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FACTS ABOUT THE HIGHISCO E FOUND4TIgN

Origins
The HipirScone Education
ihdep'endent, non-Prof
quarters in Ypsilanti,
full-scale operation i
have been involv
-projects since 1 2;
Primacily:thro th

' part meht-of/t
//TKO s

The principal/ :oat of he Foundation is iiidevelop prac:
ticItalteriiativ,the traditional m6thods of etiu cating
children and training g teachers. To this end; the Founda;:
lion engages,in curriculum development:for Infancy
through the ,high-school years; ,operates a laboratory
school and conducts workshops and seminar for the
training of teachers, conducts evaluative rese4iich for its
own and others' educational programs. conducts pro-
festional Lu ferences; and produces' Multimedia traini:

ing package to supplement face-to-face teacher'
training.

Activities

4.

esearc ou ndation is an
organization with head-

hig n. The 1'oundation began
July 970. Members of the staff
in early childhood edhCation-

t initial projects were funded
Research and Development De-

anti Public Schools.

0 Infant Education Since 1968, the Infant Education
Department his been developing a parent-infant educe-.
tion program and training maferiali for home teaching

/ with parents and infLlts. The tpsilanti-Qainegie Infant
/ Education 'Project (1968-197,*1) was one of the nation's

/ first experimental research skicliea on the impact of
home teaching. During the Infant Videotaping Project,

/ (1971-73) department stacondutted a,second home- .

teaching program and recorded the sessiont,pn vidkr
tape.. From the 270 hours of documentary Tootage, th
staff produced a series of instructional television p
gramson infant development, parental support of
'learning and home-visitor training.

- With'the support of the National Institute o4yental
Health, the third phase of the Infant Educatigti Defliart-

erway7-d
ers o had

trained in the
me visits with

Lapped youngsters, the purpos: of the integrated class-
room is to support the children's cognitive development
rather than concentrate on t'hei handicaps.

Through the Project for the paration of Preschool
Specialists, Preschool Departme t staff are developing,
an Prisctrviee training system for early childhood centers
interested building cognitive oriented programs.
Under a grantfrom the Office of C ild Development and
in collaboration with the L)etroi Public Schools, the .,
department is developing a bill kual/biculturak- pre-

, school education model or natio wide use by:,fiead
Start and other early childhood pr grams.
pi Elementary EducationTe Ele
Department continues to 'develo
Oriented*iementary Curriculum, ha
principle derived from the child -dei

entary Education
the Cognit/ively

ed on educationg
lopment theories
s Consulting and
col districts that
d education. A
velOpment and

, ofJeampiaget. The department provi
training services to schools and sc
wish to prOvide cognith ely orient
three-year project to establish a staff d
training, program in the Elementary Curriculum is now

he Detroit Public SchoOl

ation has ben n educational'
ational Fellow T rough Project

ment's long-term. program plan is now u
three-yearitioject in Which a group of mot

_participated in the Carnegie Project ar
perentinfant program and conduct
families in the rocal community.

t-fireschoOl Eciucationr-As a sp nsor iu e rya. tional
Planned Variation Head Start t oject ( 6 -1972),. the
Preschool Department broug thd Cog it/velypriented
Preschool Curriculum to ad Start e ters in diverse

c J corhniunifids. ..-
Preschool Depart nt staff are n w operating, An

Ypsilanti, one 'of e Niatiorial Oi st iaranse Derr
onstratiOn Prest ools for theBuie u okEduCation*,
the Hindicap ed. hi this progr t ee-,, four- and
five- year -o s- with physical ' enf 1 'or emotiogyal, /

_.handia are integrated .Wi
.....,

group of nonhan j-

underway in Region 4. of
System.

SinCe 1968, the Fou
model, sportsor in the/
of the U.S. Offip" t/Echication; the Elem
ti6n ep

in
artmen ' forvtces currently,rea

chil 15, Follow ThrOugh classroo

o Tr ining t9rld CurriculunyDevelopment
F naation's work in teacher training an/
evelapment\is carried out in two laborato

the Elementar'y & Middle S,chool and the I
Demonstration \Preschool:Um curriculu
generated and tested in practice. Teachers a

pf education froin many countries corne to th
to observe, to practice and to receive train
Cognitively Oriented Curriculum'

O'HiglijScope CarrkpThe Foundation's su
in Clinton, Michigan, is an 8-week nonfor

4ional program for an international group of
and women. The prOgram is concentrated in t
sciences and physIcal 'work. A staff of 1
prinpples of the Cdgnitively Oriented curr
help the campers design their own projects a
active. part in the life of their community.

O lieseaKeh The Reseetch Department is re ponsible
for.designing.research and evaluation studie , collect-
ing and processing data and evaluating ed cational
,programs. These functions are carried out by a taff with'
skills in ,the ,fields of psychology, irrttiropol gy, child
development, statistics and educational esearch,
hacked by data processors, computer prog ammers,
teeters and technical editors.

Research Department staff are woricing`o new as-
- N
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2 AlternativeAssessment and
NatioiAa 'Follow Through
David 'kyeikart

Spo sors rn Follow Through have learned to form
by otheses:ahout,evealuation in the context of a working

odel rather,jhan as derivithe es of theory Curriculum:
specific, instruments are being developed and used
perhaps a major break- throughn educational assessment.

7 Toward A Developmentally Valid
PreschoorCurficulum
Bernard Ballet

i
CONTENTS

'

'Fht Cognitively Oilented Curriculum represents progress
toward a developmentally valid framework for preschool
because it ihtegrates Intorttion about bah the content
and the process. of menta, dee elopment, the cc hat" as
well as the -how

.13 An ExploratorytBiangial Prograin
Dennis Vigil I l

Two High.Scopaff inerrIbers and 13-small 'children.
speaking Spanis ,and English in ajj cognitively oriented
preschool settip,,.faie a ,cont1;inatioln bound to produce
exc?.tement: andinsighit

18 Early Childhood ichication in 'Latin America=
A Special Challenge
David Fisk
As part of a new emphasis in the 'developing world on

.helping the poor to participate directly in the develoP-.. ment process. the Foundation is working with Latin
American educational and social-service agencies to
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permanently upgrade the quality of programs serving
the most disadvantaged ,young children.

22 Parents and Educators: ,Exlierts and Equals
Dolores Z. Lambie
Homevisitors canhelp parents feel that their views are
important. that they can learn to observe their children,
argil rely on their own informed judgement in raising them

27 Drama in the ClassroomA Generative Approach
Rich 14111

32

When teachers helv children organize. write andproduce
their nit a plays, they are providing occasions par excel-
lence for problem solving and for building upon the coni-
municative al expressive potential.irtsall children :e e

Operdivity, and the Cognitive Unconscious , -;Robert Matz
.- L.. . -

a

An understanding of cognitive-derriopmentai theory,
and in particular of'the differencss between operative-
and figurative thought. can contnrute significantl,f6 a ,

widening of the arena f teachirtg,
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more time and energy to data analysis and interpretation.
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N 1968 NATIONAL' FOLLOW,THROUGH a program con-
ceptualized as a xvay of prever)ting the loss of Head Start
gains by disadvantaged children in the elementary g'ades.
xvasirytroduced -as an intensite; nationally basetl resetirch
project. The fundamental cmettion asksed by the study eras.,
If a variety of educational methods are employed, xvhich
xvill 'be most effective in helping disadrantaged childre
learn? Intorder to answer this question. a number of ,c; r-
riculum development groups were invited to submit ro-
po,sals for participation. Out of this group 14 sponso s of
edUcational innovation were selected, and later' lhe n mber
was increased to.22.

Frotri the. start,There was disagreement among onsor
about the'assessment procedures to be utilized fo' this par-
ticular study., Attu the StakoforU Research I)astitute was-
awarded the rational research contract.. sponsor's were
invited to attend a series of meetings to discuss the evalua-
..tiomstrategy. BaSically. the SRI staff wanted each sponsor to
contribute test items to a pool (as the metaphor
had it: as'petals,fo,ailoWer). frotn'any available instrument.
published or origina ,fhat they felt repreSented the proper
assessment of their ducational :oals. This request Was both

7

reasonable and i ossible, for everal reasons.
.

Mosr spondors contr.ai.X to Q fice of ,Education expecta-
tions, dirinot re,ly have1 cum uhim ready-for implemen-
tation in kindergarten hrough hird grade: For example.
Iligh/Scope's Cognitiv ly Mien ed 'Curriculum had been
successfully employed, with spreschool-age children and in

kinder ara few a amen classrooms,- bbit it had never 'been uti-
lized above" kindergaitai and Lie er on such a wide scalei

out of that direct and personal co trol of the development}

<,

4
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group.
erp-at the start of Follow Through. there was nu

general spon;or agreement on the goals -of education.
The sponsors xvere not dex eloping.22 different w as to,
produce high achievement on the.Metropolitan
Achievement Test; .they vvere developing 22\ different
systenis for educatioii and child development. The
sponsors' approaches to 'education formed three basic
clusters. Rine group of sponsors saw Follow Through as
the occasion to reform education through the introduc-

e tion of rigorou,§ly controlled and teacher -proof educa-
tional systems. The primary focus was -upon the trans-
mission of knowledge. with improved performance on
the basic skills asttle goal. A second group was out of the
traditional prescilool orientation w7ith a focus upon the
development 6Uhe human capacities for.social interac-

s tion and concern about the gafieral ability of childien to
explore and discover within the context of a relatively
open arnWree environment. The third group saw the
child as developing in many, areas but especially in
cognitive capacity: -Their 'approach was drawn from
-child- development theory and included.the interaction-
of teacher-imposed structure and child - initiated learn-
itig. (There were 'other cluste-rs' of sponsors too. of
course, whose Pisimary focus was a me thOd of ofganiia-
Hon for services such as home teaching.)

When the sponsOis front these groups met ifielit was
general agreement that the goals of sponsors in the first

xvhaj I call the "iirogrammed learning" group'..
weremore-i n line with what National Follow Througli
planned to measure. The other. two groups: the "discov;
cry 'learning.", (child-centered) and the "cognitive de-
,velopniental" (open-framework) groups. tended t,o see
educational outcomes in very different te;ms from the
first group. However. the latter two groups' had little to
recommend in the way of realistic measurementliterna- '
ti'ves at;that time. There- has, beep no solution to this
measurement dilemma since the. initiation of National
Follow Through. and current national - reports reflect a
continuation of these difficulties, Basically. as time has
passed. the problem has not been to measure achieve-
ment outcomes but to develop "methods or systems that
xvould capture the contributions of the various models
beyond achievement as conceptualized in the tradi- .

tional sense. .

About four years into the project there was a general
reorganization ofthe assessment' battery. Repeated at-
tempts by SRI to come up with alternative assessment
procedures such as self-concept ,measureS and useful
indicatorS of classroom performance had not been fruit-
ful. A panel was established by the Office of Education.
and from their recommendations a rIpw battery was es-
tablished It added a general aptitude measure, the Ra
yens Progressive Matrixes, and some self - Concept and
locds-of-control measure's and retained the Nletropoli-

4an Achievement Test. Also. the use of classroom obser-
vation efforts such as that of Jane Stallings at SRI -vere

4

4

Alsoencouraged , One additional effort }('es Also begun--0.
sponsors w ere encouraged to es9.121ish spo.nsor-
specific research related to the educational goals -the}
held most important. The& central' problem regained.
how ex er. different sponsors held di'fft4rent goals as out
come variables .

.

Perhaps the most important thing ,Follow Through
sponsors have learned is that the power to test in educa-
tion is the power to control. By the fourth year. the SRI
Batterl had ceased to _be a passive index of outcomes
frOm ;100 experimental approaches and had llecome
instea-P' an index of sponsor effectiveness on some corn-,
mon dirpensiont tuned to the traditional foals of educa-,
tion., The Metropolitan AchievSpent Test and others of' -

that ilk failed tq test the issues ofceducatioilal difference
that Follow Through a-a program at6inwted to define.
Self-Concept. Locus ofcontrol .and dynamic theories
about child growth and development were included
only as static questions in paper-and-penal format

While the testing- battery of the National 'FolloW
Th7ough experiment represenfsa:realistic acceptance of
-whit is available in standardized tests. it has almost
totally failed tq cpture the potential, for e&cational
iinnovation that NIlow Through as a c'oneeApromised.
In its limited assessment of educational innO"Ration and
movement.tovard broad child-growth goals. and in its
scantjecognition 45f t1 need for all groups to be better
prepared for.participation in Americari society, the bat-
tery is a failure, shockingly narrow in its view of the
needs of children. I -

The nationli-study on Cohort II is about to be. released.
and this report will be followed closely by the I.poron
the main study of Cohort, III. These reports are likely to
reveal several fundamental inadequacies in the national
evaluation. They will document that doing-a national
study with sufficient scientific control and rigor is ex-
traordinarily difficult Problems ramping from the as
signment of sUbjectsi to groups, to queStiorls about
whether or not an educational model was i,n fact im-
plemented. to specific statistical Problems-4n
analysis will plague the studies. making interpretation
almost impossible. The stuadiesVill also.document tpat,' '
the issues of NatiOnalr011oav Through have been
overlooked the -interpretation. Of central concern
will be the utilization of the Metropolitan Achievement
Test as an index of successa disaster, of course. be-
cause the results of the MAT are not the results Of P.ollow
Through. But these tilAT data will be used to announce:,'
that some models are "successful" while 'others are
''failures" and Follow Through will be chmissed rthich
as Planned Variation,Head Start was. w ithout the benefit
of the broad consideration it deserves.

But-there is anotherissuein 1968. when SRI.asked the
sponsors for input to the national assessment battery. ".

little more than general suggestions Could be given
about general educational goals and the relevance of .

certain tests or testing themes to particular curriculum
.

7 t
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approaches Now. however, many of the sponsors have a
capacity; to 'definti their curricula more accurately dnd
completply Eight years of curriculum development
have Remitted much greater clarity of intent and out,
come Importantly, this capacity has evolved through
-interaction with field sites where the daily confronta-
tion of theory and practice-permits the programs to be
based on reality rather than assumptions.

Sponsors have also learried to ftorm hypotheses about
evaluation xvithin-the context of a working model rather
than as derivatives of theory. Instrument development
separate from. w forking ( ark ular models may be the
reason fOr'fht, failure up to the present time to ex e.
sophistic cited alfern4k e measures. An example fibril
the Foundation's efforts to de% elop alterriatk e instrii-
ment's.for progrNm ex aluation t ill illtIstrato this point.

The High Scope Cognitix ely Oriented Cumuli= is
, based on the idea that the child generates his tit\ n learn-

ing withinea structure designed and supporterNby
tea( hers The d namic learning situation-is draw n from
developmental theory. in part Piagetian. and includes
material's for the child.'suppoi.t by the teacher to encour-
age active of these materials. and qu'estions by'`the
teacher that will extend the child's thinking or un-\

I

derline errors and contradictions in his reasoning. The
questions and activities originated ba the teacher are not
meant to provide the "right way" but to allow the child -

to reason at` the limits of his developmental level.
Now, given this orientatin tcm ard educatwn. what

aro.the appropriate criteria for evaluating the program?
First of all. the procedure inust reflect the experience of
the child in the classroom. for to educate one way and
assess another is hardcappropriate. It is also necessary
that a lolal testing program beTerceiyed in a broader
way than simply as measurement of outcome variables.
It must reflect the Jinditiunkunder which the outcomes

ere ileveloped. While clas400m-obsenations can be
summatix,e,in nature w het defined as necessary condi-
tions' for a curriculum or for spftific operational goals.
usually,' the\ are conceived as forinativa or process as-
seshlent. Basicalk obsen anon of tin! "climate'. of
learning is essential to determining the "cost" of what-
tier is learnbd.The story goes that Greek language ili-
struction had to he abandoned in £he public schools
w hen corporal punishment was eliminated, for high
performance by many pupils in Greek xx as tiled directly
to the threat of physical punishment.

In designing w hat I call a "generatk e" testing situa-
tion. sevetal additional criteria would have to be met.
The instrument would have to allow the child to express
what he knows in a functional way . He shduld be able to,
construct his answers so that they reflect his capacity, to
think and exl)tess concepts. The situation must be sup.-
portive of, whitever the student produces so that the

Answers are not either right or ruing. but simply an
expression of his best ability The situation should ha e
supportive elements in the .student's friends or
others with whom he can work. materials with which he
is familiar, opportunities to express the strengths of his
educational career to date. This format does not call for a
sampling of the universe of possible test questions. but
rather for a situation in w Inch the student can express
his strengths and weaknesses by generating original
material. Generative assessment has the student convey
his knthdedge and abilities by constructing a response
that indicates his level of development.

The High'Scope Productive Language Assessment
tasks. the PLAT. is one example, of a generative ap-
proach to curriculum assessment. It has been der eloped

.1[ over the last four years. and used, at the High-Scope
Follow Through sites. It.measures the capacity of the
child to utilize language as an exiression of concep-
tual ability.

The PLAT battery incorporates two tasks, reporting
and narrating. Inthe reporting task. children are given
identical'sets of unstructured- materials and asked to
make anything they want to make. After 20 minutes they
are asked to-write about how they made whateyel they

de and are allowed 30 minute's to complete their
stone se children are permitted to inIferact with one
another during s of the task. In the narrating

. 1.
task, each child is giVeii a set of relatively unstructured

;
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materials tq-'help uu make up a story After about 15
minutes of free (and usually dramatic).plaN ore a car-
peted floor, the children are asked to write a make-
beliex e or pretend story As in the reporting task. the
children are permitted to interact with une,anu. ther',as
they play and write. '-

Initial processing of the writing samplts,prOduces 32
major first order tariables. 16 for each task. Elio en
sec and -order L ariahles are «-Istria:led from the first-
order variable set (hiring subsequent computer prucesS-
ing.* All but ttv a of these 11 v ariables are Jerked by
combining reporl mg and narrating s«,res The purpose
of combining the tw o rating samples is to obtain a more
representative corpus of intik idual written language pro-

, duction and. thus, more reliable intik idual iileasures.
Initial data from the PLAT suggests that "gent ratio

testing produces a ,view, of a childs.achiex ement that
is different from that obtained by standardized testing
prim edures. For example, oi-rthe CalVornia Test of Basic
Skills. the High Scope Follow Through groups u'sualk

'scorn so mew hat low er than non-Follow 'Through
groups, although occasionally the .g'ores of Follow
Through children are higher. fiat ever. w hen using the
PLAT the ret.ilts, are considerably different. At the
third grade, level, I fish Scope Follow Through children.
(N:270) significantly outperfbrm non- Follo Through =,
children (N:175) on 7 of the 11 components of the test. It
should be noted that these findings were obtained under
a w ide varlets of field,conditions inaverse geographic
regions and with children from ydrwus ethnic groups.
'Correlations of the PLAT variables ith standardized

*Rita igunce tests and achiio ument tests produce lama-
\

nati ng results. Correlations betty elm PLAT v ariables and
the Stanford-Binet Intelligence Test- indiLate that did-
&en in the non- follow Thfough classes maintain a,j)dt-
tern that is approximately wlmt would he expected be-. tween an achiex entunt test and an IQ measure (correla-
tion in the 0.45 to 0.65 range),Ilow ev er, for the children
in the Follow Through classes, the pattern of corre-
lations is much lower (0c14 to 0'30). Approximately the
same pattern holds for correlations between the PLAT
and standardized achieN, emelit tests. In other %Aords, the
PLAT as a generative test seems to measure capacities
of children which are a prodUcl of the curriculum. It
measures these capricities in an honest manner con-
sistent ith'classroum experience and in such away as
to tackle the major issues of cognitiL e functioning,

Is the PLAT a test of language'? of writing ? of
capacity to conceptualize? The answ er is that it is all of
these. but it is illso'ulule13, related,to the actual perfur-
mant:o needs of.the real xvurld. It is not an attempt at a
multiple-choice shaddw of that world. It is a test of the
ability to produce: .

,

The 11 variables are fluency, syntactic maturity, vocabulary diver-
say. descriptive quantity, descriptive density, descriptive diversity

,descriptive scope. reporting quality, narrato, e urganuation. explan-
atory statements, and decodability

6 "e

..

. .
While the I ligh, Scope; PLAT is definitely not a co.mplete
instrument, it dueSrepresentlhe t pe of assessment pro:
oedure that is (Auk ing from the groups of sponsors in
National Follow Through who represent child-centered
and upon-frainewurk ty jps of curricula. It is an instrument
that could be utilized xvidply to tap abilities of children
not assessed by regular batteries. abilities that iu many
respects reflect the highest goals of most educational
programs. Instfumentb of this kind.are d major contribu-
tion, to the national effort to took e alternative assess-
ment procedures vt Bich- respect the individual and his
(Adam . Whether the promise of thisse instruments w ill
be re 'zed is zot known, but at least they offer a xali(
area for extensive development.

High Sc'ope's experience w ith generative testing-
suggests some

Through:
the assessment of Na-

tional Follow Through: . §

(1) Basing judgements about the impact of Follow
...

Through on such instruments as the Metropolitan
Achito ement Test is appropriate only fur those moth&
which subscribe to d programmd-leqrning tnuthialor-
ogy and its accompany ing theoretical d-SSumptIons.
Continued use of the MM' ii, assessing the educational
impact of all Follow Through programs.can BO lostger be
justified un the grounds that it is tile only testing

..alternative, .

