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P-R‘E-F-A-C-E

he articles presented here originally appeared in Extensions:

The Newsletter of the High/Scope Curriculum, a bi-monthly

publication of the High/Scope Press. This collection spans
the period from the inception of the newsletter in fall 1986 through spring
1991. Extensions is designed to inform staff of early childhood programs—
who may be teachers, aides, day care providers, special educators, ad-
ministrators, trainers, or curriculum specialists—about ideas from the
High/Scope Curriculum for preschool and kindergarten. The topics cov-
ered include strategies for working with young children, suggestions for
designing the physical setting and daily routine to promote learning,
ideas for team planning and staff development, and »ews on curriculum
advances. The information presented is intended f.  «!«:se who are famil-
iar with High/Scope’s approach as well as those wis* g to learn more
about it. For more detailed treatment of either curricuiiim issues or re-
lated High/Scope research, readers may wish to consult the High/Scope
Press publications and audiovisual producti ;s listed on page 297.

The High/Scope Curriculum, a developmentzlly based approach to
early childhood education, was originally designed in the 1960s by David
Weikart and colleagues in the Ypsilanti, Michigan, Public Schools. The
development of the curriculum—which Weikart still directs—has con-
tinued since 1970 under the auspices of the High/Scope Educational
Research Foundation. The “open framework” curriculum model can be
adapted to serve many different populations of children in a wide variety
oi education and care settings. This approach is in use at thousands of
programs worldwide, including public and private preschools, Head
Start programs, day care centers, home-based programs, and K-~3 pro-
grams. Training in the model is usually necessary for those who wish to
implement it, and High/Scope offers a wide range of training and consult-
ing services both at Foundation headquarters and on-site throughout the
U.S. and overseas.

The High/Scope approach is continuously evolving, and one of the
primary purposes of the Extensions newsletter has been to inform veteran
curriculum users about new developments. In editing this collection, we

)



have updated some of the original articles to conform to the curriculv m
as it stands today. We have made few major content changes, since the
basic principles of the High/Scope approach have remained constant
over the years, but have made numerous minor changes in the articles.
Also, in a few cases, we have consolidated short articles to provide a
fuller treatment of curriculum issues.

We would like to thank all those who have contributed over the
years to the newsletter and thus to the production of this book. In addi-
tion to writing their own articles for Extensions, the authors—most of
whom are past and present members of High/Scope’s Program Depart-
ment—have made many usefui suggestions for improving the overall
content of this publication. David Weikart also carefully reviewed and
commented on each issue of the newsletter, always finding time for it de-
spite a demanding work and travel schedule. We also extend our appreci-
ation to the “unsung” contributors to this publication—the many
participants in High/Scope training workshops and programs. These
“front-line” early childhood staff were often the original sources of the
practical strategies or cogent examples reported by the authors. Finally,
we would like to acknowledge those who helped to produce the newslet-
ter and this book: graphic artists Linda Eckel, Margaret Fitzgerald, and
Jane DeLancey (who designed the original newsletter); Diana Knepp,
who formatted the book for typesetting; and Marge Senninger, who pro-
vided many nelpful “third opinions” on editorial issues.
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Supporting Active Learning

Active Learning: Making It Happen in Your Program —
Marx Tompkins

Sacial Development in the High/Scope Approach ——
Mary Hohmann

Be Responsive — Amy Powell

Helping Children Manage Themselves —
Michelle Graves and Ruth Strubank

Dealing With u Difficult Child — Michelle Graves

Mudticultural Education: What It Is, How to Do It —
Bonnie Lash Freeman and Marilyn Adams Jacobson

“Special” Childven: Building on Their Strengths — Mark Tompkins

he term curriculum leads most educators to expect a set

of structured and sequenced tasks that provide the basic

content for an educational program. Instead of such “pack-
aged” activities, however, the High/Scope Curriculum offers a general
framework that adults use to develop a specific program well suited to
their particular group of children. Although the curriculum’s guidelines
are concrete and practical, they do not in themselves determine the day-
to-day program: the necessary details of materials, scheduling, and daily
activities are worked out, individually, by staff of each program. Since
program staff take such an active role in planning their High/Scope edu-
cational program, it is vitally important that they understand the philoso-
phy behind it. The articles collected in this first chapter discuss some of
the guiding principles and assumptions underlying the High/Scope
philosophy of early childhood education.



Two themes recur throughout this chapter. The first is the view that
learning experiences for young children should be active: that is, such ex-
periences should enable children to construct their own knowledge by
working directly with people, materials, and ideas. The second is that the
adult’s role is not to direct or control this learning process but to support
it. The opening article by Mark Tompkins offers an “anatomy” of the ac-
tive learning process, comparing two typical learning activities from early
childhood programs on the basis of key “ingredients” of active learning.
Subsequent selections by Mary Hohmann, Amy Powell, Michelle Graves,
and Ruth Strubank define in more detail what we mean by “adult sup-
port.” These authors identify some key ways adults can encourage
children’s learning and problem solving without directing it. They stress
a variety of strategies for working with children includir.g the following:
careful planning of the environment; sharing control of the learning
experience with children; building on children’s strengths; following
children’s interests, intentions, and plans; supporting children’s enjoy-
ment of materials and people; and recognizing and promoting develop-
mentally appropriate activities and processes.

The last three selections in the chapter discuss the validity of this
general approach for supporting the development of all young children.
In her article, Michelle Graves discusses how staff of the High/Scope
Demonstration Preschool successfuily used the curriculum’s child man-
agement strategies with one particularly difficult child; next, Marilyn
Adams Jacobson and Bonnie Lash Freeman discuss multicultural aware-
ness as a key learning goal for all groups of children and describe how
acults can use the active learning framework to support multicultural
learning. In the last article, Mark Tompkins discusses the effectiveness of
a developmental approach for working with children with special needs.

4« Supporting Young Learners 14



Active Learning: Making It
Happen in Your Program

he following scenarios describe two by
small-group experiences that occurred  Mark Tompkins
in typical early childhood programs. Encourag-
ing children’s active learning was an important
goal of the adults in both examples. How well
did each activity meet this goal?

Example 1: It is mid-December, and
the children’s interest in the winter holidays is
in "high gear.” Natalie and the other teacher in
the classrootin notice that several children have
used newsprint to wrap preschts they made in
the art area. To build on this experience, the
teachers decide to gather additional newsprint,
assorted boxes, ribbon, and extra tape. They
then plan a small-group activity in which chil-
dren can explore these materials. Natalie begins
her small-group time by holding up and talking
briefly about the objects other children have re-
cently “wrapped” in the art area. She then
shows the group the materials she has collected
and encourages them to use these (and other
materials, if needed, from the art area) to create
presents andfor wrap them.

The children are busy instantly: several
children begin to torap up boxes with paper and
large amounts of yarn; others make “presents”
to put in shoe boxes; others work at decorating
the newsprint wrapping paper with crayons and
markers. Natalie moves around the table inter-
acting with individual children and small
Lroups of children. She imitates their actions, re-
peats their language, and converses with them
about what they are doing, occasionally asking
Jquestions. By the end of small-group time, each
child has made something unique. Children have
enjoyed the activity so much that the teachers de-

Active Learming: Making It Happen i Your Program « 5

ERIC 5




6 .

Supporting Younyg Learners

cide to create a new "wrapping shelf” in the art
area with similar materials, so that the children
can continue this play during future work times.

Example 2: Hilary's small group is mak-
ing Thanksgiving turkeys. Hilary gives each
child a shoebox containing scissors, string,
pre-cut black and orange construction paper, a
piece of aluminum foil, and some paste. "Now,"
Hilary begins, “I want each of you to choose
something from your box that is black . . . .
Good, Clarice, you got the black paper . . . .
Good, Timmy . . . . No, Denise, the scissors are
not black, they are silver. Put them back and
find something black.” After each child has re-
moved the black paper, Hilary has them “choose
something long and pointy.” Once each child
has found the scissors, Hilary shows everyone
how to cut out feet, where to put the orange
paper for feathers, where to draw the beak and
eyes, and how to attach a string to hang the tur-
key up. “Good!” says Hilary, praising the chil-
dren, " Your turkeys all have eyes, feathers,
beaks, and legs.”

A fundamental goal of the High/Scope Cur-
riculum is for children to engage in active learn-
ing. Most early childhood ed’:*cators would
agree that children learn most when they are en-
couraged to explore, to interact with their peers,
to be creative, to follow their interests, and to
play. Yet many well-meaning teachers find them-
selves leading activities, like that in the second
example, that fly in the face of this theory. A
close look a: the ingredients of active learning
will reveal why the two activities differed greatly
in the amount of active learning they encour-
aged in children.

16



Children are must engaged by learning activities that they choose
themselves.

The Ingredients of Active Learning

Let’s consider the two activities to pinpoint
the necessary ingredients of active learning. Both
Natalie and Hilary hold a common belief that
when children are handling and manipulating
materials, they are engaging in active learning.
But, as shown in the wrapping activity, Natalie
believes that children also need to make choices,
to have access to a range of stimulating materi-
als, to manipulate them according to their inter-
ests, and to work and communicate with peers
during their play. Natalie’s activity and her style
of supporting children’s efforts offered children
more possibilities for active involvement than
did Hilary’s activity; Natalie utilized all the in-
gredients of active learning listed next:

Active Learming. Makinyg 't Happen in Your Program 7
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Comments on

Active Learning From
High/Scope Tralners’
Journais

On active learning as
a program goal.

"My main concern with
our program Is convincing
some staff that active
learning produces suc-
cessful children The pres-
sure to give our children a
head start because of low
sorioeconomic status has
resulted in lots of paper-
and-pencil classrooms ”

On introducing par-
ents to active learning.

"One parent said that
she had never thought
about a child’s work being
play. but that it made a lot
of sense to her.”

On how the concept of
active learning affects
one’s professional growtn

I can't stop think.
ing of how muich is lack-
ing in my classroom For
the past seven years. |
have never had a satisty-
ing classroom | con-
stantly questioned the
reasons for why things
were done, not feeling
right about the things we
were doing Now | know
why | was questioning,
why things were not nght
We were not paying atten-
tion to the needs of the
children, only to our
needs - or. at least what
the papers in the file cabr-
net said we should be fo-
cusingon” =

¢ Choice—The child chooses what to do.

» Materials—There are abundant materials
that children can use in a variety of ways.

¢ Manipulation—The child can manipulate
objects freely.

 Language—The child describes what he
or she is doing,

* Support—Adults and peers recognize
and encourage the child’s problem solving and
creativity.

Below we’ll discuss each of these ingredi-
ents in terms of our two examples. We’ll also sug-
gest ways to transform Hilary’s activity into a
truly active learning experience!

Choice. In the first activity, Natalie gave the
children many choices. She based her plans for
this small-group activity on children’s recent in-
terests and then allowed the children to make
and/or wrap things in ways that suited them.
She did not show children a model of a desired
end product or plan the procedure she wanted
children to follow—instead, she encouraged the
children to make choices and decisions about
what to do and how to do it.

