readiness for learning experiences, and (3) his
relationship with other people.

\

- Some characteristics of gender roles. While hermonsa.-

chemistry may initially give rise to particular behaviors
which generate responses eppropriate to "boy" or "girl,"

the child's learning »f a sex role, and the behavior related
to it, appears to be quite indepeedent ¢f wuis biochemical
functioning (Money, 1961; Hampson % Eampson, 1961). ' The
expectations associated with the male or female gender are
determined by cultural and environmental conditions (D'Andrade,
1966), and are learned during the first few years of life’
(Hamburg & Lundel 1966). It is suggested that the critical
period for learning a gender role is roughly between 18
months and 3 years of age (Hampson, 1955; Money, Hampson &

Hampson, 1957; Money, 1961).

. -
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An American study by the Joint Commission on Mental
Health of Children (1973) indicated that sex differences are
in part a function of the socializing process and of the
environment in which it occurs. The trends of the times,
the values of various subcultures and the psychblogical
climate of schools or other learning environments are
largely responsible for the specific sex alignment of such
behaviors as aggression, conformity, etc.

Although the speéific tasks assigned to the sexes may
vary from culture to culture, there is a general tendency to
expect males to perform those tasks demanding the most
physical Strength. In a study of 110 primarily nonliterate
cultures, Barry, Bacon and Child (1987) found that boys were
under greater pressure to achieve in 87% of the cultures and
to be self-reliant in 85%. Girls, on the other hand, were
expected to be more nurturant in 82% of the cultures and
more trained in responsibilities in 61% of them.

A cross-cultural analysis of sex differeﬂces in six
cultures (Whiting & Edwards, 1973) suggested universal sex
differences in the behavior of children age 3 through 11.
The differences within some cultures, however, were not as
great as those found between the sexes in the United States
and Western Europe. 1In certain East African societies where
boys took care of infants and assisted with domestic chores,
there appeared to be fewer sex differences between the boys

"and girls. The boys were less egoistically dominant, less

¢
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aggressive and less attention-seeking than in societies
where more "masculine'" behavior was expected. It was
believed there was less pressure on these East,African boys
to ""prove" themselves in more aégressive ways.

| Whiting and Edwards also reported that in a New England
community‘where girls had very little contact with infants
and were assigned less "feminine" work, the differences in
the behavior of boys and girls were not as great as in other
American societies. _The nature of the tasks assigned to
childrer secvins o be among the best predictors"of the gender-
role behavior.

Pressures on boys to achieve and to be self—reliént are
by no means limited to nonliterate cultures. In.the United
States, Bl:dsoe (1967) studied fourth and sixth grade boys
and girls =n Georgia and found that achievement was signi-
ficantly related to self-esteem for boys but not for girls.
Achievement is evidently such an integral part of the male
role that without it male self-esteem deteriofates (Flammer,
1971).

These pressures exist even in the early preschool years,
according to Tyler, Rafferty and Tyler (1962). In their study
of children in a college campus nursery school, boys were
expected to be more independent than girls. The later
physical developmental age of boys (Tanner, 1961), coupled
with cultural sex-role pressures, suggests possible éxplana-
tions for some of the.vulnerability apparent in the male role

in early childhood.

218
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Boys' problems seem especially difficult in literate
cultures where achievement depends largely on school-related
tasks (Maccoby, 1966; Mannio, 1966). Data from 525 mental
healfh clinics in 24 states (Rosen, Bakn, &'Kramer, 1964)
indicated that more than twice as many boys than girls were
brought to these clinics. The need of boys for such
psychiatric help during the elementary school years reached
a peak around the fourth grade.

The very real discrepancy between gender-role expecta-
tions héid'for boys and their ability to achieve suggests
that in those societies where they trail girls in the matura-
tion process schcoling practices may be adding to their
difficulties. And since achievement is not so crucial for
girls and they are ofteﬁ more advanced for their ages
developmentally, they have fewer school-related nroblems

in early childhood.

Sex differences in physical maturation. Skeletal

growth is-commonly considered one of the most reliable -
indicators of maturity, more so, for example, than chrono-
logical age (Flecry, 1936). 1In physical development, sex
differences are found even'befo-¢ birth in the rate of
skeletal growth, and later differences occur in permanent
dentition rate (Tanner, 1961). Tanner noted a curious lack
of difference between boys and giris in primary dentition,

but in skeletal age he found boys approximately four weeks
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behind girls at birth, and until adulthood the skeletal
age of boyé remained about 80% that of giris. At the
average age of_school entry girls were found to be ap-
proximately a year ahead of boys in skeletal maturity
according to an assessment using the osseous develobpment
of the hand, including the wrist, (the cafﬁéls:_méigéagpgls
and phylanges) as an index (Flory, 1936). Flory ﬁotes that
for some years males continﬁe to widen this gap and do not
catch up with females in this respect, i.e., maturity of bone
structure, until about age 19. In fact, by age 9 boys
lag 1% years behind girls, and they extend this maturity
differenée to approximately two years during adolescence.

From birth girls also appear to be more robust. The
data indicate that fewer girls suffer brain damage at birth,
and .they have more resistahce to disease in early childhcod
{Donaldson & Kohl, 1985; Dublin, 1965; Washburn, Medearis &
Childs, 1965). Jersild (1968) concluded that boys, when
compared with girls, have more congenital defécts, are more
physically and emotionally vulnerable, suffer greater damage
from malnutrition and disease, and have a shorter life
expectancy. |

"n spite of the differences in skeletal maturation, how-
ever, Garai and Scheinfeld (1968) found no significant sex
differences in motor skills when boys and girls were given
equal training, equipment ana encouragement and provided

opportunity for practice. Although motor skill differences



in the sexeé appeared at kindergarten age, they seemed
to be primarily results of cultural pressures.
| An important development in physical maturation is the
suddep increase of hormonal activity that occurs for both
boys and girls about the same time as the maturation of
perceptual processes at age 8 to 10 (Nathanson, Towne &
Aub, 1941: Tanner, 1962). It is not ye¢: possible to say
now hormonél activity relates to the expanding coﬁhitive
abilities of this age, but Brenner and Stott (1973) consider
it a reliable indicator of development, including that of the
brain and nervous system.
For both sexes Tanner (1962) noted negligible amounts
o of androgenic hormones up to age 8 or 10. Then a sharp
increase occurred, with boys reaching a level of absolute
values about twice that of girls. Similarly, Nathanson,
Towne and Aub (1941) observed very low levels of estrogenic
activity in both sexes until age 8 or 9. After that estro-
genic activity increased for the girls, aecelérating around
age 11. These concurrent developments of increased hormonal
activity and increased perceptual and cognitive abilities
in lacer-childhood present a situation that deserves explora-

tion,

Sex differences in affective relationships. The emotional

climate of early childhood is usually related to parent-child

interaction, and sex differences are highly evident. Boys
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seem to need greater maternal warmth and p?otectiveness
during their first few years while girls indicate an
earlier need for a certain amount of freedom to explore
(Moss & Kagan, 1958; Bayley & Schaefer, 1964). Bayley and
Schaefer suggested that girls possess a measure of genetié
control in intellectual_performance, while boys are more
responsive tv their ervironment and particularly to inter-
action with their parents. Bayley (1970) concluded that
for mental growth boys were more dependent than girls on
the emotional climate. '

As development progresses; howe&er, boys become more
emotionally secure. Moss and Kagan (1958) found that the
positive effect of maternal encouragement and concern on
the intellectual déveldpment of boys diminished from age 3
to 6. And by the age of 8 to i1l the concern of their
mothers affected the achievement of boys in only a small
way.(Eklund, 1970). By then their achievement ﬁas apparently
more related to the <ulturally assigned indepéndence of the
male role. |

Sex differences.inyﬁirst-grade children were observed
in relation to contact with parepts and the desire to do
well on a task (Grossman, 1969). Girls who had a close and
affectionate relationship with their parents were anxious to6
do well, but not so for boys. Boys who had a similar quality

of parent contact responded at a lower rate.

fm i hd
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. Among primary school children, ?elationships between
their academiclperformance and the attitudes. and behaviors
of their parents have revealed further sex differences
(Crandall et al., 1964; Katkovsky, Preston & Crandall, 1964a,
1964b). The reactions of these parents to their childrer's
achievement in grades one and three were found to be signi-
ficant, but for daughters oﬁly. Aé in the studies by Moss
and Kagaa (1958) and Eklund (1970), the academic perfofmance
of boys at this age was independent of parental behavior.
There is some evidénce, however, that earlier parent-child
interactions influedce‘boys' behavior in these primary
school years (Bayley & Schaefer, 19564).

. Boys may be more dependent in the first few years of
life (Levy & Tulchin, 1925; Bayley, 1970), but by preschsol
age there is little difference between boys and girls on

this -measure (Crandall & Rabson, 1960; Tyler, Rafferty &

Tyler, 1962; Kohlberg & Zigler, 1967). From school age

on, however, girls appear more dependent than boys (Crandall &
Rabéon, 1960; Beller & Neubauer, 1963); berhaps, as éuggested
by Mischel (1966), because of the greater permissiveness in
our culture téward female dependency.

| School-age girls have also been found to be more greatly
influenced than boys in acquiring moral concepts from their
mothers (EdWérds, 1974), and coﬁforming to adult standards

in moral development (Devereau, 1970). While parents do

have-an influence on the mcral development of boys, it

bt w02
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seems less evident than with girls. Devereau concluded
that inadequate parenting produced in boys a peer con-
formity with such traits as irresponsibilit&, childishness,
anxiety and resistance to authority.

The exploration of sex differences in parent=child inter-
action also shows some correlation between sex of parent
and the development of verbal and math abilities. But
since the variable of independence or self-reliance is also
involved here, the sex of parent may be only an indirect
influence. Carlsmith (1964) investigated the effects of
father-absence during World War II on children from intact
‘famiiies. Father-absence was consistently related to dif-
ferences between mathematical ard verbal abilities. The
longer the father was absent and the younger the child during
the absence, the greater the relative superiority of verbal
to mathematical aptitude. This effect was greatest for
children whose fathers were'absent at birth or were away
for longer than 30 months. - There was a relative increase
in mathematical ability when the fether's absence was brief
or occurred later in the child's 1life.

Bing (1963) explains this phenomenon fhus: The
development of number ability requires independent conceptra-
tion and ability to carry through a task by oﬁeself. Early
verbal ability, on the other hand, is generally fostered by
close relationship with a demanding andvsomewhat intfusiﬁe |

mother.
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It may be that Carlsmith's results are a reflection
of this intrusive mother behavior which might increase in
the father's sbsence. But whether these effects afe
dependent upon differences in paréntal expectations, the
developmental maturity of boys and girls, or some other
factor has not been determined.

Child-adult interactions can of course extend to include
adults out of the home as well as parents. Even for very
young chiidren there are sex differences in response to
nonfamily adults. As ea:ly aé age 2, boys have appeared to
be more aggressive toward adults other than.parents{ while
girls were more compliant~with adult demands and initiated
more interactions with their teacheré (Sigel et al., 1972).

The variables of sex are very complex, for not only
does the sex of the teacher affect the child's‘behavior, but
the sex of the child also appears to affect teacher‘%ttitudes.
Lee and Wolinsky {1973) noted differences in children's‘
self-concept development as 'a possible result‘of the effects
of male and female teachers in early school experiences.
Eeshbach (1969) foundlthat student teachers tended to respond
to boys and girls according to preferences they considered
appropriate for each sex. And Brenner and Stott (1973)
observed dynamic interaction patterns between female teachers
and boys that produced lower teacher ratings for the boys.
Teachers have also appeared more'threateninglin the preschool

to boys than to giris (Formaneck & Woog, 1971). The gpre-

.’.'.'..a'_),;




dominance of female teachers interac
aggression of boys produces differen
boys and girls with apparently far-r
" In early schooling the sex of a
be an importanf monitor of the effec
will have (Beller, 1974). Mason and
mended éeparate reading instruction
because of the psychosocial effects
at tne kindergarten ievel.' In this
boys' behavior was significéntly cha
direction by readiﬁg instruction. E
seem to differ significantly iﬁ nonv
(Furth, 1963; Brenner & Stott, 1973)
skills such as verbal (Bayley, 1970;
abilities (Witkin et al., 1954; Kaga
which appear to be influenced, in ps=
social factors. The sex differences
Stott (1973) indicated that in kinde
the boys may be more ready for probl
taking, but girls usually achieve be

learning-obeying-conforming attitude

Sex differences in school readi

and girls are very similar in IQ, sc

‘readiness and perceptual measures, t

ference between the sexes in early 1
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with the girls giving evidence of superior average reading
ability over the boys (Rosen & Ohnmacht, 1968). The girls'
advantage may be due to earlier stabilization of verbal
:ability (Bayley, 1970; Maccoby, 1966), earlier mastery of
vocébulary and reading comprehension, and earlier integra-
tion of audio and visual skills (Reilly, 1971). Boys seem
to have more difficulty with ¢isual perception in their
attempts to read (Coleman, 1968).

Carroll (1963) and Hall (1963) also observed reading
problems in boys. Carroll's data suégésted that this was
especially true for younger children. And Hall found that
boys not only achieved at a lower level thaan girls, but
three times as many boys as girls were retained among the
children who were underage at the time of entrance to
first gfade. It was recommended that beginning instruction
in language arts and reading be postponed, especially for
boys. Or, Hall concluded, if schoeol achievement standards
remained rigid, then the entrance age of boys'should be
delayed from six months to a year.

The same patfern.appears in studies of boys and girls
below elementary school age. Sex differences in school
readiness resulting from kindergarten attendance were
compared with the effects of a year of maturation and inci-
dental out-of-school learning experiencés for boys and
girls.of.the séme chronological age (Rubin, 1572). The

effects of kindergarten attendance were negligible for
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the girls. Maturation and out-of-school learning had
increased g@eirvreadiness skills as much as kindergarten
activities. The boys, however, did appear to show some
benefit from kindergarten.

-Rubin concluded that the girls had already passed

the stage fog#ggyeloping the readiness skills measured,

' so kindergarten had little effect on them. But the boys,
cﬁho matured mﬁre slowly, were developing these skills in
their kindergarten year. The boys who were =xposed to
kindergarten activities developed readiness skills in
language, numbers, visual decoding and cob&ing to a greater
degreé fhan boys who remained at home. Since the girls
appeared to develop most of these skills prior to kinder-
garten attendance, a further comparison is needed'to deter~
mine whether the boys would ré;ch the same level of readiness
if time were allowed for sufficient maturation and out-of-
school experiences to accommodate the apparent lag in the
development of boys. |

Rubin's findings are supported by Coffman and Dunlap

(1967) and by Marshall P. Smith (1968). These earlier
studies involved prekindergarten children at an age slightly
younger than Rubin's kindergarteners. At this younger age
girls were better able than boys to profit from training

in motor, visual and auditory-language skills (Coffman &

Dunlap) and in intellectual performance (Smith). Smith

supposed that these differences between boys and girls
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were most likely a function of greater psycho-social
readiness in girls.

Generally in the wéstern world girls acquire language,
motor and perceptual skills from several months to a year
earlier than boys, and they can acquire these skills with
maturation and out-of-school experience. The differences
in the school readiness of boys and girls, however, involve
much more than a mere differential in time for a single

. aspect of development (Brenner & Stott, 1973; Rubin, 1972).

Effects of early learning and school success. Certain

aspects of intellectual developmeﬁt cannot occur until thé
relevant physical‘structures are complete (Maccoby, 1966).
Since girls mature physically earlier than boys (Tanner, 1961)
and stabilize their verbal skills sooner (Bayley, 1970),
they seem to possess an advantage in 1earhing. Girls also
acqﬁire an IQ similar to that of their natural parents
earlier than do boys (Honzik, 1957; Moss & Kaéaﬁ, 1958;
_Bayley & Schaefer, 1964). But by the age of 6 the correla-
‘tions between parent and child IQ are similar for both boys
and girls. (Moss & Kagan, 1958), and there are almost no

sex differeﬁces ip IQ during the school years (Gardner &
Moriarty, 19€8). ‘ -

It may be for reasons inhereni in physical differsnces

and developmental rates of the sexes that school entry-age

studies have so often found boys more negatively affected
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y than girls (King, 1955; Carter, 1956;
, OF have found boys more likely to repeat
cially in primary school (King, 1955; Hall,
1966). It may be these sex differences in
plus premature expectations of performance for
, 1963), that account {or the facts that 70% of
in special education are béys (Mumpower, 1970),"
involved in a greater number of behavior
ts & Moseley, 1957). |
onal factors appear to have stroﬁg influences
nd school success, and the sexes usually do
when chiidren have reached about 8 to 10 and
neurophysiologically, visually, auditorially,
Moon & Moore, 1972; Moore and Moon, 1975). By
sex differences in vocabulary have largely
and by age 10 boys have caught up with girls
ills (Maccoby, 1966). Sometimes boys have
head of girls at the 8- to 10fyeaf maturation
ts of analytic abiiity. Witkirn et al. (19545ﬂ
age boys higher than girls}in this ability,
Moss and Sigel (1963) found clear sex dif-
boysS more often than girls using analytic
objects in the second tc fourth grades. Yet
r ageés of 4 and 5, boys and girls had equal
ities (Sigel, Jarman & Hanesian, 1963;

ey & Degerman, 1965),
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The aggression accepted as an integral component
of male behavior in many cultures (Whiting & Whiting, .
1962) adds to the complexi?y.of boys' learning problems,
since aggression appears to have a negative effect on
intellectﬁal performance for boys (Beller,’1962; Kagan &
Moss, 1962). For girls, however, some aggresgioh has been
found to be conducive to learning and school success (Kagan
& Moss, 1962).