(2) In the ,past. instrument development has oc-
curred o illun the context of a theory tested upon a

-...

general educational population It teas thought soffi-
ciefit tii, attend to SldirSlil.d1 concerns in older to fulfill
the requirements for a useful instrument. Nox% thatx%e
hate ditto from spomsor-specifit, instruments. it is ap-
parent that strung, new instruments can be (Ito eloped
o ithin 'the context of a hell inipleinefited curriculum.
National Follow Through represents the development
of many such spa,ialized situations and. therefore. af.
fords the opportunity fur mar breakthroughs in the'
development of toot assessment procedures. This op-
portunity needs federal-agency backing, now.

In 19613. SRI asked for sponsor recommendations w ith
regard to'the problem of adequate assessment in 1\14,-.
tionpl FcilloW,Tfirdilgh At that time most sponsors were
unable to contribute specific information or instal-
1,nents, 1st has taken the eight inters ening years for spon-
sors to develop sufficiently 1. (lid and useful procedures.
It may be that it is too late to alter National Follow.
Through assessment, but it is not too late to alter our
thinking aboiiii the potential of Lurritulufn reform in
American education. w here-lack of effective and valid
assessment procedures has'bpen d major problem.0

,..

. David P l'eikart Ls president of the- high Scoiw ,
l'illindatT;71,. This article is an edited version of aspeech
he presented inNlarch .3976 at the 53rd annual.meetmg
of the Americ;an ()rthopsx '.1ssociat-i4-714- in
Atlanta, C;oorgia



In our view the, role of the
teacher remains essential, but
very difficult to iauge; it
consists essentially in
arousing the child's-cu-

*riosity_and in stimulating .

his research. It accomplishes
this by encouraging the child
to set his own problems, and
not by thrusting problems
upon hirn,ur dictating
solutions. Above all the
adult most continually find
fresh ways to stimulate the
child's activity and be pre-
[mired to:ory his approach as
the child raises nth%' questions
or imagines new solutions.
In particular, when these
solutions are false ar in-
complete the role of the
'teacher will consist pH-

. mnrily in devising counter
examples ortcontrol.experi-
ments so:that the chile will
be able to correct his own
errors and find fresh
solutions through his
own actions.

lEtIN PItIGET

TOWARD A
DEVELOPMENTALLY'
VALID PRESCHOOL CURRICUL

.z.
BERNARD BANET

Tt

,
IE Ok MARCHING GOAL of our

cork at the High Scope
.oundation s to produce a
amewerk for developmentall3
Gild education. The concept

developmental validity-makes
t e astumption that hurrian
b ings develop capacities in

predictable sequences.through-
out the life span. At each
developmental stage new

'capabilities emerge. Good
environments for learning
exercise and challenge the,
developing potentials. Poor
environments foriearning do
not permit newly developing
skills to be used. or demand
that these skills be employed .

10*
.*Y-s

at a leZ'el Of competence too
'far beyond the learner's reach.

Despite the predictability of
developmental sequences,
human development ot course
does not produce uniform.
predictable outcomes. All
people have individual
characteristics from birth

which progressively differen-
tiate.into unique personalities.

. 7



Learning always occurs in
the context of the learner's
unique characterisfics..Nuca-
tional procedures which ignore.
Or, attempt to eliminate these
characteristics obviously do so
with unfortunate consequences.

If there is predictability in the
process of growth and change

,from infamy through old age.
. that is. if there.are deviqop-

mental stages..then it i§ likely
that there are times during the
IN cycle when certain kinds
of things are learned best or
most efficiently. and that there
are pedagogic:al methods that
are more appr9priate,at certain
times in the developmental
sequence tltan at otherg.

Given that developmental
change is a basic, fact of human
existence. but that each person is
also developmentally unique.
and that there are optimal times
for particular kinds of learning.
developmentally valid education
can be defiried by way of three
criteciwAn educational-ex-

. perience. procedure. or method
is developmentally valid if it
(1) exercises and challenges'
the capacities of the learner
that are emerging at.a given
developmental stage: (2j

'encourages and helps the
learner to develop his or her
unique, pattern of interests.
talents. and long-term goals; and

(3) presents the learning ex-
perience when dee learner
is developmentally best able

. to master. generalize. anti re-
tain-that which is learned and
relate it fo previous experiences
and future expectations.

High/Scone's Coghitively
Oriented Preschool Curriculum
represents qn attempt to con-
struct a developmentally valid
framework for group experiences
for three- and four-year-old
children and other children who
are functioning at what Piaget,
calls the "preoperational" level
of development. We have uti-

'lize'd the work of Jean Piaget'
and his Colleagues in Geneva as

!SA.
I 4

*

\r

, the basis for an approach to a
developmentally valid frame'
work. Piaget's contributions
to our understanding of the' .

nature or content of thinking in
a particular stage 01develop:
mem. and of The processes

° of deVelopnwntal change. inform
the fustauji third criteria in
the delinition of.developmental,

On-the one hand this
theory provides insights into
the characteristics of the'
thinking of the preoperational
child. his ()Merging abilities and
the developmental limitations
on his understanding of logic
and realit': On the other hand it
describes th.-e,prixe5ises that
atcoufin for -developrttental

_chain& how the add '

moveargin one develOpmental
level to another).

American educatorS up to the
present time Wave had difficulty
integrating information About
both the characteristics 'of
thinking in a particular stage
and about the process of de-
velopmental change:It is as if
they. like Piaget's preoperational
child, find it difficult to focus
on more than one aspect of a
relation or process At a time.

Thus tine see some educators as-

.1111k

.

'
surning that adults must teach'
prepperational children the logic
that characterizes thAhinking-
of childreh in the next de-
velopinenta,1 period-,-Ttuly see
the chitd's world view As de-
ficient. and so thft proceed to :

design a sequenced instructional,'
program,to move the child more
rapidly into more mature levels .

'of functioning.

Other educators have focused
on the proce'ss assumptions of
the theory. They correct1S,
reject the idea of didactic:kitty
"teaching" developmental
change but seem to lose sight
ofIthe usefulness of important
information about the conlitut of
development provided by the
theory. We feel th.pt the .

Cognitively Oriented Cur- '
'riculuin represents important
progress toward a develop-
mentall'y valid framework for --
preschool educatioribeeause it
integrates these two aspects
of the theoryinformation
about both the content-tind .

the proce-ss of intellectual
development, the what 'as Well
as the how. _ I

The basic model Piaget uses to
describe the process of-dpvelop-.
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mental change* is that of an
active subject who gains
knowledge\by acting upon
the xvorld and utilizing 1eqd-
Wick froU2 these actions to

'construct increasingly u;ttful
hypothes'es about realitv...while.
at the same time abstracting-
tin understanding of "self-
evident" logical ancrmathe-
matical truths. D'evelopment
is a process of 'adaptation
to realtity.NeW experienct!s
are interpreted light of
existing hypodrses. assump-
tions. thedries.- mental
structures.-

Piaget has distinguished four,
major determinants of cognitive
dtiVelOpment: maturation. ex-,
perience. social transmission
(ipcJiiding language), and
equilibration. Equilibration .

refers to the continual striving,
for corisisttmcy.betgen in-
terpretive structures (asSimila-
(Ion) and new demands-to
accept new information about
the world (accommodation).

:Experience inclUdes physical

'Nfudi of thi-theoretikil pictore
presented here of btief summary
is amplified in the article. Operativitt
and die (yognitite Unconsi mils. in
this issue of the I figh Swim lieport

.

;'

1

experii'-nce, through tlfe senses
tas feetlbac k from active ex-.
plorat ion, and logic al-
mathematical experience.
from which !ogled Kginc hides
are deduced. unonsciously.
,through "reflective abstraction.-
Logical trulhs.laudi as the
principle ohranspivity (frA
is greater thaR 13 and 13 is greater
than-C.' thbil I\ mu, -be greater
than (%), are con e t Hided
1.i-cilhout formal tea.c mg, but

iether is their. cum irehension
.somethifiF humte. lo
mathematical knOwlec is
constaicted,by the chile' nit ,

of mania specific, actions,
and experiences. The attain-
!bent of logical insights slid]
as number conservation, trahsi-.
tivitv. the class-inclusion
relatiod, and the conservation
of pl;sical proptirties despite

/apparent transformations
(transformation of mass.
weight. volume. etc.) emerges'
inprelictable developmental
sequences. which resist ac-I
celeration Through adult
intervention.

11

One implication of Piagiit:E
work is that logical-mathematical
knowledge is the letist iteath-
iblend of knowledge there

12
.
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se-
is. This knowledge. howe'er.
is inevitably mastercid by
organically idtact human
beings. aeleastthrough the
con( rete operations level.
Accelertitibn of (ley-M(21)1mA
through,didactic teaching is
not a developmentally valid
course If children con- '
strict their on n model of
reality. yhtoh develops over
time in response to nett'
expel-lc-1)(r, and exposure
to COIlf ting viewpc1m4s.
and if a«.eleratioh of
this developntent is not

`a valid goal. what. then.,
is the role of the teat her in
a developmentalty
o tfrru blum?

*The tea"( her is a supporter of
de\ elopment, and as sic h his or,.
her Kline goal is to promote
octivq, learning on the part-of
the child. Active learning
.the direct and numedriite
experiencing of objects. peo-

.0e; and events:is a necessary
condition for cognitive-re-
structuring and hence for de-
i'elopment, put simply young
childrtii learn concep.G through

's,e1(.-mitiated at tivity Such
activity. carried on in asoCial
context in Aich an alert
and sensitive te4cher' is
a participant-obseri-er. makes
it potksible for the child tore
involved in experiences which
produce the optimal degree
of cognitive tlisetjuilibrium,
and hence the impetus for
cognili ye restructuring. The
interests and talents of the
child are most readily enlisted
when' learning is conceived its -

an interplay of physical action
and mental manipulation ini-
tiated by 411e learner.

Learning is decisive and
lasting tti the degree that it , *-"*.

is active and direct. because
-0.1e

active and direct_experiences
engage the senses and tlu-
motoric system, they- pro\ isle
the child with the core of
understandings around -which .

nett knowledge can be built

ft



,through less direct means wiled
the child is developmentally
more mature. The teacher.
itiprder to support active
learning, must £reate

vironment in which children,
Explore actively and with -

all senses.
Discover relations throng}(
direct experience.

"1, "Van i Alate. fratnIsrorM7
ancrcombine materials.

their large muscles.
Take care of their ow,y
needs.

I.

' .
Choose materials.

'activities, and purposes.
Acquire skill with tools

and equipment.

The'key'experienc,es" in active .

learning summarize the most
fund(imental procestes necessarN
for intellectual development.,
The Cognitivel Oriented Pre:.
school Curriculum is organized
around such groups of key ex-`
periences. IJch support dui .
developerilof thinking
processes in the.preoperational
child. These key experiences*
have been derived_ from Piagets
description of the emerging
abilitie's of the preschooler:
Let us summarize these abilities.

After a couple of years ofhard
wbrk as an infant and toddler,
the developmentally normal
child has-substanitially achieved,
the ability to mentally represent
and direct his actions and ex-
periencesdand to communicate
verbally tlith other's. These are
enormous accomplishments:*
the three-year-old humalq5being
is probably a more competent
problem solver than any other
being on earth except for older
members of:his own- species.
The preschoolef is becoming
able to reflect on his owri'
actions, to recall past experi-
ence, to predict consequences
in familiar ruse-and-effebt
sequences, to'solve everyday

9 kinds of problems in his head
without relying exclusively
10

on physical trial and error, and
to think 'about places and times
other than the here and now.

Symbolic representation, the
utilizatiop of so-called
"figuratil;'e.knowledge'.;in
the form ofmentalimages and
imitation, has d4veloped out of
the actions of the sensorimOtor
period (the first year and

4balf to two yeais of life). The 4 .1
preschooler is powerfully.
motivated to exercise these
ymboli processes,"ttistas- he

is obviously ::programmed:' by
inherited' patterns..to exercise_ his
lAguage-using end language-
learning capabilities. He enjoys
imitating, Pretending. drawing.
pittureS, making "models"
of real things out of blocks or

'clay. because through these
activities he is able to exercise
his ability to represent the
World. -He is learning to dis-
tinguish symbols or represen4a:
tions from the things they stand
for. although sot-betimes fantasy,

I

}

magic, dreamst and make - believe
are difficuk kir him to dis-
tiny:1110i from reality.

The unconscious "operative"
mental structures which guide
the young child'v'thinking
processes are. however, not
yet organized into vstems of
mental transformations as they
will be in the next-period of
development, the period of
Concrete operations. This lack
of organization results iii an -

":inability to mentally r verse,a
:process-or transform ion, to
separate mentally at which has
been con.:4/47 to reverse a '
temporal sequence. While the

'child can mQntally represent
a given state. he capnot depict
in his mind the sequence of
steps which occur in a trans-
formation, whether that trans-
formation represents motion
from one point to another
or change due fo physical
processes such melting
a d freezing. The child has
di ulty focusing on more ,_
than one aspect of a relation-,

7\ I

or-process at a time, and he
has not yet adileved an
understanding of "class
inclusion," "transitivity"
of- relations. or "conservation.:'

Preo,perational.thinking is also
characterized by "egocentrism"
centering on one's own view-
point, A young chilcrs,con-'
ception of space and time is
egocentric, i.e.. not Objective
hence his understanding of
causality and measurement can:.
pot be the same as an adult's.

From these facts aboutthe
thinking of preschoolers we have

. derived the following groups of
r key experiences:

Thekey, experiences in
represen tcit on 'mobil ize
the child's emergent, sym-
bolic, capacities: they help
to encode'and store information
in a varkety of modalities,
that is, tkyse his motoric,
visual, verbal, and auditory
systems to record and express
what he has learned. These key
experiences include

Recognizing objects by
.s ound..toudli; taste, and
sinell.. ,

Imitating actions.
Relating pictures. photo-

graphsrand models to real
places'and %things.

Role P/ayirig. pretending./
L--Constructing models out `-
. of clay, blocks. etc.-
Making drawings and

paintings.

Language is another mode of
representation which is emerging
during the preoperationa4ears.
Cognitive-developmenta10`t.s t
.and most psycholinguists
agree that intellectual under-,
standings are mastered before
the appropriate use of linguistic
forms which indicate compre-
hension of these Understandings,
Children master, for example,
the acts of comparing and

O

ordering before the syntactical
forms of the cOmparative and

1
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1superlative appear in their
,speech. Cfnce a child has
maqtered a concept. it is pos-
sible to teach him a verbal,
label,for that "concept.
teaching a verbal label does

Snot teach the concept.
Language.in. other _words, is not
the primary means by which
logical and physical relations
are-mastered. Action is. How.-
.ever, l4nguage,aild other formi
ofrepresentatiob (such as
mental images'and motor cm-
coding) do seem to be involved
in the problem-solving process.
Language is also a medium for
communication betiveen in-'
.dividuals. making possible the
corrective feedback necessary to
reduc'e egocentrism and
facilitating social transmission
eknowledge. The key ex-
perientes inicinguage de-
velopment identified by the.
HighlScope staff are

--M. welting about.
personally Meaningful
experiences with adults

.- and peers.
Describing (and listening

to others describPobjects.
events and relatiOns.

Expressing feeliggs in
3 words. 8'

Having one's c,vn'spoken
language written down

,by an adult and read back.
---4-laving fun with-language:

thyming,smaking up
stories. 'listening to
poems and stories.,

Key experiefices whiCh

subport file einerging logical
structures of the child include
experiences we groin) under the
rubrics "classification."
"seriation." and "number

{
concepts.'4These are the ex-
periences from which the child
constrNs operational logic:

iv; CLASSIFICATION

-F--investigating,uncl labeling
the attributes of things.
Noticing and describing
how Things are the same
and how they are dif-
fern. Sorting and
matching.

Using and describing
'soi-nething in several.
different ways.

Describing what
characteristics some-
thing does not. possess
or what class it does not
belong to.
Holding more than one
attribute in mind at a
time..(Example: Can,
you .find something that
isTed and made of woad?)

Distinguishing between:
- "some" and "all."

SERIATION

Comparing: Which one is-
bigger Lsmaller). heavier
(lighter); rougher
(smoother). louder
(softer). harder (softer).
longer (shorter), taller
(shorter). wider
(narroweit), sharper.
darker. etc.
Arranging se'veral things .0

in order along some
_ dimension and describing
the relations (the longest'

'bne. the shortest one.
'etc.).

NUMBER CONCEPTS

Comparing nunibe'r and
amount: more/less, same
amount; morti/feWe
same number.
Comparing-the number of
items in two sets by
matching them up in

7

one-to-one corres-
) pondencejExample:

are there as-many
crackers as thet Ore
ch;ldren"?)

Enumerating (countifig)
, objects, as well as

counting by rote.

FinallY we have the ex".f
pepencys out of, wiiicit.more.
mature conceptions of phygkal
reality emerge. We geoupthesii.
experiences under ':temporal
relations" and "spatial
relagods':

TF.MPORAI. RELATIONS

Planning and completing
what one has planned.

Describing and
representing past

/events:
Anticipating future
eventsverbalfy and by .-

linaking appropriate
preparations.-

Starting and stopping
an action on signal.

Noticing, describing.
and representing
the,order of e vents.

--'Experiencitis and .

'describing different
rates of movement.

--Using conventional time
. units'when t mg about
past ancl futur events
(morning. Vest ,rday.
hour: etc.).

Comparing,time,periods.
(short. long: new. old:
young, old: afittle while.
along time).
Observing that clocks and
calendars are used lo
mark the passage of time.

7-Observing seasonal
changes.

SPATIAL RELATIONS ,

Fitting things together
and taking them apart:

arranging a set of
objects or one object
in space (folding.
twisting. gfretching.,
stacking, tying) and

11.
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obser%ing the spatial
transformations.-
Observrng,things aid
piaces from different
spatial viewpoints.

Experielicing and
describing the posi-
tions of things in

,relation to each
other (e.g.. in the
are. on- the side or
off, on top of, over.
above). ,

I:Aperient:lag and
,describing,the direction
of movement of hings
and people to from.
into. out of. toward,
away front).

ExTerienting and
describing relati% e
distlinces among things
and lot ationsli rose,
near. tar n'(,xt to. apart.
together),

Experiedcing and
representing one's
'own body:;how.it is
structured. %%,hat %arious
body parts can do.

--.---4earning to locate ,

*things trt the class-
room.'school. and
neighborhood.'
Interpreting reps
reseytations of spatial,
relations in.dratings
and pictures'.

-,Distinguishing and
describing shapes.

The key ewariences are note
inrailed to create fragmented
teaching- earning situations
.organized around specific con-
cepts. Rather. they are designed
to give teachers an aivareness
of the basic intellectual
processes and contents with
which any activity'can be
enriched and extended. Taken
together. they are the teacher's
framework for supporting child
developpont. We believe such
experiences should be included
in some form in any preschool
prd'gram. They are the intel-

12

rectual nutrients which sustain
the developing operational -
schemes of the preoperational
child, while respecting his
limits. . .

Teachers learning_ to use the
Cognitively Oriented Preschool
Chrriculum are learning to
apply the -key ii,c.periences to
activity planning and eraliiation
andlto observation of in-

- dividual children. The key '
experieoces'provide a way to
conceptualize what a develop-
mentally valid preschool..
program is all about. Because'
of the power of the equilibration'
process. it is not necessary fb
have pri,cise objectives for
each, cltilq if the range, of
activities is wide enough
arid children are permitted .
torisiderable opftortunity for
initiation and selection of
activities and materials. i
Preschool programs can be
evaluated according to the
richness of aperience they
provide. The key experiences
provide a framew.ork'for doing
this kind' of evaluation.

While the key experiences are
the cornerstone of the Cognitively:
Oriented Preschool Curricul-wicr.
we are not ready to say that
they completely solve the
problem of integrating the .

."process" and "content"
contributions'of Piagetian
dev lopmental theory. The
fol A2.1ng questions rem*
d' ficult to answer in, a con-
clusive and precise, way:

-lb what extent shouldledchers
attempt to use developmental
information about children
to create opgortunitieS fqr -
activities that provide a
"match" for individual
children? Under what cir-
cumstances.is it better to rely
on the child to selkselect
activfties which are at an -

optimal degree of intellectual
challenge?f

. ,
How should,a teacher go about
striking a balance'in the class-

15
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room between teacher-initiated 4

and child-initiated atitivities-
-a balance arnong such things a's
stimulating 'discovery and
problenilsolving. responding
to chikqen's interests, and
support' ng acquisition of 7-

specific voncepts. skills.
and in rmation?
When 1 ppropriate for
teahOr to select materials.
plaza tivities, and -intervene
in cies, room interactions tV'ith
the deliberate purpose of ex-
arcising children's developing
operat onal schemes (comparing.
group ng. combining. ordering.
and re, ating objects. C.lasses.
'events'. and locations)?

iUnder ivhat'circumStances
can eat adults questions'stimu-
late.a cl support cognitive
devel pment?

Whet , if ever, do verbal labols
sses and relations, given

to a ldren by adults,. assist
intell ctual development?