Hilary, on the other hand, gave the children
very few choices. She decided what they would
make, the materials they would use, and the
procedures they would follow. The children
followed her instructions. Even within the frame-
work of a defined activity like turkey-making,
many more choices were possible: Hilary could
have encouraged the children to decide what
kind of turkey they would make, what materials
they would use, and how they would go about
the task.

Materials. The materials used by the chil-
dren in Natalie's group were plentiful, open-
ended, and in some cases chosen by the children
as their individual projects progressed. Natalie

& . Supporting Youny Learners
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During active learning experiences, children talk about what they are
doing with adults and therr peers. Adults support children by listening
and respomding to them, not by bombarding thent with questions.

did not have a definitive plan for how the chil-
dren would use the materials.

By contrast, Hilary provided children with
identical sets of materials designed for a specific
purpose. It would have been better to provide a
range of different materials from which the chil-
dren could make choices. Open-ended materiais,
which can be used in a variety of ways, promote
more learning than materials that are designed
for a particular use, such as pre-cut shapes. Hil-
ary could have said, “So, you are goirg to make
a turkey. What can you use to make i turkey?” A
child might have answered, “I want to use paper,
crayons, and cotton.” To which Hilary could

Active Learng: Makig It Happen i Your Program + 9
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have replied, “Okay, where can you get those
things?. . . Yes, over on the art area shelf is a
good place to look.”

Manipulation. In the first activity, the
children manipulated the materials in a variety
of ways. They were very involved in the activity
because they were given freedom to create the
things they were interested in. By contrast,
though the turkey-making “lesson” was a
hands-on activity, Hilary limited what children
could learn by telling them exactly what to do.
Preschoolers can learn a lot by working with
their hands: they discover the properties of
materials (heavy, bouncy, sticky, smooth); they
learn useful skills (cutting, pasting, folding); and
most important, perhaps, they discover basic
concepts and relationships (rough/smooth,
above/below, same/different). But children can’t
make these kinds of discoveries unless they are
allowed to explore and ex.periment.

Instead of providing a rigid set of instruc-
tions, Hilary could have made comments and
asked questions that encouraged children to ma-
nipulate materials more actively, for example, “I
see you are using pipe cleaners to make feathers,
Brendan . ... How do the feathers feel? . .. What
happened when you squeezed them?.. . Can
anybody else tell us about their feathers?”

Language. Children’s conversation domi-
nated Natalie’s small-group time. They talked to
one another and to the teacher about what they
were doing and how they were doing it and, in
some cases, discussed totally unrelated topics.

In the other small-group activity, Hilary did
most of the talking. The children said very little
and instead had to concentrate on following her
instructions. Some of the children found that
doing it “right” was too difficult a task, and they
became distracted and impatient, while others
quickly made their turkeys without saying a
word to anyone.

24
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If Hilary had allowed the childrn to make
choices in making their turkeys, they would
have had ample reason to communicate, both
with her and with the other childien. They
would have been very much involved in the
activity, and she could easily have asked such
open-ended questions as “How did you make
that? ... That’s one way. Are there any others?”
or “What can you tell me about it?” This style
of communication encourages children to make
considered responses and to choose their own
words.

Support. Natalie’s goal was to get the chil-
dren actively involved in the wrapping-paper
play. She did this by allowing them many
choices and by becoming a partner in their play.
She used the materials in some of the same ways
they did, she talked with them in the context of
their play, and she spent time listening to the chil-
dren and watching them work. Because children
were actively involved in the activity, they en-
gaged in many key experiences—in language,
representation, classification, social develop-
ment, and movement—as they worked with the
materials. Natalie did not “teach” these key expe-
riences to the children, but rather, recognized
and supported them as they occurred.

Hilary took a very different approach with
her group of children. She was not so much
supporting children’s efforts as she was instruct-
ing and testing them. Instead of giving children
the freedom to discover things on their own,
she told them exactly what to do. But she could
have used more “partner language” (e.g., “You're
squeezing the glue container, putting the glue on
the paper”). This type of feedback gives the child
a natural cue to continue talking about what he
or she is doing. Hilary could also have repeated
what a child had just told her (e.g., “It's a turkey
with lots of feathers and long legs?”) By repeat-
ing the child’s statement, Hilary would have

(')1
fer

On Active
Learning —
A Trainer's
Perspective:

"It has struck me that
it 1s not just young chil-
dren in action, but adult
trainers in action, like me.
I need experience with
this curriculum. living with
it. doing it, working it out
with people. That's action
Although | need to experi-
ence more of this work, |
am understanding it, and
I can use what | know ef-
fectively.

"l suppose this sense
of 'yes, I ¢can!" is an im-
portant part of growing
into, understanding. and
putting into practice the
High/Scope approach
| still have pienty of unre-
solved questions: What
will the 'I-Can-Problem-
Solve’ small-group times
look like? How can we
best involve parents?
What about High/Scope
on home visits? But I'm
confident that with exper:-
ence. these qusstions
can be answered They
will be worked out in
action.”

-—Paul Niemiec,
Clinical Supervisor,
Westmoreland Human
Opportunities Head Start,
Greensburg, PA a

Active Learning, Makug It Happen ain Your Program 11
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Even when adults set out particular materials for a group activity, they
should encourage children to choose how they will use the materials.

acknowledged what the child had said and
shown that she was interested in hearing more.
Another support strategy Hilary could have
used would have been to encourage children to
help each other out. For example, instead of solv-
ing children’s problems for them, Hilary could
have directed one child to another by saying
something like "Mary, Timmy would like to
know where we keep the brown paper. Can you
show him?”

It's clear that active learning is much, much
more than children handling materials. It's an
approach to early childhood education that al-
lows children to make full use of their eme.ging
skills and abilities. Also, teachers can learn more
about each child in an active learning situation;
in activities that are totally teacher-directed, all
adults learn about children is how well they fol-
low instructions.

Here are a few other benefits of active
learning;:

oo



* Giving children cho' .es guarantees their
interest. When children are interested in some-
thing, they are more likely to learn new things
and to remain involved in the task.

e Children gain self-confidence. They dis-
cov rthat they can plan and complete things
an aat there are no right ways and wrong
ways, just problems to be solved.

* Children develop independence as they
become decisio:* makers and problem solvers.
They learn not to rely too much on others to tell
them how, when, or why. =

oo
3

Actiee Learming. Making 1t Happew an Your Program . 13




by

Mary Hohmann
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.Social Development in the

Higly Scope Approach

One of the most frequently asked ques-
tions about the High/Scope Curricu-
lum is how social development fits within our
educational framework. Actually, the goal of sup-
porting social development is a key assumption
behind all the recommendations we make to
teachers and caregivers; it is an integral part of
our educational philosophy.

We believe that our general approach to
teaching and learning promotes the develop-
ment of both social and cognitive abilities. In our
approach, social learning, like other kinds of
learning, takes place through direct experience—
through observation, modeling, trial-and-error,
and problem solving—rather than through
didactic lectures, drills, or elaborate systems of
reward and punishment. In this article, we de-
scribe some of the key social and emotional ca-
pacities that are strengthened in young children
when we approach learning in this way. We also
discuss the elements of a program environment
that encourage social development.

Our approach to social support is organ-
ized around five key capacities identified in
child development literature as building blocks
of children’s social and emotional health. These
capacities for trust, autonomy, initiative, empa-
thy, and self-esteem provide the foundation for
much of tlie social learning that occurs as the
child grows to adulthood. These capacities de-
velop in the order presented here; each must be
established before the next can take root.

Briefly then, here’s how we define and think
about these five building blocks of children’s
personalities.



Learning to trust a new set of people outside the family is an important
step forwand for the preschooler.

Five Building Blocks of Social
Development

Trust. Trust is the confident belief in others
that allows a young child to venture forth into
action knowing that the people on whom she or
he depends will provide needed support and
encouragement. Adults working with young
children recognize that trust is primary—chil-
dren must trust first, before they are comfortable
exploring and learning.

The development of trust begins at birth as
parents and caregivers respond to their infant’s
needs—feeding, changing, cuddling, playing-—
making their baby feel secure. By toddlerhood,
the child’s sense of trust has developed to the
point that he or she can explore in the next room
out of the adult’s sight. But the toddler still
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Two-Way Learning

When adults and chil.
dren share control, both
are learnars and both are
teachers

Mrs Rogers spends
ali evemng ‘earning how
to operate @ computers

Joystick so that she can -

troduce Stickybear Town
Bulder. a new computer
program to her group of
3- and 4-year-olds The
next day. with great trepi-
dation. she shows a
group of children how to
use the joystick to drive &
car around the town pic-
tured on the computsr
screen

“l.et me do that. " says
Jason, reaching for the
joystick In a few minutes.
he masters the technique
that had taken Mrs Rog-
ers all evening to learn
As she watches Jason
deftly manipulating the
joyshck to get the results
he wants on the computer
screen. she decides to try
to approach the next new
computer program with
the same eagerness and
lack of worry she sees in
Jason w
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needs to check back often to see that the signifi-
cant adult is still there. Three- and 4-year-olds,
bolstered by trust, can leave home for hours at a
time to play with friends or to be involved ina
high quali v care setting. Learning to trust a new
set of people outside the family is an important
step forward for this age grauip. In a supportive
environment, young ¢ndvei will

extend the range of ther L sting relationships,
first to new adults, then to their peers.

Autonomy. Autonomy is the capacity for
independence and exploration that prompts a
child to say things like “I wonder what’s around
the corner” and “Let me o it.” While children
need to be strongly attached to their parents or
primary caregivers, they also need to develop a
sense of themselves as distinctly separate people
who can make their own choices and do things
for themselves. Saying no indiscriminately is
one way toddlers test their emerging sense of
autonomy.

By the preschool years, children no longer
need to say no constantly to prove their indepen-
dence. They can do many things without adult
help, and should be encouraged to do so, even
when the adult could do it better by taking over.
When children dress themselves, pour their own
juice, or make their own telephone calls to their
friends, they are having valuable expetiences
that enhance their sense of autonemy.

Initiative. Initiative is children’s ability to
begin and then to follow through on a task—to
take stock of a situation and act upon what they
understand. Initiative emerges in infancy as chil-
dren signal and act on their intentions—Dby point-
ing to and reaching for a toy thev want, for
example.

By the preschool years, children’s inten-
tions have become much more anbitious (“I'm
gonna make a big fort with lots of windows”),
but children often need adult assistance to help
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them think through such intentions and carry
them out. Adults can support preschool chil-
dren’s capacity for initiative by encouraging
them to imagine and describe their intentions
and to solve problems that arise as they pursue
their plans.

Empathy. Empathy is the capacity that
allows children to understand the feelings of
others by relating them to feelings that they
themselves have had. Empathy helps children
form friendships aud a sense of belonging, By
the preschool years, children still show more ego-
centrism than empathy, but adults who observe
young children carefully will notice glimmerings
of empathy. A preschooler might offer a pat for
comfort when a special friend cries, for example.
Adults help strengthen this capacity for empathy
when they respond to and label children’s ‘eel-
ings and when they encourage children to do the
same.