In summary, while sex differences in gender roles and
behavior are largely cultural in origin, complex inter-
actions among genetic, hormonal and envirommental factors
(including psychosocial effects) within the first few days
and weeks of life set‘tﬁe stage for the development of
gender-related behavior patterns. *

By the age 3, children are quite aware of the expect#-
tions associated with their sex in their culture. The
existence of sex differenées in the expected child behavior
of boys and girls seems tb be universal, although the expecta-
tiohs are not the same in all cultures. Generally, however,
males are expected to perform tasks demanding physical
strength while females are expected to show a nurturant
concern for the well-being of others.

At birth boys are physically about four weeks behind
girls in skeletal maturity, and by school age they are
nearly a yea} behind girls. Boys are more physicall& and

emotionally vulnerablé to environmental hazards. But intel-
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lectually there are generally no significant differences
in the inherent abilities of the sexes, although psycho-

social interactions that are different for boys and girls

can foster or inhibit mental growth5 Boys are also some-
what slower than girls in acquiripg verbal skills and in
motor and perceptual development.

Evidénce related to the effects of sex differences on
learning then indicates that boys are more likely than girls
to have leafning .nd behavior problems because of slower
physical maturation rates, less realistic cultural expecta-
tions and psychosocial interaq}ions in the early school
ryears (Joint Commission on Mental Health of Children, 1973).
Alloyanceé are seldom made for the limitations of boys in
.early learning situations, so their.abilitiés are frequently
masked by aggressive behavior (Tuddenham, 1952), negativism

(Forbes & Dykstra, 1971) and low teacher ratings (Brennér &
Stott, 1973). |
Sihce relevant physical structures are neéessary to

support intellectual activities, findingSﬁthat:repoft toys
more negatively affected.than girls by early school entry
are not surprising. When maturation has had opportunity

to occur, however, boys-do as well as girls. So at least in
Western societies school entrance age laws which mandats

the same ages for boys as for girls are not in the intérestS'
of the children and shoculd be made'flexible,enough to accom-

modate the later maturity of little boys.
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CHAPTER X
LEARNING TO REAp

However, other important and positive factors are: rela-
tivel& quiet activities, littleq} no teleﬁision,availability
of books in the home, being read to by adults, being '"taken
places,"‘smaller familijes, being the first-born or being
"taught",by slightly older siblings, regularly assigned

home—Chores, being able to dress independently, and having

sound friendships.

reading may be the cause of many cases of so-calledlreading

or learning disabiiity later on. On the other hand, parents
and teachers who care, who respond warmly and consistently,

who thus create an environment.cpnducive to reading and

are supportive of children's efforts, greatly facilitate
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children's learning to read.  Motivation of this kind_
evidently does more for children's réading than exerting
undue pressure to achievé or conducting special early
training programs.

In early childhood,_intelligence appears to be less
important than the social-emotional environment, for
legrnihg to read. After the third grade, intelligence
becomes more important, although even then its effect may
be minimai. It appears that age at school entry, responsive-
ness to small group instruction and the child's history of
success or Tailure associated with reading experiences, relate
most to ﬁrogress in reading.

While reading difficulties arising simply from pres-
sured use of immature perceptual processes are often called
"disabilities" they may decrease or disappear completely
when perceptual abilities iﬁprove, usually after the third
grade. For children who ﬁavé functicnal disabilities, e.sq.,
visualiy, auditorily or neuropsychologically, early detec-
tion is important. usbecial perceptual training programs
have a potential vaiue. Still, fcr normal children, there
is little to be gained from these early training programs.
When perceptual integration and maturation occurs ,mcst
children will have little difficulty with reading.

Children who learn to read words without meaning may

also be genuinely handicapped. This problem relates
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primarily to children who are Pressured fo read early
before they are able to reason consistently and to compre-
hend the meaning of the printed word. This is common
amGong young ;hildpen at least through the first grade.

Assuming sensory-moter ﬁaturity and the ability to con-
ceptualize--usually by the fifth grade or late;——reading
skill develops rapidly when a child acguires an interest
first, and then discovers that reading can extend his
knowledge of that interest. .

A child does not learn to read 2ll at once. Thz
acquiring of experience, perceptual skills and symbolic
and abstract écause and'effecf) understanding is a gradual-

.process. It éppears that by allowing time to mature, by
providihg adequate background before entry to school, and

then, along with motivating interest, by allowing the child

[¥] s .~:
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)

to approach reading in his dwn way and without pressure,

reading can become a natural, happy and successful achieve-
. N

ment instead of a source of frustration for the child.

- ———
———

In a literate éulture probably the greatest culmina-
tion of early childhood learning is achieving the ability
‘to read. The achievement of this ability becomes a major.
influence on most later learning, at least as far as
structured education is concerned. The ability to read is
a highly complex function of the central nervous system
(Ayres, 1968) requiring a degree of brain maturation that
enables a child to recognize visual symbols and the sounds
they represent (Crosby & Liston, 1968). The sounds; in
turn, must form words representing concepts with which a

child has had some experience (Quigley, 1973).

Conditioned to read. It is not the eye that reads
words on the bage, but the brain (Xrippner, 1971)--the
brain with all its stored associations and the meanings
assigned to previous experiehces. Children who learn

to read easily and early have varied backgrounds (Durkin

ERIC 2o
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1963), but their experiences and certain characteristics
in their environments seem to predispose them to an
interest in reading.

Durkin found that many children who 1earnéd to read at
home before going to school came from homes where education
was appzarently valued. Many of their parents were foreign-
born, but the mothers_tended to have a high level of
education. The families were dsﬁally smaller than those of
other children, which may have provided more opportunities
for child-adult communication. The children themselves
generally walked and talked earlier than usual, but were
content with rglatively quiet activities and had little
television.

The influence of the mother on ajchild's motivation to
read has also been reported by Hess (1969) and Hirst (1970).
Hess identified maternal behavio; and cultural background
as key factors, and Hirst pointed out the mother's educa-
tion as a very good prediétor of the child's beginning
reading achievemgnt in school. Ia the first grade reading
’"_gpility has been associated with such home-related variables
‘“~ag the presence of books in the home, being ready to by
"adults, and being '"taken places" (Milner, 1951).

Older sibliﬁgs as well as adults may contribﬁte to a
child's interest in reading, especially if a sibling is
otly two or three years older and likes to play "school"
(Durkin, 1961). Children learn a gresat deal.from each

other and a sibling can unconsciously teach a younger child.
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The child absorbs what he is capable of learning without
pressure and probably with considerable deligh£ thét he is
learning to do what his slightly older peer can do.

The joy of accomplishment is a tremendous factor in
building a positive sense of worth. Wattenberg ané Clifford
(1964) found self-concept measures significantly predictive
of reading progress. Achievement in nonacademic areas is
equally ‘effective in enhancing the self-concept and the
ability tobread. Responsibilities for home duties -and
for seif-care insdfar as a child is able were found by
MiinerA(1951) tc be positive factors in learning to réad.

Learning to assume responsibility gradually decreases
a child's helpless dependence on adults. This may also
affect reading success, since excessive dépendency has
been associated with low achievement in reading among third-

grade children (Wells, 1970). And positive correlations

~with reading achievement were found for third-grade children

who were able to dress independently and had fegularly
assigned home chores (Hoffman, 1971). Being the firstborn

and having many friends also had positive effects on reading

in Hoffman's study. The experiences provided by parents

and later directed by teachers form the foundation on which

reading achievement is built.

Factors in reading success. Children may leara to

ey

read spontaneously or with teacher assistance. Creating
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the conditions conducive tgqr;ading cén.result in spontaneous
learning to read before going to school, but th;s will not
necessarily result in prbblems in school reading (Durkin,
;963). Ilg and Ames (1950) rnoted that children may shcw a
marked interest in letters and words at an early age, but
they are not likely to push themselves beyond their ability
to achieve. Sutton (1969) observed that the spontaneous
.readi;g of kindergarten‘children did not exceed 20 hours a
Year, yet resulted in continuous progress. Overanxious
,aduits are the ones who frequently apply pressures for
'early reading. But pressuring éhildren to perform at ﬁ‘
level for which they are not prepared results in many causes
of so-callecd ''reading disability'" according to Ilg and Ames
(1950), and there is no advantage in the long run (Smith,

_3965).

,/ Even without‘a supportive environment and with poorly
- trained teachers, many children learn to read in opite of
severe handicaps (Sheldon{ 1970). And Crosby and Liston
) (1968) strongly suggest that an iptelligent cbilé who is
neurologically, culturally and emoticmpally normal will
discover how to read all by himself if he is sufficiently
motivated and then left to his own devices.
Parénts and teachers, howevef, who create an environ-
ment conducive to reading, and who are supportive of

children's efforts without exertinrg undue pressure to

achieve, greatly facilitate children's learning to read.

(P
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Weber'(1971) showed that very poor‘inner—city children at
the third-grade level had met reaéing success criteria and
even exceeded the national norm when certain factors were
present. TFactors contributing to their motivation and
apparently accountihg for the reading achievement of the
inner-city children in Weber's study were a strong adult
leadership, high expectations (which the children'ﬁere
developmentally ready to reach), a supportive atmosphere,
an emphasis placing a high value on reading, and additional
personnel for individualization of the program.

The factors identified by Weber as contributing to the
school reading success of third graders were quite similar
in nature to those mentioned by Milner (1951) and Durkin
(1963) as positive home influences on reading. This motiva-
tion from parents and teachers who care (Sheldon, 1970;
Hoffman, 1971) evidently does more for children's reading
than pressure {Ilg & Ames, 195C) or special %arly training

programs (Silberberg, Silberberg & Iversen, 1972).I
. Programs designed to increase children's IQ seem to
pave little ultimate efiect on learning (Bereiter, 1967).
And intelligence as measured by IQ tests is apparently less
important than the social-emotional environment for learning
to read (Durkin, 1962; Balow, 19€3; Chansky, 1963; Rudnick,
Sterritt & Flax, 1967; Hirst, 1970). Durkin (1662) found
thﬁt, regardless of 1Q, some children learned to read very

well at home.
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After the third grade, however, intelligence becomes
more important (Rudnick, Sterritt & Flax, 1967), but even
tben the effect may be minimal. Chansky (1963) worked with
children 8-14 years of age in remedial reading classes, and
could find no support for the belief that a higher IQ contri-
buted .to reading progress. Rather, it was age, responsive-
ness to small group insfruction and the child's history of

success or failure associated with reading experiences that
related most to improvement in reading.

| While IQ does not seem to be a differentiating factor
in the first-grade reading success of boys and girls, yet
girls achieve significantly higher than boys (Balow, 1963).
The lower ;gading achievement of boys in Balow's study has
been attributed tc a lack of'psycho-social readiness rather
than to maturational factors.' For both koys and girls,
however. "maturation sensitive' tests (i.e., tests which
clearly differentiate the performance of oldest, inter-
mediate and youngest children) have shown a siénificant
correlation of maturation.and reading achievement at the end
of the second grade (deHirsch, Jansky & Langford, 1966).
And even the reiatively rough measure of chronologidal age
at school entry has beer positively correlated with progress
iﬁ reading (Andreas; 1972).

Keister (1941) reporied that normal reading progress
wasvapparently possible for under;aée children in school,

but their reading skills*were lost over the summer and were
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not méde up later. Likewise, Freyman (1965) found that
children with birthdays in- the summer, making them a few
months younger than their classmates, were frequently
assigned to remedial reading groups and received(more than
their share of low marks. These disadvantages persisted
througﬁ the ﬁrimarj échool years. Starting to school even

a few months later can result in greater reading success

(Hampleman, 1959).

Perceptual abilities for reading. Although Wepman (1968)

concedes that the use of 2 neural pathway enhances its develop-
ment so that complete function occurs at an éaflier age, he
also points out that é lack of perceptual stimulation is not

a correlate of poor perceptual learning. According to Wepman,
hoﬁever, maturation and development of the neural system

are interrelated. Consequently, perceptual #rocesses

function more precisely as they mature. Theq using thesze
processes within the limits imposed by maturéfion assists

their development. FSee on reading, decoding, and brain
developmert i chapter 5.

The use of the viéual modality for decoding seriél infor-
matiop--~23 reguired in post readipg programs——géperally
develcps later than the ability to scan. The young child
may follow a moving 053e01 wavlier and more easily than
to analyze ever-changing letters and words--shapes which

have to be serially decoded. Reading involves both visual-
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temporal aad visual-verbal processing (Rudel and Denckla,
1976).

Reading diffipulties arising simply from pressure to
use immature perzeptual processes are.often assumed to be
disabilities (Ilg & Ames, 1950). These maturational "handi-
caps" may decrease or disappear entirely when perceptual
abilities improve, usually after tﬁe third grade (Rudnick,
Sterritt & Flax, 1967;.Stanners & Soto, 1967; Frostig, 1968;
Morency, 1968). A recognition of the true nature of many
reading problems can reduce considerably the pressures and
frustrations of remedial reading <fforts for youngsters
whose primar§ needs are only time and a supportive enQiron—
ment.

Ffor children who have reél disabilities in vision,
hearing or neuropsyrchological functioné, early detection
is important so that thé normal exploration cf their eanviron-
ment will be limited as little as possible. Before théy
reach the age for formal reading and before tﬁey are subject
to academic failure these children need help in learning to
use the perceptual abilities they do have. Satz and Friel
(1974) suggest that such childrén can be ideatified by an
eariy warning system usiﬁg a developmental and neuropsycho-
logical test battery at the beginnihg kindergarten age.

An assessment of this kind, available as a routine part
of children's services, might provide the necessary assistaace

for handicapped children without subjecting unnecessarily
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large numbers to Temedial pressures whiéh, according to
Silberberg and Silberberg (1969),nhave no long-lasting
effect on children's reading levels. There is a great need
here for research and for the development of procedures for
assessing and treating perceptual problems.

It is possible that cerebral dominance may nof be
stabilized until after nine years of age ‘(Metcalf, 1974),
so reading disabilities attributed to this source may become
less apparent as age increases. Much research in this area
is relatively new, and conclusiOns must be drawn with care.
The résults of ongoing studies are expected to provide
valuable knowledge for understanding the neurophysiological
and neuropsychological bases of reading.

Earlier studies (Balow & Balow, 1984; Hillerich, 1964)
sﬁowed no significant relationship betweea cerebral dominance
and reading achievement. Hillerich, however, nbted a
decrease of 44% in uncertain eys dominance from kindergarten
to grade two, which indicates some progfess iﬂ neurniogical
developm=nt. kalow and Balow tested second—gra&e children,
and Hillerich studied children longitudinally in kindergarten
and again in the second grade. The conclusions of Wepman
(1968) suggest that reading at these ages is probably more
perceptual than copceptual in function. Thus the effects
observed in these studies of any anomalies involving dominance
may not have beenr 3ys apparent as they might have been in

later conceptual tasks.
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The maturation of perceptual abilities is reflected
in the way childreﬁ achieve reading success. Many basic
reading tasks depend heavily upon auditory processes,
according'to Flowér k1968) and Rosner (1972, 1973). 1In
reviewing research linking auditory skills to reading,
Hammill and Larsen (1974), however, were less than sure
such skills were usefull§ related to reading. The degree
to which a phonics approach is emphasized may be‘a vafiable
here. Nevertheless, in the primary grades most children
seem to learn more rapidly through hearing than seeing
(Budoff & Quinlan, 1964). They also pay more attention to
.auditory materials than to visual (Stevenson & Siegel, 1969).

At this same. time there is a high correlation between ~
poorly developed eye movements orn the one hand and problems
in learning.to rz2ad on the other (Grossman & Philips, 1973).
Up to age 9 or later wvisual perception.deficits are a
contributing factor to reading failure (Frostig, 1968).
By the end of the third grade visnal &iscrimiﬂation of
wo.-d segmexts is well begun and is virtually maximal by
‘the end of the sixth grade (Stanners & Soto, 1967).