,Sinc language and "figurative"
knot ledge are rapidlp de-
veto ing in theyears before
scho 1 entry. what kinds of
sillyI orts should teachers
in preschool programs,be.
consciously trying tgArricle
to the development -of Apoken
language arid other modes
of. representation Such as
mental imagery. imitation. -4

pictOrial represeatation. and,
the production and decoding
of models. maps. charts: and
written language?

These questions must continue
to be addressed through
systernaticTesearchs. They provide\
an intellectual challenge to
adults who work with young
childfan: Theories 4...develop-
ment. -like all scientific theories,

`tare useful for the questions
they raise as,well as the queStions
they answer.

13crtirtl 13<iiict is tlirwt for of the
Ptttgchool Depart

I



1'175 txxo Sc ()pc star( inenthers dttelPted to ,lest some, Of t.heil beliefs bout
bit ulturdl edu( dt ion in d prd( ti( aLdpplication dt the I Iigh Stoptyfoundation's lat)or itor -pres(,hool.
The\ re( !lilted tl grull Ps Of 13 youngAffitiren kx.r,p) ttuuld iidrtiLipate in a (fail ( -{lulu' Preschool
edu( ati,oit ()gram 4 l)11(1l1( it'll in lie parents of' half ttkis,-g ooh

t.re Inrotgn-ev hquige students from Latin Amerita, the lest of the' finuillys wert), frOnt 'the
. nn dred. Emir ofith(f( hitdren Ore bilili 41(11. Itilu 1 nlonolingual in English.
tttu were itionolingual in Siianish, find three were Enghsh-speaking'but ',new suwe Sp!Anisi. The
se,,,,ions took phi(' (;' betw een :dot emOer 4 (Ind DeJeniber I I. 1975.Nloch 01 thc Idssrooininterdt.tion
tt as re«)rded un idtlotdpe. In this irti(>1e, one of the slaffntembers.w hti Oiganized and Lonclucteci
the program gives his iinpresgions luld his evaluation.
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'00ria: rms.!' DAN bt.our bilingual, .

sessions at the Fliglicop
oratory school, Corey. a v -year-
old Anglo bey./was the firs to
arrive. lie did '1,knox much
Spanish. Mitt t $ par nts ha
told him he Av s/gong to attend
abiling,a1 and English)
class wilith .n three to six
years 0 d Co ey set the spirit'
for tl r sessions when
he e'classroom 'and
sai tc me with grin. "Dennis.

a Tejo" (old man). And
oin tingfto Chavala. the other
eather. he chuckled. "andlhe's

,/ a vieio" fie was using these
Spanish words a terms of =,

- endearment; this was Corey's
way of letting its know he was
ready for the bilingual classes.
; Though the bilingual sessions
were to be exploratory: we had
established three language
goals: (1) to support the de-
Iglopment of a monolingual
child's first language; () to
introdu-ce.,andsupport the de-
velopment of. a monolingual
child's second language: and
(3,) to support the development
of a bilingual firSt and
second languages: With the "open
.framework" of the Cognitively
Oriented Curriculum as our frame
of reference. we were able to '

. begin the sessions with some
dear ideas about how teachers
Should behave in a bilingual
setting and xyhat elements were'.
necessary to support learning

's such a_setting. It is our belief
that thcultural lifestyle. values
and languagefs) of each child itr
any educational Ating Mustkbe
respected, supported and
fostered. In our own bilingual
.crags,es this' meant accepting-end
using, Cario's:,7ciajt,-.VGiorey's
"good-bye""and Ligi'sadiosp"

Because Of our, commitment to
a cognitive:dekeloprriental
outlook on thinking and learning,
we intkipated that the children

The Italian..word ClOOis frequently used
bi Spanish,s-peaking people in
the Americas,

(.arlt)s

Ctirlos:

"It's time for/the ciao song."
Well I say (-Oros."
"No, you 'say ciao."

\.1r0.11 1 Say it another way."
: "What do you think, NIonich?"
"Son 4os dos.'%,
You Call-say adios and ciao.

Jelin1`l0i "I know good-bye.
"kk'e can, say it all was adios.. ciao -and

, .-,good-bye"
n

would learn more effectively in
a stimulatingenv(ronment
.with a variety of materials and.
the freedom to use these materials
according to their own interests.'
Implicit in the developmental
argument is the belief that teachers
need to havesome understanding
-of child-development ,processes
in order,to determin&what is
educationallyapProptiate for each
child: A concomiOnt of this

, view is the assumptikm that
lanoage is noctaught"-but is,
rather. the outgrowth of both
the maturational proCess and
the engagement of the child with
the'environment.

-We chose what we called
a "bilingual fusion" approach as"
the most apRroPriate and

tective model for the develop- ,.°
ent of bilingualism-for all the

Children. This meant that both"
Leachers- would use Spanish
and English thrimghout the class
period as they saw fit, according to
their goals and strategies, the
given situation and the children's
needs. We would-not have separate
Spanish and Fngligh "lessons," nor
would we 'identify one teacher as
the English model and the other.
'as the Spanishmodel.
. With our educational outlook
thus footed in cognitive-
developmentalism and bilingual .

fusion, we were able to-formulate
some specific questions before the

17 .
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sessions started. It xvaiiour hop
That the sessions would provid(
some information with which '
conid begin to answer
these questions:,

Does the bilingual-fusion
approach .(more, commorq.
known as, "concurr nt"

,approach) really co n fus
le

,_

the children, as has be n-
commonly -held?

Ho'w do monolingual ' .

children feel about the
constant presence of another
language?,'
To what extent can children
learn second languages from
each other in an "open frame-
;work" environmene?
In what way can' the >.

Cognitively Oriented . -

Curriculum be suppo'rtive of
the biliXdual chilc4's cori-

. firmed development of
two
Iri what ways can the.

t Cognitively Oriented
Curriculum be supportive of,/ '
the child's positive feelinag/- ..

about his or her lan,guage(s)
,,, ., .and culture? .

What effect doe the pa nts'
support of bilingtiali
have on the child?'

Once undeirak; e

sessions were'as ex din . a, we
had expected. One Would see on
ypical day children making.-
believe in 6,1 rincOn-de

,



or building a house w ith large !ego'
blocks intl rint dn de Iris Unities,
which had Wiles and ientimus,
or quietly working on puzzles
or stringing beads in el rim an
tranquil() Throughout the class-
room there Was diverse. active
play as some children worked
alone andOhers in groups.
If was pleasing to us that
the children'were tat in the least

,threatened by tlid fact that botli
.Spanish and English vFere
being spoken at all times. Over in
the block area one could distinctly
hear Monica say. as She and
,".arps were carrying a "table"

i ethe block house, -Qui, scr

qt ite Nlan4y. ine4vski
gr nde And the art area
Pat v and Sylvia, I:ristina were
making constru'dtivni with smia
irreguly, blocks of kpaiid and,glae,
s'iniling and enjoying their,
work, although speakj'ng English
for life most part, they wou4 lend

an ,eay,t6' the Spanish,isplen
arot nd. the room. partica, arty

__siqce they both knew some '

Spanish. (At a later time.
a parent meeting, Patty's
was to tell us that altho
was reluctant to speak Spanish
(fore the sessions, she was 'I/opening up more to Spanish and
was even encouraging her -6Id7r
brother to speak Spanisb,.) ln,
the quiet arda,,Corey and Lt is viely
working wi h the tinkerto 's while
chatting t th each othe ,One
could h r Lisa ask C or y."pb you
know lovv to say g d-bye\

mnishr And uld hear
9rey's -adios!" a he waved:
us hand,Gigi. Oh( twas dres;ed
up pretending to b an old lady.(
could be seen -1,al/ki g to Chaveln...,
.Dande estd N .o?" Gigi, was
asking. "Ah, exi .0 esti/ muy
lejas (pi yuc ?fluxes
fru NlexiCol ", "Pon tie me tibuel to
estci s the,
dialogy4 went:

Rat icr than sit he children

. < .
,, ...

. .

a.dun op. chairs and have' ihern,
del elop first- and second-langcrage;/
t ocabutary by repeating words fo/ . ,,

..1 ,- ,pip irc,s, wc,preferred to
introdae or ibinforce iiNtibelary
in a more-natural and casual way-
by relating it to whatever the
children's 4ctions happened to be"
at a given rment:

,. ...
-\ Adriiii4LQuiero guardar_et ,.

glue.
Teacher: " Bien, ,:dfinde vas

a .guardar el glue?"

''Bun,
.,"'guardar, 14)thia?"

- There would be no attenV tO\

impose, .lu goinu'* on Adrian:,
at er, we would try to open up

t e ehciicv for him to use the
1

Spanish tenh as well as the
English, :say choice because
the int4t was no to 4)40-,
the dhild.:s own iguage,Illii
to slipplemerit it 'hus, Gigi,

bilingua askedAi
"than you brache tIlis?''we didn't



-"attempt ta "collect" her. four
responSe 'as; "Yes, br
that." br, 'Si, to lo abiocl 0." or
eve t, '1,Y . I'll button it r you.f.

didn have fixed res 'buses
for ntic Wed situation
Our rest onses were mo e
spo 'tan bus and depen led upon
the circ instances, of th moment.
the "iat re of our relati nship
ivijI th Child, the chip's level of
6g developmen and the

f his bilingnalism.
attitude toward speaking

o languages.
gard to second-language
i ion for the monolingual

we felt it was extremely
'rtaut for these children

good about the second

exteit
and phi
axe

ac
chi
imp
to h
langt -we and those in the class
who poke it. With that estab-
lishe( . we felt the,tnec,lianics
of Etc( [tiring a second language
wool( come the dynamics'
of six; atinteractiop in the class"-
rolon, By putting equal value

ott 'own use of Spanish
and Ei glish (both of 'us are

;biting all. we were able to help.
the in nolingual children feel

.

good i bout the second language.
But th 3 key factor in shaping
the childieWS.attifude toward
the se zondianguage was the
suk a of the parenVc:o,rey's

. pare' ts:were a-case in point:
not'r Illy did they support his
loar ing Spanish. they actually
USe 1 i8Panish at home to 'the
0Xt/enitliat,they could.
I 4to direci teaching strategies ,

I'Srriecoyal-languag6 aCquisition.,
nerally introducednouns.
preferabll' in association
a concretebBjegt: "Mandy.

will you please pass,m the
['Betas?" or "Yudalith,cuentame.
Ict)bs cows que ostan,en tu.

; ( 1 d)rira de b loques,'-But we felt
the, key to second-language
#qinsition was notso much the

'AeaChersstrategies as the
..,environment itself. which had an,

'..aura", of bilingualism. and

which we attempted to make
stimulating and supportive in
order toenable the children to
learn from each other through a
variety of practical applications.
Probably one of the most
exciting discoveries fot us was
the extent to which the children
dill actually learn from each other.
This lvass no t just a matter,
of their attetnoting to teach
each other. however; because
sb much was going on in the
classroom in both English and
Spanish. it was more a matter of
chil'dfen picking up language
through "osmosis." Of interest
to us also were the attempts
by Spanish-speaking and English-
speakingch ldren to communicate
through nonverbal means. .

such,as gestUres and liade-up
words that represented ih6

'other language:
Another exciting discovery

for us was the extent Alb kythich,
bilingual children woufN. .

wdhitgly at as transiatots and
ti

intermediaries:

Teacher (in house area,
:plaing customer
in, a restaurant);
"Pdr,fuvor Jennifer,

V

tatigame un cafes",

Jennifer (predominantly
English speaker,
'playing role of
Waitress): "Okay."
(She brings the
coffee.) -

Teacher por favor
Ira iga e la genie."

Jennif "Okay." (She brings
the cream.) .

Teach r: "Ahora eIazucur
-nor favor."

tlennifer hesitates, not
understanding azupar.
Carlos (bilingual, playing

'role ofechef): "Dennis
means the sugar."

In another situation, in the block
areaAavela asks Yudalith,
who is monolingual Spanish,
if she would share one of the-doll
figures with Mandy. who is mono-

_lingual Chavela then
strategically decides td ask Patty.
who knows some Spanish.
to assist:

4:1

f.
tltavela: ";Patty.will you ask,

,Yudalith if 4ie
would sharnone of
those with Mandy ?"

Patty (to Yudalith):"Mandy
qdiere u no de esos."

Yuclalith hands one 'of the
doll figures to Mandy, who
accepts it.
Patty (to Maridy):"Now you

say gracias."
Mandy: "Gracias.';

Because there has been so much
speculation about the mixing
and 3-hifting,of languages having
a retaajing effect on ch:ildre
we kept Our minds focused n that
issue, particularly 'with the
bilinguar children. It appeared
tp us, that the children, and in
particular the bilingual-children,
felt quite comfOrtables,hifti g back

,and forth between English
'and Spanish. It's our gaesS tht
this.wouldigenerallY.hold true

C
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yin bifinguarcral-srooms as long as
the children were actively engaged
in an environment that had
meaning for them; and as lOng as
they could choose activities
thaf proceeded from their own
interests. Because there has been
a tendency among bilingual '

children in general to move ",
away from Spanish (for a myriad
of reasons), we were very careful
to encourage tlhe bilingual
children to feel good about.
their Spanish and to continue
to use it.

Athough theset'sessions were
conducted informally, with
no.attempt at controlled
experimentation,they Were
neverthelessItnich more
than a,mere flirtation with
practical issues in bilingual
educLion. They have provided a
foothold for any subsequent,
protracted bilingual educational
programs which would study,
in depthsuch issues as the
following': (1) the valuesand prac-
ticability of developing tw.o
languages for minority andpon-
minority children (in contrast to
the popular lariguage-transitar

approach or the language-
Maintenance approach); (2) the
consequences of adhering to a
bilingual-fusion or "concurrent"
model whereby two languages
are valued and utilized equally
throughout 'the day (in contrast

'to the language- 'separation
models); (3) the consequences of
adhering to a cognitive-develop-
mental model for bilingual/
biculturalechiCationiin contrast to
language-oriel-11qt or culture-
oriented models);' (4)the relative.
iMportance of, Supporting the
atild's use of hiS dialectical
language while ifitio-
ducing the standard language
(in contrast to immediate .

instruction in thsiandard
language, usuallat'Jhe expense
of the dialectieal language);
(5) the value to bilingual education
of a child-initiated process
whereby children are encouraged
to be actively involved according:"
to their interests and are given
choices (in contrast to programs
which 'generatly put children in s__

receptive roles only); (6) the value
,:to bilingual education of team .

teaching in an "open" classisaa

'see the article by Vigil and Moore,.
"A P,eispective for Bilingual/Bicultul'al

' Educatio," in High/Scope Report 1974 -,F5.

f)! g

.4

2

enVir nment;2 (7) the value to
bill gtial education of an.envirodn-
me t which encourages children
to earn from each other,
p rticularly bilingual children
assisting monolingual children
with.secondlanguage develop-
ment; and (8) the influence on the
classroom process of parents'

, encouragement of bilingualism
in the home.

We need to thinloseriously
about these issues, in the hope
of opening up bilingual and
bicultural educational oppor-,
tunities for all the Corey.s, Gigis
and Yudaliths in this country.

2"Innovative educational approSihes
which have been developed in recent years
such as open classroom and team teaching
often have been difficult to implement
within the educational system due to
resistance or the part of rhany'edticators
and acktninistrators to new teaching
techniques. A bilingual bicultural
education program makes it possible to I

'Introduce bath the innovative educational
approaches and the new program at the
same time. Commissiott staff fognd that
both open classroom situations and tearnt.
teaching approaches are frequently
,utilized in bilingual bicultural programs.
Bec'airse of their capabitity for accom-
modating groups of various sizes
and facilitating change from onep, ouping
arrangement to another with a rp1nimum

doss of time, ripen classrooms ar
particuldly conducive to teachin
different groups of students of
different language' proficiency
4nd dani/tance. In bilingual bi-
cultural programs, where students
of two.languages are at different sta gs'
of native language development and at
different fevels of second langufge
proficiency. team teaching may make
mote effective use of the talents .srid
interests of staff members. permit
teache& to give greater attention to.
the individual student, arkl.prOvideafi"i
effective means df using teachers of both
lahguages to teach different subjects to
different students." (A Better Chance To
Learn: BilingualBiculturat EducationI,
United States Commission on Civil
Rights Clearinghouse Publication
51, , May 1975, page 02).

Dennis Vigil, formerly a field con-
_sultant and bilingual edircation
spec id I ist .with the Element4ry dnd

. Preschool Departments. is riots on
_the staf'offhv
Unit of ,the .Colorado Department
of Education.
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.1e of a tic' tER4DicATIoN OF EY.TRkm0,0\ Effn in the developing11... pag five years we have had the privi ge p r ipa.-
ing in a'variety crf. projectsin Latin America workingworld is a challenge much discussed by third;world

economists, development planners '-ant# professionals
working in the social sciences. The evidently un-
successful attack on extreme poverty through..large in-
'vestments in works of "infrastructure" (e.g, large power
projects and construction of higher-education. facili-
ties), which was back d by a "trickle ,down" theory of

toward these^goa ., .
,

HighiScope's Involvement in Latin America. i 0
- -

The Foundation's
..

first intensive. contact with early
childhood Programs in Latin'America was through
pros igion of c,orisulting pry ices to a landmark pre-

, .

a

(

pecial Chhllen
-%

r

social and economic progress, has trixgered a teconsicl:
'eration of how, development monies should be spent.
'Many argue 'that investments in kn, ell planned programs
directly aimed at helping the tiporest to participate in
the development process in a meaningful way are not
only required Tiom a humanitarian point of view but
also pay the highest returns in terms of overall de-

,

velopment goals.*
In recent years governments of the poorer nations and

international development agencies have begun to take
note of these arguments, some are targeting the eradica-

etion of extreme poverty' as their first developmental
priority and are attempting to design programs directly
attectIng this problem. In line with this overall em-
phasis, in re-evaluating education and other social-
-sector investments, increasing attention is being given
to two issues of special interest to the Latin American
counterpitrt agencies with whom High/Scope has col-

.
iaborated. The first is the critical role of parent-infant
and presdhool programs focusing on health a"nd nutri-
tion as well as the broader aspects of cognitive and
sociardevelopment. The second is the need for changes
in the formal educational system so that -it may better
serve those from the poorest sectors of society.Over the

A thesis carefully argued in DB, ELOPMENT RELONSIDERLD l Edgar
Owens and Robert Shaw and more recently in the bestseller s7N4A1.1. IS
ISEMIMieby E.. F. Schumacher.

(loft )

In Punh, Porn, rdurptors are using the cpgnitite4
;QririhiedCurricuittmArs a refepent in pi oda( ing trutning

materials for the earls edu«Ition componcnta uri intv-
rural development program.

22

a6

N 433

"school intervention prcrject `directed. by ,Dr. LeCgiardn
8inisteira of the

and
Ecological Research Station in

Cali, Colombia and supporteckby the Foundation.
This project deinonstrated, mong othgr things, that
givent.theproPer orientation an-cisupport, teachers with
maximal schooling could organize, .implement and
evaluate field trips and classroom experien&es based on
a developmental conception` of cbtlj gnowth.

In 1972 the Pbundation began a conSulting7services
agreement :kith a pipneering4earch and development
project in Bogota; Colombia, studying infant-parent in- .
teraction,.This project, under the direction of Dr.
Obdtilio Mora of the Instituto Colombiano de Bienestar .

Familiar, is assessing, he jinpact of a combined, prsgram
ofnutritional sipplementation and home teaching and
has found High /Scope parenthig research- a useful-re-
ferent for the design of the home-education component.

In the fall'Of 1974 I,JNICEF sponsored a sequence of
short training .progrs'atris on the Cognitively Oriented

reschool Curriculum forpersflognel from the Peruvian
Ministry of Educstiorr Vforking with infants and pre;
schodlers, As a result of these seminars*, pilot programs
experimentingxperimenting with key.aspects of the curriculum have
been started by the Junta deksisteticiaNacional in their
child care centers in Luria borrjados, and a regional
rur development.Council in the altiplano area of.Runo. .

Fol -up contactas scheduled to begin in 1976.
Dr. Ferriando Monckej3erg, head of the National Nutri-

tion Commission in Chile, saw-the potential benefits of
combPring the nufritionakkrvices of hi's agency...with
the Foundation's infant and preschool educational pro-
grams, and'it is his interest - which has sparked a vgrriety
of contacts. since 1973 heltweerr High/Scope staff and
Chilean educators and, social development planners.