Self-esteem. Self-esteem—the belief in
one’s own ability to contribute positively to
other people and situations, a core of inner
pride—is an attitude that can sustain children
through the difficulties and strife in their lives.
Selt-esteem develops when trust, autonomy,
initiative, and empathy are firmly rooted and
when children have opportunities to experience
success.

Ironically, many potentially negative
experiences are the best opportunities to build
self-esteem, if adults have the patience to look at
the experience from the child’s point of view and
to encourage problem solving. For example, con-
sider the 4-year-old who has new “basketball
shoes” and is so enthusiastic about “shooting
baskets” that he docsn’t come in when it starts
to rain. Then he slips and falls on the wet pave-
ment. Instead of responding with a punitive
lecture, the adult might calmly suggest that the
child check the pavement for wetness and try

Reciprocity

In an environment
where control 1s shared,
there 1s reciprocity—gqive
and take—between chil-
dren and adults.

An infant lhes on her
back looking up at her
mother and making click-
ing noises with her
tongue. When she stops,
the mother answers by
making clicking noises
with her tongue. Now it's
the babys turn agamn. The
dialogue continues until
the baby turns away, fo-
cusing her attention on a
little green rattle she can
Just reach with her hand

Manuel, a toddler,
wants to help with a
Qrown-up task--carrying
water to the water table
"Me do it.” he says. tug-
ging at the full water
bucket his teacher is car-
rying She puts the bucket
down but its too heavy for
Manuel to budge His
eyes fill with tears

"Manuel.” the teacher
says. ‘what about the
wagon? You can pull the
bucket in the wagon ~

Manuel's face brnight-
ens He gets the wagon.
they lift the bucket in. and
Manuel pulls 1t to the
watler table Together they
emply the bucket.
"Agan.” he says, heading
back to the sink with his
wagon and the bucket. w
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again when it is dry. By pointing out ways chil-
dren can solve their own problems, adults lay
the groundwork for experiences that build a feel-
ing of competence.

Who's in Control? — Contrasting
Environments for Children

Children develop the capacities for trust,
autonomy, initiative, empathy, and self-esteem
in supportive environments, The qualities of a
supportive environment are better understood
when seen in contrast with two other popular
approaches to teaching and learning that we
would characterize as laissez-faire and direc-
tive. Many early childhood environments are
characterized by one of these two approaches
or by a mixture of the two.

A laissez-faire environment is largely con-
trolled by the children themselves. In these set-
tings, adults purposely leave children on their
Own to interact with one another and the materi-
als provided, intervening only upon request, for
informational purposes, and to restore order.
This approach works well for some strong, inde-
pendent children who take a leadership role
with their peers and who are able to comman-
deer adult help when they need it. Because of the
lack of structure and adult involvement in this
kind of setting, however, some children can get
very frustrated. They often have difficulty find-
ing something to do; they may give up or fall
apart in the face of problems; or they may feel
anxious, confused, or out of control.

In contrast to the freedom children have
in laissez-faire environments, a directive envi-
ronment is created when adults take control,
Adults talk; children listen and follow direc-
tions. Ideally, children remain still, quiet, and
attentive while adults show and tell them what
they need to know according to a set of skill-
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based objectives. Then children drill and practice
until they know the facts well enough to pass a
test or score well on an assessment instrument.
Children who do not conform to deinands for
stillness and silence are publicly shamed and
removed from the class.

This approach works well for those chil-
dren who are good at sitting still and following
directions. They experience the sense of success
that comes from meeting adult expectations. But
the range of acceptable behaviors in such an en-
vironment is so narrow that most young children
will require large doses of criticism, shaming,
and punishment to keep them on track.

In contrast to these two popular approaches
to child care and education, a supportive ap-
proach is characterized by sharing of control
between children and adults. When control is
shared, there is a balance between freedom and
structure. Adults create an orderly setting and
daily routine, within which children can take
initiative and follow through on their own inter-
ests. In a supportive environment, children and
adults alike are initiators. While some activities,
such as group times, are often set in motion by
adults, the children participating in the activities
also make their own decisions about what mate-
rials to use, how to use them, and how to extend
the activity. Throughout the day, even during
routine activities like eating, sleeping, and
toileting, adults plan ways to share control with
children.

In their interactions with children, adults in
a supportive setting do not take a “leave them
on their own” approach. Instead, they are consis-
tently present. They are genuinely interested in
and committed to watching, listening to, and
convursing with children; they encourage them
and assist them as they solve problems that arise
throughout the day. When difficulties and con-
flicts arise because of children’s immaturity,

Secial Development in the High{Scope Approach
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adults withhold judgement, instead modeling
and engaging childrer in social problem-solving.
We’ve outlined three common approaches
to interacting with children that can be observed
in early childhood settings. It is also important to

ooooooooooooooooooooooooooooooooo

oooooooooooooooooooooooooooooooooo

Contrasting Environments for Children

Laissez-Faire Environment

Children are in control most of
the time. Adults are bystanders who
provide supervision.

« Adults intervene only to re-
spond to requests, offer information,
restore order.

o Curriculum content comes
from materials and peers.

« Play is the primary activity.

« Various upproaches to child
management are used.

Advantages: This approach offers
plenty of freedom for children and
respects their need for pley as a
primary activity. It mirrors the condi-
tions of adult life, therefore prepar-
ing children to cope with the “real
world” and develop survival skills.
This approach often works well for
strong and independent children.

Disadvantages: Some children
are confused, anxious, and out of
control. Because there are few limits,
children can become very disruptive
when they don’t know what to do or
when they encounter a problem.
Some children have difficulty finding
something to do or someone to play
with. Children may give up or fall
apart in the face of problems.

20 . Supportung Youny Learners

Directive Environment
« Adults are in control.

« Adults talk and give directions.

« Curriculum content comes
from adult objectives.

« Drill/practice /testing are pri-
mary activities; play is not valued
or is used as a reward after adult-
directed tasks are completed.

« Criticism, punishment, and
shaming are the predominant strate-
gies for child management.

Advantages: This kind of ap-
j-roach is initially easy for adults
to implement because curriculum
content is based on clear-cut adult
objectives, and the teaching style re-
sembles the educational experiences
of most adults. Directive environ-
ments often foster a sense of compe-
tence in those children who are good
at meeting adult expectations.

Disadvantages: Most of the be-
haviors [hat are most natural to
young, children are not acceptable in
this environment, thus creating a
need for heavy doses of punishment,
criticism, and shaming to enforce
adult expectations. These are nega-
tive experiences that will not enhance
most children’s capabilities for trust,
autonomy, initiative, empathy, and
self-esteem.”



Supportive Environment

» Children and adults share
control.

« Adults observe children closely,
f ~cus on strengths, provide consis-
tent support for children’s activities.

« Content comes from materials,
children’s initiatives, and dialogue
with peers and adults.

« Purposeful play and problem
solving are the primary activities.

« Adults take a problem-solving
approach to child management.

Advantages: This approach offers
a consistent, balanced environment
in which children’s personal initia-
tive, strengths, and interests are
valued and in which children are
supported as they learn how to com-
municate with and get along with
others. These experiences support the

development of children’s capacities
for trust, autonomy, initiative, empa-
thy, and self-esteem.

Disadvantages: The supportive
approach is difficult to implement,
especially at first. Special training,
administrative support, and a cohe-
sive team effort are usually needed
for successful implementation.

*High/Scope research comparing the long-
term effects of three curriculum models supports
the view that the directive approach is not as sup-
portive of social development as those curriculum
approaches in which children have a greater de-
sree of control over their learning activities. In
High/Scope's longitudinal Curriculum Compari-
son Study, teenagers who attended a divect instruc-
tion program as preschoolers fared less well on
meastires of delinquency and other indicators of
soctal competence than youths who attended two
other programs that encouraged children to initiate
many of their own activities, (For more informa-
tion, see page 116, “Research Results: Long-Term
Impact of Child-Initiated Learning.”)

note here that while many programs primarily
use either a laissez-faire or directive approach,

it is also common for settings to shift between
these approaches at different points in their daily
routines. In many programs for example, so-
called “free play” times—in which adults are
relatively uninvolved in children’s play except
when they intervene to resolve disputes or help
with special problems—are juxtaposed with
highly structured “group times” in which adults
teach children academic or preacademic skills in
a highly directive way (see “Shifting Environ-
ments for Children”on page 23). Note, too, that
within any early childhood setting, regardless of
the stated approach to adult-child interaction,
there are usually adults whose prevailing style of
working with children is more or less laissez-

taire, supportive, or directive.
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Sacitl Developmient i the High/Scope Approach 21



Building on
Children’s Strengths

Greg's teachers have
noticed that he plays
constantly with trucks, so
much so that they're
tempted to divert him to
another activity. Observ-
ing carefully, however,
they discover that his
truck play is increasingly
complex and challenging
Greg enjoys mimicking a
wide range of truck
sounds. including the
sounds of the enaine as
the truck goes up. a steep
hdl, and the sounds of the

five gears shiiting To capi-

talize on Greg's strong in-
terest in sounds, the
teachers decide to add
some simple musical in-
struments to their day
care center. Greg immed-
ately starts making up his
own songs on the xylo-
phone, often about trucks
and "long hauls.” =
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We believe that a supportive environment,
in which adults and children share control, is
the best setting for fostering children’s basic ca-
pacities for trust, autonomy, initiative, empathy,
and self-esteem. Next, we describe some specific
ways adults can provide the consistent support
children need to thrive in such an environment.

Key Ways to Support Children

Above, we discu:sed shared control as the
overriding element of environments that foster
children’s social development. Consistent adult
support of children’s activities is an another key
element of such environments. Let’s look at
some strategies adults can use to provide this
type of support.

Focusing on strengths through child ob-
servation is often the starting point for efforts to
support children. Children, like adults, exhibit
both negative and positive behaviors, but it is im-
portant to attend to, concentrate on, and value
what children do well. When adults observe care-
fully to see what children can do, they can capi-
talize on children’s natural desire to learn about
things that particularly interest them. In the ex-
ample of Greg in the side columi, adults help
him extend the range of his learning by focusing
on his strong interest in trucks and his facility for
imitating sounds. By contrast, when adults focus
on what they see as children’s weak areas, chil-
dren often feel defensive and shrink from trying
new things.

Th~ »vample of Greg also underlines an-
other kvv principle for adult support: a commit-
ment to play. Play—with things, people, language,
and ideas—is the way normally developing chil-
dren interact with the world. Adults value, ap-
preciate, and encourage children’s play because
play is what engages children, and it is only
when children are engaged that they will learn.
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In addition to providing play materials for Greg
that relate to his interests, the adults also showed
their support for his play by engaging in truck-
related play alongside him, and sometimes, by

joining in his play.