From the third to the fourth grade cross-medal vercep-
tion becomes more important (Rudnick, Sterrit & Flax, 1967)
and the perceptual deficiencies of poor readers are not
associated primarily with any épecific modality (Bryden,
1972). The ability tqwread well requires ap efficient

communiation between the visual, auditory and somato

c 4
bty



243

sénsory systemé (Ayres, 1968), which is,évidently_not
achieved by most children uatil this.cross—modal percep-
tion has been established near the end of the primary'grades.f

Some children undoubtediy reach mature levels of per-
ceptugl maturation earlier than others and achieve sensory
"integration at a younger than «sual age. Yet for most
| children there is little *o be gained from special perceptual
training programs. Fortenberry (1969) reported no lasting
value from visual perceptual training for word recognftion
in the first grade. Similarly, Klesius (1971) found no
special benefit for normal chiidren from perceptuai-motor
developrent programs to improve reading readiness and |
achievement. Such programs, however, do seem to have a
pofential value in remedial.work with learning—disagléd
children.

When perceptual integration and maturation has been
achieved, the mzjority of children would apparently have
little difficulty with reading if conditions énd motivation
were reasonébly conducive to the task. Until then it is
probably unrealistic to expect children to read with any
degree of success by adult standards except as they do so
spontaneously. Children have their own way of recognizing
letters and wérds and it is quite different froﬁ the complex
stratagies of adults (Williams, Blunberg & Williams, 1970).
They employ the same sirategies they used to master play

activities of the sensory motor-spatial type. They look



244

for rules and meaning to help establish a ccaceptual frame-
work for written language whiéh they have alrezdy internalized
unconsciously since early childhood for verbal language

(Weininger, 1975c).

Early reading comprehension and school achievement. The

ability to read becomes functionally useful only when it
serves to convey meaning to the reader. Unfortunately,j
even children who are considered superior readers and who
maintain a high level of reading achievement may have learned
to read words without meaning (McCracken, 1966). To some
extent this can be as real a handicap as other reading problems
in genecal academic learning. Studies identifying this problem
relate it primariiy to children who.were taught to read early,
to perform beyond their ability to comprehend (Reid, 1966;
Downing: 1970; Holden & MacGinitie, 1972).

Quigléy’s (1973) assessment of the pre-reading vocabu-
lafy.of nursery school children in England sho&ed that most
of the children were familiar with less than two-thirds of
the words they would socn be expected to recognize in
reading books. And a group of 5-year-olds representing
a cross section of socioeconomic levels had little precise
notion of what reading was all ggout (Reid, 1966). For
these children it was not clear whether one read "pictures"
or "'marks on paper.ﬁ They were unaware that letters
symbolized sounds, and the concept of word as spatially-

ordered letters was difficult to comprehend.

i
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A further investigation of questions raised by
Reid (Downing, 1970) of children 4 years, 11 months to
S years, 3 months obtained rem;rkably similar results.

Not a single child's comprehension of "a word" corresponded
"with the adult's concept of a word. The children had o:ly
a vague understﬁnding of abstract terms and of the-purpose
of written or printed language.

In the first grade, too, children have been found
uncertain of the meaning of "words" and their printed repre-
sentation (Holden & MacGinitie, 1972). The printing conven-
tion is difficult for children to understand because printed
word units do not always coincide with their own speech
'patterns. For instance, '"an apple* is easy for an older
person to decode, but to a small child the concept represented
by these two words may have always been "anapple," a single
. speech ﬁnit. According to Holden and MacGinitie, it is
evident that printed speech segmentation is unfamiliar to
most children at school-entry age, and they ha&e difficulty
comprehending such a convention even when they are taught
to identify word boundaries in print.

Brekke, Williams and Harlow (1973) suggested that an
understanding of the conservation of substance be taken
into account as an additional measure for beginning reading
instruction. Conservafion is not necessarily learned in
schdol (Vernon, 1965; Goodnow & Bethon, }966; Mermelistein &

Shulman, 1967), but a certain mental age must be attained

’
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before a child can perform adequately in tasks of this
nature (Keasey & Chdrles, 1967).

A comprehension of both the purpose of reading aﬁd
the meaning of the information gleaned from the words read
is necessary to achieve full reading success. In the fifth
grade,:reading comprehension<has been found associated
with the interest level of the reading material, especially
for boys (Asher & Markell, 1973). Assuming sensory motor
maturicy and the ability to conceptualize, reading skill
develops rapidly when a child acquires an interest firgt
and then discovers that reading can extend his knowledge
of that interest. This is quite different from the purely
mechanical decoding which accompanies a lack of interest
in reading.

Heffernan (1968) suggested that experiences that extend
and deepen an understaﬁding of the natufal and social world,
that leave room for creativity, exploration and expression
are very necessary for successful reading. For most
5-y¢ar-olds, reading is an adult and cultural demand rather
than a personally perceived need, and thé unready child will
feél inadequate, frustrated and defeated. .Heffernan attri-
buted the rising number of emotiocnally disturbed children
in part to these early piressures for reading.

According to Durkin (1970), a‘child does not learn to
read all at once; reading is a gradual process. Much of

rd

the recent research in this area suggests that it is the
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acquiring of experience, perceptual skills, and symbolic
and abstract understanding that is the gradual process.
Weininger (1975c) believes this process begins through
play with the child's development of fhe concept of object
éonstancy, during the second year of life, and that this
concept must be developed fully before he is able to read
formally. A foundation of visual-motor-spatial-linguistic
skills must be built ‘ip before school entrénce. The dhild
must grasp the abstract conceptual definitions of things
in the environment. This enabies him to use the symbolic
approach to problems. Playing and living in his family
environment can help the child to acquire visual and auditory
discrimination before he goes to school and then he can take
books and explore reading, with the teacher as catalyst and
guiding person. 4

_ Children enjoy playing with the printed word just as
bthey played earlier with objects and with the spoken word.
As reading activities aré mastered ithey ask fof more, and
teachers must anticipate and be ready to meet their needs.
"It appears that (1) by allowing time to mature} (2) by pro=.
viding adeguate grounding before school entrance and then,
along with'a motivating interest, (3) by allowing the child
to approach reading in his ‘own way and without pressure,
reading can be made an'exciting, relatively rapid and
'satisfying achievement. This simple and natural approach

can also prevent the several years of anxiety, frustration
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and misery which many children now experience, and the
permanent loss of mctivation and achievement realized by

others.
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' CHAPTER XI
EFFECTIVENESS OF EARLY SCHOOLING

Synopsis. Research related to early schooling
effectivgness when viewed systematically suggests that
early childhood is the best time for preventing the
effects of environmental deprivation and for establishing
a firm base for efiective learning in later years. There

is some uncertainty, however, as to what experiences are

crucial for these outcomes.

Compensatory education is needed at some time by
some children——particula}ly the disadvantaged. Yet, although
a variety of desirable short-term outcomes are claimed by
some experimenters, there is no conclusive evidence that in.
general early}schboling brograms provide long-range benefits.
In fact, research findings éenerally support the opposite
conclﬁsion. For example, for disadvantaged children, pre-
school experience has sometimes resulted in sﬁort»term
intellectual and social benefits but there is-no reason
for such optimism over the long-term. Parent participation
often imprcves parents' attitudes toward school but fails
to improve their attitudes about themselves.

While early schooling has been expected to compensate

.for a lack of positivg socialization in_the family fhis,

in fact, has nof happened. It is true that children from
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disorganized family systems do not develop the internal
control and motivation for normal learning. So an external
control is often supplied in a carefully structured school
environmént. This often makes possible some desired cog-
pitive gains, yet it still does not provide the hecessary
internal motivation for self-initiated learning. So, gains
appear almost inevitably to be lost unless the external
structure is continuously maintained. Small group instruc-
tion with the same teacher on an adult-child ratio of 1:5
or less may help build motivation. But continuity is also
required here ard séhool pfdgrams seldom provide these
necessary continuous long-range relationships.

1Q gains achiévgd by préschoolers appear to have gues-
‘tionable authenticity. The lower a child's initial IQ, the
greater gains he is likely to make after sufficient experience
in a preschool program. However, such IQ gains may really
reflect a greater ability to use what was already there.
These dramatic gains are not usually continﬁed in early
grade school. In fact, a steady decline in. IQ, self-concept
and also in language and achievément, has been noted when
these preschoolers enter elementary school. It appears
thnat even the best intervention programs cannot ‘make up
for an inadequate home or inappropriate school experience.

From World War I through the 1950'5 traditional nursery

school programs with a relaxed structure have been of little
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value in promoting cognitive gains whether or not the
children were disadvantaged. The emphasis of these
schools was typically social and developmental, with no
special efforts to bury intellectual attainments. Still
early nursery school attendance tﬁen, and yet sevesial
years later, generally was.not significant in the social
and emotional adjustment of the ghildren.

It appears that intensivé‘efforts in general to
develop academic skillé iﬁ'the preschool years may be
dangerous and shortsighted and correiated with frusfration,
anxiety and apathy in later school years. Even, as noted
earlier, when early schooling appears to enhance school
performance, usually this is not adequately realized in.

- “”iate} life. Emphasis on parenthoodeducatinnapdfamilyrehabili‘
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tation appears to be a far more logical focus than early
s~nooling if we are to insure the child's optimum learning

and personal development, which is his :icht.

After a review of research related to early schooliﬁg,
Rohwer (1971) concluded that in order to be effective, a
school program must be related to children's present
experiences and tasks. The quality of schooling should
be judged by the degree to which it helps the student to
adapf to extra-school tésks now. Activities and learnings
focused toward some nebulous success in the future tend
to make school ineffective, especially for younger children.

Many studies have been designed to test the effective-
nes>3 of insiructional strategies and environmental factors
on the learning of young children. The results héve shown
that children can learn at early ages, they can be trained
to perform fairly complex problem-solving operations, and
they can achieve IQ gains after participation in school
programs (see chapter 9). To make a valid evaluation of
the effectiveness of early schooling, however, it is

necessary to determine what outcomes are most important
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with least risk, in the total development of children
down torcugh theirIYears. Special care should be taken
in analysis of these studies to determine whether or not

they involved disadvantaged children. Such youngsters

often respond differently from those who are not dis-

~advantaged.

The senior staff of the Harvard Pre-~School Project
and the Public Education staff of the Ford Foundation
(LaCrbsse et al., 1970) reported that the available research
evidence strongly suggested tha* childhood was the best
time for preventing the stunting effects of environmental

deprivation, but what crucial experiences would make pos-

sible the necessary development for later success in school

were still uncertain. This further suggested that an out-
come of early learning experiences (whether in or out of
school) should be a firm base which would make later
schooling more effective. Preschcol and primary programs
Fhroughout the country have sought to provide éuch a
learning base. Yet, after all the speciél methods‘of
instruction and well-planned techniques, massive numbers
of préschooled children still do not learn.adequately in
elementary school (Rohwer, 1973).

Although there appears to be a need for compensatory
education for some children at some stage of the learning
process, there is no final agreemert on the effectiveness

of many.early schooling programs (LaCrosse et al., 1970) nor

on the age-appropriateness of.preseht education practices
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(LaCrosse et al,, 1970; Elkind, 1969, 1870; Rohwer, 1971,
1973). It might be hyrpothesized that the frequznt segre-
gation of children into age-groups that are largely isolated
from adult activities limits experience with the real, world,
and perhaps weakens motivation as well. Certainly age-based
segregation needs further investigation.

The desired outcomes of early childhood education sug-
gested by these reports are (1) the preventicn of environmental
debrivation, (2) the devgippmggtupf ability to adapt to
out-of-échqol tasks now, and (3).the establishment of a firm
base for successful learning later. Insofar as early learnings
contribute constructively in general to these outcomes
without risk to the child in other respects early education
must be said to be effective. But these research findings
above and others do not provide systematic-evidence which
suggests that early education should ke acquired in school.

Hollos and Cowan (1973) concluded that family ethics
and values might well play a larger‘roie than ianguage stimu-
lation and schooling in this respect. Goodnow and Bethon
(1966) also note that in the normal course of events children
acquire the basic skills for logical thinking in conservation
tasks without schooling. These conclusions ﬁere based on
Goodnow's (1962) work with unschooled Chinese boys in Hong
Kong. And Price-Williams' (1961) work among the illiterate
Tiv of Central Nigeria suggested that a neﬁrophsyiological

.

readiness led to the comprehension of these logical concepts.
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In the United States, Mermelstein and Shulman (1967)
found a similar occurrence among unschooled children in
Virginia. Six- and nine-year-old black children from Prince
Edward County, a ccmmunity whic¢! had been without public
schools for four years, were compared on conservation tasks
with 6~ and 9-year-old black children who had had regular
schoolin: in an adjoining county. The finding of.no dif-
ference in performance between the two groups of 6-year-olds
was expected. But the fact that schooled 9-year-olds per-
formed no better than the unschooled children of the same
age indicates that formal, structured learning is not as
greaf a factor as bad been supposed for academic achievement
in the early years of education, at least up to age 9.

The value of early échooling would seem to come largely
from its influence on general development rather “than from
its "success'" in training children to pefform certain
academic-oriented tasks. Specific training for inducing
conservation-type reasoning is definitely-quesfidned by
Mermelstein and Meyer (1969). 1In fact, they suggest that
for acqﬁiring some abstract concepts, language and training
may interfere with rather than facilitate léarning.

Theré is a,pervading;tendencf to consider schooling
effeqtive, especially for the disadvantaged, when children
can do what they have‘beeﬁbsingularly trained to do, whether
or not understanding has aiso been,achieyed. For example,

Deal (1966) noted the improved performance of preschoolers
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with training and practice on specific mathematics items.
But they had acquired no better understanding of number
concepts. B

Indeed many studies show learning and IQ gains in the
pfeschoél years. Yet aisturbing questions renlain: Does
this early schooling provide the essential base for later
school success? Does it increase competence to cope with
present realities? Or does it further complicate an already

. Eadat i
s —

wéomplex world? While more research related to these questions

> e

is needed, a few clues are appearing'in preschool and kinder-

garten studies with both disadvantaged and middle-class children.

Prescaool for the disadvantaged. The effects of preschool

programs on disadvantaged children and their families have
been scrutinized carefully to determine the justification

for continued support by federal, state'aﬂd other public
funds. After reviewing hundreds of studies, Stearns (1971)
summed up these effects in three findings: (15 preschools
for the disadvantaged have made positive intellectual and
social changes over the short run; (2) there is ﬁncertainty
about the effects on children's social and emotional develop-
ment; particularly over the long run; and (3) participation
by pafents in preschool programs leads to positive changes in
the parents' attitudes toward the school but not in their
attitudes about themselves. Since some growth and develdbment

was observed in the children, Stearns concluded that such
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prugrams might be justified as models for research and
reform. | -

Poritive effects of these early childhood‘programs have
also been noted in several other'studies. A report on the'

effects of differe. ¢ Head Start programs from 1966 to 1968 —
(National Evaluations, technical memorandum, 1972) indicated
certain specific benefits for disadvantaged children such as
sigrificant growth in the cognitive domain, adaptiveness to
" the Stanford-Binet test conditions, mcre verbal activity and
social interaction with childfen of other ethnic groups.

Handler (1972) found that preschool experience was
important for the disadvantaged bécause family socialization
patterns did not provide adequate training in school-related
skills. And Lessler and Fox (1969) noted a sensitivity
and receptiveness to the spoken word as the most significant
effect of a Head Start program. This might be interpreted
as compensation for a lack in the family milieu.

Results of some early school programs have shown that
children have enjbyment and enthusiasm for school {(Harding,
1966; Lessler & Fox, 1969). It was concluded that children
have made progress in leairniunZz how to feel, how to think for
themselves and how to make use of themselves in learning.
They have learned about themselves ard about learning, and
have felt good =ilout their early school experience (Sprigle,
1974). Setter nealth and social behavior have a1s6 been

identified as positive preschool outcomes for the economically
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disadvantaged (Hulan, 1972). Hulan concludes, howevér, that
there 1is no instantlsolution or panacea for the cumulative.
effects of malnutrition or the lack of appropriate infant
stimulation and rewarding experiences.

Blatt and Garfunkel (1969) studied the effects of
preschool intervention in the lives of lower-class children,
hoping to learn what might reduce later intellectual and
academic deficits. They expected that good early schooling
programs would effectively compensate youngsters who were
disadvantaged. Their data revealed, however, that an enriched
educational obpdrtunity as offered by preschools is not
enough. ‘Rather, for disadvantaged children the home setting,
they found, has a far greater potentiallthan external mani-
pulation of the school environment.