19
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These conracts hat e included a series of short seminars
in Chile mid 'a orkshop for six Chilean educators at the
Foundation's headquarters in Ypsilanti sponsored,by
the Agency for'International Dex elopment The training
group participating in the Ypsilanti program repre-
sented sere ice. agencies such as the public-sector Junta
Nacional de Jardines Infantiles and the private:sector
l'undacion de jaranes Infantiles. Universidad de Chile
and the Catholic Universities of Santiago and Val-
paraiso The Interamerican Development Bank financed
a tiro -month ttOnical assistandepOntract VhiGh enabled
t\SO High Scope, consultants to conduct a training

orkshop for a group of 40-Chilean early - childhood
educators,chiN Jul} and sl.ugust.of 1976. As a result of
these efffirts,' the Cognitix ely Oriented Curriculum is

nolyised as a major frame of reference 'in a variety-of
teaclikr:fraining courses in Chilean' universities. and
come ,15 de0onstration schoofs in Santiago aro testing
and adapteng the- principles of the curriculum to the
realities of Chilean early-chilf1hOod education. ,

"Bridges of Contact"

In these programs and others currently being planned.
High Scope and-its Latin American counterparts are
attlempting tolncorporate a developmental perspedtive
on-child growth into a variety, of programs serving the
most disadvantaged populations. of Latin America. The
"bridges of confect" through which this is being done
indude specialized technical consultation. overseas
training"couises (both at our headquarters.in Ypsilanti

---,and in lie host country) and provision of Spanish-
language tecn,her-training -and evaluation. materials.
These are in place in the following program areas:

Design of the eilueatiunal,components of projects
sere ing .y °um children and their families, in-
cludinVmplementation of educational-reform

,experiments based on -key aspects,bf the Cogni-
ti ly drientrld Curriculum for prenhodlers.and
pAccary-school children.

q
-Design and implementation of preservice and
inservice training systems to give -outreach- f

Millions of-dollars are invested. annually in Latinpersonnel such, as teachers, extension agents, .t
cttlinmlpity volunteers, etc. a greater under- American early-childilood service efforts in such areas

.

stapcliM of the developmental prdcesses of ,e as basic education, nutrition and.child care. The nature

young children and an orientation to practical
ways of supporting these processes.

Design of the comprehensive summatie and
formative evaluation components for programs
reaching young- c,hildren* to identify priority
needs, pro \ide operational feedback and give an
accurate measure Of program effectiveness.

The Role of the Cognitively Oriented Curriculum

(ix erSeas work concerned x%ith supporting child .de-
elopment and teacher and paraprofessional training.

As used in conjuriction with these efforts. the
curriculum prordes a conenient franarm ork for a sy,s-.
tematic mutual stud of hOx% to impro e the effeNye-
ne-ss of educational effort. 4ninal ur informal, urban
far rural. permanent ur fempurary. be it well endowed or

4' a barebones operation. The curriculum dray% s out con- *,
Lepts common to eery learning sattitig. but does not
necessarily pro\ ide thy specific methods or dictate the

. preyse nature of.theAducationl ern ithament. 411,4 in
one sense it is true thot the curriculum isorily one
alternatix e model. it is not a closed model but a system
that encourages one to ask and answer the question. Is
this program or activity deullopmentally valid? The
curriculum is able to d6 this for these reasons: °

is based.on jell documented facts about 'the
nature of human-development and learning.

has a demonstrated effectiveness reflected in
13 years of research and evaluation. including a
significant body of cross - cultural data.

It is explicit enough to bL."3-th4kkasis for training
and replication. it is a functioning method, not
Simply an ideology.

Because.of its process focus. it is applicable in a
wide variety of- settin "gs and indeed encourages
and demonstrates ways the local content of pro-
grams can be effectively ransmitted.-

It contains qualitcontro mechanisms and en-
courageS ongoing evaluat on of the quality of
learning and teaching.

- ,It is economically viable because it permits and
encourages' maximum utilization of available
natural resources and paraprofessionals. As dis-
cussed below, it is usable as abasicAodelfor,
widespread replication even within extreme
source litnitations.

. .
Developmental Validity and C ost Effectiveness

of these programs is as varieil as tht-papuc=they
serve anti the spedific problems they are ad ng, but
the larger/pnes generally reach their clients through.the
eraditional service models, such as child-care centers.
kindergartens and children's health clinics and hospi-
tals: The educational components. of these models are ,..,

generally a reflectiorlt Iraditional educational re-
.qu irements' and .procedures. ,-,' .- ,

'Mese programs are,seeeby many as an excellent way
to promote adequate nutrition, environniental,stimula7(

Vhile the Foundaticin',s technical support to projects in., tion, hygiene and health care for the childrien as well as
'Latin America has not been limited to v% hat 1.% ould come to reach the parents. They are considered by many to be
under the umbrella .of the Cognitively Oriented an essential antecedent to any meaningful particiliation :
Curriculum. the curriculum has been of special 'value in of the poorest children in the formal educational-systeril.
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B t there are many people who view; these programs
with skepticism. They point out that ,the traditiorial
m dell for childcare and education require large num-
be s of professionally trained staff, massive capital in:.
ve tments and large operational expenditures. Others
cit data demonstrating that the payoff from invest-.
rite is in nondevelopmental programs' may not be as
Mgr ificant as many would like to believe, and that new
app oaches to the education of young.children have/16
be nceivedt approaches that.are more than a simple
downward extension of traditional educational re-' quirt ments. They. warn that unless the issues of de-
% elu imental validity, cost effectiyenesNand replicabil;
ity are adequately considered, scarce deyelopment
moni s will be squandered. and thessalution to the basic
probl ins of early childhood development will only be
delay d..

J

1,
He e are some of the ways Highi pope's counterpart

agencies in LdtlfAllleriLd Ild% U been appCoaching these
probl ms: , /

i. .. .. .

' Ah experimental Project of ilie Pundacion de
Jardines Infantiles in Santiago, Chile has focused
on the labor-intensive nature of developmentally
valid preschool educational models (as well as
the capital investment cost's) by training teenage

i lunteers and young mothers-to-be to serve as
onors in an open-air community 'lark pro-

ram run under the direction of one professional
,dircator. In thiS model, now in the experimental
tager the use of community, paraprofessionals
eans that some-200 children are being served by

nu profession/I educator in what will hopefully
urn out to bean adrninistrativel'y 1,Torkable and
evelopntebtally appropriate educational
xpterience. , -

Vhen the question of opprating costs. came up at.
° ; recent meeting of directors df 20 Santiago

chools implementirig.a Program based on the
ognitivel,' Oriented Curriculum', the group sue-
rised the HightiScope consultant by:.unani-
ously.agreeing that it was no Wire expensive to

stablish and maintain a cognitively oriented.
lassroom than- a -traditional. classroom. They
oted that it was no longer necessary to have a
air of scissors and a textbook for each child,and
classroom full of desks. in further examining

his point, the `educators concluded that eyery
`key experience" identified in the Cognitively.
riented Curricilluin could be appropriately
a ndled %vith,readkayailable,and in most cases

ree materials.

'e found that the "construction areas" of the

,

. .
early childhood centers run in conjunction with
a UNICEF-supported integral rural development
program in Pun8,1-Peru. consist bf clay, .water,

!dung and straw. The children and teachers are
using the resulting adobe bricks to set up the.

24

do isions in the open -air educational setting!,The
ultimate value of the learning taking place in
these construction areas is, of course, dependent
upon hot% these materials ae lised in the
student-teacher. ihterataron. But the choice of
materials was certainly more culturally appro.
piiate-aud just as pedagogically useful as the
jigsaw end electric drill you might cf in a
schoal.in another setting.

'It appears that with innovative Programthing, rriajler-
new investments wtiuld.not be necessary to make many
of the existing social .service and editeation programs
more effective In Latin America, as elisewhere, short-
ages of equipment and tradition& service structures can
be compensated for if a rip% relationshibetweep par-

' ents and teachers and children is brought about in a.
creative shvicR framework. ,

The Faundatiun's grassroots apu.roach to educatiohal
reform does 11 permit massive Mange overnight in the
national educational or social service networks, nor at
this stage are we even attempting to accurately predict
the time frame necessarS, to effectively work with these
networks. However, our experience in Latin America
and the U.S. is showing that once this process is started
at a critical juncture in any of the various program areas

preschOotl or bilingual education, nutrition, or
earth education), it may sptead to. other areas (e.g.,

primar'y education, preservice training, day care). In our
Latin American work, the points we have found to be
most critical are a careful selection of tire counterpart'

*ageno};ianci the desigrffof a program model providing.
systematic support to the grassroots efforts overran ex=
tended period of time. We Have worked with regulatory
and primarily educational -institutions (e.g., ministries
artJ universities), and, as shown by our work in Chile,

7i.Peru and Colombia, these institutions can-be.valuable
collaborators in certain aspOcts of our interlintion plan.
1-jevever, joining forces with the service agencies di-
rectly responsible for implementing programs for needy_
children is als6 centrahto the achievement of our ob-
jectives. We ar,not interested in helping -to- establish,
"research" institutions; rather our interest lies in work-
ing with the service agencies in their efforts to perma-
nently upgrade the quality of their programs to serve the
children from the neediest sectors of Latin American
society. We hope-that within five to eight years this effort
will result in a network of specialized service agencies
which could spdarhead application of ghat they have
found to be effective to other programs throughout Latin

America; and that these programs will in turnmake an'
Vift,
important contribution tg-tne alleviation of one facet of
the prilblem-of extreme po% erty in the developing
vvorld.

2

(e

Ri% id risk, forni'erl, %ith the LS. Agenc for Interim:.
Deelopment atin directs the

Foundation's Latin Ameri an effints.
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DOLORES Z. I,AMBIE

PARENT:INFANT EDUCATION

. programs and public policy -
statements have.begup to foaTr
on, support for all parents
not only for parentsof children
with physical handicaps or

/serious disorders', and not drily
for parents labelled or diagnosed
as h-aving parenting handicaps.
The evolution from .diagnosis
of "ills" to the provision of .

supportive programs for all
parents is, of course, not Complete.

PAs part of'an attempt to document
the source and direction

'of.the continuing evolytion, in'
High/Seope's,parent-infant
education' projects, I recently
compared our objectives for-the
Ypsilanti-Carnegie Infant
Education Project aigipted in
a 1967-proppsalAra prelim!rnary

25

fr



ti

I'

I 1

.

EdUcatiiin of both young
and achllts is ineffective unless

- it grows-out oft he initiative
of the people? themielves,
Unless it speaks their language,
and unless it influences
riot onlyisAted individuals
but' the life of the whole
community.

Robert Ulich', .ed.

THREE THOUSAND YEARS OF

'EDUCATIONAL WISDOM (from

his introduction to an
-. excerpt from Pestalozzi's---,

LEONARD &,GERTRUlaE)

reportof 1968 and in the main
research study of 1968 This
compariSon is presented in the,
chart below.

311e.shift in stated objectives
from "altering "a-situation
that was supposed to exist to
assisting mothers in "orienting,
adopting, obtaining, utilizing,
shapiig and reshaping" was :
paralreled4in our program by real
changes in curriculum. Cur-
riculum is not staticone set of
activities, one.set,of experiences,
one environmental arrangement,

4It is an interactive situation
betWeen people.Information,
goals; activities, experiences,
physical etivirohment, tech-
niques; etc. are all parts of a

'curriculum, but none in,itself
constitutes the curriculum. The
one. element that binds them
together is people.

'

People changeand are agents
of change. Ordinarily the
ettvir.opmen,t is viewe4 as a Set of
objects, toys or things, but a
curriculum for interactive
learning takes into etrunt that ,
there arecliffOnce.t between
people, and that being an effective'
teacher or hop visitor or patent
educator m gnizing
that one,' ype of pa ng style
will not work for al children.
Some parents are v y definite
about what they ar mg to do -

with their children and how it
should be done. Some feel that

2 6'

1

.

to some extent as long,astthe child
is cared'for, it does Ireally matter
What other kindg f interactions
.adults have with t eir, infant ,

Some-parents ,hav apecifii,goals-
, for their children uch as 2--.?.

wanting them to bp independent
at a very early age and others '
reel that it is inappropriate ;
to expect anything from infants
unfil they are two or three years

. old and walking and talking.
An appreciation of pluralism,

of alternatives, of diversity,
a respect for different life styles

- these are necessities in anjr
Program thatattenipts to work
with parents, for ArnericiS'
a' pluralistic society, and federal P:
legislation-now reflects the

.....pressure to protect that pluralisin
rather than to mandate the
"melting pot."

The "real changer in our .
curriculum, tken, were eSsentially
Chariges' in attitude of the staff

23
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Fall 1967 - ... - .
. _ Spring 1968 Fall 1968

PROPOSAL. - ,.. REVISIONS FOLLOWING OBJECTIVE FOR .

- PILOT STUDY MAIN RESEARCH STUDY
- .

. . ,. .
To alter the mother's teaching . To help mothers: , - To help mothers:-.. .
style tow ard`that of mothers w ho orient themsehe4o the tuatiodg orientthemse44 to.the teaching
teach successfully ' . as %yell as to the disi.iplinary as well as to the disciplinary

. : aspects oi-the mother-child . aspeCts of the motbar-child.
. relationship: - relationship: .I ,

.
-- .

adopt a successtul teaching style adopt a teaching, Style that rein-
as defined by I less and Shipman .:. forces the child's learning-and .

.. ( 1967): .. grotyth:- . .
ID 4, ,

4-and to support the intellectual obtain and utilize the information obtaip cunt uhlrze 4 the information
grim'i h of the c bi I d 'A i rec H necessary to teach- thedchildren necessarti.to to teach their children
througtrattiing the mother fog in age appropriate w aNs. ; In del. elopment ,11 IN 'appropriate

.teaching the child in age-appro- _.., . ways: ....
..

Mato ilYs -- 4 111
v

L ' ''. '...,
,

vl-, . ,
. .To alter the mOtheris- langiiage shape or reshape their language shape or reshape tiw language

I't,qc toward more 1. omplex and sI le of interaction w ith their interaction w ith their children to
expansive patterns w hen talking children toward Fiore appropri. ,--- facilitate the acquisition of speech.tvith and revonding to her c hild: patterns: c and support intellectual develop-.

, . rent.., .
. ,. .

. .'lb alter the mothers manage- develop alternative: management 4

merit procedures toward use of procedures involving inductive ,-
--. -.--emila natio ns +Kind rea-sons in techniques t e.g.. explanations) in

-k4i.ufrol I ing -I he, ch i Id.: controlling the child.
4ever . , t #

-.

I

towards the people'with
whom they were interacting.*
changes' marked' by 'increased

The kind of attitudinal change I am
speaking of here is rarely reported
in the educational antfscientific literature.
so I am pleased to Include the following
example. pro. ided by Or. Michael Resnick
of the University orFlorida's Division
of Continuing Education Family
Deelopment Program. from a story in
a local Florida newspaper.:

?-
When Aaron (heson),waS an infant.
Mike conducted a series of respon-
giveness tests. One of these tests
consisted of ringing a bell. "I rang
it over here and over theft and Aaron
wasn't responding... lacquie
(his-wife) said. 'What are you doing?'
I thought about it. If somebody were
ringing bells in thy ears,i wpuldn't, no

ow to respond either,!' That was the-
urning. point.,Mike decided to throw

out the books and start over using
himself as the "instrument" for response
... his own voice- .. his oqii face
and set out to find where the real
needs of parents araf-childrett
were. (emphasis=idded) °

£

.24
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respect for individual differencei.
We had learned tharthe attitudes-
WIth Which-curriculum goals
are formulated
or not staff-will be-g ing by
implication,."You are a bad
(or ignorant, or stupid) parent;
my g6alsare better than your
goals; the information I have.
about,children is better than the
information you fiave."

This emphasis on respect
for individual differences is not
meant'to deny, of course,
that parentsdo hame_many goals
in common. If you ask Parents,,
' ..What are your goals, what do you'
want for your children?" you are
likelx to hear, "I Waht,my child
to be smart . .. to talk better.
... to have the chalice didnIt
,

have ... to do well in school
... to have a better job, so he
doesn't have to work as hard as
I do ... to have more time' .

than I-have with my children."
With some changes in termi-
nology it's evident. that theV
are the same broad-goals that most
educational programs have: <q

for child development l'anguage
production, success jn school,

=1:success-as an adult,etc.''
; How can educators help,
parents fealizetboth theirtommon

, goals and Weir individual goals?
` :One way, of course, is to,share

information: But the manner
in, which jnformation is shared is
all important: Educators can
share their expierfise with
parents, or parentg'and educators

--can work together to find and
utilize information and resources
pertinent-to the parents.' goals.

6
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Here is a common parenting
situation as well as a typical
example of sharing information:

Parent:- '!`My fhild-cries or
whinies all the time.

'My hus6andand
I are so upset.
He Wants the baby
to learn that it can't
be near us all the
time. A three-month-

._ old baby needs,
46 to learn it can't have,

attention every time ,

it whines, What can
I do?"
"What are you
doing now?"
"My husband told

'me that every time
the baby whines
I ern to pick it up and
pUt it in the crib
in the other room,
close the door ,

Home Visitor:

Parent:

Home Visitor:
Parept:

t..

Horn? Visitor:

Parent:,

Home Visitor:

Parent:

- Home Visitor:

and letit cry?"
"Does that work?"

the baby just
cries and cries,
until I can't stand
it and I go to pick
him up."
"Do you want-the
child hear y,ou?"
"Yes, I really do,
but Idon't want
'him whining
all thgtne."
"What }livens
when youhave the'
child near you ?'

put the baby in
the car seat and
he looks around
adittle bit and
t en he whines
and cries untiftpick
him up.",
"It's not unusual
for babies to cry
iithetheir are
strapped into very
uncomfortable
positions or-on 'hard

O

,

surfaces. Some
parents find a baby
is happier and more,
interested in
watching things if
theie is a blanket
padding the back,
of the car seat. Other
parents will put
a baby that age
in an armchair with
pillows on each .
side, or move the
crib into.the room
where they are
working. You could
try some different
ways of having
the child in the room
With you. Watch
to see exactly when
the child whines;

that will give yOU
the information you
need to decide what
tack). I am looking
forward to talking
with you about it
next time..."

This is an example of one-way
sharing.41though it's.a very
usef41form of_dialogue and has

2,81
C

' Yr

the advantage of the educator
saeking information_from
the parent about her child,
all the information about
what to do and how to do it
conies from the home visitor,
not the parent. Sharing can be
one-way (I share my)nformation
with you) or it can be two -wgy
(we share with each other'.
what we botkknow bestwe'r,e
both experts). In the latter case,
informatio'n is more likely to be
learned and used, the more so
if shared in the context of
actual experience. In the example
above, the home visitir may
hen. given the mothei some
valuable inrormation, btit if
is, more likely that changes-in the
mother's attitudes and behavior
with her child would have been
assured if the home visitor had
joined in the experience:
Parent: "I put the baby

in the car.seat...."
Home Visitor. "If you're willing,

t's do that now.
Let's put the baby
in the car seat and
see what's making,
him so unhappy." N,

Parent and 'flpme visitor put
the baby in the car seat near them

Viand try to play a game with ,

toys. The baby cries as usual.
Home Visitor: "It's not unusual for

.
babies to cry when
they're strapped
into uncomfortable
positions or On

/. hard surfaces.
*What could we do
. to make the baby
more comfortable?"'

Parent: "Let's put the
.crib blanket under
the .baby and see .

A if he stops crying."
InthiS-way the home visitor
would have been`helping
the parent solve a problem for
herself by actually doing things-
with the parent and baby;
the parent would have had the
chance to. determine, empirically, .

works best with her child

25
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and what is most satisfying
to them both.

When it's not possible to enter
into experiences. home visitors
can still involve parents in
a two-way sharing of informations.. .
Not too long ago a siipervisof
went on a visit with a home visitor,
and thb mother began the visit
in an argumentative tone (evidently
she had had this conversation
with someone before): "Boys

- are smarter than girls and that's
why this child (a girl) is just
acting so dumb, because boys
are smarter than girls." The
home visitor tried to convince
the parent that all boys are not
smarter than all girls and that
maybe if they could provide
asittiation that was interesting
eno:ighlor the little girl she would
learn too. The mother remained
unconvinced. The supervisor aid
"Mrs. in your family
are all the boys smarter than, all the girls?" They smiled at
each other, sat down and had a talk'
about which of the children in
her family, male or female',
did things sooner. CM they walk,
sooner, did they talk sooner?
Was that really what learning was
about? Did that make-you smart?

. -

.This dialdgtie succeeded in
changing the mother's opinion
because slie was an expert on her
own family; her own observations",
brought out by the supeivisor,
served to disprove her ill-
considered but firmly held
belief. How different is such
a dialogue from'die authoritarian,
"Now I shall teaCh.yOu in such a

.,way that youinow that boys.
are not smarter than girls."

Generally speaking, people
respondbetter to cooperative
learning situations where each.
person is an active andequal
'participant. Home visitors'
can help parents feel that..
their views are important,
that they-can learn to observe
their children and rely on their

...-

own informed judgement in
raising themthat they possess
26
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intuitive knowledge and a,
capacity to learn by doing that
'is more valuable than all the
child-development information
coiltainedin books or in the
minds of home visitors.
Hograms that depend solely
on experts or research data to
del-amine the content will fail
just as surely as programs
that depend solely on parents:

Current newspaper articles,
books and advertising brochures
assail us with information
on how to be an effective parent.
Despite ithis barrage of materials,
many people still'question'the
effectiveness of their parenting
skill, while some don't have
the time or resources to utilize,
the "expert"' information.
Programs -working with parents
are discovering the limitations
of written materials in
communicating information
and affecting parents' attitudes
toward child - rearing. As
Lally and Honig point out, ."

The problems thprwe face today
are not solved simply by
the prof ision of curriculum
manuals or by dissemination of

t

. - i
exemplary cognitive'pfograms ,.
-for infants and young children'

...11opefullF they can be
solved by . a climate
in which the parents and
caregivers can feel b tter about
themselves and can ee
themselves in positi nkof
responsibility and p ide
with regard to the e ucation
of their young child en'..