Creating honest relationships between
children and adults is another key principle
of providing support to children. Supportive
adults relate to children in a direct, matter-of-fact
way. They share their genuine interest in what
children are saying and doing, and conduct

Shifting Environments for Children

In many early childhood centers
the locus of control shifts back and
forth between adults and children.
In these centers, a laissez-faire ap-
proach is used at some parts of the
daily routine and a highly directive
approach is used at others. At still
other times, shared control may be
the prevailing approach. For exam-
ple, here’s a summary of the morning’s
activities at the Tall Timbers Center.
Look at each activity to see whether
it is primarily controlled by adults,
children, or adults and children
together.

The day begins with greeting tinte.
The children cluster around Miss Beale
and Miss Lee, eagerly sharing their tales
about what they aid at home, special out-
IngS, SUrprising occurrences, their pets,
their siblings, and so forth. The teachers
announce the special events for the day.

Next it's time for “free play.” The
children play with the materials and with
one another while Miss Beale and Miss
Lee work at record keeping and prepare
for the daily lesson. They take turns re-
minding the children te use their indoor
voices and walking feet, and they inter-

vene to restrain Max and Billy from kick-
ing, biting, and throwing blocks.

At one point, Miss Beale summons
five children over to a small table for the
letter lesson of the day. Since she really
values this as her true teaching time with
the children, she runs this session like a
“real” school. She expects children to
watch and listen as she explains and
demonstrates how to print the letter G.
Next she passes out worksheets and pen-
cils so that they can practice filling the
whole page with G's.When Miss Beale is
done with her lesson, she supervises the
whole group at free play, while Miss Lee
conducts a lesson on colors for five of the
younger children.

Outside play is the last activity of
the morning. While most of the children
play outside, Miss Lee gets the children’s
lunches out, assisted by two children
who are the “lunch helpers™ for the day.
The children pour milk while Miss Lee
arranges the chairs and lunch sacks. Mean-
while, Miss Beale supervises free play
outside, spending most of her time keep-
ing track of whose turn it is to ride the
two "big wheels” and making sure chil-
dren don't throw sand out of the sandbox. e

...................................................................
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Instead of praising children mechanically, supportive adults encourage
children by showing genane interest in what they are doing.

reciprocal dialogues with children in which
each party takes turns talking and listening,
They also ask honest questions—questions that
they really don’t know the answers to. For ex-
ample, when 4-year-old Loretta brings in a shell
to show her teacher, the teacher avoids bland
praise (e.g, “That’s nice, Loretta”) and instead re-
sponds with an honest question: “I've never seen
a shell like that, Loretta. Where did you find it?”
This honest and matter-of-fact question leads to
a dialogue in which both child and teacher share
their beach experiences. Eventually, other chil-
dren join in, and some make plans to bring in
their beach treasures the next day.

Adults also support children by taking a
problem-solving approach to child manage-
ment. Adults approach children’s negative
behaviors—fighting, crying, teasing, aggres-
sion—calmly and directly, looking for ways to

24 . Supporting Youny Learners
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turn them into opportunities for teaching and
learning. Rather than shame or punish children
for immature behavior, adults encourage them to
resolve the issues at hand. These principles are
highlighted in the example, in the side column,
of Rachel, Billy, and Brandon. The calm, support-
ive approach the teacher models here helps all
three children involved get over their excitement
and move toward a solution to the problem.

The matter-of-fact way this teacher handled
a disruptive situation is just one example of the
many possible strategies adults can use to sup-
port children. Many educators find it difficult to
define such concrete strategies for encouraging
social learning, because development in this area
is often seen as less tangible than the develop-
ment of cognitive abilities. In this article, we've
tried to show that by using the principles of
shared control and adult support, teachers and
caregivers can develop a practical, down-to-
earth approach to promoting social development
that can be successfully applied in all kinds of
early childhood programs. =

39

Encouraging Problem
Solving

Rachel has spilied her
paint on Billy's shoes,
causing Brandon, ex-
citeq, to shout: "Look at
your shoes, Billy. Your
mommy's gonna be mad.”
Both Rachel and Billy
start to cry and crawl!
under the table.

Mrs. Willlams, who has
taken In the situation from
across the room, walks
over and hands Rachel a
wet paper towsl, saying
calmly, “Rachel, give this
to Billy so he can wipe the
paint off his shoes before
it dries " Rachel comes
out from under the table
and hands Billy the towel.
He stops crying and
starts to wipe off his
shoes. "Now." Mrs. Wit-
liams says to Rachel and
Brandon, “how shall we
get this paint up oft the
floor so that you can get
hack to painting?” =
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Be Responsive!

wo principles are central to the

High/Scope Curriculum. The first is
that children construct their understanding of
the world from their own active involvement
with people, materials, and ideas. This principle
is based on the constructivist theories of develop-
ment of Jean Piaget and other developmental
psychologists. It suggests that all children—
whether they are infants, preschoolers, or second
graders; children with mental retardation, learn-
ing disabilities, or above average intelligence—
are active learners. They acquire knowledge by
actively experiencing the world around them—
choosing, exploring, manipulating, practicing,
transforming, experimenting. The range and
depth of children’s understanding of the world
is continually changing and expanding as a
result of day-to-day transactions with people,
materials, and ideas.

The second principle that is central to the
High/Scope Curriculum is that the role of
adults who teach and care for children is to sup-
port children’s construction of their own under-
standing of the world. This principle implies
that adults—whether they are teachers, parents,
day care providers, administrators, or thera-
pists—can most effectively foster children’s ac-
quisition of knowledge and understanding of
the world by supporting their active involve-
ment with people, materials, and ideas.

We ask adults who are beginning to imple-
ment the High/Scope Curriculum to adopt these
principles and use them to guide their practices
with children. This often requires dramatic
changes on both programmatic and personal
levels. Arranging spaces for children to work
and play, establishing a daily routine and the
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plan-do-review process, understanding the key
experiences, and using new methods for observa-
tion, planning, and assessment are important
steps in implementing the High /Scope model.

Yet, many of us have observed that even
when programs have some or all of these
“structural” elements of the High/Scope Cur-
riculum in place, they have not yet achieved a
full implementation of the High/Scope model.
This is because the essence of the High/Scope
approach—the key element that makes a pro-
gram uniquely “High/Scope”—is the way
adults interact with children. By observing
adult/child interaction styles in a program, we
can often gain a sense of how far staff have pro-
gressed in adopting our approach and where
further staff development is needed.

Interaction—A Dialogue

By interaction, we mean the verbal or non-
verbal dialogue that is created when adults play
or communicate with children. In the High/Scope
approach, both children and adults contribute to
this dialogue and there is a balance vetween
adult and child contributions. Achieving this bal-
ance is perhaps the most difficult aspect of im-
plementing the High/Scope Curriculum because
it requires adults to make changes in their own
styles of working with children. In their interac-
tions with children, adults are often used to
being “in control” and it may be difficult for
them to learn to share control.

Why do we focus on adults’ interactive
style? Note that there are many ways that adults
support learning that do not involve direct inter-
acton—for example, an adult may add materials
to the classroom or refer one child’s problem to
another. But when adults play or converse di-
rectly with a child, they are contributing to the
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ooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooo

Supporting Children’s Play at Different Levels

Supporting children of all ag=s as
they play is an important way adults
help children learn. Adults v ho are
interacting with children recognize
that the nature of play changes as
children grow older. In the following
examples, note how the child’s devel-
opmental level affects the way chil-
dren play with similar kinds of
materials. Note also how the adults
in these cases tailor their interaction
strategies to the child’s level.

Infant

A blanket is draped over a table.
The child hides behind the blanket
and pops out, smiling at a nearby
adult. The adult joins the child’s
peek-a-boo game, responding with
surprise and saying "Peek-a-boo”

- each time the child jumps out from

the blanket, and eventually i nitating
by doing his own peek-a-boos with
another blanket.

Preschooler

A blanket is draped over a table.
A preschooler begins a pretending
game: “Let’s hide in the cave,” she
says, “the tiger is coming.” She gath-
ers up some stuffed animals and
baby blankets and climbs under the
table.

An adult picks up a stuffed bear
and gently pokes the bear’s head be-
hind the blanket.

”Can we come in and hide, too?”
The preschooler invites them in, and
the adult joins the preschooler in her
game of making a nest of blankets to
hide the animals in.

“Where's the tiger now?” asks
the adult.

“He’s coming closer,” says the
child.

“How do you know he’s closer?”
asks the adult.

“I can hear his footsteps,” says
the preschooler. And he’s growling,
too_"

Early Elementary Child

A blanket is draped over a table.
A child gathers up some extra blan-
kets and begins experimenting with
enlarging the tent. She adds chairs as
additional support for the blankets
and begins trying out different ways
of draping the blankets over the
chairs.

“Can you help me make a big
tent?” the child asks the adult. “I'm
trying to make a tent with three
rooms.”

The adult joins the child and be-
gins helping her drape the blankets
in various ways. The child is frus-
trated because the blankets keep slip-
ping off.

“l wonder what we could use to
hold down the blankets,” the adult
says.

“Maybe we could tie the cor-
ners,” the child says. The adult helps
the child tie the corners of the blan-
kets to the table legs.

“I wonder what else we could
do,” the adult says. Then the child re-
members that the tents she has seen
on family camping trips are held up
in part by ropes. She gets a rope and,
with the adult’s help, anchors the
rope on a chair. Then she drapes a
blanket over it. The pair continue to
work with the blankets, table, chairs,
and rope until they succeed in build-
ing a large tent that satisfies the
child. =
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child’s development in one of the most import-
ant ways they can.

Research indicates that the way adults inter-
act with children in a variety of caregiving, play,
and teaching situations plays a very important
role in children’s learning and development.
Studies of infants and toddlers have examined
the interactive styles of parents and other pri-
mary caregivers. These studies indicate that a
child-oriented style in which parents are sensi-
tive and responsive to children’s cues, interests,
actions, and communications is positively associ-
ated with quality of attachment, engagement,
cognitive and language development, and other
desirable outcomes.

Studies of the relationship between teachers’
interactive styles and the development of older
children also support the importance of a child-
oriented interactive style. These studies demon-
strate that in classrooms where teachers are re-
sponsive—guiding and supporting children’s
activities rather than directing or controlling
them—children take initiative more often and
are more likely to be actively involved and per-
sistent in their work.

What is it about a child-oriented adult inter-
active style that supports children’s active in-
volvement with people, materials, and ideas?
The literature on achievement motivation—
children’s internal striving to acquire knowledge
and skills or to accomplish tasks—offers one ex-
planation. Motivational theorists suggest that
children (in fact, all learners!) are most likely to
become actively involved or motivated in activi-
ties and interactions that are enjoyable and related
to their current needs and interests and that allow
them to experience feelings of control and success.
These kinds of motivating experiences are most
likely to happen when adults interact responsively
with children.