Home environments have also been reported at times to
have negative effects. In one home-based preschool prograh
of cognitive intervention for children of low-income families,
a wide range was found in gains made (Levenstein, 1969).

All but one of the seven children who made low gains also
demonstrated a common pattern of behavior characterized by
social and cognitive immaturity with an indication of un-
happiness in family relationships. The home influence was
positive, however, for 33 children in this particular program.
Parental involvement has been recognized as a vital factor in
the present and future academic motivation of children in -

Head Start programs (Willmon, 1969). The federal Home Start
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program was in part designed and initiated to develop such
family-child interaction (Seott, 1973, 1974).

These findings and programs do not imply that the homes
and families of disadvaﬁtage@ children are all-that they
might be, even though they do exert a tremendous influence.
Indeed, intellectual inferiority has been tracéd to the
lack of opportunity and stimulation so often found in these
homes, and compensatory education has been ekpected to
_alleviate this lack (O'Brien & Lopate, 1968). = But the over-
riding evidence seems to indicate that "compensatory educa-
tion" as commonly conceived does not fully compensate. It
is second best, a substitute for the primary family force
in a child's life.

The Head Start program was the first modern nationwide
federal attempt to promote the intellectual growth of dis-
advantaged preschoolers. Early evaluations of Head Start
indicated that factors which contributed to effective programs

for disédvantaged children were a warm, supportive and stimu-

lating teacher in a tgsk—oriented, academicaliy structured
situation with emphasis on verbal development (O'Brien &
Lopate, 1968; Blank & Solomon, 1869).

The structure in these programs'was necessary if intel-
lectual gains were to be achieved for disadvantaged or
educationally underprivileged children. An investigation
of lower- and middle-class preschoolers showed that dis-

advantaged children expect external control. Less structured

ati
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programs demand the devzlopment of internal control, and
internal control or self-discipline is a factor in self-
confidence for later success in learning. But for the
disadvantagzed field this intrinsic quality épparently is

best built (or rebuilt) through a relatively highly-structured
program. According to DiLorenzo and Salter (1968), UiLorenzo
(1971), and Featherstone (1973), the most effective programs
for disadvantaged children are focused toward more immediate
cdgnitive gains with highly-structured, teacher-directed
experiences.

Bissell (1970) found that the greater.a child's socio-.
economic disadvantage, the more effective a highly—structuréd
program @as in producing cognitive gains. The nondirective,
less structured programs were more effective with the least
disadvantaged. Bissell suggests that the disadvantaged have
developed fewer resources to learn by.themselves in un-

- structured programs than have the mcre advantaged students.

The necessity of structuring compensatory programs has
also been reported by Clasen, Spear and Tomaro (1969) and
by Larson and Olson (1968) who assessed the effects of an
all-day compensatory kindergarten. 1Iu this latter case,
howéver, the learning and intellectual growth rates diminished
when the focused saturation efforts were discontinued. A
follow-through program concept was suggested as a step in

remediation.
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It seems thaf the carefully nurtured gains of these
structured preschool programs are often lost unless specific
and knowledgeable attempts are made to mainfain them (Waller &
Conners, 1966; Karnes, 1968). 1In one study of first graders

few differences were found between disadvantaged children
who had attended a Head Start proéram with no further intér-
vention and those with ﬁo intervention at all. It was
concluded that thé learning habits of all children were
quite well developed by age 4, and intervention after that
is not really effective without a planned foliow-through
(Cawley, Burrow & Goodstein, 1970). Activities designed to
increase learning capacities through reading readiness
instrué¢tion and language.fréining produce their most lasting
effects when such special y ogramming is confinued through
kindergarten and into the primary grades (DiLorenzo & Salter,.
1968).

A long-term plan designed to keep children in a con-
tinuous sequential program through preschool and the first
grade yielded significantly greater intellectual gains than '
traditional school programs. Children who remained in the
program longest (two years preschool, one year first grade)
achieved the most intellectual growth. Again, the strucfured
nature of the activities and the continubus, follow-through
aspect were credited for the positive results obtained

[3

(Van de Riet & Resnick, 1972a, b).
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Another tightly-struetured type offbreschool program
is the academically-oriented model desigﬁed by Bereiter and
Engelmann (1966b, c). Reidford and Befzonsky (1969) field-
tested such a program for six months ﬁnd found that children
did achieve an IQ gain. Yet the total evaluation of their.
findings suggested that long-term programs extending through
the early elementary school years shoulﬁ replace short-term
programs for preschoolers.

The fast pace and intensive drill in the Bereiter-Engelmann

program resulted in the rapid attainment of basic-academic con-

"cepts and an accompanying gain in IQ (Bereiter & Englemann,

1966a). But there is evidence that this academibally-oriented
approach can cause later difficulties. Miller (1971) com-
pared- the interaction of v#rious Head Start curricula with
subsednent schooling and discovered that children who had

been accuétomed to the Bereiter-Engelmann structure appeared
handicapped in kindergarten.

The many affective, cognitive and sensory'motor variables
discussed in other chapters of this book provide a wide
spectrum of rationale which tells the objective ECE scholar
that there are many factors which suggest caution--in urging
ac¢/demic structure or stimulation for most young children.
Some of them--e.g., a sound self-concert, social stability
and untroubled neurological development--may be of much
greater relative value Jor the child's overall development
than stress on basic skills. Yet they may be risked if

structure and stimulation are overstressed.
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Some years after his work with Engelmann, Bereiter
(1972).observed Fhat the structured teaching of cognitive
skills does'not prepare a child for what lies beyond. He
labeled the structured appronch as training rather than
education. Its influence on real development was minimal.

The structured approach to young children assumes children
who are immature and who are reached better by a sensorj
approach than by conceptualizing. The former is more akin

to training, the latter to education--utilizing the developing
ability to reason abstractly. Many behaviorists appear to
think of children almost as though they were experimental
animals. They are in danger of neglecting the children's
potential to develop feelings of freedom, independence and
self—diseipline, and ;s a consequence their tightly structured
programs often deprive children ofuopportunities to develop

in these crucial affective areas (Weininger, 1975b).

Along with structure and centinuity, the -most effective
schools for young children have a large proporfion of adults:
available to the children (Spicker, 1971). The personal
impact of the teacher is a decisive factor in the effective-
ness of programs for the disadvantaged. For young children,
adult continuity is as important as program continuity. This -
fact constitutes in general one of the principal advantages
ef the home. Similarly in a school the same teacher in a
teacher-child ratio of 1:5 provides an opportunity to build

motivative relationships and to reinforce learning (Hodgins &
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Karneé; 1966). Even in the elementary school, small group
instrﬁction of this kind promises greater academic success
(Frost, 1967).

A teacher-child ratio of 1:1 is even more highly effec-
tive in.early learning (Palmer, 1i968). Positive learning
results have been obtained both by tutoring children at
.home and by teaching mothers to work with their own childreﬁg
on an individual basis (Karnes, f968). Hamblin and Hamﬁlin
(1972) experimeuted successfully'with preschool peer
tutoring in a beginning reading program, and for both low
and medium IQ children, performance increased with this
personal help.

While some programs for «ii-:lvantiged children reportedly
have @et with success in arzas reutioned, others failed to |
produce any particular g:ins, a2l some appear to incur. losses.
Asbury (1979) found a spe-rilaliized training period for a short
time did not result in a wig=if.cant impfovement in cognition
reiated to verbal ability. 7The Westinghouss réport on
Head Start (1970) likewise Inund short surair programs
inreffective for lasting gains. In some Heal Start enrichnenc
programs no significant differénces were found between Head
Start and non-Head Start groups in achievement nor in intel-
lectuzl ability (Blatt & Garfunkel,_1965; Krider & Petsche,
1967; ¢liine & Dickey, 1968). In fact, Cartwright and Steglich
(1965) reported a non-Head Start control group superior to
a Head Start group at the end of t»th the first and second

years of school.
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Yet some tests of diszdvantaged preschoolers show
improvement in certain ares: when no special gain is apparent
in inteliigence. Sontag. felle and Thorndike (1969) reported
the significant progress 3f Head Staft children in sensory
and number concepts and ward associations, but novdifference
in intelligence when compared with non-Head Start children.
Saltz and Johnson (1973) -.thserved prcgréés in both social
and cognifive develop:#ewt from tr:iining in fantasy play and
role enactment, but again there vis no improvement in intel-
ligence. Higher scores na ant.T2l readiness tests‘have also
been noted after early schogsiing (Seidel, Barkley & Stith,
1967; Turner & DeFord, 197C; Moore & Ogletree, 1973), although
there may have been no sigasficant géin in IQ (Jensen & Kohl-
berg, 1966). |

Initially low iQ scores of disadvantaged children do
not necessarily fepresent a true measure of ability. Thus
tiie mentuzl diversity between children of lower and higher
sécioeconomic lewals may not be as great as it.appears, even
though dramatic (but pseudo) gains in IQ are likely to occur
among the most diszidvantaged. One evaluation of an inner;
city preschool program (Kraft et al., 1968) indicated that
the lower a child's initial IQ, the more likely he was to
make large gains after sufficient experience with a preschool
program. Children with a low initial IQ made their greatest
gains in the second yecar of the program, while those with a
higher IQ and in higher socioeconomic levels achieved the

same gains during their first year.
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The conclusions of Zigler and Butterfield (1968)
also raiz:d questions about the authenticity of preschool
IQ gains axrtributed to various programs. The results of
a study by Zigler and Butterfield provided evidence that
standard testing procedures underestimated the culturallr
deprived child's intelligence. They suggested that what
appeared to be an increase of intellectuzl ability in pre-
school children was really a greater ability to use what
was already there.

For many disadvantaged chi;dren,'Head Start prégrams
have contributed to this greater ability to meet the intel-
lectual challenges of kindergarten and first grade (Beller,
1967, 1974; Abelson, 1974). But the dramatic gains of the
preschool years were not repeated in early grade school,
éccording to Deutsch, Taleporos and:Viector (1974). This
could also be indicative of the unreaiistically low assess-
ment of intelligence for presciool children who have not yet
learned the academic "roﬁes" used in measuring cognitive
ability.

The duration of positive preschool effects on dis-
édvantaged children has been repoirted to be marginally
conducive to cognitive achievement through the first three
grades of elementary school (Westinghouse, :«#3.9; Deutsch
et al., 1971; Weikart, 1970a, b; Weikart, Deloria & Lawsor,
1974), and it may be evident for four or even five years

(Karnes, Zehrbach & Teska, 1974). Weikart and his associates
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(1974) found that children who had participated in a
preschool program demonstrated higher achievement in the
first and third grades than a control group, but their higher
scores on IQ tests disappeared - the third grade. The
children without preschool had begun to ''catch up."

For preschool yqungsters a steady though gradual decline
in measured IQ begins as early as kindergarten or first grade,
even though groups with preschool appear to perform better
academically than children with no preschool experience.
These nonpresphool children, on the other hand, show a
gradual increase in IQ throughout kindergarten and first
grade (Miller, L. B., 1972). These results suggest that
most of the positive effects of a preschool program are
insignificant after a year or two (Hodges & Spicker. 1967:
Dunlap & Coffman, 1970).

Larson's (1969, 1972) findings are éimilar. Significant
IQ gains in a Head Start group in rural Minnesota were stable
through grade one. After kindergarten the leaining rate of
thé Head Start children lagged behind those with no preschobl,
and after first grade those who had attended Head Start
performed significantly below control groups on tests of
word reading, paragraph meaning, vocabulary and spelling.

Similarly, Van de Riet and Van de Riet (1967) found
that children from both an experimental Learning to Le?rn
program and a traditicnal preschool were superior to tﬁose

with no preschool in a number of developmental measures.
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At the end of the first grade, children from the experimental
program were still superior in IQ, but the differences between
the groups had begun to disappear because the nonpreschool
group had improved.

Although carefully planned intervention may lead to
IQ gains and better performance in early elementaiy school
(Gray & Klaus, 1965), differences not only in IQ but also
in language and achievement that begin to disappeér in the
first grade are no longer of any significance by the end of
the fourth grade (Gray & Klaus, 1970). Gray (1974) concludes
that even the best invervention programs do not make uplfor
an inadequate home or inappropriate school experienée. The
growing child must continually interact with his immediate
environment if lasting changes are to occur.

A synthesis of these reséarch findings suggests that
the ability of the disadvantaged child to reach current
educational standards depends upon: (1) an external control
or structure representing limifé consistent wifh the child's
functional ability; (2) a continuous program that ex:ends
into the elementary grades; and (3) continuity and accessi-
bility of adults, whether they be teachers or parents.

When self-discipline or internal control is a goal of
education during the preschool years, the exterﬁal structure
can be less rigid. But according to the evidence reviewed
here, cognitive gains are then smaller and develop more slowly.

Highly regimented programs often result in greater immediate
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intellectual gains, but these gains are relatively impermanent
;nless they are made after the fi}st few years of elementary
qaschool. When parents and teachers insist that children
formally learn the basic academic skills before age 7 or 8,
their learning situations must be laboriously structured in

' a way which is unnecessary when children are slightly older.

The effects of such regimented schooling on both cognitivé

and affective development indicates that the disadvantaged

child's real deprivation may arise from a cultural dis-
crepancy that leaves internal control undeveloped within a
child, as suggested by Bissell (1970) and Stephens and Delys
(1973). VWithout this basis for éonfidence and self-respect,
motivation often lags. It appears that =chools may perpetuate
this early deprivation when undue bressure is applied for
achievement which has little ultimate meaning for the child
because of differences that are cultural rather than patho-
logical (Baratz & Baratz, 1970; Ris:c, 1970).

In commenting on the common characteristiés of preschool
children from multi-problem families, Friecdman (1974) obse?ved
that the strong emphasis on cognitive deve}opment in their
education may be inappropriate to the broader learning
process. In his analysis of the early education needs of the
disadvantaged, Friedman pointed out that only when develop-
mental méturétion is enhanced and supported can children be
helped to acquire the personality and cognitive tools for

realizing their full potential. The real effectiveness of
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early education lies more in released child potential

than iq the quality of information acquired.

The traditional nursery school. The relaxed, loosely-

structured curriculum of the traditional nursery school is .
sel&om reported in current research. Such a program has ;‘
been of 1i£t1e value in hélping disadvantaged children achieve
cognitive gains‘(Bouchard & Mackler, 1967). Even with parental
involvement and a later enriched classroom experience in the
first and second grades, there appeared to be no real gains

for the children after three years in a nursery school pro-
gram at Howard ﬁniversity (Herzog, Newcomb & Cisin, 1974).

Nor has nursery school been a determinant of learning for

more advantaged children (Handler, 1972). Whea a relatively
high level of proficiency in school-related skills has been

acquired at home, notes Handler, a nursery school experience

has only a negligible effect on later school achievement.

"Traditional” nursery schools a generation ago. Before

the sharply increased emphasis on earl& cognitive skills that
came about in the late fifties and sixties, the programs of
nursery schools were of quite a different character than the
structured curricula and academic objectives of the current
preschools. The traditional nursery schools of those days
had little or no orientation to primary readiness. 1In

effect they were care centers which éought to prceiide optimam

freedom in a creative and natural atmosphere without reference

’;)v;
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to academic. krowledges and skills. Research efforts that
focused on traditiconal nursery schools from the thirties

to early sixties regularly revealed nb significant intel-
lectﬁal effects on children (Anderson, 1940, Goodenough &
Maurer, 1940; Lamson, 1946; Moustakas, 1952; Douglas & Ross,
1964; Palmer,- 1966b).

A~generation ago a year of attendance at a superior
nursery school appeared to produce almost no gains in intel-
ligence scores. This superior program, however, was reported
as encouraging independent thinking and inteliectual curiosity
through challenging experiences (Bird, 1940). Such unhurried
experiences may have contributed to intellectual -levelopmew.t
that was not immediately measurable and have provided for
the children's affective development.