`("Education Rf Infants and
Toddlers." in Tor.
I.M.1:1' TONAL INI ANT. '01. 3)

..
A parent in High/Sco e's

. Home,Visitor project xpressed
this "responsibility an pride"
when she said, "High/Scope has
made me aware of wh t my child
is aing at his particu ar age.
It has'encouraged me o spend
more time with my chldren
asindividuals. Cligh/S ope
has taught me'to enco rage my
child to cro things I thought
she could do, without pushing.
High/Scope has also h 1ped.
Me etijoy my children more."

Dolores Z. Limbie is klirector of
e I' areut-Infaii t ducdtion

Department.
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a-generative approach

QHILDREN DERI \,''E particular
enjoyment from dramatic activ-
ities they have generated

'themselves. They are always ready
'to re-create some parrof their
homelife, some person they have
knowiVoeseen or read about, some
`situation ,that has personal
meaning for them. Through such
re-enactment they build on these
experiences and thereby deepen
their understanding of them;
they become aware of what people
different from thernselves*dollay
and feel once they've tried be-
coming those people. As children
grow they generate more
sophisticated forms for their
dramatic instincts. They rarely run
out of ideas or become tired of
generating their own dramatic
play. They stimurate one another
to expand the content. detail

and devices of their invented
plays. While doing drama they
fjnd many ways of solving the
problems they discover. They
use language. costumes. music,
dancing, puppets, food and
the audience in their creative-
efforts.

A generative approach to drama
does not aim to produce polished
actors and actresses. Rather it
seeks to help children develop
their capacity for cooperative
dramatic play, in order to
(1) provide occasions'for thinking

=through and solving problems
and ,(2) allow children to build
upon their communicative

rand expressive potential. .

Two recent productions at the
High/Scope Elementary and
Middle School illustrate some as-
pects Of child-generatad drama.In
one play, "The House Bn the Hill'
six children created'a seven-scene
collage of events. In the other,
"History of Black An4rica."
one-twelve-year-old wrote, a .

30

detailed script and directed
a production with many children
of different agei:

"The House on the Hill"
This play grew from some chil-
dren's. plans to have a party.
They gathred one day to niake
a list of foods each person would
bring, They invited an adult
to help and alofg the way d.ecided
the party w ould be part of a phi %
Lisa, age seven. started writing: k_

"One's up on.a time." Before
getting much further everyone had
agreed to first make a list of the
characte-rs' names. By this
time five people w ere invol% ed:

Lisa (age 7) Brenda.
a mother

Nikki (age 6) Christy.
her teen-

.

age
".^ daughter

Johnnie (age 9)
.

their
maid

27
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Sonji,..(age 10) Shatisa.
a college
girl

Mr. Latktgacher) Grand-
father

In the course of making up the
story. these people were added:

Tapia (visitor)
mother

Tim (age 7) Bill, the
milkman.
paperboy
and map-

. man,
Rcibeit (age 11) Bob

Wayne. the
repairman

These parts yzere not c osen
with explicit relationship§ in
mind: only later did everyone
agree that the eandparents were
married. and that they were the
parents of<renda. the mother,

'Varying conceptualizations of
what the play would"be like"
were verhalized and negotiated
as the children wrote the scene
descriptioris. But first they
needed to settle upon the stage .

setup. There would`have to be
about five houses. The home
where the-party was to be heir
got center tage; the maid's home
would not be visible td the

. audience.
The children started writing:

"Ow, day:. ." The adult helped
them focus: "Which day?
What time?" Making such simple
yet exacting deeisions,gave thefn a'
more permanent framework
within which to develop the
story. They devised this scene
format: 1/4

SCENE One Monday Morning
Shahs(' just about to go to

Br de Ifirig,the maid to
school

.come'down-and clean
4 SuzieL-talking on the phones

Christy-:gettinrready to go
to school -

Grandparent'ssleeping
Billdeliveiing milk

.

Boboffstage (working
the lights)

. -

Three scenes were composed in
this fashion in half an hour.
The action of the play was to -
culminate in a party.

Atvarioustimesduring the,next .

few days the children gathered 4,
to complite the scenario,' read it
over many times, Write about their
characters and draW pictUres of
how their houses would look.
They were not concerned with (1
rehearsing, even when the
perforinance'was a day,away. but
instead spent time prepating
the set and expanding the storyi
There were some new elements:,
Sonji was to have a bliyfriend, .

which would lead toa wedding: so
the patty at the end be
a wedding party. Tim woulde
Nikki's boyfriend because they're
the same height: ,

The younger 'children were
involved only in their own parts.
The two older children, Robert
and Sonji, hOwever. continually
made decWons which co-
ordinated many paN and produced
a somewhat logical sequence of
events. In so doing they tended to
become themain Characters.

Individual interpretations of
1

what the. play/was really about
,grew as the group began sptting up.
their houses lind playingheir '
roles, So many elemeiits wore
at nvork eight characters and
seven scenes that most
of. the children coul not grasp
the overall logic of the play. - /7
But theYiwer not really concerned'
whether the audience would
understand'the miry. _only Sonji
wantedanted to hurry. nd start
practicing so that sh dn't
forget her part; the ounger
children Were not looking-that
fan:ehead:
\The highlight ..
for most:Of theLildrenw the
final paity.-which doncl
with refreshments-for e

'audience. Miring the erform ce
Robert read the, keit descriptions
into a microPhone and amplifier

, ,, - .--
( 31.
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he had rigged p.1-le a
worked the li hts and s
system.- Som of the pl.,
merely pazt mirne¢ a
let thegra paren
two adults take over
was "on s age"A IriC)s

timlthough they
tively unaware of
were doing. The fi
was a fifteen-min
many sirnultaneo
I

and
yers

(ions n
ts( he

Ever one
of th

were ela-
at c -pla

al pr dq
to ser e'er°
s ev ts_

"History of Black Ameriq
For, a few mon hse'carrhe , a
twelves-yearOlg middle s hooler,
had been real ing the EB
PICTORIAL HIS ORY OF BL CK
AMERICA, an she deci d to
write a play bout honn black
people hay; been tree cliin !
America. :mien kne low she.
Wanted to :o about t is pro-
duction, eread p. is of the
book, pic ed events d translated
the desci ptions of e. events
into her own words. She had
previOu ly collaborated with other
childre i,p the class on two
other criPts,,buf she wanted to
write his one on her own,
beca se. as she said. "other

ren 4ren't able to eom-
pro Ise." The script, which she
typ d twice and dittoed herself,
h 6 seven scenes with precise
Iiies and some stage directions.

ere are some of the scenes..-.-.

t t

ers
ion

-

fir

SCENE 3
Harriett: Come on inypeople,

.. let us hurry. Let-nt not
be slow. We want
to be fast as we can. We
Will have to do a - ,

lOt of walking and not
.aH of it ,will in the

" undergroun tunnel.
We will have to .
dressuP-as strangers so
that no white man
can that we are
runaway slaves.

Greg: Harriett, let me tell
You something :You

Y.
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sure do got a head on
your sh, ulders. .

Harriett: Well, that you Greg.
Soon in the next part of town

Greg:
SCENE 4

Wow, man, what a
beautiful place-you
picked out, sweet mama.
You really did it
this time!, .

Ha-rriett: sever mind about all
that sweet mama 4

stuff rightnow, Greg.
We haveto find houses

:% and get settled:
(They start:singing the song)

SCENE 5
Narrator: Well, every&Ig

went fine for Harriett -

and her people. She
transported_all of
them to this beautiful.
,
part of town and
they enjoyed this and

they t t ,ir he ses
and settle( wn and 0
had lots of ch ren'
and lived v appy.
Harriett k w'she was ,

doing wrong- escaping ,

this'but she never
gave upfaith.that was
the mpst important

k thing to her and
her people.

While writing thescriTrt
Carmen teemed to.have'a very
clear mental picture of what
shetwanted the play to be like. She
could niake'decisions very
cRiickly yegarding fife appropri-

ateness of lines, the use of
music, the continual addition_(
.new, interesting details. She
has tie narrator summarize the
action between scenes; at the
end the narrator describes a,
number of black.Americes who
have played significant roles.
historically.

32(

At the time this article is being ,

written, Carmen is just &ompleting
the script. She feels she will
need another month to do the
following:

1. Gel-everyone together
for a readlthfough.

2. Get props.
3. Get the right scene* and

stage.
4. Get people to learn theii

lines (in two weeks).
5. Practice each scene:
-6: Dress rehearsal.
7. Sell tickets.
8. Put on the play. ,,

She reali;es, th6ugh. that she can't
set a performance date. since
She's not sure how long it will
take people' to learn their
lines and hoyv diffiCult itwill
to get everyone together at the
seme time to rehearse. She has not
yet thaight about some aspects
of the production process,
such as lighting and space for the
audience, but slip is confident
and patient.She has already spent
one month preparing the script. '

PK*
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In deviloping drama as a, content
area for thp Cognitively Oriented
e,urriculUm, we have been
identifyingodramatic behaviors of
children which, reflect cognitive., -.

developmental stages as described
by Jean Piaget.* By,allowing
children to demonstrate these
behaviors through their self-
generated dramatic activities.
we are learning what teachers can . -

observe and strengthen as they.
facilitate drama in the classroom.

The two plays described above
illustrate some"characteristics
of nattSral dramatic behavior that
reflect general thinking abilities.,

*Children inthe preopqationpl, concrete
operational apdfurmal operational

4-stages of d6velopment are refecred to'here
as. cespectively. youfiger. older and
adolescent children.

29.
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(In situations where-Children
have-been "taught'. drama; such
characteristics may not be
evident, for these children
may stop relying on their gener-
ative-abilities and merely follow
rules or mimic the teacher's

'exaniple.) The most obvious
differences in children's
dramatic 'behavior can be seen in
the roles they play. Childrek;
choose roles that are within their
range of social awareness.
The youngest children in our first
example chosb to depict char-
acters they had direct knowledge
of, as young children usually
do mother,.dauyihter, paperboy.
They envisioned these characters
in terms of their general contours,
with few precise details to
give them individuality in other
words, they portrayed them
as "types" rattier thanindividuals.
The older children included
characters they had seen once or a.
few times, pigrhaps only from
a di§tanceor On a 'television.
Show) maid, repairman, college

. girl. Older children seem t©
prefer roles that pertain to their
own aspirations what they want
t "be." Adolescents like /
C men can portray people about
whir they have only heard
or reacl,''who embody some ideal
or virtue with which the
ascent identifiv.

Thus the spectrum of roles
children chdose ranges from
the immediate for the youngest, '

to the more distant of infrequently
seen {bough still visible for
the older children, to the-

_Invisible" (historical in' our
second example) for ,the oldest.
In addition', children-at all ages
are attracted to various exciting ^
characters, such ps those
who possess some poIever or magic:

C } tldren's drar6ticactions and ,

re-cration of events demon-
strate their ,ability to coordinate
details. Young children repeat a
feW familiar everyday actions
which are'usually rather simple,
,such as reading a news-paper
or watching TV; they do not

. 3a

express the kind of person
a character is, but merely what he
or she often doeS. 'Older children
become concerned with the
details of realistic depiction. \

They make a room look just \
right or walk with a wiggle and an
armful of books the way they think

zlia college girl does. They select
complex actions such as
liostessing a party or getting
someone to ,help them fix a car.

..Adolescents coordinate even, ,
more details and Varkbles. They
tire concerned wh details of
gesture, facial expression .

and tone of voice, which they
trj to,/ntrol as they act.
Drama depends upon complex'
relationship's -airrong players'
actions., and it gains in meaning
as,adolescents intentionally
link events and characters.

Its children develop intel-
lectually, their dramatic behavior
encompasses more de ailsnd
more interactions Wit co-players.
Young children are often unaware
of co-players and therefore
do not _ relate to them. Older
children set.upoitnations,which
depend upon interactions
among the grOup: in order fpr the
party-to occur. someone must
invite the guests, prepare the
food and-clean the house, after
which the guests must all arrive
and-do what they.thillk happens
at Parties. This, requires much
response to others.

Young'children-,choose
characters and act out events
spontaneously. They are natural
irnpiovisors. After setting
up some props and trying outsorhe
roles They can often say what
role they want to play and mention
a few thing's the character would"
do, but these plans are often
forgotten as improvisation
takes over. Older children can
plan roles andppecific events
cooperatiVely. They anticipate
problemand figure out what each
person will have to do in
order for the events to occur.
Adolescents will often write the
entire-script, complete with

I
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stage direticiiis. before acting
anything outThey plan events
with the effect on the audience
in mind

,

IfI
Teachers can facilitate child-
generated drama by, encouraging'
children to generate the content
and by helping them to elan
and record their plays in;ltrianner
appropriate to their le 'el Or
development. Teachers an then

'observe two aspetts of ognitive
experience which drama elicits
encl. strengthens -N- time and
awareness of other points of view.

In few other activities do
dhildren have the chance to scru-
tinize and re-create time as in
drama. Children at different
steps of development perceive
tirie' in distinctly different ways

in their dramatic play. N, Iii9',.
dan thus represent time dyferehtly

il
a six-year-old: was content to go.
to bed at noon in "The House
on the Hill." She spent her time

is doineonly three things: going
to school. going'to hed and talking
on the phone. On the other
hand, the tet! older children,
Sonji and Robert, wanted things'
to happen logically. to the
point where basic (though
dramatically irrelevant) steps
could not be omitted; for.example,
Sonji'insjsted that a complete
new scene be inserted since
she had to walk to:'school be
she could walk from school.
ansequently, as older-children
try to iptide as many parts -
as ppsSible to represent time
comprehensively and logically,
their plays become long con-

ttinuous scenes with few high-
lights. They may then divide th..
action into separate scenes,
but usually nothing has happened
between scenes. A still older
child, Carmen, showed more
awareness orWhat.was dramat-c

. ically at)propriate as she .
condensed over one hundred years
of history into eight scenes in

-

her "History of Black America."
In these scenes she tried to
present only key events in a

. logical sequence; the scenes varied,
ih length according to the effeqf
Ne wanted to achieve,

Children's awareness of other
points of view expands as they
deyerip. Young children portray
very simple actions of ery
familiar people. They do not
firmly distinguish between
themsplvr3s and their roles. or
among,,thp roles they play, and
they frequently have only a
vaguenotion of co- players' rotes.
As they grow they are better
able td respond to co- players and
to cooperate, and the invention
of drama becomes a truly social
aftWir. This new dimension brings

4 intrigue, conflict and excitement
to the activity the roots
of4drama. Older children want to
make things happen. This takes
oirganizatiOn and awareness of

ithirs'
roles, as well as ;he

billy to distinguish clearly
between oneself and one's role.

Many situations arise in
dramatic activity which require
thildren to consider how someone
other than themselves'would
feel, think and act. With
adolescents another dimension
is addedo this awareness of other
points of view: they think,abodt
what the audience will think and
see. Frequently they stop to

.objectively view whatthey are
doing to picture' it in their
minds from the audience's
position. Thii-complex process
of stepping into someone else's

shoes gives rise/o questions like,

fithi
What does th iJdience need

he audienceto know? H
feel? Is this as clear ko the
audienceg-kt is to Ate? These are.
questions-that pragssional
dramatists must ask themselves,
and it is exciting to see adolescents
discover their, significance.

The fact that differences in
dramatic behavior are linked to
cognitive development suggests
that adult expectations should

_
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be geared accordingly, Ind
that adult i ter entions ould
respect the n. .pensity
for, dramatic activity that most
children will display, if they
are:given adequate space and time
and encouragement. Teachers

`Can he16.children organize their
own plays. write them and
prbduce them. ;The dramatic play
we see on playgroundg. in
the backyard and in the classroom
&n lead to e,ducationally,
significant experiences. g,ui
but not controlled by teacht rs.
in which communication.
cooperation. problem-solving,
movement and thinking skills are
strengthened as chi dren
express their cone tions of,
re

chard Lalli is a field consultant
with the lenumtary Education
Department. tie has done,con-
liderable %wet, in developing the
pefforming and %Astral arts.-areas
of th6 Cognith`'ely Ofiente0
Curriry-um.
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ROBERT D.,MATZ

IMAGINE" A FIVE-1/EAR-OLD
girl playing at a water table. She dig-
covers that a 1,voodedspoon and a
cork both May float on the surface
of the water. If the child's thinking
about this event were cast into
adult language, it might take the
following form: "The cork and
spoon are both made of wood and
they both float . .. wooden objects
float, chairs are wooden, chairs
float, metal chairs-,.. will float
likewise."' From the perspective
of adult logic there ,atre certain
flaws in the child's reasoning. One
mistake is the cdnf4ion. of the
class of wooden chairs with the
class of chairs in gerteralqinclud-
ing metal plastic chairs and
all other'types).

What,factors have led thechild
to make this mistake and what
significance does this mistake
have? Many people would say
that the child acquired an in-
correct fact about chairs. andlhat
it is important to insure the child's
early acquisition of a correct base

----orknowledge about the world in
order for the child eventually to

g attain adult concepts. Let us refer
to this point of view as one cen-
tered upon the content of thought,
or jts figurative aspect. For the
purposes of this article, figurative
processes may be defined asjhose
elements that can be a part of one's
moment-to-Moment awareness.

1.

For instance, t tile perception,

mental imager nd snemorz of

mentaTsymhots re elements of

figurative though Thus, e types

of things we refer o as facts, uglees..

and concepts all Possess a :u-

. ative charactiir when they are

eness.' '

Operative thatight
Cognitive - developmental theory,
informed by theyvork. of Jean
Pigget and his colleagues, recog-
nizes the importance of figurative
processes while ikffirming
existence of a complementary-set
of processes referred to as operative
thought.,2 Operative pracess.s,
whiCh are ,unconscious; lend sig-
nificance to figurative processes

cause they permit mental tralks-
foiiations from one figurative
element to another.

For exampleone tyke Of trans-
formation -is --the action of corn-
bining; its inVerse, separating,
is anc?ther. After arriving at a
particUlar stage of develdpmept,

-people can mentally combine four"
chairs with two chairs and con-
clude that there are sik chairs.
The figurative elements in this
process are three different quan-
tities of chairs. Readerrrn y have
various ways of representin these

,quantities to -themselves (far
example, as images of groups, of

;chairs, or as the verbal rule "4, 4-, 2
= 6"), but there will always be
three quantities.

These thiree quantities ate in po

way, pro \'ided by.direct experience
-one cannot in reality-start with
siX chairs in a room and Out four
of them intone corner, two of them,

' in a second corner, and six ofthem
in a hifd corner. so that there are

e different quantities at the
. .

same time. The three quantities
are mental ,Proilucti created -by the
.operations of/combining and
sp`parating. These operatiou
allow us to understand the On-
nection between one moment. of .

awareness iri which there are two
separate gicrups, df chairs and
another...igen-lent of awareness in
which. there .is a third group:
Th1/4s, anotheiwa4f representifig

-
the relationshipbetween figu-
rative and

o operative processes is'
to say that operative processes
allow usto eXtract meaninss from

. the changes Of one morrient of
sawaren,etS to griother.

The operations of combining
and separating areN,filso relevant.;
to the first example of the child'st

. reasoning at the water table. A
,cognitilre-developmentaIist would
assume.that.The: child had not
deyeloped the operative, ructure
of class inclusion, the ability to

combine and s4parate a class of.
objects, or events with supe,r-

. ordinate.claSsps,; and subclasses.
In the examples the child confused-
the cliss-of wooden chairs with.

4the class of chairs in general either
:`,-

because she had ,ngt acquired the
Mental operatiorisl of combining
and separating or because she was

, .
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not geared to use the operations brain is the speed with which one
in her reasoning. unit of thought follows, another.
-For,the cognitive-develOp; Experiments in human infer-

mentalist. the significance of tt5ts rhalion processing have shown
child's mistake would not be that that sequences of thought run off
she shouldbe taught directly some in bursts of microseconds. ')et our
facts about chairs. Instead. the awareness of our thinking does n'31
cognitiV'e-Avelopmentalisl Lvould seem to proceed nearly as quickly.
i ;ice that the child waa engaged ,, So we are generally aVare of the
mentally in attempting to mani- products of our thinking rather
pulateelassesof objects'and events t6an the processes. . ,

and would attempt to extend this Another ciesig featpre is the
activity at appropriate moments. multiplicity of th tight. Research
Once the child consolidated her has demonstrated' that mental
structhre of class in9lusion. the operations often run together in
"facts" about challis would be parallel fashion, with several,
obvious to her. . related units tctivated in a §imul- /

ta ous pattern. One area of this
research has been the visual

'scanning of printed lists. SUbjects

c/7

The cognitive unconscious
Cognitiveldevelopmental theory

-

mu'ltipl'icity of thougit, mental
operations may occur simul-
taneously when at least one of
them is "automatic", enough to be
outside of consciousness.

The acttfity of letter identifica-
tion ca,n be represented in the
forloving manner.