¢ Be Responsiee! 29
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Research on achievement motivation suggests that children are most Hikely
to be actioely involved in activities that allow them te experience feelings
of controd amd success.
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Hallmarks of a Responsive Style

What do we mean by a responsive style? Re-
gardless of the role of an adult who is working
directly with a child—whether he or she is a par-
ent, caregiver, teacher, or therapist—the follow-
ing qualities of the adult’s behavior seem to
define this responsive style.
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Responsive adults support children’s en-
joyment of people, materials, and ideas. Play
is the activity that is most natural to children
and adults encourage children’s learning by
supporting and participating in their play.
Adults are often frustrated by the tendency of
young children to play constantly, even during
activities that, for adults, are likely to be more
goal-directed, like getting dressed or walking up
a staircase. However, adults who want to inter-
act meaningfully with a child often find they
must “slow themselves down” and adopt the
child’s playful attitude. In the long run, they find
that children are more cooperative and more in-
volved in what they are doing when they are
having fun with adults than when they are
pushed by adults to complete tasks.

Responsive adults follow children’s inter-
ests. Adults often express surprise when chil-
dren do not attend to or become involved with
materials or activities that the adult has intro-
duced. “But it was so interesting!” is a typical re-
sponse. It is important in these situations to
make a distinction between what is interesting to
adults and what is interesting to the child. Some-
times the adult may not be comfortable with the
interests children express—in TV characters for
example—yet children are most likely to become
actively involved in activities that are directly re-
lated to these interests or to other current needs,
experiences, and interests. Responsive adults
also recognize that young children’s interests are
reflected in their current activities and communi-
cations and may shift rapidly. By “tuning in”
and responding to children’s behavior, and by in-
corporating children’s needs and experiences
into activities and conversations, adults encour-
age children to pursue their interests. They con-
vey to them the message: “Your interests are
worthwhile and important to me.”

.1 l Be Responsioe!
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Using a Develop-
mental Framework

Responsive adults
help children experience
feelings of control and
success by encouraging
activities that are neither
too easy nor too difficult
for them [n promoting
such activities, adults in
High/Scope settings use
the key expenences as a

framework for understand-

ing child development
The key experiences help
adults recognize and pro-
mote activities that offer
devel. omentally appropr-
ate challenges to chil-
dren. For exampie.
consider the 4-year-old
who comes into preschool
one Wednesday very ex-
cited about an upcoming
tamily event

“It's almost my Dad’s
birthday,” she says

“It's on Saturday.” her
mother says "She can't
war "

“Just three more
days.” the teacher says
“After this day. there’s an-
other school day, then an-
other school day. and
then a 'stay-at-home’ day.
and that's your father's
birthday ”

Another day. then an-
other day. thert another
day.” the child replies
slowly and thoughtfully
"and then onr that day |
get to stay home and
watch TV and it's my

dad’s birthd- '~

The tea ex-
ample kng, :
kgy experienc: wJer-
standing time, .

pating tuture events 1s a
valuable developmentai
expenence for preschool-
ers., so she tnes to help
the child gain a degper
understanding ot when
the event willoccur From
her traning in the key ex-
penences. the teacher
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Are there limits to the principle of following
children’s interests? Yes, being responsive to
what a child is interested in does not mean the
adult always does exactly what the child asks.

In responding to a small girl’s interest in watch-
ing a vidco about superheroes, for example, a
day care provider would keep curriculum
components like the key experiences and the in-
gredients of active learning in mind. Instead of
encouraging the child to watch a video, she
might offer to help the child make her own
“pretend” video about superheroes or she might
suggest they make accessories for superhero toys
out of art materials.

Responsive adults share control with chil-
dren. Adults encourage children to make mean-
ingful choices. They follow the child’s lead when
talking with a child or entering his or her play ac-
tivities. Conversations between adults and chil-
dren are reciprocal exchanges: the adult does not
dominate the exchange by asking didactic ques-
tions or lecturing. When adults and children
play together, and the adult introduces some-
thing new, it is clearly relevant to the game or ac-
tivity the child has established. Even in activities
that are largely planned by adults, such as spe-
cific movement or music activities, adults share
control by providing choices and encouraging
children to work with the materials given in
their own way.

Responsive adults approach the child at
the child’s level of understanding. This means
that adults match the information they provide
and the ways they provide it to the ways the
child knows the world. Adults communicate in
words or gestures that the child can understand
and try to match the child’s style of communica-
tion. They recognize that the child’s methods of
reasoning and problem solving are different
from adult thinking skills and accept the child’s
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incomplete or inaccurate explanations of events
in the world.

Responsive adults encourage children to
experience success. They promote activities that
are neither too easy nor too difficult, allowing
the child to be successful, yet providing real
challenges. To encourage activities that meet
these criteria, adults need an understanding of
the important abilities children are developing at
any given age. In the High/Scope approach, the
key experiences provide a general framework
adults can use to assess whether young children
are likely to be both successful at and challenged
by an activity. The adult then uses this knowl-
edge of the general kinds of experiences that are
appropriate for young children in conjunction
with specific observations about the child to deter-
mine whether a given activity or concept is too
easy or too difticult.

These general principles of being respon-
sive to children apply to interactions with chil-
dren of all ages. However, the specific strategies
or curriculum practices adults use to apply these
principles vary according to the child’s age or de-
velopmental level. On page 28 we provide some
examples of how children play at different level=
and how the adults interacting with them sup-
port their play and language.

How can adults get started in developing a
more responsive interaction style? Most of us
who are implementing the High/Scope Curricu-
lum are used to making concrete changes in our
programs: rearranging the classroom or center,
adding materials, incorporating planning and re-
view times in the daily routine, and so forth.
These kinds of changes are relatively easy to
make. But changing our own styles of interacting
with children is not so easy. Change in this area
is highly personal and individual. Our own back-
srounds, our knowledge of and training in child

13

also knows that terms like
“Friday” or "end of the
week" are {00 abstract for
many preschoolers, but
that they can often grasp
cuncepts of ime that are
stated in terms of simple
time sequences. Using
this knowledge. she
restates and amplifies
what the child says in a
way that is challenging,
yet understandabile, for
the child.

When the child cdopts
some of the teact :r's lan-
guage in restating her pre-
diction, she shows that
she has taken on the
challenge of adjusting her
thinking about when the
event will occur Through
this process of dialogue
about a personally mean-
ingful event, the child
gains a sense that she
can successiully predict
the event with greater
precision, and that she
has some control over the
future. =
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Responsive adults follow he child's lead in conversation and play.

development, what we have experienced in our
own relationships, our own ideas about how chil-
dren learn, and the ys we ourselves have been
taught—all these .ors influence our own

styles of working with children. To change, we
must first become aware of our particular interac-
tive style by examining the ways we communi-
cate and work with children. Next, we identify
one aspect of our behavior that we can modify
and choose one or two strategies that we believe
will help us make a change.

As we try new ways of interacting with chil-
dren, we document the process and outcomes,
both for ourselves and for the children. Then the
process begins again. It's up to us to continue to
change and develop! w
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Helping Children Manage

Themselves
“I don’t understand why Vicky is terrible by
at sharing blocks during work time. When she Michelle Graves
can't have them all, she sits on the floor and and
cries.” Ruth Strubank

“Christopher is always the last one fin-
ished with his materials at work time. He balks
at putting away his toys when it's time to clean
up.”

“Mark flits from area toarea. He can’t
seemt to stay with anything for more than two
minutes.”

“Jessica doesn’t have any respect for the
classroom materials. The other day, before |
could stop her, she took the scissors and cut the
bacs of a doll’s hair.”

“The 15 minutes right before lunch is one
of the worst times in our day. Most of the chil-
dren are hungry and tired, and often there are
fights while they wait in line for the bathroom.”

hese are a few examples of the

child management issues teachers
face in working with young children. With the
High/Scope Curriculum, we believe that many
management problems are prevented because
the classroom environment is carefully planned.
Many other problems, of course, must be dealt
with on the spot. Our ultimate goal in handling
management issues is to help children become
aware of their own actions, of how those actions
affect the people and things in their environ-
ment, and of how the choices they make can help
them resolve difficulties and conflicts. We also
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want children to learn that control comes from
within, so we encourage adults to avoid using
their positions of authority to impose control.

Preventive Management Strategies

Listed below are some basic prevention
strategies.

Think about the principles of child devel-
opment and how these relate to your children'’s
abilities to understand what behavior is appro-
priate. If necessary, redesign your environment
with their developmental limitations in mind.
For example, it is difficult for many young chil-
dren to understand the concept of sharing. A
child who is engrossed in his play may not be
developmentally ready to consider that there are
others who also want to use the same play mate-
rials. When children refuse to share, we should
be careful not to label this as “misbehavior.” To
reduce conflicts over sharing materials, provide
enough of each material and plenty of attractive
alternatives so that children won't always have
to share.

Establish a consistent daily routine so
children will be able to predict and plan for
the things that are about to happen. Christo-
pher, in the example, may be reluctant to put
his toys away because he thinks he won't have
a chance to play with the same materials again.
Once he gets used to the routine and realizes
that the same materials will be available during
tomorrow’s work time, he will be more willing
to clean up.

Make your classroom or center an environ-
ment rich in opportunities for children to be
independent and make choices. If we want chil-
dren to develop into independent thinkers and
decision-makers, we have to give them practice
in working independently and making choices.
If we continually limit their opportunities to
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Giving children plenty of opportunities to do thines independently helps
them feel comfortable with taking risks and solvi.  roblems.

choose, how can we expect them to learn to
make good choices? For example, saying to chil-
dren “You cannot play with the blocks today be-
cause | didn’t like the way you used them
yesterday,” or “I'm closing the sand table be-
cause you're dumping too much sand on the
floor,” does not give them the chance to think of
and try out new ways to solve the problem. Chil-
dren who feel comfortable taking risks because
they are not continually threatened with failure
will develop into adults who know the value of
exploring alternatives in problem solving,.
Design your space with areas and materi-
als that are of interest and value to the popula-
tion of children you serve. For a child like Mark
in the opening example, we would recommend
that classroom adults ask family members what
the child’s favorite home toys are and also ob-
serve closely at preschool to discover those
things that the child enjoys working with most.
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Which Prevention
Strategies Are These
Aduits Using?

[From a team planning
session]

Ann I've noticed that
the transition from clean-
up to washing hands is
one of the most difficult
for children---there's al-
ways a lot of dawdhng
and silliness. Maybe 1!
would improve things if
one of us heiped move
children into the bathroom
while the other continued
to work with chidren who
are cleaning up.

Ruth One of the
things that seems to help
children get moving 18
singing Whoever helps
the children to the bath-
room could sing. “You
wash your hands. and 1l
wash my hands. and well
wash hands together " Il
take part of the group and
do that

Ann And 1l help the
other children clean up
I'lt watch to see who 1S fin-
ishing up or geting tired
of clean-up---and I'll send
them to you before prob-
lems start 1'll aiso help
chiidren who are done in
the bathroom move to the
recall table =
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Then they should make sure that materials re-
flecting these interests are available in the class-
room, adding new materials if necessary.

Together with your team members, set rea-
sonable limits and agree on the rationale you
will use to explain these to the children. There
are many issues children must sort out before
they can interact smoothly with others and with
their surroundings. This learning process will be
easier if adults send them clear, consistent mes-
sages in certain areas. Some examples of limit-
setting:

“No running in the classroom. You can run
outside where there is more space and there are
fewer sharp edges.”