The usual outcomes of these nursery schools, especially
prior to warld War'II, were personal and social in nature.
Moustakés (1952) summed up their greatest c¢ .atributions as
helping children to develop social skills and émotional
adjustment. With nursery school attendance children were
rated by some researchers as more sociable (Hattwick, 1946),
more successful in social contacts (Mallay, 1935), and more
outgoing towvard other chiidreu (Horowitz & Smith, 1939).
Their improved social behaviour became more acceptable to
teachers and other children (Jersild & Fite, 1939), and
solitary pizy merged into integrated group activities

(Parten, 1932) which grew more spontaneous with increased
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social experience (Skeels et al., 1938). The children
tenaed to "grow~up," to be more independent and to show
more self-control and self-reliance as they progressed in
the nursery school (Joel, 1939; Van Alstyne & HattWick, 1939).
With increasing nursery school attendance, children
scored higher on emotionai maturity (Joel, 1939). Thesc
schools judged as beit:r sought to encourage attitudes 1. at
wgild help children handle their feelings (Appel, 1942)f but
conflicts, fighting and quarreling seemed to increase with
iz2ngth of nursery school attendance (Jérsild & Markey, 1935).
The children became less sensitive to suggestion or criticism,
more active and resistant tovauthdrity (Andrus & Horowitz,
1938), but better able to disguise or inhibit the outward
expression of their fears (Jersild & Holmes, 19353).
In the late 1930°s andlduring the 1940's intellectual
development was a cbntroversial question;—caught in the
greét nature-nurture ‘debate. Wellman (1934) and Rhinehart
(1942) believed that nursery school could in@lﬁence IQ, but
ofhers were dubious (Goodenough'& Maurer, 1940; Peterson,
1937; Skeels et al., 1938; Page,! 1940). The general attitude

. . ‘
was that a-significant increase of the IQ was really not as

importanf'és the quality of effective intelligence--original
‘ideas, creativity, productive enterprises, the questions
asked and the quality of explanations (Moustakas, 1952).

Nor were the effects of nursery school attendance clearly

noticeable in kindergarten or elementary school. In the 1950's

245
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nursery school children were sometimes perceived by their
later peers as more free and sure of themselves (Allen &
Masling,‘1957). They were more likely to be chosen as pre-
ferred playmates (Angell, 1954), and may have been more,
accepted by theif peers (Brown & Hunt, 1961). Dut kinder-
garten téachers' ratings for children with nursery school
background were actually lower on personal aﬁjustment and
relationships with other childreﬂ. Brown and Hunt recognized
that nursery school enrollments may have been influenced by
the emotional needs or desires of parents, andlpoor'personal
adjustment could have begun before the nursery school experi-
ence.

Early nursery school attendance, in general, was not
significant in social and emotional &dju=tments several
years later (Bonney & Nicholson, 1958; Douglas & Ross, 1964).
On tests of intell}gence and educational performance,
Douglas and Ross'found that nursery schooi chi;dren made
slightly higher scores at ége 8 than their non-nursery counter-
parts. Their scores were not significantly higher, however,
and by age 11 they had lost their advantagé. By age 15 the
nursery school children were slightly below the average of
non-nursery school children. Palmer (1966b) reported findings
consistent with these in an evaluation of the effects of a
junior kindergarten examined over -a five-year period. Again
there were early positive effects on achievement, but after

" four years they had disappeared.
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There is a dearth of more recent research oh traditional
nursery schools. But this tyne of program produces negligible
cognitive gains both for disadvantaged children (Herzog,
Newcomb and Cisin,.1974) and for children of higher socio-

economic levels (Handler, 1972).

A philosophical question. In 1970 the Harvard Pre-

school Project'and Ford Foundatiqn jointly reported on
research and educational practice as related to the first
six years of life and called the attention of educational
philosophers to the moral and political overtones in the
eérly schooling movement. They questioned the value of
accelerating cognitive development in the preschool years,
recognizing these years of a child's life as entities in
themselves. Although pragmatic reasons for this unbalanced
zuphasis existed, these undue pressures w-re pointed out as
a possibly dangerous and shortsighted practice (LaCrosse et al.
1970). \

The effécts of the increased time in school may have
negative influences on young children--including poorer atti-
tudes toward schools, the earlier they enrolled (Huséh, 1967;
Rohwer, 1971). Witherspoon (1968) found some evidence that
both the achievement and adjustment of children througih the
third grade suffered when the length of the school year was

axtended.

!
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Robinson's (1973) evaluations of early schooling
effectiveness led her to the conclusion that intensive
efforts to develop academic skills in early childhood
are highly correlated with frustration, anxiety, and apathy
in later school years. The cognitive focus has fallen far
-short of producing significant, consistently sustained gains.
And Rohwer (1971) observed that even when éarly scnooling had
apparently enhanced performance in schools, performance in
life was not adegquately realized. (For related conclusions,

see chapter 13 on early schooling effectiveness.)



CHAPTER XII
A POSITIVE APPRNOACH TO EARLY LEARNING

Synopsis. During the past 200 years a number of
ECE movements\have attempted to improve social conditions
.by providing schools for children of the poor. As society
became more complex in this century, mcre affluent parents
-sought nursery school experience for their children because
of its presumed socialization and adjustment advantages.
Some parents, however, may have been 3s much concerned for
their own personal freedom--to work or to play--as for the
welfare of their children. |

The present concern for early chi}dhood education gnd
Jfor out-of-home care is not a new ph?nomenon, although many
of its zdvocates claim it is based”o& more concrete evidence
than previous early childhood movements. But even thig claim
is .open to question. It is also iikely true that the problems
of disoriernted families are more intense toda&; A complex
techrology also has often produced impersonal societies
which often undermine feelingé of self-worth and happy social
intercourse. There is an urgent ﬂééﬁ to find solutions to
these problems. If children are to achieve self-worth and
optimal development it is even more important for them to
measure up to the criteria of the stablg f;ﬁily than to
typical schoof’expectétions. .

It is still by-and-lurge accepted that the family is the

primary educational delivery system for young children. Many
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early childhood specialists, and others interes{é& in the
child's welfare, advocate that the family should hav# the
highest educaticnal pricrity »n the nation. They suggest
that programs for pg;ents and futnre parents should receive
society's and governmeht's first c¢.nsideration.

Family education has been proje. ¢ as far more pro-
ductive of desira*’= child developmen* .. ! far more cost-
effective than publ.c care and massive owe->f-home progfams
for young children. 4 »umber of ﬁrog:am&, suclk as Home
Start, which bring ¢hild development servicas to children
and families in their owas homes havé proved t¢ be nighly
successful in enhzancing the quality of children's lives and
proViding a base for learning by building.ugon e¢xisting
family strengths. Thevhome offers even greater possibilities
as an effextive learning environment than is commonly realized--
even for the years after the child starts to schéol.

Schools may “¢ able to provide surrogate institution-l
cav: and tralining for young children when homes are inadequate
ov nmurents sre otherwise unable to fulfill thLeir responsibilities
or ﬂhen ocher surrogate care, e.g. famiiy davy care, 1is not
available. Much research, howzsver, juesti: cs tiae ability_of
most young childrern to profit by structured prc¢<rams commonly
offered. Nor wiil even primary scihool-age children usuall;
perform well on abstrzct content uvatil near the end of child-
hood or in early adolescence. Therefore, mi~h that is learned
earlier can apparently be gquickly learned at a later age with

)

less repetition and with less apathy #uc¢ frustration. Emphasis

in the earlier school years is then beiter placed on physical

240
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health and affective, motnr and perceptual development, with
the parents sharing in responsiiility and service experiences

—i
in and related to the home.

A positive apprcach to early childhood education suggests
a human ecological perspective for child development in rela-

tion to the family, the community and the: total culture,

____with priority being given to educaticn in the family.

N

ECE experimentation geés back more than 200 vears (May &
Vihovskis, 1972). Jean~Jacques lizusseau initiated ECE change
in Europe with the publicatica of Emile in 1762, téaching that
children should begin to . uvelc:; the skills needed to under-
stand the world and to shape their own future.

Rousseau’s ideas that eduration should be appropriate to
a child's ¢«velopment influ.ncec Johananasedﬁw in Germany,
who established a school in 1774 Qhere he sought. to stimulate
children's reasoning faculties rather than teach th- ‘.gh memory
only. From 1784 -to 1808 Gotthilf Salzmann, als¢ in Germany,
advocated the influence of a natural ernvironment in the
country. About 1804 in Switzerlanc Phillipe ‘!¢ Fellenberg
founded a similar program, adding agricultur: and ﬁaﬁual
labor to his country program. Such educztional oppo;tunit}es
became available to poor children in the 1700's when:Friedrich
Von Rochow worked to briné schools, teachers, arcd textbooks

to the peasants on his estate nsar Berlin (Pollard, 1974).

re
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Infant schools, kindergartens, and nursery schools. The

Swiss educator, Johann PestalozZi, was especially inters=sted

in the development of the infant mind and enc&uraged an early
learniné of vocabulary through familiarity with materials and
objects in the child's natural environment. According to
Pestalozzi, the ﬁome was the only appropriate place for such
early learning, and the mother was the best teacher (Pestalozzi,
1898).

The infant school was similar in its day to the hursery
schools of our times. The history of the infant school move-
ment in America, reviewed by May aﬁd Vinovskis (1972), provides
a perspective which somewhat parallels the movement in Europe.
A general American interest in the early education of poor
children can be traced to the English infant school movement

3

which starteda}n 1816 with the school founded by Roberthwen in
New Lanark. A decade or so later America_followed the English
exagmple and orgénized infant school societiés in a number of
areas, 1ncluding New York City and Philadelphia.' By 1828 a
number of infant schools were founded in and around Boston,
which became the center of the infant school movement in
America.

The primary focus was on the disadvantaged--to give reli-
gious and educational instruction to children from "unfavorable
situations" (Boston RECORDER AND SCRIPTURAL TRANSCRIPT, July 9,

1829), although some private infant schools were estzblished for

children of the better classes. This early ec :ation of the

"," . .
FAR W]
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poor was designed as the primary tool for permanently eliminating
poverty.

In 1833, just as the ECE bandwagon was beginning to roll
well, Amariah Brigham startled the infant school advocates and

the public as well by the publication of his Remarks on the

Influence of Mental Cultivation and Mental. Excitement upon

Health. This book stressed the necessity of giving more atten-
tion to health and physical development in early life with less
emphasis on the cultivation of the mind. The Infant School
Society tried to explain its bosition as more of a neighborhood
nursery than a school, but enthusiasm rapidly declined and the
schools soon ceased to function.

The ECE proponents, however, came alive with the kinder-
garten movement of the 1860's and 1870's. It was largely in-
fluenced by the Froebelian curriculum (Froebei, 1896) of games,
songs, and nature study, and appeared to flourish with greater
public support than had the earlier iafant schools. Again
the major objective was to alleviate the problemé of the under-
privileged population by r2:lating education to child development
néeds. |

But now, in addition to the problems of poverty, urbaniza-
tion and industrialization, a new need was evident in the U.S.--
the accultucation of the children of immigrants into American
society. In 1874 the National Education Association formally
recognized the work of kindergartens by establishing a special
department for them. Soon the NEA recommended that kindergarten

programs be a part of the regular public school system.

Y PR
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Work for the disadvantaged and low SES

—?

children getierally
continued to be a central ECE rationale. In 1907; Maria
Montessori began-her work with slum children in Rome, using
the idea of a prepared environment to cap{talize on the potential
0of children in their early years (Rambusch, 1962). 1In 1911
Margaret and Rachel McMillan, two sisters credited by many
as originators of the ''nursery school" idea, sought to provide
in'their London school the qualities of a child-rearing environ-
ment available in more affluent hémes (McMillan, 1919).
After World War I the interest in child development aﬁd
the programs operated in child-study centers in a number of U.S.
universities tended to populariée nursery schools (Andérson, 1956).
For the first time in Aﬁerica early childhood programs were
established for a purpose other than the alleviation of social
ills. While the immediate bealth and happiness of children
ostensibly received due consideration, longitudinal efforts to
learn more about children and their develbpment were an integral
part of these research-oriented nursefy schools (see Chapter 1).
It remained for federal legislation under the U.S. Works
Progress Administration (WPA) progfam of the depression years
in the 1930's to generate widespread government subsidies for
nursery schools. The American government continued through
World War II to make ECE programs available to poor children
(Frank, 1962). But aside from these emergency périodsﬁ;nursery
school in the United States was limited largely to children in

the middle and upper socioeconomic levels of society until the

mid-1260's.
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Parents concerned with their children's socialization and
adjustment in an increasingly complex society were the ones
who sought the advantages which good nursery schools were
assumed to provide. There is little doubt that some parents,
conditioned by the need for women workers during World War II,
mezy have been as much concerned for their bwn freedom as for
the welfare of their children. Kanter (1972) examined the
staﬁdard routine of the nursery school experience and concluded
that while it may have been a socializing situation, it was
oriented to bureaucratic reality rather than to the individual
needs of the child. Kanter observed that nursery school chil-
dren learned littie personal responsibility, participated in
highly routinized play without internal motivation, and
accepted impersonal priaciples for relating to others. The
school had in effect created a child's world resembling a
large scale formal organi;ation (bureaucracy), and the child
became an "orgahization child" with adaptive téchniques to
_maintain status but little initiative for individual.achieve—

ment.

Rationale for early childhood schools. The betterment of

society has been the declared rationale running through most
of the ECE movements (May & Vinovskis, 197"., . odek, 1973:

Pollard, 1974); Experimenters and social .:foruers have pro-
vided schools for children when homes were deemed inadequate,

but philosophers like Pestalozzi and Rousseau have maintained

A
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that = -mes are generally advantageous for early child rearing

and training.

The scholars and social reformers of the 1960's who
i
proposed early childhood education programs to remedy the
‘pioblems of disadvantaged children in the United States were

obviacusly not'advocating something new. The rationale for

[ 3
R

these programs, however, was ostensibly based on more concrete ~'"
evidence than previous early childhood movements. Yet the
quality of this research-related reasoning is held in question.
For example, Bloom (1964, 1965) pointéd to evidence from studies
of child development, of the home environment and of intellectual
abilities, suggesting that intollectual stimulation in early
- childhood was crucial for later educat’onal achievement.

On the basis of his findings, Bloom proposed large scale
rursery school and kindergarten programs as the best solution
to underachievement. Aithough early stimulation is certainly
important, the kind and quality of such stimulation assumed
by Bloom (and many whom he has influenced) has béen called
sharply to question. Critical analyses of Bloom's position
by Bayley (1970), Elkind (1969) and Jensen (1958) raised questions
ag, to the adequacy and correctness of his interpretation.r

Bloom (1965) suggested that early childhood programs
be made available (1) first for disadvantaged children, and
(2) eveptuélly for all children. In spite of the serious ques-
tions about the analytical quality of Bloom's work, there is

some research basis for his call for ECE programs for the dis-

-
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advantaged--as suggested in the previous chapter: However,
his effort.to generalize these ECE stimulation efforts for
all children is clearly speculation which unfortunately has
no systematic research base. It is much like ordering all
children into traction because a few have broken legs.
"  Bloom ~oncluded that it was very unlikely that parents,
particularly those of culturally deprived children, woﬁld
. be able to provide adequately for the developmehtal needs of
their children, and an important task of the schools was to
help parents and supplement their efforts. Such assumptions
which suggest to some that teachers can outparent even relatively
sound mothers and fathers, must be viewed with caution when
parents do not have the facts, and with alarm when they do.
One of the over&helming truths that emerges from our study of
more than 7,000 ECE research reports confirms what many leading
psyzhiatrists lorg have said: If we would spend more effort
on providing séund homes and educating for responsible parent-
hood, if we wc.ild provide'the child a warm, resp&nsive and
relatively free and cdnsistent environment, we would develop
much more creative and responsible children and save manyl
tax dollars for schools (Fisher, 1951). )

Current goais for early childhood education. The problems

of disoriented families in the wake of industrialization and
urbanization are perhaps more intense today than in the days
of infant schools and the early kindergartens. A complex

technology has often produced impersonal societies which often

-d
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undermine feelings of self-worth and happy social inter-
course. A study of the research relating to early child-

hood in today's sbciet& shows clearly that above all, a
child's early education should contribute to self-fulfillment
in the broadest sense (Butler, 1971) with an ultimate goal

of achieving a wholesome sense of self-worthk and an altruistic

regard for others (Gordon, 1972a).

Therce is an urgent need to humanize preschool education

. with more attention directed to the.day—to—day quality of
life and less to program outcomes or results (Katz, 1973).
The core of this quality of 1life is the self-concept. Katz
assigns high prioriiy to the goél of helping children achieve
a positive self-concept by feeling{respected and loved. She
points out that the basic criteriavb}_which children ju&ge
themselves are acquired very early within the family. Aside
from those families which are totally incapable of establishing’
reasonably sound value systems, or those situvations -in which
the family is broken beyond repair, it is more important for
a child's totallgrowth to measure ub#to the family's criteria
than to school expectations. And where families are badly
broken a sufrogate family is often the-best remedy. Whatever
the situation,‘it is essential that adults accept children's
differences and treat their feelings with respect.