Conscious Operation

"Find all strings containing
Z and S'

Unconscious
I Operations

"Detect features "Detect features
of 7.4 . of S"

involves both operative and figii- scan. a list of consonant strings ,:is
rative menial processes: other until they find one that has some . The representation indicates thattheories tend to involve only critical property such as the letter the actual processes by which thefigurative processes. The reason Z. The result of importance is that . 'individual letters are -recognizedfor this omission Is not incidental. it takes no longer to identify a, usually are unconscious and can'Fiurative processes are easiest of string if a practiced subject is look- occur ':sjmultaneously. The un-the two for ihost persons to under- ing for several letter's at once than consciou-§ operations referred to in-stand. because we are. for the most .. if the subject is searching for one theidiagiam can be thought, of aspart. unaware or unconscious of letter only.3 For example. suppose "rules." The-rule for recognizing ,the operath'ie aspects of though the following strings are a section the letter Z ean be represented-....,-, Since each person's operative from a larger list: in ,verbal form as-- follows: "If aprocesses are predominantly un- tCTVGT \VRDZQ LS'YJD'
conscious. it is difficult fo-rps,to,..,!, letter has,two horizontal parallel -

SDZLB DPKBL KTVGL lines connected by a diagonal fromappreciate the role they Flay in. NYXCH HTGCX -RBCMB lower left to upper right, then theour. thinking. and it is that mush ''' .
_ware difficult for us to, apprehend It will take the subject no longer ' letter is a Z."
the ,workings of operative struc.., to find all the string? ivith two Beyond introspection .
tures'in the thinking of children. lettergc Z and S. than'it will to find These features'of ttie cognitive

The ter m "unconscious '" all the strings. with one letter. Z. ' Unconscious point to the fallibility
most often refers to memories and . Other research has examined more of introspection for gaining ,

drives that are removed from .' complicated problems and has knowledge about the activity of
' a warenvss ibreca use they are .... shown hew: they require several. thinking. There

that
a 'strong tee-'` threatening to the s'elf. However, ideas to be activated simul- dency to believe that the elements

cognitive psychologists recognize taneously TO -achieve solution. observable through -introspection
the existence of other medal pro- ' 4 This detnonstratiOn a the co-. are all there is to our thought,
cesses that are characteristically parity to conceptualize more than The tendency is so powerful that

-

outsirlr, of awareness not because one factor simultaneously .seems one has referred to it as the
of emotional ;onflict but because to belie our intuitive :knowledge major stumbling block in the path
of some design features of the of the difficulty of engaging ing ,of the psychology of intelligence.

. human brain One writer has stig- two types of tasks at the same time. Once one has been alerted fo the
gested that the pervasiveness of -' 1)t fact, there is considerable inconclusiveness of introspection, ,
these design features prohibits us , evidence, that people cannot fo,1- . one can _easily, find commonplace
from recognizing the existence of low tied conversations 4--,Qnce. , illustratidro of 'how individuals, v
the cognitive'unconscious in lip r solve two puzzles at once, do not have access to their own
much the same sense that a fish without a decrease In succesful . cogib4ive processesk. For any
would probably be the last-creature-,. - perfaimance. This apparent con- 7 particular domain Of thinking
to discover water. , ,,,,

-
tradiction may be resolved by 4* skink, this lack of access can apply

One of the design features of the qualifying the assertion of the even to indiViduals who are highly
. . . .
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proficient. For example, a few
y+s ago I was attempting to teach
myself to recogni& trees by naive.
I had a &kohl who was able to
identify correctly most varieties
bf trees. and I would often ask hair
to inkagloit of how she knew that
a particular tree was a walnut,
Spruce, br eln Her responsee,
giVen in serious\ness. were similar
to the following: "I just know it is
a walnut tree 'because walnut
trees remind me of my father."

While it was true that walnut
trees reminded her of her father.
his memory needed to be the

r ult of a set of other cbgnitive
processes. Detection of the par-
ticular featur s of walnut trees
related to pr pertips of the bark.
leaves, 'an( composition= must
have tak n place before the
memory,. her father. Otherwise
,thGaveris no reason to suppose
wahrYfit trees would revive the
memory any more than other
varieties of trees.
' Iii order to'reach bond intro-

' spect.ion, then, it is necessary to
step outside of thought and_
examine it from a different per-
spective. A perspective informing
cognitive-developmental theorS, is
that of modern biology. A line of
reasoning derived frdni the
principles of modern hiolcigy
suggests a third design feature of
metital funcf rt6"--1-.i-i-.1gthat opera-,
tive processes control figurative
processes.

drie can begih to appreciate this
statement by asking the biOlogicdt
question of how undei even the
bast of al possible conditions hu-,,
mans are capable of adapting to

as
the demands of a ;hanging epki-
ronment. Adaptation in this sense
refers to the ability to use past ex-
perience to respond successfully
to _a present problem. Very often
adaptation is de- Tended in situa-
tions possessing an element of
novelty. These situations do not
need to be veridramatic; individ-
uals may encounter them daily.

As an example, imagine a situa-
tiffri where a man .needs to reach
the ceiling of a roan About foltr

I

. ,

feet over his head. Suppose there
is no ladder available but there is a
chair in the room. Suppose further
the man had never perceived any-
on'e standing on a chair and had
never encountered any verbal
statement about standing o'n
chairs. Despite these constraints,
one can assume most people
wdu-ld be capable of reasoning
through the problem and eventu-

a

snapshots. Visual imagery in itself
cannot have a problem-solving
ability (although it can be used to
solve problems), we cannot assume,
that 4 set of snapshots would be,
capable of Imagining" a snapshot
not already in the set.

The-same argument may becex-
tended fo the figUrative process of
memory for verbal symbols. In it=
self this process would consist of

ally using.the 'chair fo reach the
ceiling..But this ability to "reason
throdgly must be attributed in the
Main to operative, nbt figurative,
thought. If the 'Tani had neither
se,e,n nor heard,about the
possibility of standi on a chair
to each .a ceiling, his tide
thlught processes ,co in
themselves have provided t sol-
utiow. This is clear when we. con-
sider the properti& of figurative
thought. One of its major compo-
nents is visual imagery, which cart
be likened to a collection of mental

38

-something Like a collection of
, detinitions. The definition of
"-chair" would be a cpllect,ion of all
the verbal statements one had
either heard, read, or been aware of
thinking.about that were explicitly
related to "chair." Again, verbal
statements do not in themselves

have a problem-solving ability. A
set of Verbbl statements would not
be capable of "imagining" a state-
ment not already in "the set.

Operative schemes
In attempting to make sense of his
obserVationsoilhe derloping ca(-

35
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pacity of children to adapt to
novelty in their environment,
Piaget hypothesized the subordi-
nation of figtirative to Opterative
processes. It is the operative pro-
cesses that provideithe logical,
problem-solving components 1)f
thought. Piaget refers to these
hypothetical processes as
schemes. or plans of action. His
treatment of 'the construction of
the--scheme_ forrils an under-
pintling for cognitive-develop-

the scheme. the environrnent of a
scheme is composed of both figu-
rative processes and of other
schemes. In this analogy. the in-
coming wires correspond to the if
clause of a compond rule, and the
outgoing wires correspond to the
then clause.

For instance. consider flow the
.scheme for "chair" may function
during the microseconds between
"an individual's perception-of a
particular chair and the applica-

r t

c;

mental theory.
Schemes are akin to plans of ac-

tion 'because -each, scheme func-
tions like d compound rule waken
if clause and a then clause. For in-
stance, the rule for recognizing the
letter ? was exprNed earlier in
thisiorm: "If a letter-has two hori-
zontal parallel lines connecte by
a diagonal froth lower left to upp
right, then the letter is a Z." -e

An incy vi s current reper;
toire of scheme could,be likened_
to rows oflightb bs oil a sw:.itch-
boarcP Each ljghtbulb Has sets of
incoming and outgoing ''ires. The
outgoing wireslead either to other
schemes or to directions for physi-

. cal action. T,he incoming wires
each correspond to a feature in the
environmenrcapable of activating

36
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tion of his knowledge about the
chair. Two of the many figurative

'-elements of a chair are 'has legs"
and "h&q.3 horizontal seat." Be-
cause all of, the indivicimal's
sch'emes are extremely active an
want In apply to any possible in-
put. the element "has legs" can at-

_ tivate many schemes, -including
the schemes for "people,' "ani-
mals," "dres'ser," etc. The element

i"has & horizontal seat" can acti-
vate other schemes. However, the
only scheme capable of including
both of the elements is thee

-*chair". scheme, so it will be_the
one to apply to the figurative in-
put. In-our analogy , whenba..itar-
Ocular scheme applies to an input,
its bulb is brightened. .

Depending upon the individu-.

4
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alluxperience and clevelopmen-.
taMvel. the application' orThe
chair scheme is itself a feature ca-
pable oractayating.other schemes,
which i.ant to apply to-features of
their environment. Some of these.
schemes may bet of a indre general
level of applicability than the
.chair" scheme itself '
"inanimate." "capable of support-
ing .weight." etc. In the ,earlier ,
example of the problem of reach-
ing thceiling, the activation of
t he scheme "capable of supporting-
weig.bt" is. a component of the
solution.

The capacity of activated .

schemes to activate other schemes
one of the distinctive features of

Piaget's theory of cognition.
Another is the capacity of schemes
to learn from their on experiz.
once. This capkity- helps to ex-
plain'the 'vorking of logical opera-
tions such as class inclusion. The
experience of a schemt 'refers to its
history of being activated eitha
'Simultaneously with other
schemes or,in an invariant sequen- .

tial-order with other schemes.,
Schemes learn from their
enceby generating new patTerng.of3 e

coactivation among ,tireniseves.
This process is referred Pi:),
Piaget as reflective abstraction.

..In order to think through this
camplidated comet, reconsider
the,"chair" sciatne and the exam -
ple of the young child's reasoning
about the finking and floating-of
chairs. Thorchilcl was unable to
think about oneleVel of specificity
of chairs. "wooden chairs-,= ' with-.
out losing track of the level of
"theirs j.-n general." Explaining
the child's reasoning in terms of
the switqboard analogy, neither

the scheme of "wooden chairs"
or the scheme of "chairs in gen-
eral" are serving as featUres °Lac-
tivation for the other. When the
" wociden chairs" bulb blightensi
the "chairs in general" bulb does
not necessarily brighten and vice
versa.
-,..During the course of thechild's

°continued experience of reasoning

7
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about superordinate suborkli-
nate class-es in,a variety of situa-

- Hons. schemes corresponding to
both types of classes-will be acti-
vated in sequrnce tlostugh the pull
of experiOnce. For example. sno-
pose a (IOW is' riding on the free-
way_With'her faniily. She ainuses
herself by gaging at the Lars on the
road. First her attention focuses on.
the different' colors of the cars.
mentally separating the class of
cars ihgeneral into subclasses ac-
cording to color. Tlu she notices
that all of the cars have tirgs, men-
tally recombining the subclasses 4f

into the general class, At some
point in:time. through numerous ,

experiences such as this one. the
"Mental actions of combining and
separating It'll1 hnye occurred to-
gether often enough to become a
structure, through reflective
abstraction. Then the scheme for
any general class will be activated

-whenever its subclass is activated,
and vice versa. (Class inclusion-it-
self is a member of a larger group
of operative structures. all of
which develop through reflective

labstracticn.)

Thought and language
In many respects. Piaget's theoLy
is only a place- holding theory. It
points the direction fur further
exploration, but remains in need

\of considerable. refinemenl LA en.
so" the theory has already led to
numerous experimental results
that would not hate been pre--,

dicted by competingTheories of in-
tellectual dew elopthent. These re-
sults reinforce the importance of
distinguishing between figurative
and operatkle processes.

One set of results has been in the
area of the 'relationship between

_ For example, consi ei t
the.,one -word utterance. or hulu-

d

able of transforming pert .p teal
content. Ilisdescriptinns. turn
upon.the concept of the scheme:

For exAple, a scheme an
consisimf.subschemes or sub-
systems. If I mme a stick to

. mot e an object. there is
within that scheme,' one sub
scheme of the relationship he,
huemithe hand and the stick,
a second subscheme of the re-
lationship between B! stick
and the object. a ,third sqb-
scheme of the relationship be-
tween the object and its posi- ,

tion in space. etc. This is the
beginning of the relationship
of inausion.Thersubschemes
are included within the total
scheme. just ks in the logical
mathematical- structnre of
classification subclasses are,
Hu:hided 'within the total

At thtxlater stage this
relationship of clas4 inclusion

. gives rise to concepts. At the
sensory-motof stage a scheme
is a sort of practical concept.'

Before the rec'ent impact of
Piaietian theory. it was customary
for psychologists to att.:* the
child's acquisition of language as
an explanatipn for subsequent
progress in thought. In other
words, it was assumed that chil-
dren could 'nut make much sense
of their envirolitiont urttilitOy
rearned \ocabulary and syntax.
The predominant position now is
that the det elopment of operative
thought is itself the pacesetter of
language developmAnt. Fur each
landmark in theMni'versal se-.
quente of languafe dete pment,-
there is evidence that ignitie,
development is the in uential,
factor.

e use of

tholight and language. In this area. .phrase, The most important. re-
Piaget's major contribution has t search finding abon.t..the hot°,
been to reveal the productitity of phrase is that children use the.
he thought of thepinfant before, one-word utterance. to stand for

lie ha's 'aciquired language, In meanings'thatadults x7voqld more-
the irifanCs progregsit ay mute sent with an entire sentence. Eti-
elaborated.. caPacity tit respond dente of this has been'gratlinredhy
adaptively to not elty in-thebnti, observing children's use of the
ronment, Pimet has described sane herolihrlse,:stich as, "ball."
practical intelligence already cap- in different situations. Thu, idea

4 Of

behyd this #search isatthat tti
order- to understand what the
young bhild is saying. it is neces-

, sag 1(i-observe what thi:ild is
doing. In different Situations. the
child limy use the utterance "ball"
to (mean "That-is a 'ball. "I am
throwing the ball. "Give me the,

`ball." or spoken while crying,
"Help! I droppedthe ball,pdtan't
reach it."6

'Since one nay assume that the
child understands these meanings
,before he or she(is capable of-ex-
prextrig them with formal lan-
guage. the child must hays; ac-
quired the necessary schethes in
advance 4 the language content,
The types of schemes necessary for

-the child to produce these memi-
ings are precisely the ones Piaget
has documented so :arefully.-
instance. it is the evehipment
t-tte concepts of object permanen&
and causality t at allow the child
,to perceive himse alternately as

agent of an action in "I am.
Throttling the ball" and as the re-
icipient of an action in ';Give me
the ball."

'The symbolic function
Among persons witov.base their
philosophies of knowledge upon' .

the figuratit e aspects of thought,
there is an inclination to view ver-
bal language as the cornerstone of ,

knowledge. The'line of reesuning
. often takes this form. Verbal exor.

pressions canstand as brlef syll. -
bois for !complex objects, events.,
and rel:tionships. 'In contrast, k

other sy rg,ii, nid.;:s. such asim
itation.or gesture. du not posse'ss
this ability, to condense and ex-, ..
press,, Iti'pt,t.,ledge. Therefore. the
t erbal infAluis the only one tt ith

-3,,,Iltie. in !grins of the acquisition of
jttiettiedgi. A consequ'ence of this
reagbning isrlhe dist:otinting of
rOPTIS of comMunicatroy besides
lafiniage.,and this hgsoinetimes
I edit, the teach irtgol la aufttagn in a
Mechanical fashion, as though it

. Are-,-au.,ingredien1 that, is best di-
4 % orced from a child's un.going ex-

Periepce. Some educational pro-
grams. for profoundly deaf chil-

...
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dren,for exempt-6, attempt to teach
a certain number of written words
to the children each y;ar. These
prograths do not attempt to
capitalize upon the natural inter-
ests and activities of the children,
perhaps .because the educators
cannot perceive any value in the
activities of children without oral
language. The curriculum process
centers upon drill "and rote ref-4..
hearsal.'Sometimes the use of.ge,s-
turallanguage amang.the, children
is punished. As an outcome of this
type of program, young deaf

can sometimes demonstrate
comprehension of. one hundred
yritten words Witha'ut havingany
understanding of the communica-
tive uses tolwhich the wkrds might
heput

From the copnitive-
developmental perspective, these
attempts to teach language (and by
extension,,to, implant knowledge)
in isolation from ongoing experi-
ence are misguided because they
assuna.e.'thati4j/mbols exist in
words rather than in the mental
activity of people. 'According to
Piaget, symbol .formation occurs
when schemes are activated by th
memory of experience instead of
hexperience itself. The symbolic
function can occur in many
formsimitation in the absence of
the model (deferred imitation"
symbolic play. gesture., drawing,
mental imagery, and verbal laii-
guage. Since each of thele forms.
permits the representation of ob-
jects and events not perCeived in a
particular moment, they each-con-
tribute to,the economy and flexi-
bility of thought. Thus, an optimal
educational curriculum would at-
tempt to provide children with an
orchestration of experiences using
each form of the symbolic

the tie-in between the symbolic
functiou and operatjvity suggests
another requirement for an ,oPti-
m.a 1 curriculum. Such a-
curriculum wodld attempt to
provide experiences 'for symbol
formation in the context of the

child's -interests and concerns.
A1part from the personal value of
this goal, the : cognitive value lies
in the probability that more of a
child's schemes will be-co-

. activated in situations the child
'can relate to his ongoing experi-
ence. he ore a child's schemes
are coatetiva"ted, ,the greater the
chance for reflective abstraction to
occur.

Evaluating children's learning-
While few adults have, thought"
about oper'ativity in the detail -

Oresented here.. some adults' are
less bound in their world views by
the figurative aspets of knowl-
edge than others. Mat is, some
adults are more able than others la
recognize situatjons in which
children are exercising their
(operative) mental structures.

,Therefore, one finds "a wide differ-
ence in the types of activities as-
sumed by adults to promote learn-
ing in -children.

As an illustrationloconsitier a
situation in-which a young child,
Steven, 'makes a plan to work in
the art area where he will draw."a
boat on a lake and a man fishing."
Steven gets out crayons, and paper

( for himself. He draws ,a fish. Next
,' he draws a man inside a boat. Then

he covers'iwer the fish with blue.
lines, intended 'to be water. All of
this activitS', ?ekes about twenty
ryiinutes. When Steven has finished,
his teacher .askS him to tell her
about hi§ drawing. Steven says
that he made a "man.in a boat on
the water and 'a fish in the water."
A visitor ts) the schpol comments
later on ti at she was glad Steven-

"had-temeiliZed _te figh lie had
`drawn's° carefully, even after he
had covered it over with "water."'
In an intuitive manner, this visitor
was able to discern some of the
cognitive processes underlying..
Steven's 'performance. She realized
the significance of his recalling
the presence of the fish_in the we-

- ter; his retail demonstrated that he
had not just absent- mindedly
scribbled over thefisbhe hadre-

r-- alizeZthat the , fish would be in-

visible under the water, and he
had used this knowledge ir, his
drawing. activity. In contrast,
another visitor, someone less at-
tuned to the thinking that goes on
"beneath the surface" tof a represen-
tation. observes cmIY.the figurative
quality of the drawing itself,
which leads him to the opinion
that Steven had not learned ho'w to ,

represent a fish in water.
As another illustration of this

difference in perspective, suppose;
visitors are observing two girls
who are pretending they aresis-
ters. 'In 'their pretend, play, they
take tare to dress similarly and en-
gage in the same activities. They

:walk around the -classroom saying
things like, ':This is ours, not
theirs: "We aren't-doing that."
"We live over thgre." Some obser-
vers may not perceive this as a
learning activity, while others
may have an intuitive idea that the

: A. children are engaging in mental
classifikat ion of ways in which sis-
ters are different 'from playmates

-in general. From the cognitive-
developmental point of view, the,
opportunity to exercise classifi a-
tion schemes through such pla is
an important phi.' of learning. ,Re-
search has. 'in fact,, demonstrated
the intellectual value of dramatic
play as well as the variability of
adults' attitudes toward it.

Student philosopher
and cognitive alien
When one generalizes from one's

'own experiences as an adult. Many
of the activities of children seem to..
be without intellectual. value_
However,-once one becomes sen-.

sitized to the types of novej prob-
lems a child heeds to solve in odder
to" learn from experience: one
comes to appreciate, the tritellec-
tual qUality of these activities.

I recall overhearing the conver-
sailor,: of two students after three
week s of a class on Piaget's theory.
One s uden4wagked, tkill her ' .

.eight2month:old baby had been
spending long periods of time gaz-
ing at his raised feet while lying on
his back in his,crib, At first, Sher

Jf
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said. sh0 had thought this fascina-
non retie( led something, subnor-
mal about her son's intelligence.
Then; she had remembered that
IV child had only recently be-
come able to raise his feet so he '

«mid see them. mavbe his f am ilia-
thin ref lec ted his grow ing aware-

VON*
nes of the interrelations of the
parts. of 'his bod. The student -

w ent On to say th'at liefore this
( on rse in iagetian theork it
would Bete hate oc Limed to her -
that a ( hil needs fo learn that
those thingek. w e call "feet- beim% e.
in certain predictable trays. She
t oncluded hi saving that now she
thmught her son was quite a
thinker.

The' v ming 4 held can be seen.
paradoxicallt . as both a "student
philosopher" and a "cogpitive
alien."* As a student/philosopher.
th7 c Fuld constructs. te S. revises.