“I can’t let you hit the children or throw
things because someone might get hurt.”

“The bus driver cannot start the bus until
you are sitting in your seat. This will help to
keep you safer if she has to stop suddenly.”

Model ways of interacting with materials
and people for children, Children learn by ex-
ample. If you are respectful of their individual
needs and the materials in your room, they are
likely to imitate you. For instance, before leaving
an area where you are working with children
you could say, “I'm changing my plan to work in
the block area but first I'm going to put the mod-
eling dough back on the shelf.”

Plan for transition times, Children learn
best when they are actively involved. If they
have long waits between activities, they are apt
to be bored or frustrated and may fill in the gaps
with troublesome behavior: fidgeting, fighting,
teasing, or just staring off into space. Reassess
your schedule to see if you can reduce the time
spent in transitions. When a period of waiting is
unavoidable, plan ways to keep the children ac-
tive. For example, plan group fingerplays and
songs and allow children to leave the group one
or two at a time to wash their hands or to get
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their snack; give children responsibility for
things they would otherwise have to wait for
you to do, such as pouring the juice or passing
out lunchboxes.

Respect and plan for the different abili-
ties, interests, and pacing levels of each child.
Children will quickly misbehave if they are al-
ways made to do the same thing, in the same
way, at the same time. Talk with team members
about the differing needs of each child in your
classroom. How can you allow each of them to
work in the ways that fit them best, within the
curriculum framework?

Prevention techniques will reduce manage-
ment difficulties in the classroom greatly, but
will never totally eliminate them. You will still
have to intervene often to help children use ma-
terials appropriately and resolve conflicts with
other children. Below are some on-the-spot
techniques to handle common management
problems.

On-the-Spot Management
Technigues

Intervene immediately to stop behavior
that is unsafe or destructive. When children are
fighting with others or destroying classroom ma-
terials, adults must immediately take action. If
children are hitting one another, it may be neces-
sary to physically separate them to calm them
down. Intervening immediately sends a clear
message that it is not all right to hurt others or
destroy materials.

Use language to identify children’s feel-
ings and concemns. “Pia, [ can see it upsets you
when you want to use all the blocks and other
children want to use them too.” Sometimes a sim-
ple acknowledgment of a child’s feelings is all
that is needed to move him or her toward a reso-
lution of a problem.

N

Which On-the-spot
Strategies Is the
Adult Using Here?

[Four-year-old Alicia is
working at a letter match-
ing game on the com-
puter Katie, another
child, comes up bshind
her and starts to observe.
Katie asks Alicia if she
can join her, but Alicia re-
fuses, saying it's her turn.
Katie waits several mir-
utes for a turn at the corn-
puter, and when Alicia
goes off to the block area,
Katie takes her place
After a few minutes, Alicia
returns to the computer
area and stands behind
Katie, looking very dis-
tressed A teacher ap-
proaches Alicia |

Teacher Alicia, you
look very sad

Alicia: | want o work
on the computer again.

Teacher: You could
ask Katie if you can work
with her.

Alicia to Kate  Can |
do the computer with you?

Katie No!

Teacher to Alicia It
looks to me like you're not
going to have a turn on
the computer now What
eise could you do?

Alicia Read a book
with you.

{The teacher and Ali-
cla read together in the
quiet area. Later, in ther
team meeting, the teach-
ers dis¢uss what hap-
pened between Katie and
Alicia and plan to follow
up ]

Teacher- Tommorrow,
at planning time. why
don't we rermnind Katie and
Alicia of what happened?
I can ask them if they
might want to plan a way
that they could work to-
gether at the computer a
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Conflicts between children can be opportunities for learning and problem
solving if adults encourage children to verbalize feelings and think of
potential solitions.

Ask children to put their own feelings and
desires into words. After calming children in-
volved in a physical conflict, adults should en-
courage them to verbalize their concerns: “Keith,
tell Bob it makes you angry when he knocks over
your blocks.”

Ask children to think of their own solu-
tions to a perceived problem. “Christopher, |
can tell you're excited about these small-group-
time materials. Since clean-up time is very close,
let’s think of a way you can use them tomorrow.”

Give children choices only when they are
truly options. Saying to a child “In five minutes
it will be time to clean-up, O.K.?” leaves you
wide open for her to reply, “No, I'm not done
playing yet.” Instead, be clear in your expecta-
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tions: “In five minutes, clean-up time will start.
Then we can get ready for recall time.”

Avoid language that passes judgment on a
child. Telling Jessica, “It’s not nice to cut the
doll’s hair. I can’t trust you with the scissors” can
lower her self-esteem and does not help her see
what things she can cut.

When you stop behavior that is unaccept-
able, explain the reasons to children. In the pre-
vious example, you can instead say, “Jessica, |
can see you want to cut. The doll’s hair is not a
choice for cutting because it won’t grow back
and tomorrow no one will be able to comb it.
Let’s look together in the art area for some things
you can cut.”

Before stepping into a situation, decide f
children can settle things without your help. As
children mature developmentally and gain more
experience in resolving conflicts, they will begin
to fiad their own solutions to problems. A recent
example from our demonstration classroom oc-
curred when two children were fighting over a
purse. Another child stood in between them, put
her hands on each of their shoulders and said,
“Let me help you solve this problem.”

Using the above strategies patiently and
persistently will create a climate in which
children develop inner controls and learn to
approach conflicts with others with a problem-
solving orientation. Having such a clearly de-
fined framework for child management also
helps teachers and caregivers gain distance
and a sense of control as they handle conflict
and disruption. =
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Michelle Graves
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Dealing With a Difficult Child

he High/Scope Curriculum recom-

mends a preventive approach to child
management in which team members work to
avert management problems by creating a sup-
portive classroom environment and an orderly
daily routine. When prevention fails, we advise
adults to help children resolve their own con-
flicts and frustrations through problem solving
rather than through adult-imposed control or
punishment. The goal of this approach is to help
children become aware of how their own actions
affect others and of how the choices they make
can help them overcome difficulties and conflicts.

While this approach enables most children
to function fairly smoothly in most early child-
hood settings, sometimes staff find themselves
spending a disproportionate amount of time
dealing with the problems created by one or two
“difficult” children. When faced with one child’s
severe behavior probleins, they often ask them-
selves whether they, as program staff, are the
“real problem.” They may first try to lessen the
child’s troublesome behavior by altering the en-
vironment, but when such efforts fail repeatedly,
they may wonder whether the child needs an en-
tirely different approach.

Each “difficult child” is a different individ-
ual, and we don’t claim to have answers for
every child; however, we have dealt successfully
with such problems in the High/Scope Demon-
stration Preschool. Following is a description of
one such difficult situation we experienced and
the process the staff went through in coping
with it.

Jeremy (the name is fictitious) was 314 years
old when he entered our program. We soon no-
ticed that when Jeremy could not have exactly



what he wanted, he would react violently: biting,
kicking, screaming curses, throwing things, and
occasionally making a “mad dash” out of our
classroom space. These outbursts, which oc-
curred once or twice each morning, were so se-
vere and disruptive that it often took 1045
ninutes of a staff member’s time to calm Jeremy
down.

During the next few months of school,
much of our time together as a team was spent
in discussions about Jeremy. Here are some of
the strategies we developed for dealing with him.

We took turns being the adult who
stopped the behaviors when they occurred—
spreading this difficult task around helped us be
more patient with Jeremy. Even tlough we
wanted Jeremy to develop inner controls, it was
usually necessary at first to physically supply
the control that Jeremy lacked. For example, we
would separate Jeremy from the person being bit-
ten or the object being thrown, and we would
hold him inside the classroom when he tried to
run out. As we held Jeremy, we would calmly
and patiently explain why we could not let him
do what he was doing, labeling the feelings that
we thought were causing the behavior. In re-
straining Jeremy, we tried to avoid sending
mixed messages. For example, if the adult spoke
in a calm voice but her body was tense as she
held him, Jeremy might not feel that we were
confident that he would learn to control his own
behavior.

We made an effort to spend time with Jer-
emy during his calmer moments, playing next
to him or describing his behavior and the posi-
tive reactions he was getting from other children:
“When you built together with Sally today, the
house you made was big enough to fit three peo-
ple inside.”

We recorded our observations of Jeremy.
We kept track of the frequency of his outbursts

~
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Managoment
Strategies for
“Problem™ Behavior

¢ Take turns with other
team members in dealing
with child's problem be-
havior

¢ When child’'s behav-
ior gets out of control,
stop the tnapproprate be-
havior. physically supply-
ing the contro! the child

lacks while calmly explain-

ing the reasons why the
behavior 1S unacceptable
Describe and 1abel the
child's feelings it he/she 1s
unable to describe them

¢ Convey your conti-
dence that the child will
iearn to control hisfhar be-
havior

¢ Duning the chids
calmer moments. play
and talk with hvm or her

¢ Record observations

of the child, and look for pat-

terns in his/her bahavior

¢ Use the datly routine
as a vehicle tor helping
the child control hisiher
behavior

e | ook tor ways to en-
courage the child to take
responsibility tor his/her
behawvior

¢ Help other childre:n
In the classroom under-

stand and label ther reac-

ttons to the child who 1S
disruptive

¢ Involve the chid's
parents in the team’s ef-
fort to find ways 10 f=al
with the chiid

¢ Set a ime Imit cle-
cide N advance when
the team will re-evaluate
the situa.ion and how
long they will endute
the sttuation f there s no
unprovement

¢ ook for help rom
outside agencies iand
communily volunteers  w
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and lookec for patterns: Did the problems tend
to occur at certain times of the day? Were they re-
lated to changes in the classroom routine? Much
later in the year, with the help of his family, we
kept track of how much he was sleeping and
what kinds of foods he was eating.

We used the daily routine as a vehicle for
helping Jeremy control his behavior. If Jeremy
refused to do something that the group was doing
(such as clean up after work time) we could re-
mind him of the many choices that would be pos-
sible at other parts of the routine. “It's time to for
you to clean up and get your jacket on, but when
we get outside, you can decide what you want to
play with there.” When Jeremy understood the
schedule better, he was sometimes able to cope
more appropriately with frustration.

We tried to help the other children under-
stand their own feelings about Jeremy in the
classroom and the ways they could deal with
his unpredictable behaviors: “I know it scares
you when Jeremy comes close to you. Tell him:
‘It hurts me when you try to bite. Stop it.””

We looked for ways for Jeremy to take re-
sponsibility for his behavior. For example,
when he pulled the arms out of a doll, we helped
him find a way to repair it before he chose an-
other activity.

We involved Jeremy’s parents in the pro-
cess of finding ways to deal with him. This was
perhaps the most difficult part of dealing with
this situation. We tried to balance our reports on
Jeremy’s problem behavior with some positive
comments. It took several meetings and phone
calls before the parents realized that we were not
passing judgement on them. Once they trusted
us, they were able to provide us with a great deal
of support, both by continuing our classroom
management strategies with Jeremy at home and
by telling us about outside stresses that might be
affecting Jere.ay’s bohavior in preschool.
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Foavond being overivhelmed by the problems created by a disruptive child,
team members may plan to take turns dealing with the child. Another
helphdd strategy 15 o dectde i advance when the team will re-cvaluate the
sthudhan.