Gordon (1972a) also emphasizes the self-concept as

primary in early childhood cducation. He identifies the

chiid's search for coherence, for meaning in his world, as

ERIC 20
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Cenfral to’his total dévelopment-'-When“a‘child'can achieveu'
A

harmony w1th h1mse1f wlth bthers and w1th nature he lites'

» y

in an pptlmum s1tuatlon for learnlng When ear1§ educatlonﬁﬂ\ ::' "

’
;;1nvolves school as well'as-home parents and teachers must

\

‘””work closely together supplementlng and complementlng One"'

‘anothlzl Gordbn concludes that childr?n galn most from such
experlences when school and home’ valués are in harmony : _,' >

To support a pos1t1ve self concept_ spe01f1c'goals to -

Tt

‘be ach1eved in early ch11dhood eduoatlon have been 1dent1f1ed

“

by<Gordon (1972b) as the developmént of (1) a questlonlng,

\open attitude”(f? a respect for Self ?9d othes -(3) _a sense

¥ . -
of. competence (4) a sense of respons1b111ty, and (5) a sense

of~comm1tment.-,And odce more'Gordon empha51zes that famlly

Jfactors;fespecially parenfal openness suppOrt respect and

. - —_—
-

' sha%ingf héip children attain these goals _ He states that

'cparents and families need to be educated to belIéve in their °
own worth. ‘

L - . L ' L . v i - :
.These goals for personal dqvelopmeht‘1nsear1y_ch11dhood——

@

fulfilling the needs -for attention, a‘f'-fe_ct“ion, and feelings of
warnthfand"acceptance——are basic-for‘earltﬁlearning and7for
.m,oti\'ration in future learning.. In .f_act, Zigler (1968) cons’
cludes that.an-overemphasis on thehintellectual aspect of

'child development is, harmful when these crucial areas of

' peérsonal development are ignored. Zlgler points out that g

v

learning is an‘lnherent feature of being human ,. and when
. AV . :

_appropr1ate~cond1tlons are establlshed for general.devélopment,
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) aichild'will learn. <Conyersely, learning can be inhibited'

%

%

-

¥

o

'5--1nformation or cogn1t1ve st1mu1at10n (Berelter 1972).‘ Schools

’ ,

by 1nappropr1ate cond1t10ns that create an art1f1c1a1 env1ron—

ment (Carpenter & Sh1p1ey, 1961), confuse a ch;ld s valuesv,;

. \.
(see Chapter 3),'or detract fromka/chiid's sense
L : ’

) f personal

_ worth (Purkey, 1970) T 3

The carlng functlon the'providing of love

appropr1ate act1v1t1esqand,serv1ces are far more i portant '*
L% - 2

goals of early ch11dhood educatlon than the achulsltlon of %

A

-reflect 1nte11ectua1 abilities; they do noehsreate nor even

-t

nece.sarily develop them, anthereiter,’as welifas Elkind (19695.

L

21970) -Robihson-(1é73) and:Rohwer (1971~ 19753' recommends that

- scho ls for.young ch11dren drop the1r efforts to d1rect or

e ?
shape 1nte11ectua1 development even into the pr1mary grades’.
. e . . i . " R . . .
m" N . o . _ . ) ‘ S .

Priorities in ear1y~chi!dhood education.. Our educational

pr10r1t1es are 1n\urgent need of reassessment withwprograms"
[»d

;f for parents and future parents rece1v1ng first cons1derat10n'

LD

Y

rather than focus1ng efforts dlrectly toward children (Schaefer

‘ 1972 B. Whlte 1973 1974). Strengthenlng the faley for

\

the development of ch11dren through med1ca1 ps hologlcel and

educatlonal reSource centers and home- v1s1t1ng jo) ograms have

, = »
ﬁllts role in the rearlng and education of‘%h\:dren a@? monltorin

. "

»

g

‘been proposed by Barbrack and Horton (1970), Gray (1971) and . -«

.

B. White (1974) as a far less costly and mqre product1ve means

(

of early ch11dhood ducatlon than generally out-of home programs

-



" Cost 'ffectiveness,' Accordlng to Burton White (1974),‘
‘ deve;opmen?zgﬁday-care costs an average of $2,000- $3 000 per
'year“ﬁer child. lSOme'suggest7much ‘higher Costsr. Heberﬁs-.‘
51970) Wisconsinvprogram; fﬁr dnStance;:projected annuai: -A‘
costs-above'$5 bOd’per'child’ vﬁawenthood’education'and \ V
(parentlng ass1stance for hOme eduCatlon of ch11dren m1 ht on

the other hand be accomp11$hed for $300’$500 per year

family. In 1970 Barbpack and orton-est1mated.that the N

.. - . \

average cost r chil for a ho e v1s1tor progr?m over a

f1ve—year per® d ‘wou be less’than $325 .per year. -

, A
As fam111es become more. capable of prov1d1n for theiﬂ

. ‘ -

Jjown ch11dren the need for asszftance m;iht be re uced (Gordon &

i
i )

Gu1nagh 1969)., Th1s would #e uce cdsts|even further Further-

\, more, care ful home educatlom programs reach not oniy the

1

parents anu the present pre§chool ch11d Hat also,

V.

| (1970) and Gray (1971) p01qt out they tend to pos1 1ve1y, 1f

. \ .
1nd1rect1y, affect tée preschool ch11dren to come, a d older_h\' s

s1b11ngs Rothman (1973) has gested the estab11shment of

"a generous fam11y ass1stance prograih. funded by federal or,

state funds so that the‘Poor need no\\b }coerced 1nto\us1ng
A

, N
’/ day care centers B 4'; ‘ _fl

]

Pr1m1t1ve soc1e1t1es educate the1r chlldren almoSt ntirely
R at home although they often do have “‘formal‘type of eduyatlip\

when ch11dhood is about over—-puberty r1tes etc. Bqt in

L]

ﬁtechnologlcal cultures even ear1y educatlon ‘tends to become\

tota11tar1an someth1ng 1mposed from the top d0wnward,w1th \\3

K
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. . +
. N \
. i . \
‘ . T e ' N~ _
. [ : . , ‘ . . .
. .
.
.

- i

« A
v

as_Schaefer N



parents'having progressiVelysless‘control over their children's

edudation' 'There‘is need for parents'as well as society-to’

s

reorder the1r pr10r1t1es and to plan for t1me w1th the1r ch11— -

dren to give. them the confldence and secur1ty they need (SuV1ranta

1973) Suvrranta sums up the s1tuat10n by urging the recogn1t10n

L

of parental dut1es and respons1b111t1es and of the psychologlcal

_\"/

;and emotlonal 1mpact of the home h '4

. ,'/’ N
. v - . v . . . F) : B B

Parenthood.education The necessl-y of cont1nuous early

educatlon for young ch11dren is conflrme by a Iarge body of

research but research a1so conf1rms the fact that parents are Y.

“_ the most 1nf1uent;al educators of. the1r wn- ch11dren (Scha;§er

\

“, - -

1969 1973) What parents do in a child S early years in-

~

.managlng the enV1ronment be1ng models'for the ch11d and. g1V1ng'_

_ v
‘ informatlon both d1rect1y and 1nd1rect1y, 1nfruepces a child's

. - ‘.

R
1xi‘t:e11ectua§l performance dur1ng these years and 1ater bn in.

'w\:«‘ »

weil motivated and directed holds(great promise for the'child's
_general psychological developoent°(But1er 1970)} Both‘parents.
' ve a great 1nf1uence but educators are discoverlng in pro-
grams for yOung_children that 1t is the mother who has more.
_ﬁ~1nf1uence on a ,child than’ anyone'else (Jester 1969)
| - From f1nd1né:'such as these Schaefer (1973) co c1uded
that the educatlon profess1on can, best serve ch11dre1 by
'tra1n1ng and educatlng parents to care for and educate the1r

[

own ch11dren; Th1s supports Burton Whlte s (1973 1974) tﬁbs1s -

Vs

e school GQordon, 1972b). Thls,power of_parental_lnfluence_lf P



| : - o o

. that parent education should receive top priority in educa—j
tion planning, and Gordon S (1969) suggestion that parenthood

educatlon is an effective means for bringing about social change.

»

Parents need not be' highly educated themselves_ln order to

'be‘good'homemakers’andéchild educators. - Successfqi parent~y
education programs have ‘been conducted by paraprofess1ona1s
(Gordon 1969; Gordon« et a1 l969) It is the quality. of

family 1nteraction that makes home education effeetive (Schaefer

-

'1969), and many parents are already d01ng the right thing

(Gordon 1972a) From a study of parenthood education us1ng
4 ;

disadvantaged women to 1nstruct indigent mothers in caring for

and working w1th thelr children, Gordon.(1969)-concluded;that

I ! . . .
how a child is taught may be mote important than what he is
—_— : . N T ' ’, : T

\Jtaught. He observed that as the mothers' competence and sense

_ . ‘ _ . e
.0of personal controL indreased ‘SO dfd the' development of their
‘... " -. T JREES o .l.. : r‘l,,) © . “, ' o

1

t$ and children 1mproge 3f: Sl e “.ﬁ'irf{nf'

addltlon to giVing parents confidence and personal

=

competence ,B White (1974) stressed.the 1mportance of educai

° »

ting p@rents to: understand how children deveLop physféably

and soc1a11y, how to prov1de safety and security w1th1n the

N

home environment while 1eav1ng children free to ‘explode and
Satisfy'their-deVeIoping curiosity abouttZﬁ'world#

Lo White (19745 su: .ested requlred courses for parent - ..;,5

educatlon in high scho ‘hlgh qua11ty pub11c telev1sion

programs, video- cassette or filmed mini- courses in hosp1ta1s
1’adu1t education,courses and neighborhood resofrce centers for

loﬁécost early detection and referral servic to identify

- .. \ . ; . - -
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e ildren's educational hamd{caps « The resource centers and

ome vis1t1ng programs would alsolprov1de med1cal and educa-

/ 1onal aSS1stance to parents as the1r chlldren develop Exper1;
meéntation w1th programs of th1s nature are encourag1ng | Already"
the home visitor- parent educatlon approach, uslng nonprofess1onals
; as educators, has-proved‘unusnally successful in produc1ng

d/; long-term effects upon children;slintellectual.performagce.

J (Gordon, '1973). - PR o . & “:'5."‘”,"f;i,

a :

Learnlng at home. :When parents become aware of?their

> ‘

worth and respons1b111t1es as teachers of thelr own children,

eveh a very s1mple home w1th meager resources can be a stimu-
{'_ latrng place for learnlng Ord1nary household items offer .
| many k1nds of sensory exper1ences, and’ part1c1pat§on 16ﬁs)mpie

household tasks not only prov1des opportun1t1es to 1mprove

1“_

ﬂl"motor skllls but also helps to develop a sense of respons1b111ty

T W
S T s

B

and of personal worth in. the chlld (Beck 1973 Béll 1973

‘Moore & Moore, 1975). J R ” I _, “ "

Programs to br1ng ch11d development serv1ces to. ch1ldreh

-
-

and families 1n their own. homes 1s based on th1s recogn1tlon

- “

. of the home as a. pr1mary lea ing center (Z1gler 1971 0 Kéefe

b 1973) Through paraprofess1ona1s tra1ned as home v1s1tors,

L b
.

Home Start* has succesz ly servéd ch11dren‘5nom a -wide var1et¢
." . . '.‘ N . . .

- ' ,

[ ]
- *Home Start is. an‘AmericaniECE movementgwhich=emerged N
from QOperation Head Start It uses the home as the primary -

learnlng center. R y SN L. T e
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.0f cultural and ethnic backgrounds-—white; black, Eskimo,

ﬁlto use: ‘ordinary materlals in the home or 1tems from toy—lendlng .Tr“

292

Navajo, migrant, Spanish—speaking, Chinese, etc. If has . ‘»'

sought to assess nutritional and health needs, to provige_m.-
information on'nutrition sanitation, safety, and.earl&'child—.-

hood development, and to prov1de d1rect health and soc1a1

2

services or referrals when necessary It has taught parents, o

.

11bran1es_t0'expand the 1earn1ng.resources.ava11ab1e to theln

_children” .( : ﬂ | S - . »_ ' '. '_’T:? SN

quallty of cﬁlldren s lives and prov1des a base for learning “e“ .

to

- fo! 11dren 'S development and 1earn1ng than was. pQ§s1b1e w1th |
N ’
the Head Start type of program (Ka§rer,.1977) . o v
Independent smaller experlmen s *with home- centered 1earn1ng

The Home Start program has shown that" iamllles def1n1te1y
want to be a part of a program wh1ch supports .their own rela-

tlonsh1p to their oh11dren (O'Keefe, 1973) It enhances the Voo
A _

by bu11d1ng upon.ex1st1ng famlly strengths (Home Start ':An‘\f

overv1ew 1973) Center1ng the program 1n,the home was designed ,
N ﬂr & .

roduce a beff’vﬂz;aiity program with more comprehens1veness_'

-

L

e .
have also been successfdl in. he1p1ng parents to recogd?ze them-

selves and the11 homes as 1mportant educational resources for
'

- their ch11dren Sguernsey, 1972 McNally, 1973) ; Guernsey (1972)

.,
.

. .

V’reported some d1ff1cu1ty for work1ng mothers who wished to

partlclpate in’ the program. Th1s 1s often a‘matter of pr10r1t1esj

not only for the mothers who f1nd 1t necessary to work but also

-for the soc1ety'that expects them to assume.addltlonalvroles.

.

) » t " ) K - . [N r /
. . . N 7 ' C

- -')~.1‘.l L ,»._ ..1' !

Foui N / %

.



Young chlldren who rema1n at home usually havé an,

~ o e

4emotaonal advantage over those who have some k1nd of early.;_-‘“

Lt .

.‘schoollng We1n1ng%f (1974) reported the results d& d1f— t;u”;
' - ' " o ' .
ferent learnjhg exper1ences on f1ve groups of young chlldren.'_) .
. - L e . ,
'4.matched for age, socloeconomlc status and 1ntelllgence7_ Four

"groups we%§ in some kind of’ classroom s1tuat10n and one grbup--

\'; remained at‘home. CAft six months all of thé’phlldqdn had .
’ : made'about:eQDallinteQZCctual progress-but the ”ai home” :. .
| “~ group .Showed the tht embtlonal growth _!\“"_' o f"e-: s
wh Slmpson (1?73) sees pOSS1b111§ies in the hc e as . a learnlng -/Z
® env;ronment throug out a childts educatlon Sh p01nts out ’C

° the‘%ppor n1t1es for developlng the ch11d s covcept of work '5‘

. ¢
and’leiSuTe‘at home ~and for learnlng occupatlonal competenc1es

‘-

¥ _
.The learnlng of eth&és morals ‘management of resources and

preparatlon for respons1ble,parenthood may all be home—based : f‘!
'Accordlng to Simpson, th1s.cou1d greatly supplement \ge role ' e
P T
fvupf the schooi rand 1ncrease 1ts effect1veness '
4" i ) % “ . P
N t Delayed acad¥hic. SklllS A pos&tlve approach to early oo e

e N -
' learnlng‘sﬁguld make poss1ble the opt1mum all round develop—

ment of chlldren : The we1ght of ev1dence .from ﬂoth research

.’ S . e -

and practlce rev1ewed thus £, xplaces the homé and iamlly well -

»

ahead of the school for ass ing such deve{opment Egr most‘

. young children What then 1s the role of the school in the
1. N .vh‘ .
ch11d S total developmeﬁt’
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R P - | _. ’_" :‘ S - . | .
\ _ Schools can provlde surrogate car and tra1n1n%5for -:-?__n
| 'young ch11dren wpen homes ar totally j\adequate or whose e 1~?”Lﬁ.

-
parents are . personally un_

\

le to fulfill the1r respons1b111tres
for any of many reasons7—f1nanc1al physrcaf épsychologlcal -f

e maturathpal hc; 'But resea?ch has ralsed serlous duestlon:

Is~intel1ectual'co;petengg'1n early.childhOOd or euen'ln .

( 'elementary school nec' ahy or. des1rable‘f0r eventual com--

4 —

&

" wer, 1971)9 Experil”

31on that learnlng SkLllS are more bas1ly developed thro_gh . }".
i
- tra1n1ng durlng adolescence than in early chlldhood Whlle

; the base for developlng learnlng skllls 1s acqulred from the "

S
"\,\ -' ! K

env1f3nment and from the experlences and relatlonshlps7of'fr7 e
s

early chlldhood RohWer found that the ab111ty to make ughof -41"
L. formal 1nstrucblon and to reta1n abstract content is not S

| achleved by m9st chlldren untll near the end of chlldhood or . .

in earlw adolescence f‘ J ' . e - . ’ - . ’ .’