1salmlint.reconsrructs hYpc hoses about
physical and social, reality. As a
cognitive alien. the child. uses a
repertoire of schem&that is qual-
itatively different from those an
adult uses. These attributes. while

c,t t) id Elk mil '

t

. ,

erreferring spec ificalk to the «iglu-
live aspec is of a child's personal-
it . net ertheless permeate the
clulcrs life. sin«, his abrIA to
reasonin both senses, as "phi-
loscip-her- and as "alien is in-
separablY linked w ith the so( ial
and (m1(0,11)11,11 aspects' of tits
personaht

An awareness .3).1 the w iiks IIT

11111( h (.1111(11111 (act the parts of
student philosopher and cognim e
'alien can spark .ti teacher.'s ap-
preciation of his students' ways of
thinking and beha,k mg. In so (th-
ins. it can help to broaden his con-
cept of his ow n role as one w hi)
facilitates the , c hies 11101 emend
toward mattirity. An understand -....

ig of cognim e-clek elopmentalik
work. and in partit.tdar of the chi-

f erences between operative and
figurative thought. cailf.ontribute
signif ic antly fo such a w i(heningof
the arena of teachitig. -;1:1;
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Data
Processing

at -

High/Scope
rr" 1 -

BOB HANVEY

.1'

Ti you 'mi. or DATA generated by ex aluations
'of educational-programs and the complexity of
the statistical procedures usually employed to .

analyze the data have made researchers dependent.
on the "niunber crunching" ability of computers
to perform' analyses on a timely basis. The task
of converting the various tests. observations.
rating scales, and questionnaires used by High:Scope
researchers from-raw data to computer files is
han led by the data processing section of
t e Research Department. The projects %%ildh
created the*need,for computers end, data, processing.
services were the Perry PrescheorPrbject. the Cur-
ricillum Demonstration Project. the Carnegie Infant
Education Project. and NationaHollow Through.,
These projects produced more data than could -

reasonably be analyzed by hand. so in 1968 ar-
rangements were made to use the University of
Michigan's computing center on a time sharing
basis. (Thrie-sharing is the simultaneous utilize-
tionof a single computer system by-many users who

_share the cost according to their proportion of use.)
"Batch" was the only' mode of operation used

during this period. In batch mode the cards con-
aining the data are taken by the user to the
computing wrier where they are `:read" and
processed-by the computer. At HightScope. the
cards were punched by research assistants until
a supervisor. was hired to oversee the data
processin operation. The supervisor, a per- .

manent sta member, was respon4ible for menu-
ally monitor' dale collettion and processing
and for recruiting, hiring, and training a temporary
staff fcir every data :collection periOd.

To analyze data under this.'system. the researdher
. manually pulled cards out of atfile drawer, assembled

,-:-

-
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the cards iri the order required by the programs
used for data analysis., took the cards to 'the com-
puting center (which was ten miles away). ran the
programs. pnd then returned the cards to the file
drawer. Duplicate decks were made in order to give
several researchers access to the data at the same
time. But as researchers discovered and corrected.
errors. added and deleted subjects. dropped and
sorted decks of cants, the duplicate decks became
originals. After about a year and a half on this
system. the decision was made to solve the card-
deck problems y going to a tape system.

. Late in 19 a computer programmer was assigned'
the task,of esigning, adgr_a ming. and imple-
menting ata storage and re lever System.
The sy em he designed was essentially a card- -

image -on -tape system with a common format for
the child-identification information appended to the
frdnt of each tape record. The general pattern of data
analysis remained unchanged. The manual process
of pulling cards out of a file drawer was replaced
by accessing a magnetic tape and dspequesting that
the computer extratt the data cards required for
the particular analysis and store them in a temporary.
comptner-file.

By this time the-University of Nlichiganhad
replaced its outmoded IBM- 7090 with an IBM
360167 with dual processors and a specially de-
signed terminal-oriented system known.as the .
Michigan Terminal System (MTS). The MTS system,
liad built fit prOcedUres the tesearchers could
easily,use to insert the run - control commands;
under the old system these commands had to be
inserted into the-card decks I;y.liprid.

By May of 197.0 the High/Scope system wps
operational, existing_data had-been-entered into

Aro
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the system, and an IBM 2741 communications termi-
nal had been installed onjsite at the Foundation.
The on-site terminal enabled researchersIo do all
their analyses without leaving 'dig Foundation.
After about a year on the new syftem, the data
jirodesing supervisor decided that it would be
m6re efficient to enter the data on-line than
to punch cards and takethem to the computing
center, so this procedure was instituted.-

In 1972 the University of Michigan Statistical lb
Research Laboratory combined several of its '
statistical programs with a data managen!nt
system amlinade the package available to all.
users of the computing center. This system was
called the Michigan InteraCtive Data Analysis
System. or mums. MIDAS appeared to be a viable
alternative to the High'Scope data storage and
retrieval. system, so. although the High,'Scope
projects that were already on theold system %% ere
maintaina several subsetg of data were entered
into this new system. High'Scope research staff
quickly.acquired the skills needed to us{ re MIDAS
system and found it substantially easier to use than
the old High'Scope ystem. except forlhe problem
of constructing MIDAS files.

One of the problems-4i MIDAS file construction
was the assumption that there would be data fo; .

the same number of-subjects on all variables
within a file. But for a large-scale project such

, as the national Home Start evaluation conducted
by High/Scope, it is nearly impossible to collect
every piece of data required from every subject in
the sample. Therefore there must be some way to
allow for missing data. During the Home Start
evaluation, this problem was solved by developing
a'data collection monitoring system which could
mechanically. supply records for those sub-
jects in the sample who were missing some data..
After the raw data fileg were filled in so that each
subject had a record for-each variable, the data
were entered into the MIDAS system using com-
mands prepared by-the data processing staff. The
file that was released to the research staff was

. then complete and in the form of a MIDAS data
base, which could be easily accessed. This division
of -labor putthe tasks -which requirehe ni6ge tedh, .

Meal data processing knowledge ip the hands of
.the data 'processing staffand gave the research
staff more time to analyze the data.

During the Research Department's current
evaluation of Project Developmental Continuity,
this 'cooperative., arrangement between data proces-
sors and researchers has been carried even further.
In this evaluation, as in most large -scale national
evaluations, when the bulk of the data from ope
tegtipg period are-received and processed and.
reaAy for analysis thefe are still a few subjects
at several sites on Whom data are delayed. It is.;

e3,

' ; a-
known.hat the data can and will be collected and
thai the subjects will be included in the sample .

that islo be reported. However, since this is a
new project that uses several fait* new in-
strnments, a,substantial amount of psychometric
analysis is required. In order to give the,re-
sealcheis as much time as posSible to complete
their analyses. a data file is released to them
when it is about 90')/i),complete. The researchers
areithen able to explore the.data. knowing that
although it is incomplete and the figures produced
cannot be reported. there is little chance ,that the
remaining 10% of the sample will drastically alter
the-findings. Each instrument. then. is analyzed fist
if the data are complete. but the instructions re-
quited by the computer to analyze the data are
sand in a file which can be used when the data
areln fact complete. Then. as the remaining sample
is received and the files completed for each variable.>
the data processing staff access the analysis in:
strations and p'roduce the statistics that are to
be reported. All of the data required to produce
tables for the reports are saved in computer files
andthen accessed by the data processing staff in
order .to fill in preprinted forms prepared by a
statistical typist.

As the.procedures at Ilighiticope were changing so
too4vas the equipment used to process the data.
'For-the early projects. research staff recbrded
all data on punched card's and entered the data
intd=the computer by goingto the computing
center and "reading" the cards on fhe university
eqUipmentin 1970. when the IBM terminal was
leased, some the data %vere,entered directly
intoZthe computer from the 'terminal vi telephone
lines to the computing center. Within !he nex,I,two
years High /Scope-personnel had stopped pui'clfing
cards and were entering all data through the ter-
minal. nide this.system was'more efficient
than the.previous one. it did have two major
dra%lbacks; cost and computer accessibility. For
this tylie-o4r line data entry there is an hourly
rate Ff;harged r being attached to the computer.
and data can only be-entered when the host
computer is-operating.

The problerns-Wcost and accessibility were
"solved when two Texas instruments Model 733
data terminals equipped with magnetic tape
cassettes were acquired. Data could then b6 re-
corded on these tapes without having to use the
comNtei, and the rate at which the operator
elikered the data had no effect on computer _

charges. When a tape was completed it was
transmitted to the computer via telephone lines
by "reading" back on the terminal connected to
the colnputer. This operation had a relatively
hightransmission.rate. so the compute charges,
were kept fairly la. 4

'41
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recent piece of hardware acqui ea by
High/Scope is a Texas Instrument 742, which
appears Outwardly to be almost i entical to the
733. However, tucked inside the 742 is a small

`programmable computer. This allows for several
error checks to be matte while data are being
entered. A wide range of errors can be detected
while a test protodot is still in the hands of the
data entry person. Errors discovered at this point.
can eitifer be corrected and re-entered immediatel},
or if the error cannot be resolved by the operator.
the proto&I can be set aside, checked by the
supervisol, and re-entered later. Under the old ,

procedure the error would have been entered into
the computer file and not been discovered until the
data were analyzed and the test booklets filed away.

The 742 requires that programs be written
specifically for each document being processed.
It has been found that once the general procedure
is worked out, the data entry perSon can easily'
learn to made modifications to fit the specific
test requirements. There are some definite ad-
vantages inhaving the data entry person directly
involVed in the programming process. One of
the main advantages is that this person is famil-
iar wiihsthe documents being entered and often
ha's insights into the problems encountered and .

can make provisions in the program to deal with
them. In one-"case, insights erovided by the data
entry person led to progrdin changes which nearly
doubled the effective entry rare.

look to the future of data processing at
High/Scope reveals two major changes in the
operation yo be very likely. First, the type of
test administered to children is likely to require-
a higher degree of computerization. This process
has started already with High/Scope's Productive
Language Assessment Tasks (PLAT). The codeable
product of the PLAIT is a story written-by a child.
During the first two years of PLAT data collection.. ,.,

the story variables were entered onto coding sheets
and put into the cot4uter in the usual way, but
in the spring of 1975 about 2000 PLAT stories
were entered directly into the computer bY'tlte.
olders. TOlcore a child's story'using this System,
the entire text of the story is typed by the coder.
corrections are made,anct.then_the story is Played
back to the doder by the computer. The coder
thenlexamines each word of the story as the words
are played back and applies a series of codes, at
appropriate pieces in the text. Then the computqr
prompts the coder for a series of variables deg- -
cribing the entire story. When this proCedure
is completed, the computer scans the coded, text
of the story and computes another series of variables.

Thls.division of labor between the coder and, the'
computer 'is set up so that each does what it is

'best at doing. The coder is able to make complex
42

,

-judgments uclfas parsing sentences, and the
computef p rforms such asks as counting the
number of.different words in the story. This pro-
vides the cap,abilq.to score a test in a fairly
short time while maintaining a high degree of

.accuracy and inter-Coder reliability.
The second majo change that is likely to occur in

High /Scope's data processing operation,is the
acquisition of an in-house computer facility. Dile
to the.size and complexity of some of the major
evaluations undertaken by the Research Department,
High/Scope will not be able to divorce itself com-
pletelj, from the powerful computer at the University
of Michigan. However, there are a large number of
tasks that require very little computing power,
such as test-data monitoring and preparation of
research tables, and,these are well suited to-"mini-
computers." Several of the currently available
minicomputer's are,powerful enough to handle PLAT
processing, and since there is no connecktime
charge with minicomputers,'PLAT processing cost§
would be reduced.

Improvements in Hi /Scope's data procesSing
equipment and procedures have been aimed at
greater efficiency. Obtaining equipment such as
the programmable data terminal has helped to >,

reduce costs by increasing productivity while
maintaining accuracy. Computer prOgrarns like
the one designed for the PLATIThve reduced time
spent on coding, helped tO'rKrease inter-coder
reliability. and made the construction of variables
such as "number of different words ",in a child's.,
story economieallysfeasible. Staff experience has
also led to'improvenients in efficiet4,,,For example,

,envelopes used for mailing data to High/Scope, 0%
each child being tested are now preprinted with
a checklist of the possible contents; the tes e.r.',v. -!,:-.;;
ittih the field indicates on the checklist whi .

tests are included in fhq envelope, and this al-
lows the envelope to be used as a sourpedocument
for the data monitoring system. , 'i .f

But efficiency is not limited td doing things
faster and cheaper. The major focus of the changes :.

in data processing equipment, procedures, ,nd
of theHighlScapeftesearch Depart-

ment has been to provide researchers with as much , ,-,--

computer power as possible while keeping their
need 'for data processing training at a minimum.
Extending the capability. of the Research Depart-
merit's data processing section from the usual
"getting-tlie data oncards" to the construction .
and maintenance of 'a data base has freed HighiScopre

4v-, ge..
researchers from data, processing tasks and thereby

,--eilgy 'of.,enabled them to devote -more time and ener to ____

'data analysis and interpretation.0
. .

. .

_ BobtlIalivey is a comp\iter programmer.who coordinates', , .

the data prowssirig,§e lion offhe Research DePartment.
,,
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Evaluation Results Support High/
§coe.e 04schoo1

...,,V. .
jUulis from fall 1975 and

..,spring 197.6, administration.
!of the McCarthy Scales of
,Children's Abilities (MSCA), ,
a standardized aptitude test; show
that children in the High/Scope ..

Deponstration Preschool
Made considerably moreprogress

c,

than-cotild be expected on the
basis Of maturation alone
children ih the program gained
2.07 nicinthi in mental age
fo; each month of presch bol.
The broad:liased applicability
of the preschool curricul,um
was d emonstrated by the equiva-

of gain scores among,
handicapped children,
nonhandicapped lower-income
and nonhandicapped middle-
income children. ,

me-sampled naturalistic
observations ,were also made of,
preSchoolers' general affective°
state and of social behaviors
directed to, +and received from,

eers fid teachers. The results
of dat4halysis indicate that,
on the whole, both 'children
and teachers interacted with

.handicepped children in much
the same way thetthey interacted
With no)nhandicaPped bhildren.

'During:the year, pVgress was,
p.n3ddeVtlie developMent

,. ,,-

%Of thea:Oeschobl'PrOdlictive .
:l.,4-111a:ge Assessmeht Tasys
.,ipiptm afiettheAchild

.

.

,.

.

.

,

Observation Record (COR), a set
of observational categOries for
teacheA' use in assessing aspects
of child behaviors not readily ob-
tamed by other instruments.

. .

,
. -.

- , ... .

....._ I

with the Detroit Public Schools'
Head Start Program. During 197$
additional replication sites
are planned in thAouthwest and
on the eastern seaboard.,

_

,.:\ . .

Bilingual /Bicultural Preschool
Project

.
fUnder a grant from the Office o,

Child Development and in .
collaborationwith /he Detroit
Public Schools, the Foundation

-is continung-to develop,i
implement and validate a

-
bilingnaltbicultural preschool
model, using as a basis the
Cognitively Oriented Preschool

.
C lurricuuni.Multimedia materials
for teacher and parentr tti d

... ,
orientation and a management-
dissemination plan are being
prepared to facilitate nationwide
replication in Head Start

.,
and oiher centers in which,

childrenbilingual/bicultural
are enrolled : . .

High/Scope's orientation
to bilihgual/bicultdral education
stresses support for both the
child's fittst and second

..languages and his culture. ,

The`inodel utilizes a naturalistic
approach to'lenguage- usage

"First Chance Conference

The High/Scope First Chance,
Demonstration' Preschool 'Project
hosted a conference on
"The Cognitively Oriented ,

Curriculum and Preschool
Children with Special heeds "
in Oitober 1976. The conference
examined the problem of.mixing

, handicapped and nonhandicapped
children' in preschool classrooms.
The focus was on the use
of an "open framework!'
curriculum to provide an optima-
learning environmentand

.--
developmeneallyaPpropriate
learning activities for all children.

,
.

.
-

, .

,

Visitors' Days at High/Scope
.

_ . .
People cc7c-erned, with t he
education of young children are
invited to oliserve.HighAScope's--

7t,. Preschool nientary. &
Middle School during special

, ,
visitors' days. For information
and reservations call Nelda
Schlabach at ,(313) 46572000.

, ..

and language learning consistent

be-- ._

24Aktlie cognid opmevelental
philosophy. . '

In 1976-77the model will
developed in coopertion

,

:
s' . ,

4.
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Foundation to Train Teachers in
Detroit Public Schools

"High/Scope has entered into
a three-year,agreernent with
Region Four of the Detroit Public
Schdol System to establish a staff
development and training
program to implement the
Cognitively Oriented Curriculum.
The Vetal Elementary School.
grades K-6. will be the focus of
this effort. Or. Paul Hovsepian,
Region Four's Curriculum
Supervisor., sees the Foundation's
contribution as a-supportive
element in the ongoing effort of
the Region's parents, teachers,
board members and admin-
istrators toffer alternatives
td the traditional learning-
teaching process.

High /Scope Graduate Program
.Begins in Fall 1.976

The High!Scope Foundation is
offering a one-year training
program for qaliffed college
graduates begirilting in the fall
of i'76.f The purpose of this
Graduate.Piogram,in Education &
Human pavelopment is "to enable
individuals to implement
a cognitive - developmental ,
(Open Framework) approach to
education;s exemplified
by the High/Scope Cognitively
Oriented Curriculum."

The Graduate Program is open
to anyone with a Bachelor
of-Artsor-StienCn degree who is
seriously interested in educational
innoyation from a cognitive-
developmental viewpoint.
Graduate creditmay be earned
for cours,is.in the Gradupte
Pigram,Throngh cooperative,
arrangements M(th Pacific Oaks
College, Pasadena, California
and the Merrill-Palmer Institute,

The Graduate Program's
educationalepriority is to provide
a program that is adapted

4

to the needs of each Sludnt-
teacher through practical teaching
experience at the High/Scope
laboratory school, seminars led
by Foundation staff and

Self-directed student projects.
For more information write or

call the, Graduate Program
dinator.

Parent-to-Parent Project

The Parent-Infant Education
Department has completed
the first year ofits home- visitor-
training and delivery-system-
developMent projects. funded
by the National Institute of Mental
Health and the Lilly Endowment.
Efforts. this year ,have focused
on training and operation
of a community -based home
visit program, in Aich.four
Ypsilanti parents. participant& -

in previous High/Scope home visit
projects, are now working as .

home visitors with other parents.
They are using the HiglilScope
parent-infant education model
in their weekly sessions with
each family-,-helping parents
to understand and support their
babies,: growth. Plans and
outlines have been developed.
for the completion of disseminable
written and audio:visual materials
for till trairiing and d,e1i4y
model.

tee

NewVideotapes on Parent-Infant
Education

, -

Final revised versions of two
parent-infant education
videotapes liaVe been iTroduced-1-
and.are available to The public.
Babies and Their ParentsAn
Overview-of the fligh4SCppe
Approach is afi intioduction to
the goals, beliefs and assumptions
that underlie the Foundation's
worik with parents and infants.
Ft is suitable itir orientation

or group discussion structured
around its three main sections
"Babies as Active Learners, "
"Skills and Stages- in Infancy"
and "Supporting.tarly Learning."
Causing Events to Occur
The Development of Causality
illustrates, in nontechnical.
language, the sequences and ex-
perientes through which
babies come to understand
and control causal relations in
the world around them. Examples.
include learning throNli
interaction with people and
through exploratory play. This
program is designed for parents; ,-

students of child development
and persons being'trained for work
with parqnts or,infants.

' 4

Spanish-Language Curriculum
'Workshops

Underiontract with the*hdol
of Education of the University
of Chile. in July 1976 twQ.
High; Scope consultants presented
a series of curriculum workshops
to groups of university professors
and other key people from a
variety of early childhood projects
in chile. A Spanish-language
multimedia patkage on the
Cognitivelly Oriented Preschool
Curriculum was used in

,the workshops. Further rnfor:
mation on Spanish:ILgua e
workshops and materials
available fttim the Foundation:s
International P- rograms-division,

.

Home Start .Report Published '
--t ) .

The Final Rep9rt of the .
National Home'Start Evaluation.
(1972-75} has been published. -
A limited number of copies
areAftvaitable at fourdollars.
Address orders or inquiries
to the Administration Department. .

47.
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Home Start Follow-up. Study
., Begins

The Foundation has been awarded
a contract by the U.S. Office .

of Child Development to conduct
a follow-up stud of Home Start

families and to valuate
six regional 'Ho' e Start Training
Centers. The primary purpoge
of this effort is to provide
information to decision-makers.
for future policy decisions about
family intervention prograins and
processes for training personnel
to work in home-based
programs. High/Scope, as prime
contractor, will provide overall
direction to the project and will
take prinriary responsibility for
the Training Centers Evaluation.
Abt Associates,c1nc., of
Cambridge, Massachusetts.
as stibcontractoe. will have
primary responsibility for the
follow-up study oi the six.sites
from thee nationall-lome'Starl
demonstration that took part
in the "summ ve"-evaluation-

. of that projec
Six regio Training,Centers

that are currently funded by
the Office of Child:Development
to train home-visiting and
*supervjsory.Staff from programs
in their regions Will participate
in the Training Centers
Evaluation. This evaluation will
(a) collect information to describe
the activities of the Training
Centers, (b) conduct a survey

determine whether the
Tr ining,Centers are meeting
the needs of Had Start programs
for training staff to work in
home-based programs..