As a team, we talked about and set time
limits (for example, “We'll try this for three
weeks. If we don't see any improvement, we
will.. ). Knowing that we wouldn’t have to en-
dure the situation indefinitely helped us over the
rough spots with Jeremy. We anticipated that we
might have to repeat our management strategies
many more times with Jeremy than we have to
with most children before we would see results.
However, we didn’t want to spend so much time
and ettort on Jeremy that the rest of the class suf-
tered or that staff members got burned out.
When we felt stretched (along around week
three) we looked to community resources for
support. We contacted a local Foster Grandpar-
ent Program and accepted volunteer workers in
our classroom. They helped with the other chil-
dren so staff members could spend more time
dealing with Jeremy. We aiso asked a social
worker from the local social services department
to observe in the classroom. She gave us some
much-needed encouragement by confirming that
we were on the right track with Jeremy.

- e
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As it turned out, our patience and persis-
tence with Jeremy were eventually rewarded.
Slowly, Jeremy’s development progressed; as he
grew older, the techniques we were modeling
gradually became a part of him instead of some-
thing that came from us. He hit others less often,
used language more often to describe his anger,
and he stopped running out of the classroom.

Reflecting on this experience, we realize
that we used the same basic strategies with Jer-
emy that we use with most children, but we
used them with more intensity, frequency, and
patience. We're glad that we did not “throw in
the towel” too early and we believe that the pa-
tience we displayed helped Jeremy find control
within himself. We realize, however, that such ef-
forts are not always successful. If we had felt that
all involved were losing too much by continuing
in the situation, our next step would have been
to help Jeremy’s parents find a more appropriate
placement for him. =



Multicultural Education:
What It Is, How to Do It

raditionally, multicultural education by

has been considered most relevant for Bonnie Lash Freeman
classrooms serving cultural and racial minority and
children. But we at High/Scope believe that a Marilyn Adams Jacobson

deepened awareness of culture is a valuable ex-
perience for all children, particularly those who
live in markedly homogeneous or culturally iso-
lated settings.

If multicultural education is for all children,
then what is it? It is the adult’s active awareness
of opportunities to support and extend children’s
experiences as they participate in their own cul-
tures and learn about the cultures of others. Our
definition of culture is everything that makes up
the lifeways of a people—their arts, beliefs, cus-
toms, values, and the products of their work and
thought. Culture includes the past—the history
and traditions of a people—but the present is
just as important. Culture is dynamic and ever-
changing.

Effective multicultural education is also
developmentally appropriate: at the preschool
level, it is not the study of exotic cu’tures, histori-
cal events, and artistic achievements far removed
from the child’s everyday experiences. Multi-
cultural education is not a set of curriculum
"add-ons”—special activities, or posters and arti-
facts arranged in an “etl.nic corner” of the class-
room, center, or home. Instead, it is a perspective
that is embedded in everything we do. As with
all activities in the High/Scope Curriculum, we
recommend that adults encourage cultural learn-
ing by starting with children’s direct experi-
ence—the people, ways of living, and physical
surroundings ot cach child’s home and commu-
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A Multicultural
Classroom

Here are some ideas
for arrang! 1g and equip-
ping a cla ssroom. day
care home, ot center to
reflect a multicultural
perspective

+ Consider the major
themes of the culture of
the community. For ex-
ample, a classroom in a
tarming community may
contain several sets of toy
farm animals, agricultural
tools. and toy barns In
cultures where home life
1S central, the house area
might be especially 1arge.
for example. in a New
York classroom serving
many chidren from
Puerto Rican back-
grounds. the house area
included a bedroom, liv-
ing room. and kitchen In
addition. because music
was a central part of
many of these children’s
home fives, the musiC
area was incorporated in
the house area

* Provide low wall
space in each area for
the display of children's
art work, family photos,
and pictures of various
scenes from everyday
lite: different kinds ot
homes, modes of trans-
portaticn, work settings.
child care settings. and
family scenes Such pic-
tures can stimulate con-
versation and role play
they show things that are
familiar ot moderalely
novel

¢ Visit children’s
homes or talk with fam-
ily members to see If
your materials and role
play prop- reflect the
children's lives. For ex-
ample. ateaching teamn
Calforma learned from
home visits that many par-
ents were professionals
who traveled a great deal
The team decided to in-
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nity. Our approach to culture has five broad
goals:

1. To strengthen the child’s positive sense of
identity as a member of many different groups
(family, class, culture, linguistic group, race, gen-
der).

2. To develop the child’s social competence
(the ability to accept the points of view of others,
express feelings appropriately, resolve conflicts
with others, care for one’s own needs, show con-
cern for others, work cooperatively to meet a
common goal).

3. To develop the child’s ability to communi-
cate in standard English and to maintain his or
her home language or linguistic style; to develop
the child’s appreciation of linguistic differences.

4. To broaden the child’s cultural experi-
ences and to develop re: mect and appreciation
for differences among people (speech patterns,
appearance, lifestyle, and ideas).

5. To work toward effective and reciprocal
relationships between home and school.

The following strategies for team planning
and teaching will help you achieve these goals.

Team Planning for a Multicultural
Program

Here are some ways team members can en-
hance their program’s multicultural perspective:

* Develop team members’ own multicultu-
ral awareness and sensitivity. Each team mem-
ber can start by examining his or her personal
background and attitudes and exchanging these
insights with other team members. For example,
the team might choose a theme, like religion, gift-
giving, or personal achievement, and discuss
how that theme is expressed in their families and
in the communities in which they were raised.
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corporate a variety of
suitceses 1n their house
area. The suitcases
sparked a great deal of
role play based on the
children’s experiences
with their parents’ com-
ings and goings

« Evaluate the books
in the ciagssroom for
their multicuitural con-
tent. Do you have books
that reflect children’s im-
mediate lifestyles? The
ethnic make-up of their
families and communi-
ties? Is there a balance
between "make-believe”
and contemporary stories
of everyday ife? Are men
and women shownn a va-
nety of roles? Are there
some books written in the
home languages of all
your children, and if possi-
ble, some bilingual books
that use English with each

Team members can develop their own multicultural awareness and
sensitivity by examining their personal backgrounds and attitudes and
sharing their insights with team members.

» Study the children in your own class- of the home languages?
room to become aware of the various cultures « Perlodically reas-
and communities represented, and therefore the sess your materlals to

) . accommodate new chul-
wide range of experiences your program should dren and new themes in

be supporting and extending. As you consider chidrens lives

the children your program serves from a cultural
perspective, avoid the one-dimensional view of
culture that only looks at broad ethnic, linguistic,
and religious groupings, ignoring the many
other facets of people’s lives that make up their
cultures.

* Take advantage of the unique back-
grounds of team members as you plan for indi-
vidual children. For example, a team member
who knows the home language of a new child
can help to orient that child.

» Examine the teaching team'’s division of
labor to avoid cultural or gender stereotyping.
All team members—whether teachers or aides—
should work directly with children. Many house-
keeping tasks can be rotated among team
members. Male team members should not be ex-
empt from diaper-changing, just as female team

e
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members should change light bulbs when
needed.

® View parents as team members and in-
vite them to serve as volunteers and resources
in the classroom. For example, in one preschool,
a mother whose hobby was spinning wool
shared this with the children. The staff helped
her plan ways to actively involve children in her
demonstration, such as having them touch and
smell the fleece and take turns pedaling the spin-
ning wheel.

» If in doubt about a cultural observance
or ethnic term, ask a parent what is appropri-
ate. (To a Japanese parent: “Which term would
you prefer we use to describe your family, Orien-
tal, or Asian?”)

* When planning any holiday or birthday
observances, make sure that your recognition
of the occasion is acceptable to all families. For
example, send a note home with children to out-
line tentative plans for Easter egg dyeing and a
special snack-time in which children will taste
and discuss Passover foods. Ask parents for
feedback and invite them to participate. It's im-
portant to inform parents about all such occa-
sions. Some parents may even object to birthday
parties.

Teaching Strategies: Providing
Multicultural Experiences

When providing learning experiences that
have a cultural dimension, we recommend using
the same general teaching strategies that apply
to any developmentally appropriate activity.
Start with a concrete experience that grows
from the child’s own interests, encourage the
child to represent the experience, help the child
build upon and extend the experience, and in-
vite other chiidren to share in or contribute to
the activity. In each stage of the process, provide

t:0)



Learning about the immediate community and neighborhood of the
proxrant is ¢ meaningful cultural experience for preschoolers.
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choices so that each child can shape the activity
to his or her personal interests. For example,

At small-group time, Christian carefully
arranged his wooden cubes and tapped on them
with two 4-inch cuisinaire rods as he sang “La
Bamba.” When the teacher questioned him, she
found out that he was imitating something he
did at home—playing his drum set along with
the stereo. The teacher asked Christian to bring
in one of his drums and his record to show the
children at circle time the next day. She also
brought in a collection of drums (bongos, a
rubber-headed tin can drum, several oatmeal
boxes, and an African pressure drum). After the
children had experimented with them together,
she set the drums out in the music area along
with a cassette containing a variety of musical
selections.

Here are some other teaching strategies:

* Encourage children to share information
about their families and friends. Select a gen-

il
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eral theme (family members, children’s homes,
holiday foods, parents’ occupations, vacations,
etc.) and ask children to share personal experi-
ences in that area in some way (by discussing
them; through photos or drawings; or by bring-
ing in objects from home). Compile and display
these items, if possibie.

» Approach holidays from the child’s
point of view. In planning holiday activities ask
yourself these questions: Am [ starting from the
child's perspective? Will children be actively in-
volved and making choices? Am I focusing on
the process or the product? For example, one
teaching team planned a Christmas performance
that required children to memorize lines and to
wait for long periods of time while other chil-
dren rehearsed their parts. When the children
became bored, restless, and disruptive, the teach-
ing team realized the activity was not develop-
mentally appropriate.

* Plan field trips in the immediate com-
munity and neighborhood of your program.
Remember, “good things come in small pack-
ages”’—that is, meaningful experiences come
through short walks rather than elaborate expe-
ditions. Take children to a classmate’s home to
see a baby sister, to wash the doll clothes at a
nearby laundromat, to a gas station, to the local
deli.