: _ Roﬁwer 1973) envls1oned -an elementary school #n whlcd\ 3 2((&H

academlc

1lure would not ex1st because the chIldren would

4

work on pr Jects or”topics using nonacademlc resources Then
'S

: *ﬁ
A in the Junlor h1gh school years'"all th learnlng necesspfr

for,success 1n meetlng h1gh school demands (could) be accom—
. . had ' . ) 4
plighed." Rohwer (197$) also efpressed the bellef that

<,
delaylng formal instruction until’the early adoleScent years

- would 1ncrease the ult1mate degree of academ1c Success and

decrease the-negatlve att1tudes toward school that appeared S

« . al . €S toward sc AP oL
- . I \-- P S . [N : ~ . g
- . L .. . . . ;
. : L : I . '
. H . EEAN . .
- . . . . B
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'

L

t 13; sch&‘al (Rohwer
.TM' 1971; Huséh ‘193; Dunn 1968) Researc'

in’ the areas of 2 8 (
.‘14, neurophyslology and neuropsychology stnpngly and generally
) support Rohwer s‘thesls " His. proposal %9u1d have further

e’ N )

merit in’ that it .would av01d the/Vlntellectual burn" of

g N ¥ ™
o ch11dren who struggle ‘to keep up w1t academlc ac 1v1tieF -

before they are ready for total 1hte11ectua1 involvement
‘ .‘.: ‘ . A . : . ! «
\' Ve I(Elkind 1969) . 5 o .

\

: \f 55 Based on the concluslon thgt-ébmpensatory schod4'programsfjf
e Tt

\fooused on the pr}mary grades have not produc d s1gnificant ;ﬁ;"”"i
or susta1ned cognltlve ga1ns 'and that 1nten51>e

'efforts to °

*.1

s .
A

i l/develop academ1c sk111s 1n’ear1y ch11dhood appear to ‘be cor- . -
Y 2 ) S
Z{(_Iirelated w1th apathy and reduced academlc accomplishment 1n T
E 'i,later school years Rob1nson (19?3) a}so proposed early adoles—"“'

i . ¢
. cence s the best t1me for aca&%mlc learnlng Th1s could be;‘3 _
. . ' A Y [N

Ny advantageous for depr1ved ch11dren whose cognltlve A\

| especia

,:1 { SklllS have developed“slowly

,lt is qu1te probable they would rece1 mOre sat1sfy1ng atten_ _a-ﬁﬁ
£ 5% 4
tion than in trad1t10na1 sehool programs but the empha31s /ﬁ 5

Xf* h would be pn phys1ca1 health ag? affectlve motor and per- 'r”
o

% eeptua! development W1th such a foundatlon cognltive skllls

A y kN
L]
?

)
1 7cou1d

,acqulred eas11y and rapldly,_even by ch11dren who

ld normal;y "find school ach1evement d1ff1cu1t : Even when
3

those who start a year or two late are started in the second

e .,
. . .
. :
.. : _ . .
L d R 4

| I . . .
o : \ : . . o

ws
5

%

o)
%




or third gradg t,hey usualk catch‘%p w‘1th the1r peers and

[4
,"

F 4
often pass themn. Anq usually they come out better behade

’

and better soc1alized as weil as hlgher achaeV1ng In order ‘;

-~ ..

to accommodate such 1Pte entrants adminlstratprs should 1nsure

,f < oL

that the sual 1ock-step progress ¢hrough elementary school

| 1s not requ1red EMooref; Moore 1972 Moore & Moore 1975)

" - . N
’ . . . . . ’ S
: e - . - ~ :

- e,
g

0 ': An eco~5g1ca1 comm1tment R Schaefer (1971 1974) p01n9s

K 2N
out the need of support for famlly care and,educatlon of’
/ / ‘

,chlldren in order to maintaln a life- spaCe or ecologlcal'
perspective for ch11d development The current focus upon

profe§s1ona1-and 1nst1tht10na1 resources for developlng/the
\
1ndingua1 apart ffom h1s fam11y and cu1tura1 her1tage has '
TR 3
) sometlmes produced personal 1s01at10n Famll}es however
A

-are ‘not always adequate for the JOb wit] ut some ass1tance

A fecus upon the development of chlldren w1th1n a famlly and

<

//// commun&ty network or- system would provade more support1ve

v

_ relat10nsh1ps (Schaefer 1974) N T _
o F) h ve A

R Crbwded urban areas and fam11y d1s1ntegrat10n have

b R

' particularly contr1buted to persohal 1solat10n | Clt1es haveh

'.beeomepplaces whére people 1earn to 11ve w1thout natura1 re—
‘- . - ™
sources where the r1ghts of ch11dren are m1n1mlze and a

- s ey ;,‘ .

' deter10rat1ng env1ronment influences h nan deyelopment and.
_ _ “\‘§
'”behav1or (Bauch,.1971) The maJor 1nf1uences on 1earn1ng in

-~

.ammedlate home and schoolgsettlng/anduthe 1arger geograph1c~g

‘ .

ear1y ch11dhood grow out of a chllp.s total ecology——the ) &i
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 SUMMARY: ISSUES AND RECOMMENDATIONS
. -~ - c ’ . ’ ’)‘ ol .
o W

——

SS of funﬁs available and approaches used the

early ch 1dhood education programs generarly available today

are not m eting the needs of children nor correcting the

N4

results and failureg of.child-rearing practices in children's
early years (Schaefer 1q<bb- B. White, 1874). It seems
that priorities have been skewed, and the assumptionihaS'

g been that children become educated through contact. with -a
proiessional.in*a classroom or a center. "After-nearly two.
decades ofdfull;time research with children under 6 years'old,

"Burton~White'hashconcludéd that the family-is the primary’

educattonal delivery system. He believes that the highest

R

educational priority in the nation should go to the faﬁilff‘,;

: not~to developmental day care centers nor -to any)of ‘the’ pre—fﬁf

ISR SRR

*3;fi5chool programs that abéund Similarly Sheldon White afterw;iﬂ

”Jmaking a comprehensive study of federal ECE programs'(S White

_197&) expressed concern that the early schooling movement

. b

. - ) : -
. N
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"maght wipe out the ga1ns spec1al education has made and
possibly ruin the future of easly ch11dhood education

(Moore & Moore 1972)

The centrality of the home versus the school for the

Hyoung ch11d S educatlon 1s .a pr1mary ECE issue today This.

does not‘gean parent involvement in school act1v1t1es but

'gdll time ch11d and parent 1nVolvement in the home and its” .

N
la. «) A.. - L)

fj{related activities wherever poss1ble At best the school is

e . N

3 "a)substltute and ‘the teachqr a surrogate during the first
f six or. seven year 11fe : We should be concentrating

on educat1ng for parentho/d/and 1mpr0v1ng the home rather

,ithan on prov1d1ng alternates except 1n/those cases where the’ »'?df:

home cannot be- made v1able as the pr1mary environment for the
child. Many times’ 1t mill be necessary to resort to substitutes
amd surrogates but 1£/We are to build sound children every
effort'should be made tolm;nlmlze such 1nst1tut10nal life for
the young child -and. maximize the home influences ‘
Some ECE issues are more clearly defined than others,
but most of them are interrelated. For the most part the
.studies tell'their own stories, and comments have been
breserved for summaries and areas in wh1ch clarification was

¢
gneeded. These early childhood education issues are basic

]fto the stability of society It is both necessary ‘and. u\gent
"5that conventional w1sdom' traditional practices and current '

trends be evaluated against the questions and ev1dence arising

from early childhood research. While some cr1t1cs have 1ns1sted




, . s
- 1;0‘ - : ;. . : ‘ ) . S\

Y , - - ~

r-'that'there 2@ much evidence contrary to the findings of
O

‘this review they have not yet made. it available. Some key

e authoritles on ECE . literature havefrepeatedly declared that

~—. i
q¢ dpes not ekist.

L

-y .
v In recent years thoughtful‘early éhgldhood educétion

2

specialists who had strongly supported early schooling haVe

» ’ o ‘.

reversed gr sharply modified their positions because of the

results of thelﬂ own research and “that of others An overview .
] . \
of the entLre early childhood problem suggests certain ECE

ﬁ” issuesmwhich deserve careful_ and objective study.
[ . s ’ ’ . - T )
Y " N } T .

Relative~effectiveness of early schooling ‘ARbimportant

ry v

challenge is here placed before educational planners legisla;
"

tors trustees administrators teachers parents anrd those

concerned about the welfare -of - society, culture and country
’

Perhuaps most. of us tend to equate learning with sch 1s, when

~

the home! du?ing the child S earliest ars,. appears rom the:
N preponderance of_research evidence ‘to :E\E}s most‘likely
.learning laboratoryf ‘We also often equate low SES homes
with disadvantaged.children and move on to compensate for
the assumed "disadvantage' by removing the childrenjfrom anp'
environment that may‘actually be.besf?%ornthem,-and thus in
fact be disattvantaging them all the more o "j' |

"'There are, of course many truly handicapped and :
"fl.otherwise disadvantaged youngsters at both high SES levels

‘,and low who require the structured programs of good preschools
i "Q"" ’ v
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Yet this prov1des no logical reason for generallzing

,th1s need and therapy to children who are not d1sadvantaged

.anymore-than_we.hosp1ta11ze”all chlldren‘mhen a few haVe,the
.l S vflu. Nor.és theré yet anyfreasonahle assurance that:‘-m ' \5

ﬁ%eschools in general are as well run as tfose model schools

', so often used by‘researchers ‘even : if they were . as effectlve

z-research is in order to determlne 1f

’ -

,as the home ‘ In fac

RIS ,/ T 3
.m-1n ‘most. cemmunities the school S basic env1ronment 1s any

-
LN

" better in general than.the homes.

There is some - reason to belleve from an’ analys1s of - | ‘g;;
"80 000 young children from the'National Elementary School
Survey~( ; other than providing a publicly supported
' ;:habysit-inglseryic, preschools ars\not generally serving _
u-our children well (Moon 1575) If indeed we are simply providing
g . out=- of home care let us call it- that do it only where it 1s .
- really needed, and do it very well, encouraging and educat1ng
Iparents'where they can to'care‘ T +:e1:;fwn; ~There-is no::'“
research in this chapter or in this book " or elsewhere on
‘t‘ record which effectively "and system ically leads to any other

~conclusions if we are perarily and objectively concerned w1th

the welfare ot 11ttle_children.'- o ﬂ}

4

* Family restoratlon or;personal accommodatlon.‘ We must R

‘determine whether or not we shall appropriate‘ iablished

facts of human ecology‘to restore famlly life fe) to accommodate

Y

".0.»
Y * K -

.jthose who may place personal exped1ence and conventlonal

[
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practices a d'oi ﬁamiiy weliare as, for example; sending
ch11dren to preschool because 1t is 1n style or convenient:

,To follow a trend. that 1 ds to negative outcomes 1s defeat1st
' and uncharacter1st1c‘of a progress1ve people.

. Home or school as‘the'basic ECE'delivery system’" The school

' and other out- of home care for young ch11dren must be evaluated'

. \

_agalnstfparent and home education. Out—of home care’ must be
'provided for children whose parents cannot care for them,
whether for physical, emotional or f1nanc1a1 reasons 'ﬁYet;*i
wherever practical as p01nted out b¥ Nimnicht (1972), B Wh1te'
~(1974) .and others, tge home should be the primary ECE
de11very system Such a phllQSOphy and'practice need not
depr1ve presentwpreschool personnel of employment as 1s so
'1:often feared' Somé=tea§hers need'to change their focusvfrom'
_bthe schodlfgom to ;he home:or to parent groups Parents need
..to be educated regardiyg the developmental needs of the1r ..
'chlidren and how- best to meet thesé needs. In any event,

the child's melfare must transcend employment copcern of
_teacher groups1 and shou1d be carefully weighed in making -
.dec1sions for parental employment \

"If the school.must provide - the.care,,then iet it be

" as much.as:p0ssib1eéiike,a warmv'respOnsiVe consiStent,home.
iFollowing are some of the qua11ties and/or practicey//hich

our, studies (Moore Kordenbrock & Moore, 1976) have found to be'

'characteristlc of outstanding preschools and care centers:




;ﬁv(i)‘Staff g.wivhiwarm,"responsive; cbnsi!tent\teacher-

‘ \;t.l.. ”' care akers, (;: ; "‘\ ‘ . ’ - KN
(2) Maintaining ‘small adult‘phild ratios

(3) Using’ res1dent1al houses where possible'instead_of

~ school buildings, v ~
(4) Grduping of children in'house rooms instead of class-;
-
Y o rooms with children placed in family-type play groups,

;-varying the: ages, ‘ ,
>(5).mlertness to the: frequent need to compensate for |
K{\' . ‘ language and cuitural differences, B

S Viak

(6) Providing daily homemaking experiences including gardeninguf

cooking,.cleaning, ete. in lieu of more conventional
‘ kindergarten play, . '.é-v' i_-&:"‘ .fi -—

R "(7) Programs free from formal teach%ng, academic orientation
| ’ *or even primary stress on readiness for the primary

‘;grades,'

: . s
A U .

v

adequate nap and other- rest periods. for all
i'm .

children, ~- - .l,- . 'L . e

(8) Schedulily

(9) Continuity of teacher personnel
s

;(16) In the teachers a sense of parenthood-more-than pédagogyﬂ

Y- -
< A . . . "". B . . )

é

d?amily authority#akd responsibility, Who is primarily

responsible for children? Assuming that authority and” responsi-
bilﬁty are: comﬂensurate we are led to conclude that if parents o
'_?re tg have authority over their child;en, they must also accept o
.g,fresponsibility fof’them To the extentgthat parents delegate |
SEZéithis responsibilitzgto others, they abrogate their authority | g o
.‘Suviranta (1973) has noted that this shift bf responsibiliuy .

has already gone so far that education is in danger df becoming
. N

Q . j ' ’ o 5 ‘ C . R - '
EMC x o o o L ) - ?«» ” . Ce | o 7
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P

totalitarian with parents-having few rights, even whken the§>v

] p , ; : . .
best interest of the child is at stake. In recent months v ,

- | SR S A : R

_and’years'a number of American mothers have' been arrested, S

‘and one recently Jalled for consc1ent1ously keeplng their
- 7 ,‘L‘

chlldren at home at ages 6 or 7 ;This appears to be a\v1ola— o

‘tion of const1tut10nal freedom if ‘not of mgtherhood ' i
-
‘ﬂff‘,fg- Parenthood educatibn From the child's earliest. years o ’
B R S - ' 4T e
‘ﬁ??i_the chlld should be kept in mlnd as a future parent Th1s R
e is a pr1mary obligatlon of our schools at all levels Yet;A L 'Viﬁﬁ
IR S TR

the 1mmed1ate needs of parents and expect1ﬁg pa§§nts should

.
..

. be ‘a cont1nu1ng concern through programs of a11 klnds, ut111z1ng.§

y ' ‘ e .
the w1sest and most effect1ve means ofecomgumlcatlon. tele- . o
e ! P -
v1s1on and radlo spots and shows pr1nted medla _community

S

agenc1es, etc The pr1me objectlves of such programs should

.1 -

be to alert parents to the developmental needs of the1r chlldren,-

to restore confldence in themselves as parents \\\dﬁto follow -

through w1th a respons1veneSs to their chlldren that 1s warm °

and cons1stent W1thout the urge'to be pedagogues. Lyéfﬂ'”‘*‘
- - oo - o R SR
7;,. . / . ) \ s N - A ';;:.1 ﬁ?.;-~.“\
e o L - T :
QT Freedom for parents or children. Jghls should never be
- ' ' - ’ ‘ .

.-, 'an issue, but it is. Mothers sometimes des1re freedom from

'home'duties including child care, in order to WOrk or other-

?ﬂ:‘f wise be at llberty For'some-this'is financially necessary,
'-."-‘,H-/ . ¢ t
but\(or many xt ;is not _ In some,gases 'the father S employment
. N.) . i g o
may be subject to questlonn\ﬁmheﬁguastion however rema1ns : S

. >

"’\ R . ¢ : .