(c) analyze training sessions and
interview trainers and -trainees
to evaluate the effectiveness
of training, and (d) analyze
the costs of operathig this
regional network of Training
Centers. Theevaluation study
is scheduled to be coMpleted ...

by. January 1078.. .

Jourrial Devdtes Special Edition
to High/Scope Curriculuth

The Revista de Educacion
Pre-Escolar,a journal on early
childhood education published
.by the Fundacion de, Jardines
Infantiles of Santiago. Chile,

I
recently published a special,

. edition devoted to their work in
applying the Cognitively "

interested in redei% i nregistration
information should contact 'the
FokIndation's Administration
Department.

Australian Educator Completes
,Post-pbctoial at High 'Scope

Dr. Eddi Braggett. a Senior
Oriented Curriculum to Chilean Lecturer in Education at
preschools serving children from the University of Ne. castle in
families in extreme poverty. New South Wales, Australia,

t.- recently complked a six'-month
post-doctRral fellowship -

at the Fouhdation. As an invited
"partic,ipant-observer,"
Dr"liraggett assumed an active
and4wroductive role in a variety
of High/Scope activities.

His major involvement centered
on.the Project Developmental
Continuity (PDC evaluation
that is being conducted by,
the Research Department.
As a member of Ho', Scope's
field team."Dr. Braggett travejed
to PDC sites in California, Iowa
and West Virginia, interviewing
PDC staff, teaches and school
administrators and observoing
in the classrooms. Dr. Braggett's
other PD-related research
efforts included conducting ,

a literature search andwriting
paper on "Factors/Which Enhance,

,orRekard Change and Innovation
in Education," formulating
hypotheses relpted to PDC
program inplementation
and contributing to PDC report
writing and data analysis.

During his stay, Dr. Braggett:
made important contributions
to Ahe Foundation while in-
creasing his knowledge, of
American education. Members
of the High/Scope staff who had
the privilege of working with -
Dr. Braggett will remember 'him_
as aneeducator whose seriousness
of purpose wad, intbued
withWarmth, wit and a spirit of

Con feience Draws Participants
from 30 States

-High/Scope's annual conference
on the Cognitively Oriented
Curriculum was heki in
Ann Arbor in May 1976. Partici-
:pants from'30.statesWere
welcomed by President Dalid P.
Weikart, who reviewed thellon-
gitudinal result's of High /Scope's
early intervention- projects for
young children. Staff from
the Parent-Infant. Preschool and
Elementary Education
departments conducted two. days
of workshop sessions expfaining
the curriculum and illustrating
practical approaches for
horde visitors, prpschoot and
elementary educatOrs, parents
and admiitistrators. Evening
workshops were held to acquaint
participants with High/Scope's
approath to bilinguallbidittural
education, the surrnher camp
program for teenagers, the Pro-
ductive Language Assessment
Ta4s, the integration of
handicapped' with non-
handicapped preschobl children"
and the construction of simple
toys for infants and young
children.

Planning for the 1977 spring
conference to be held in
Ann Arborlis underway.: Persons

48
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FVGH/SCOPE'S..
-ANNUAL/SPRING CONFERENCE

on the

COGNITIVELY
ORIE&TED
'CURRICULUM

for Infant, Preschool & Elemeptary Education

t
will be held in Ann Arbor
in May, 1977. -
-PUN NOW TO ATTEND

0 I plaito att-e-iid. Please send
registration materials.

O I would like more information.
. .

Nam-b

.

Address

*IP

'Spring Conference
;High/S93 Foundation
600,NotOf River Street
YOsiNpti,Michigan11119,1,

ass

High/Scope Camp

ASuMmer Program
for Teenagers'

1;(ifinde(1 in 1963 on (1:185-0( It. (%,,i4klie IWO! C1101111.
,\11( higun. the High Soo o. «imp I' non. un (My 1(11
plogrum of tingligIPS« P' Fi):1)1.(1711()11. BD) S
,orni girl,' I 1 ()In. 1:2 to 18 1 e()1,, of (1:v.,,hoin it t 'met%
of ,:()( 11. Hu hod Hilt) ieligiote, boo I.:vow-1(1s, spend
9 ttyeks fogethei u.-,u'inillii-oge Hill( in'Illis imunle
stIIIIMIT In ()grim of.ui Is rim) :'.,( 1V111 I'S (11)(1,(41'0111)

living In eust sulinnvus, I oung people trout
(mummifies throughout tile t'11 It Sttes mid
from Norwm .GvnlInnt Vngluml..1 ustriu. Chile,
Pori, l:olondlio and , 1 ustruliu have (milli( i,puted
in tit(' I I.igicS«)-pe stvn rater progrIiiii,.-- -'-'- -- :: 7 -.1'....44 1. 7-

41,
PleilSe ,,end diiplwilt ion forms

1:1 Please send more ) nformat ;off*
.... . ,.

mire-

.14(ir(;.,ss.

High /Scope Camp .

llighiScope-Foundation
600 North River Street
Ypsilanti, Michigan 48197.
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inancial Statements',
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INCOME 'SOURCES PoR TI-IE,HIGH/gCOPE FOUNDATION

-c.

0
,

I

. v. 1. o . ,. , . ..

The Fciundaiion receiveAl :94688 in grants, cvaraMsari gips for* year endid June 30. 1975: a 10.6%
increase tAr the previtius year-§In e of $41, -.5p,33 f.;The,se Buds were Nki.ved from both private and

eiVet1 from the 13t4 u of tiluci ion pi the Handicapped. the Lilly

I

public supporters. New grants were r
Endowment the Office of Ghild Devdroptnent'tfliontst ohdistri

o e, .4'

VY .105'
a-, Ao

FY T914'
Total Income

Office of Child Development
Office,i6f EduCation ,

School DWricts
Office of. Economic"DppOrtittnity
National. Institute of Mental Health
Carnegie-Corporation
Spencer Foundation,
Grant Foundation
;.Ford Foundation
Lilly ;Endowment; Inc.
Other ,

.9

17 liald ° ;..-. FY 19?
$1.946,388 , $1.759r33, $1,N,06147.,cc1.1.20,059

1,058'318 768,38'5 . 26 1'44'3 -... 197:268
- 57.9,966 688 44552,60 . 270,875

23,605 113 ..7.1"..4.ZD,3d0:1,s, 353,166
'. 74,011 : ° '82.07b
'.1dz'' al 9,823

54,720 '.`1.11,667 . .,...1 17,229

'''.-- 106,800,800 . 197,189 ,. '78,059
, .

25,000 ,60;000
. 12,000

.
..0.

ib100000 4 .. .
129,779 105,226 f16,875 ,o, 31,629.

..

- . , _

a

4:

FY 1971
$801.672
'152,21

273,350
31,720
294;460

.60,T64

.

53,437 g
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HIGH /SCOPE EDUCATIONAL RESEARC FOUNDATION
.BALANCE SHEET

June 30, 1975

ASSETS

'CURRENT ASSETS

Cash in Banks and on hand ,

Time certificates including
interest receivable of $846.39

Accounts receivable- ...
Piepdid eApenses
Deposits and advances receivable Note G

6
. .

DOTAL, CURRENT ASSETS

PROPERTY AND EQUIPMENT on the
basis of cost Notes A, B, & G

Land
Land improvements
Buildings and improvements
Equipment
Allowance for depreciation (deduction)

LIABILITIES AND FUND BALANCE

CURRENT LIABILITIES .

Accounts payable
Accrued salarips and amounts.vvithlleid
. therefrom

Reserve for fringe benefit
. 'liabilities Note C and D
Current portion of lorig-termdebt

TOTAL CURRENT LIABILITIES

LONG-TERMiSEBT less portion classified
as current liability N6te E

DEFERRED REVENUE Note F

-TOTAWLIABILITIES

FUND -BALANCE,

' Balance at July 1;1974 .

ENcess,of revenues over expenditures
(exditures over revenues)

Balance" gat June 30, 1975

Total
Fe eral

'Pr rams

Total
Non-Federal
Programs

. Total
All'

Programs

S. 72,912.46) $ 96,441.32 $ 23,528.86

143,158.55. 143,158.53
166,396.96 33,794.10 200,1,91.06

4,298.40 4298.40 ,

10,499.52 10,499.52

.$ -93,484;50 $288,191.89 -$381,676.3.9

$ $ 25667.00 $ 25,667.00'
15°,259.69 . 15,259.69.

--t
16,625.70

4095,672.21
140,20860

95t672.21 .v
156,834.30

( 5,469.32) ( 79,057.17) (' 84,526.49)

$ 11,156.38 $197;750:33 $208,906.71

$104,640.88 $485,942.22 $590,583.10

.

$ 97,848.,37 $ f6,195,22 $114,043.59

,11,846.i0 11,846.70

al. 37,025.38 6,976.28 .
We.44001.66

4,000.00 - 40)13.613

$146,720:45 $ 27471.50 $173:891:95

_

16,960.62 16,960.62 .

50,200:70 , 50,200,70

$346,720.45- I $ 94,332.9 $241,053.27

-($ 44,198.63) $122,4-1J54, $278,212.91

69,197.86 71,316.92-

($ 42,079.57) $391,609.40 $349,52683-

$104,640:88 $485,942.22 $560;583.10
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HIGHISCOPE EDUCATIONAL RESEARCH FOUNDATION
STATEMENT OF REVENUES AND EXPENDITURES

'June 30, 1975

Tot4
Federal

Programs

REVENUES:

,1

Total
'Non-Federal
.Programs

Total
All

Programs

,Contracts and graiiik $1,638,283.62 $197,374.72 -$1.835,658.34
Management feeirrome 30,168.91 s'r.301-168.91
Miscellaneous 80,560.65 80,560

$1,638,283.62. $308,104.28 IP $1.946,387.90

.
EXPENDITURES:

Personnel costs
99.

' Travel
Equipment rental,
Equipment purchased
Testing
Printing'
Rppairs and maintenance- equipment
Audioyisual
Consiilting
Workshop

. -Supplies
Computer prvices
Vehidle operations
Occupancy costs
Depreciation
Sub-contr,acts '
Films
Interest
Telephone
Insurance'
Lab transfers
Building maintenance
Management-fees
Allocated indirect costs..,

.

$ 721,342.68
56,850.7.2
,6A01.33

505.40
23,063.35.
4,798.74
3,775.22

34.97)
12,648..90
5,284.35

26,025.54
39,825.04

12,913.90

.

479,464.74

3,712.21.'`%

11,261.4I
1,286.09

30,168.91
203,506.66

.

§138,218.66
48.543.07

132.37
27.231.09

1.976.38
4,492.0,7'

859,561.34
75.393.79
'6.233.70
27,736.49
25,039.73

9.2'90.81
106.50 ,3,881.72

34.97)
145.20 12,794.10

6,305.30 11,589.65
-4,501.99 30,527:53
.3,837e1 43,662.15

1,18.00 118.00
3,7536 16,667.16'
2,583.57 2,583.57

479,464.74
4,118.25 4,118.25

1,643.30
743.36. 4,45557

, 440.84 , 440.84
;,6,000;00 -,17,261%7

214.68 1,500.77' \
30,168,91

40,975.26 244,40.92
,

TOTALS $1;642,500.28 $266,080.26 1.908;5804-:
1

.Plus (Less): 4

.
Transfer to fixed assets `6,3V.72) ($ 27,173.84) $ 3,509.56)

TOTAL EXPENDITURES $1,636,164.56 $238,906;42 $1,875,070.98

EXCESS OF REVENUES OVER
EXPENDITURES (EXPENDITURES
OVER REVENUE) $ 69,197.86 . S. 71,316.92
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a V.

HICHISCOPE EDUCATIONAL. RESEARCH FOUNDATION.

STATEMENT OF CHANGES lisI,FINANCIAL.POSITION
July 1, 1974 to June 313, 1975

4.

Funds'Provided by: .

Net excess of revenues Over expenditures for the year
Items recognized in operations which did not affect

working capital in the current pdriod
DeOreciatjon Note A e

Increase in deferred revenue

Funds Provided from Operations
Net boci1C.4lue of equipment disposed

Total Funds Provided

I

hi Funds Used for:
ACExpenditures for property. land improvements.

and equipment (net 6f equipment)
IDecrease in lo-ng-term debt

Total Funds Used

,Increase in Working Capital

Changes in Components in Working Capital.

kIncrease (Decrease) kri Cur.rent Assets:

Cash andlime certificates
Accounts receivable
Prepaid expensesandother current assets

Increase (Decrease) iirCurrent Assets
.

Increase(Decrease) in Curientiiabilitres:
Actounts payable ..1 Accrued salaries and 'an:41114s wit d therefrom
Reserve for fringe benefits
Current portion of long term debt

Increase (Decrease) in Current Liabilities

Increallb (Decrease)in Working Capital

0100-

$ 71.316;92-,

a

$24,77e39 .

40,544.05 65,316.44

-6

"

$136,633.36

$141,311.36

.$ 33,509.56
4,004.86

$ 37,514.42"

. _1103,766_94

as

f

50

.

$ 98.063.97 ,

. 227.90
10.412.7.1

$108,704.58

.

($ 21,680:98)
6,575.59

14;1,813.03'
. 200.00

$ 4,907.64

$103,796,94

..

I.



HIGH/SCOPE EDU6ATIONALRES ARCH FOUNDATION
NOTES TO FINANCIAL-STATE
June 30. 19)

... NOTE A ACCOUNTING P LICIES - " '..Equipment and properties ch have been purchased by the Foundation from budget app priattons and
from land contract purchase are capitalized and depreciation is chargedon the straight-li e method to the

. operations accounts using various ,qtimated useful lives.,
The Commissioner of Internal Revenue has notified the Foundation thatit is exem rom Federal income

.id-taxes. ', . , ..:
The Foundation makes matching contributions toward individual employee retirementionnuity plans.

At June 3Q. 1975, there arono unfunded liabilities for thesulans.
,

-AC -NOTE B LEASES . .,.
The Foundation has entered into certain leases related to office space which expire in 1Q16. These leases
call for monthly rents totaling $2.000.00 One of the leases calls forthe Foundation to reintursethe lessor
for any excess of current real estate taxes over those paid in 1973. As of June al, 1975, the approximate :
amount due for such taxes is S700 00. This liability has not been recogniied in the financial statement. The _/
Foundation has received approval to terminate these leases early. with_ no penalty. r,

.
.,1

The Foundation hasietied equipment with an option to purchase (for 5.'303.50)at the end of the lease. The
1131 Foundation has subsequent to June 307)475 exercised its option and thus the lease paymenis'IS5.942.72),f together with the option pricR has been capitalized at June 30, 1975. .

I

NOTE C -,- RESERVE FOR FRINGE BENEFITS - 41g .
The Foundation has established a policy to fund a'reserve to cover the following costs:

1. Personal and sick leave earned but "not used in a fiscal year.
2. Costs incurred %when a staff member is terminated without a 90 day notice.' 0

se

c,. S. Unemployment benefit liability (See Note D).
'This resew e is being funded 'by assessing each grant and contract for 4% of salaries and wages. The total

addition to the reserve in the current year is S33.500.44. The total charge against the reserve is S13.687,41.
As of June 30, 1975! the contingent liability for personal and sick leave is 541,000.00 and S56.000.00,

respectively. `! . ,
,-

NOTE D UNEMPLOYMENT TeXES
On January 1, f972. the Foundation became subject to the Michigan Unemployment, ax. The gbundation ,

has elected the-reimbursement method, in which it &list reimbqrse.the,State for all crairn4aid. The

.

,,, .1:,..... ,

.

Foundation is funding this liability s disCussedin Note C above.. .;%:,-
, - . ;..

NOTE E LONG-TERM DEBT - t ` 1.1-
At June 30, 1975. the Fonndation had a long-term debt consisting of a 724.6 land coniract;payableinquafferly
payments of $1,360.00 including interest. to be paid in full by December, 197 ; .

. - 4 I '1. 3 . ..NOTE F DEFERRED REVENUE , 4; -cf.

The Robert Sterling Clark Foundatidn awarded a grant of $10,000.00. of which S6B0.60vasrecognizedasi revenue in fiscal year ended June 30. 1975. with S9.319.32 to be recognized in thegy)xifiscal year.
The Carnegie Corporation of New York awarded a grant to the Foundation for a suldy.oilhe long-term

impact of early education programs for disadvantaged children. The total grant,is fo6S322.400,00.1n.the
fiscal ear ended June. 30, 1975. the' Foundation received S43.400.00 and recognized W-420.67, with.. . ,,,,.

. 521,2 ..33 to berecognized in the next fiscal year. . , - '-
, - The FOurttlation has an agreement with the United Presbytarian.MetroWiten--Childran's Center of

Indianapolis. Indiana to provide technical assistance. Eor the fiscal year ended Juno 30,1975,, tge Founda-
tion received $3,750.00 and recognized S2.509.00. with S1.256.00 to be recognized In the next fiscal year.

...-

On June 1. 1975. the Foundation took over the opeation.orthe High Scope, Inc. summer,cArnp prograin.
In fiscal year ended June 20, 1975. camper fees of $21,050.00 werereceived and S2.697.95 was recognized,
with S18.452.01 to he recognized in the next fiscal year. C.; . 44,

...- .
NOTE G e---- COMMITMENTS -" : -1 ----"--:`The Foundation has made agreement to purcbasc; twb buildings. The purcltase price of one is S250,000.00,
to,be financed with a 7% land contract of S220.000.00, with monthly payments of 51,706,00. ClOsing is to -

. takeplace on September 1.1975. The second building is to be purchased for S17.000.00. With'fullpaymento at the closing on July 45. 1975. '

ti
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AUDITOR'S REPORT

Board of Director 's -

HighiScope Educational Rese arch Foundation
..

.
.. i. . i .

4 We have examined the Balance Sheet of High,Scope Educational Research Foundation asIllf June 30, 1975,
andt4relatecrStalements of Revenues and Expenditures and of Changes in Financial Positioh for the-year
then ended Our examination was made in accordance witt(generally accepted auditing standards and
accordingly included such tests of the accounting records and such other auditing procedures as we
considered-necessary in the circumstances.

In our opinion, the aforementioned financial statements present fairly the financial position of High/
Scope Educaiibrial Research Fotindation at June 30. 1975, and the results of operationti4nges in fund
balance, and c oes in financial position fbr the y ear then elided. in conformity V1 ith generally accepted
accounting princ les. applied on a basis consistent with that of,the precedin' year. /

. ....- - ..
..

r

CLIRTIS, BAILEY. EXELBY.& SPOSITO. P.C.
r

L.

Ypsilanti Michigan
AugtiW(5..1g75

41k,

0 o
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sessment procedure's to supplement or replace standard
measures of children's achievement and intelligence.
gveluariiiin of children's productive-language compa-
tence is one example; this, is part of a promising ap-
proach to ecologically valid measufement that aims at
assessing edueatibnal oufcomts relevant to important
life 'situations. fiesearch staff are also developing dile
using observation instruments to discover what really'
happens in classrooms and, how parents and children
interact. ..

An important functRn of the Research Department is
to conduct longitudinal studies to determine the long-
range effects of educational programs on children's
lives in school. These follow-uP studies are being con:
ducted for the Foundati 611'S infant and preschool' pro-.

grams Longitudinal followtip of children from the

preschoUl programs has been ongoing for fnore than.a
decade, with consistenSenEouraging results.

, The Foundation alsdr nducts evaluative research on
programs other than its own. At the request of the fed.
eral Officb of Economic.Opportunity, research staff pre-
pired an' experimental design for a national daycare
study. Research sttiff have recently completed ail evalu-
ation of the Home Start Demonstration Pfoject, a federal
project that provided education in the holt-le for Pre-
school-age children from low-income families. A
follow-up study on Hojpe Start is now underway.

./ Project Development Cdritinuity lecaliother national ef-..
fort being evaluated by the Foundation; the aim of this
,projeck is to provide a continuous' educational experi-
ence for four- to eight-year-old9hildren and their
families by linking Head Start and elemen'targ-school
prqgrams.
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o'Latin Americanr-ProjectsThe Foundation has. been
r active in Latin.A.-inerica for the past five years. In Cohim-

bia,High/Scope staff hale helped to design and stipport;-2'.,'-,
experimental infant and presc)tool programs with the
Colombian Institute of.Fantily Welfare and the 'Human
Ecological ResearCh Station.: In 1974,'the Foundation
was asked by 1J 'NICENo provide a Oriqs of training
prOgramsfor officials of the Peruvian Ministry of
tion and.other professionals working with infeiffs and

" preschoolers in Peru. Several 'Chilean, eduCators have
come to the Foundation for training in the-Cognitively-
Oriented Curriculum, and High/Scope consultants have
given workshops and seminars in Chile; as a result of.

'these contact, widespread interest in-the Foundation `k.

acrd its 4rograms has been generated in while.PreSchool
edircators in-Santiago are.building programs around the.'
principleenf cognitively" oriented' education, and the

' ,-Chilean Office of-Nutrition has asked High/Scope to ; '
supply information to help anilitiate the blending 9f
nutritional and edlicational stimulatidn iiiPrograms for
disadvantaged infarits'and.preschoolers.-Other projects
in duatemela, Ve,hezuele,,Colornbie, Peru and Chile are

. in the planning stages.-