Q ‘ . RO S TR AR | .
(o TR A ARV
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If the child's best)interests require a warm,. respohs1ve

"3 M v e

ﬁarent does 1t become a violation of h1s libertles to have )
P -

the parent nnnécessar1ly abrogate his respons1b1l1t1es7 Is .
th1s reallyaparental.freedom? ‘or s th1s 11cense7 If a
child's freedom to develop into a product1ve person depends

substant1ally on the qual1t¥ of. h1s.parenta1 attachment does o

-
.

a lack of attachment 1mpose an unnecessary 11m1tat10n qn the 'ﬂ.~ f;
. ) . ]
chftd S freedom7 The 1ssue is a p01gnant one’ when pollcy perm1ts

s oz‘ encoutages parental self interest in ,the face of the ch11d s ﬂ

‘p 7 .\ . } - .. . . ., . S ,. ‘

Care of privileged or underprivileged. Children of the N
D ) " - . :

'd', o'poor orvunderprivileged-more'often need oarefully planned

o ;~out -of- home care than do the chlldren of more affluent fam1l1es'
| But some people 1ns1st that';f puhlfo funds pr§v1de spec1al

" serv1ces for the poor, they must "also be ava1lable for all

children} This reasonrng, if log;cally extendéd to all areas.

of nelfareA would - ultimately lead to a total and f1scally ‘ S

I

are already mgre AmeriCansv

M, g zﬁﬁrobable, welfare state "Even now, a cord1ng to the alLI - f?zﬁf
Street Journal (Kugust' 6, 1975, "There]

- (80. 6,m11110n) helng sﬁpport{d by tax doll;E!?tham there are
R » I
',{\~ workers 1n the pr1vate sector (71 6 311110%) to su

N . . B . [}

ort them."
- . P ) )

Early screenlng Yet early screen1ng systems-employ1ng

°4 R ©
b - .

phys1c1ans psychologlsts and/or alert and we} -prepared

teachers should be establlshed and made avallable for every ‘>

- - . - A ..
I - " . : S o .
S _ . .
Y P . E . . 'C . 4; o
R o . .- ‘ “ L - .
e i , ‘ , L . .
' - . : . 3 .
] . N
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child. This will greatly Help in determining the natufe of * i\ ‘

o ".

qﬁ. the child's problem if any Physlcians shou d. be ‘alert to

. ‘symptoms at birth but the childhshould wherever possible havd

‘'a yearly check, an&\particularly‘at or before school entry L

This will go jar toward e11minat1ng school- failure and incor-
- ‘\’ , . . L
rect:r assessment of studenﬁ problems ’

or school socialization of the\child Onefcommonly :

‘_ advanced rationale for ea&ly schooling i

that 1t socializes

young ch}ldren Th}: 1dea needs to be arefully examined fon}i o

the facts appear to Indicate otherw1s
- J e bl [
evidence from comparative entrance

o

According to accumulated“
. -
e‘studies children who

“

start early to scho%i aré often found to be sbclally immature.

,‘g Approaching the probﬂég'from anothernglnt of v1ew teachers habé[~

L l( ' ubJect1vely found that early school entrants are more likely to |
I .have social maladaustment problems as they progress through‘ ' ';"
‘school The belief that young children need more social opp rtuﬁ
.'nities than can normally be prov1ded by a (] mbination of parents,
‘relatives, and nelghharhood friends:does not seem-to be supported
‘ .

In-fact in urban,,suburban rural and even remote areas'it

o Pppears that most children ‘ velop better sociaily at home than

in.school Exceptions 'of course,‘may be those homes which

: -~gcannot prov1de reasonably sound pareht}ng because of severe
"i ) ”

‘physical,kemotional or f1nancial difficult1es--or parents may

o;ant or apat&etic Often overlooked is the child s
oﬂ, ‘__ .

PR : ) N . -
o e e oo _ : , -

. \;“ "}’.\f. Lo
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', findlngs in the area?of neurophy81ology,'cog

. equally 1mportant need for solitude to work out his own N

fantasies—-a bas1c act1v1ty for true soc;allty IS

. ,“5,__7 R
’;T : TLe childJs need for cogn1t1ve stimulatlon. Another»of

mental st1mu1ation 1t pr yides Th1s concern not\c nsistentQ

. \
,w1th research fipdings related to early learning. QI

phys1olog1sts suggest bra1n structure and function

AN
together,_it would seem that to require a child‘to unde)take
A <

tasks for which he is not fully prepared maynbe r1sk1ng damage

to the central nervous system Es well as potential diffrculties

- .- B RN

in the affective and’hotivational aspects oﬁzi}arning.' Recent.v
Lo e

tionﬁ Vision .
'c.
hearing, etct, have raised serious q?estlons about expecting
el .. J
chil:;en to pursue the basic skills of reading,_writing,_and-

N3 1 - '~\

ove ‘along . -

las neuro;ﬁ'

L 4

arit et1c on ‘a deliberate academic bas1s befOre they are 8 or

AN

. ; S
10 years old and their neurologlcal cogn1tg?e, and affectivev“,

development has reached reasonable levels of maturrty—-ah’g_

'integrated matur1ty lev&} (IML) or, safe time for iJhool (Moore

. .-,;;t.’ . B .
_& Moore, 1975).: AR v_ ) § o

If we expect a quallty of reading and arithmetic based on

-

: N

JIZ ’understanding‘ratgfr than rote learning, delay 1n these areas-

appears wise. Some scholars conclude that it would be better
‘to*wait until agesq}b\to 14 -or ear}y adolescehcq’(Elkind 1969
_;Robinson 1973 Rohwer 1971) Freedom w1th1n lim1ts that

permit the jpild to explore and test his own 1deas a%gEars to

I
e ~pn
R
e B
Ry
Iy}
o
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offer the best kind ef ”st1muygtion" most_chi%dren need. 'There’n )

L4

1

*f 1s strong dllnlcal and research ev1dence a&:t childhood motiva- -

tion for leqrnlng 1s often dqstroyed by ear1y exposure to,&pe

€
. -
s o

o so-called st1mu1a§}on of schoo " And by grades three .or four |

Q:»' ’ »

f”ﬁ, manf chlldren flnd themselves on a mot1vat10na1 plateau and

.

If;} never recover thelr early excit for learning. 4
e j ST ' o g “// .
‘:. ) v v NN . sre o < » . ‘ %
% Childrem's  attitude rd school. Many parents thlnk PRI

o P T N | m,‘ Pl A
’ their.yoJEE“chlldren are eXC1ted about school Th1s sqggests 2 e
‘Lany questlons ' Do chllpren really enjoy school more than xf@55 .

o home’ If they do why7 What of the qua11ty——warmth cons1stency,
. . 3 &, '.

réepons1veness—-of the home compared w1th the school7 Are“;-

-

k ;ngs that can. 1nterest young ch11<.=1ren"r

rf‘.

'. homes really 1ack1ng 1n'

Or is- it the soc1a1 and psychologlcal pressure of everyone d01ng

ot b
e A .

1t that encourages early schoollng7 Stud1es clearly 1ndlcate"

]

: that the earllen ch11dren go to school the worse the1r attltudes,”

T \eventually are. toward school, part1cu1ar1y as they enter {helr
'. , "L.' .; " -
‘ teens'(Husen 1967 Husén 1972 and Lllaefors 1974) - On thg :

{ -

“ot er hand much exper1mentat10n is due W1th parents and homes

n order~to prov1de sounder bases . for parent educatlon v"‘ . A

T N A P 2

% . \’_@_j . LG : *\//

W Structure or freedom in the. young\child's learnlng While /
NS

L ]

, many preschqols presumably have an unstructured curriéulum; most,>

,_’\.'_\

are read1nessqor1ented for read1n

kS

‘ wr1t1\ dthmetlc languag

‘axts, etc; Research apparently-
‘ <
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skllls before t&p young ch1}d is ready Th1s 1s much:llke . // * ‘”—’

. the formallty of &oldlng.abyoung ch11d up by his hands/ln § 'f

order to help him to‘xaIk before he is ready. The questlon
N~

'here is, why make him* walk? If we arf aot worried aboﬁt rushlng‘
. ', - o
! a Chlld into the bas1c SklllS ‘a v1rtually unstructured program

i .-

,W1th warmth, cons1stency and)con#ern{for the development of acs’', LA

4 -

’

sound system of values put w1thout a- partrfutar or1entat1on AR

hto basic - skllis <ppears to Prov1ge the best read1ness for[ ‘ ”‘/z?uf

‘glearhlng o . S - . ‘ ) : . #ﬁwa

[ . ’ ot ' A b JENS o R
i - 4 . . . . . '

v o 4 . ) LT . ~ ' : ' >

/’ ) (Cdggrents as teachers' An alarming number of parents appear.

’, \ s \ ;
'to have llttle conf1dence in the1r ab111ty to, ”teach” the1r'

chlldren. Research suggests that their. ab1L1ty to care -is

the criterion of parenthood dur1ng the early years. ' Parentsh

. l S e
 fSthld be- helped to understand the overr1d1ng 1mportapce of g

A

1nc1dental teach1ng in the context ‘of warm, cons1stent com-_

banlonship Sucﬂxcarﬁng is usually the greﬁ:iit teachlng, - -

: especlally 1f caring means sharlng in tme act v;tles of the'f
[ - '
AT home——whlch for*the youngrch11d fbpresents h1s foﬂetaste of

_v'f*mature 11v1ng No evidence has been ¢ound for the’ commo

Y ce o~ L.

' assumptlon that teachers can’ outparent parents -as a geny clr ; ce G
A T e T
Pract1ce._.~ TR R : e

. - I . ' g )

- = ' S T ' N
el

N,

'g; Natural and ennlched enV1ronments There is reason to

H
-

hﬂ ‘questlon an empha51s‘on specéil mater1als and equlpment for

learnlng 1n a Chlld s ehv1ronment . clutter of toys can be

I : . . : : .\<
9 . . . . . . .
. . . .. .. - s ) !
jo . : ) . ) . - ) . :':
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//ﬁ\\\:jrelconfus1ng than sat1sf 1ng On the other hand, .natural C
. . L’/ : ! I .- .‘.‘
tuations w1th opportun1;1es to explore-seldom*0¥erstxmulate e :

™ or

dfi

. s
4 - '«)' .

trouble a small ch1ld Furthermore most ch1lqréﬁ w1ll

nd greater satlsﬁactlon and demonstrate gneater learn1ng

,‘ PR 9

¥ from th1ngs they make and do w1th thelr pa\ents or other pe/;le

,,; f

. - ) X . o -/'\ /
C v ~ P 4
A e

.Cost of effectlve ch;ld care. An approprlateﬁtdult child

A ' ‘ Lo

ratlo is v1tal for ch11dren \\dévelopment and learn ng,(Meers

—

an from éEprrate learnlng materLals ‘ ‘-:" a - '~.u'.\\

) [
jf%f 1970) : But the cost of prov1d1ng the number of adults necessary

an

-
i

B
~

the relat1ve respons1BL11t1es -of famll'

Tﬁf.--‘PrOVidQQ;mGQiCal care.

4

A}

must bBe evaluated from
pol1t1cal Ot&é:

“be sacr1f1ced (B. Wh1te .1972).,- . . . \‘

for the optimal care of small chlldren 1s h1gh Excellent parent_

L ]

d home educatlon programs have been- 1mplemented howeve 2t

There Q&eaeosts
B y'\ ‘ iR 2
c1a¥’work personnel and betweenv'

-~ {L;-..-

hys1c1ans-and publlciy
H . L el .

L] S ow

K

1se the egtlre early childhood program may well

!
-

School entrance age. The ev1dence overwhelmlngly favors

0

later entrance for most chlldren A nongraded pr1mary room ‘as

a

screen1ng, adjusting fac111ty for chlldren of vary1ng ‘degrees

»

of phys1cal and cogn1t1ve matur1ty would normally apﬂE T to be

A

the most efficlent means of handllng 8- year old schoo eheg1n—

<S5 - - ‘
. . . N . s i
: . .

-

- ' : , -, R _
ss1onal perspectlves rather than. = .. @

~ . . » . X L,
of child care and child services.L
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1“'ners Some would already know how to read but«would be’ unab1e

‘ A
/,f to wr1te or. do formal ar1thmet1c -and some would have had no .

2' [' ) S o'

14

background in these sk111s o -J ,;-u R

» L J * t : s

',75\. Letters from nea;ly 300 correspondents who have entered -,

"school at age 8" or,later 1nd1cate that even 1n convent10na1 . s

L . ,.‘ :
. e IS

-,sphool programs average youngsters can qulckly progress and

}_44c\tch up w1th those who started sehool several years ear11er-— -ag;ff

‘Y . iﬁ e e s

#f‘ 1n/mot1vat10n' achxewement behaV}or soc1a11ty and leadershlp

‘v.

"When they enter?schoel yﬁese clder chlddrbp should,normally

u'
ere are many var1at10ns in. state school 1aws,.mandat1ng

(\.)- '- - 2

.enroll nt anywheré from 8 years dowh to 5 3/4- years 8r younger

Seldom : they prov1de for the 1ater maturatlon of boys, but_y: i
: _dropout a d de11nquency stat1stlcs suggest\that bosza?e\dis- ;
e .

o advantaged by such laws . E1ther such 1aws (1) should be reformed

to prov1de the needed flex1b111ty, (2) should be tested at

»

‘h1ghest Jur1d1ca1 1eve1s or (3) a, natlona 1aw should. be
__enacted settlng general‘enrollment-age parameters cons3§tent-,u
s - AR

. S P . 4 . .
v S . . . - -

with systematic research -evidence.

D1fferent1at1 g reatment of varlous socioeconomlc 1eve1s

: ' b
As pointed out.earller, it appears j} practical to demand the
r

"« Same tax-supported aséist e for middle,and higher SES groups

. 4.'

those Jin poverty fSﬁCh»an attempt

Al . ‘e

10g1ca1 conc1u510n would result 1n a

’!

\\\\las may be necessary:f
'carr1ed to its u1t1mat

welfare state.’ Some spe 1al services such as gsglcal and

. _"..'




".'r. N . ‘ ’ ) I

_ by publ1c health or other agencies /*But general early chmld-

L»v ;'.".. As. ,"’,"-'- .2" -n://\x

- 5 ' T

of prov1d1ng it. ' R ':ﬂf h_,” .k

R B . 897 a

Successful parentlng, howevér' is“not limited to'middle

LoE

;, or upper 1ncome groups There are 1nd1fferent parents at a}l\h

42y

~wlevelsﬁof~soc1ety,.andvsome of'the best parents are_foun

vamong the economically’ d1sadvantaged So any’plan'for

educat1on, wh1le first perhaps cons1der1ng the poor,."

s

overlook the others

. A . ,'»_- W
wad h

v X N -~ .

‘.;~ School and communltygparent educatloni It is 1mper3¢1ve
- 4

that=th§bb be close cooperat1on between the schodlf and other

commun1ty agengies for good parent edUcat1on programs Whether‘;'

the gg;mary respons1b1l1ty 1s assumed by the school or by é

d&’communltv agency, the development and needs of chlldren must

be the central focus of such educatlon ]:,P"vdJﬁ

Ta, 4

P

Y .
,o

' Research analy51s and appllcat1on . There is serious need

oo A, Y ,'.1_" .
for 10ngdrange ECE studies wh1ch progect pnesent pract1ces .

~

1 Q“ﬁﬁﬁls years or.more W1th only occaslonal exceptlons

P

:(Dav1e Butler & Goldste1n 1972 Mawhlnney, 1964 Forester ¥

$

'1955), ECE'stud1es have covered relatively short t1me spans ¥uﬂ£

e
4 -

Appra1sa1s‘of Headstart and othen programs have often been :

'ﬁ1nconclasive for this reaéon Meanwhlle the synerglc effect

"”Gf analyz1ng and 1nterrelat1ng studles from the several-ECE S

.K‘y e
-areas may prov1de much 1nformatlon of value

. - - [

P

hoed ass1stance should be fesérped,fqr those who are'incapable

o v

-8 R
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ofythe'real

"ob‘lem :

At the same t1me an effort should SR

'flanatlons and clarify the f1nd1ngs ' Thevl

};: d;, Data from carefully 7{

."v..v.-"v,_' T

g S
and policy makers At times even cllnlcal data when ,refullyﬁkﬂf”“

eva:lua,ted canv prov1de Clues for further Study ane W
‘ ) ‘W‘ l

F1na11y; it has long: been assumed that researéhers should ¢

not be advocates, that advocacy dllutes ob3ect1v1ty Perhaps b PP

-

thls was wrong, for th1s assumptlon seems - to be one of the

reasons that ECE facts from'tQE“va1'Ous drsclpllnes have been

Sl

dhagantlly EnterreLﬁted and poorly communlcated Truth Ls"' 'ﬂ///:‘

» X "‘~.'

often threatenlng to those who. flnd securaty in cOnventlonal

practlces Yet when expedlent ways- and conventlonal w1sdom are

~

subJected to honest scrut1ny, their bas1c qualltles a;e revealed

Such scrutlny is necessary af é@E research is to beneflt ch11dren 'li'

R Kt L e Tt e

fully - The' trends “of the "times WH1Eh do-not clearly serve the . T

needs of ch11dren Must be reevaluated and where necessary,‘
p011c1es and practlces must be ‘altered 1f ch11dren are to S
p 'reallze their. max1mum potent1a1 Attentlon‘%o the total develop—

R ""7,;
MEnt of chlldren is insurance for the healthy surv1va1 of our

society and of ¢ivilizatian.' . S
.‘ o . - . - | POl - ‘ . N , ‘, -,.' , . . ) ' .4
: . ) - 5 s . R \I ' . . - .
. f ‘ ' )
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