Remember, at the preschool level, cultural
experiences should start with the familiar, or
moderately novel, and work from there. This
philosophy not only will result in developmen-
tally appropriate activities, it also will provide
children with a deeper understanding « f their
own cultures, and those of their classmates, than
can be presented in preachy speeches, glossy
posters, or prepackaged lessons. m

62



“Special” Children: Building on
Their Strengths

Nine children are playing with paper, dif- by
ferent-sized bits of plastic foam, and glue during ~ Mark Tompkins
small-group time at the High/Scope Preschool.
Observing carefully, the teacher notices that the
children are all using the materials in c'ifferent
ways: four of the children are stacking the plas-
tic foam pieces and then gluing them together to
make an “apartment building”; others are glu-
ing the pieces one by one on colored paper. One
child who is clearly working at a different level
is Stephen. He is playing with the glue bottle,
squeezing it and turning it upside down. As the
glue oozes out, Stephen touches it and spreads it
on his hands.

t the heart of the High/Scope Curricu-
lum is the concept that educational ac-

tivities should be attuned to each child’s level of
development. In the above example, children’s dif-
ferent developmental levels are expressed in the
variety of ways they use the same materials. Ste-
phen, a 4-year-old with special needs, plays with
the glue in a way that is usually typical of chil-
dren two or three years younger.

Though Stephen came to the program with
a diagnostic label-—Down syndrome—this diag-
nosis is not the major factor guiding tie teacher’s
responses to Stephen. She is more interested in
what Stephen can do and how he dees it than in
what he can’t do. She is constantly looking for
ways to expand Stephen’s experiences and sup-
port his development. She focuses on Stephen’s
strengths and interests rather than on his
weaknesses.

We believe the High/Scope Curriculum is
appropriate for children who, like Stephen, have
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special needs. In this article, we'll use the exam-
ple of Stephen to show how we apply our devel-
opmental approach with these “special” children.

Strengths of the Developmental
Approach

Teachers and trainers who use the High/
Scope Curriculum are frequently asked about
the program’s appropriateness for handicapped
children. Such questions often stem from the
belief that a curriculum emphasizing child-
initiated activities may not provide special-needs
children with the carefully monitoured, structured
experiences they need to compensate for their
disabilities. In this compensatory approach, the
teacher directs each child’s experiences based on
what the child can’t do.

While a deficit-oriented approach may be
successful in building skills in narrowly detined
areas, we believe that it can also create problems.
Skills learned through highly structured exer-
cises may be “splinter skills” that the child can’t
apply in any meaningful way. For example, a
child who is not really ready for reading may
learn to read the word stop on a worksheet, if he
is drilled on it repeatedly. However, he may then
be unable to recognize the same word when he
sees it on a stop sign. Another problem with the
deficit-centered approach is its failure to accom-
modate the child’s own interests. When children
are repeatedly asked to perform tasks that seem
arbitrary to them, they may lose interest in
school or become passive and overly dependent
on the teacher.

Years of experience working with handi-
capped children has shown that a develop-
mental approach can prevent many of these
problems and can create effective learning envi-
ronments for many such children. When seen
from a developmental perspective, many of the

4



Writing Meaningful IEPs

Federal law requires school staff
working with special-needs children
to develop an Individualized Educa-
tional Plan (IEP) that documents the
goals and objectives for each child as
agreed upon by teachers, health pro-
fessionals, and parents. Writing an
IEP can be a difficult task for develop-
mentally oriented teachers, who tend
to teach spontaneously, building
upon the child’s initiative rather than
carrying out a structured lesson plan.
If the task of IEP-writing is defined in
terms of highly structured teaching
tasks and rigid timetables, it becomes
so incompatible with a developmen-
tal approach that it may seem like a
meaningless formality.

Writing an IEP does not have to
be a frustrating exercise in paper-
shuffling, however. Here are some
practical hints for making your
IEPs easier to develop and more
meaningful:

State your IEP objectives as
broadly as possible to provide flexi-
bility. Use the High/Scope key expe-
riences as the basis for your
objectives. For example:

Objective—David will investigate
and describe the attributes of things.

Materials—Equipment and objects
i each of the six areas of the room.

Compare this broad objective
with such narrow goals as

Objective—David will sort and
name shapes with 90% accuracy.

Materials—Attribute blocks, flash
cards.

Integrate basic curriculum goals
(for example, increased self-reliance
and independent problem solving)
with specific goals for that child (for
example, improved coordination in

the right hand): Jeremy will unzip ard
hang up his coat every morning without
help.

Tie your objectives into the nor-
mal routine of your day. Example:
Margarita will indicate a plan every day
during planning time and will work on it
for at least 5 minutes. Remember, activ-
ities that require a range of skills and
relate to a child’s interests are more
likely to result in learning that trans-
fers to “real life” than drills focusing
on narrow skills whose purpose the
child does not understand.

Integrate activities prescribed
by therapists within the natural con-
text of your day. Example: Ahmed will
reach with his atrophied arm to a high
shelf during work time. Adults will place
materials he often chooses to use on the
top part of the shelf so he will have to
reach to get them.

State objectives in terms of
groups of materials, not in terms of
specific sets of materials. For exam-
ple, instead of Monique will sort and
match the attribute blocks by shape and
color, try Monique will put away the ma-
terials she has just used, sorting the ob-
jects as needed by their functions, shapes,
and sizes, and matching the objects to the
labeled containers and shelves where they
belong. The important goal is to en-
courage Monique to put things away
and in the process to classify, sort, and
match objects. Limiting her learning
experiences to a specific group of ma-
terials might be counterproductive—
we want Monique to use her develop-
ing skills in a variety of settings.

The above suggestions are in-
tended to help you develop 1EPs that
enable everyone—teachers, parents,
health professionals, and child—to
work together toward common
goals. =
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needs of a handicapped child are not so abnor-
mal because they often reflect the normal needs
of an earlier developmental period. Since the cur-
riculum focuses on children’s strengths, adapt-
ing to the needs of these special children is not a
novel demand. Furthermore, there are some qual-
ities shared by children at all levels—all children
need choices, consistency, freedom to play, and
opportunities for warm relationships with adults
and other children. These universal needs are
often neglected when teachers focus heavily on
the “need to remediate.”

For some teachers of special-needs children,
a shift to the High/Scope approach may mean a
rethinking of their teaching styles. The curricu-
Jum requires them to plan a rich environment
that offers many choices, to observe carefully to
discover children's strengths, to learn how to
enter children’s play without directing it, and to
become aware of the learning that is occurring
during these activities.

This approach to teaching may be difficult
to learn—it is hard for teachers to give up the
sense of control that comes from directing
children’s learning. However, many teachers
working with special-needs children find that it
is actually easier in the long run than directive
teaching. When children are allowed to choose
their ownr activities, it becomes easier to identify
their developmental needs. In addition, man-
agement problems are reduced. And the greater
confidence, competence, self-control, and inde-
pendence that children develop in this approach
makes the teacher’s role more rewarding.

Stephen:
How This Approach Worked for
One Special-Needs Child

Now that we’ve outlined our philosophy
for working with special-needs children, we'll
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Rather than plan highly sire ed tasks to remediate this child's
disability, the caregiver focuses on broad developmental needs-—in this
vase, the child's need to wse her expanding language abilitics in the
context of a game she enoys.

show how this approach was applied by continu-
ing with the exampl~ of Stephen, the child with
Down’s syndrome who was introduced earlier.
Stephen was 414 years old when he entered
the High/Scope Preschool. Before he started,
one of the teachers visited his home and Stephen
and his family visited the classroom. Together,
Stephen'’s parents and the teachers decided on
two major goals for Stephen: increasing his
positive interactions with other children and
adults and developing his language skills. It is
important to note that the teachers did not see
Stephen'’s verbal and social capacities as deficit
areas, but rather as broad areas of development
in which he was readv to make some advances.
In the early part of the year, Stephen spent
much of his time freely exploring the different
materials and areas in the classroom. He enjoyed
playing with the materials, but rarely stuck with
anything, for very long—he tended to flit from

B!
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Room Arrangement
Checklist for Special-
Needs Chlldren

Sometimes moditica-
trons 1N your room ar-
rangemart can help
children with handicaps
use the classroom more
independently Here are
some suggestions

0 Keep boundaries be-
tween aredas open enough
so that children with
wheelchairs or walkers
are not obstructed as they
move from area to area

I Pad the edges and
backs of shelves and ta-
bles so that children with
mobility or visuai im-
parrments won't get hurt
from trequent bumps.

0 Accent the divisions
between work areas by
using different colored
carpet in each area or by
laying down tape bound-
ares

0O Provide a partially
enclosed area where eas-
lly cistracted children can
go to ptay quietly or to
calm down

0 Make sure that
many of the spaces
where maternals are
stored are labeled with
real objects (a Lego
taped to the outside of the
appropriate container. for
example) so that they are
easity understood by chil-
dren who are not able to
use more abstract repre-
sentations Textured ia-
bels (made of sandpaner
or felt, tor example) can
be helptut for children
with visual impairments

{1 Don't move things
without explaining the
change to chiidren -or
better yet. et them help
you make the change
Consistency in the enyi-
ronment 1£ very important
if children are to use the
matenals effectively
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area to area, emptying the shelves of toys and
materials as he moved through the classroom.
When he was absorbed in what he was doing, he
demanded little attention from the aduiis or his
classmates. Hi wever, his lack of language and
social skills made it difficult for him to play near
other children who were using materials he was
interested in playing with.

It svon became apparent to staff that they
had to create situations in which Stephen would
need to use language and would be motivated to
play next to others. These two goals appeared to
be closely related: the teachers had observed that
as Stephen'’s ability to use language increased, so
did his positive interactions v/ith others. Follow-
ing are some of the strategies they used:

¢ As Stephen worked with materials, the
teachers described his activities for him. This en-
abled him to attach language to what he was ex-
periencing without the pressure of answering
questions.

* At planning time, Stephen did not at first
indicate a plan, but would simply go to the area
he wanted to work in. The teachers would fol-
low him there and verbalize his plan for him by
talking about some of the things he might want
to do there. As the year progressed, he began to
use one- or two-word phrases to describe what
he wanted to do. The teachers would then repeat
back what he said. Some other planning strate-
gies that eventually were effective for Stephen in-
cluded asking him to point to the area he planned
to work in, asking him to bring something he
was planning to play with to the teacher, or ask-
ing him to choose photos of materials he wanted
to work with.

* The teachers made an effort to familiarize
Stephen with the daily routine, as they did with
all the children. They felt that if he understood
the sequence of events, he could cope more eas-
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ily with transitions and changes throughout the
day. In the early part of the year, the teachers
planned that one adult would always be near
Stephen during a transition to help keep him on
track. The adults frequently reminded Stephen
of the order of events by showing him a chart
that had pictures of each part of the routine in
sequence.

¢ To help with the transitions from work
time to clean-up time to recall time, the adults
also capitalized on Stephen'’s involvement with
materials. They encouraged Stephen to set mate-
rials he had worked with or things he had made
in a special pile close to the table where he
would be at recall time. At recall, he would show
the materials to the other children and the teach-
ers would help him describe or act out what he
had done.

* The teachers helped Stephen “talk” to his
classmates by «peaking for him. For example,
when Stephen grabbed for a strainer that an-
other child was playing with, the teacher inter-
vened, saying: “Stephen is trying to show you
that he wa. *s to play with your strainer.”

The te..chers talked with Stephen'’s parents
daily about what was going on in school. Their
familiarity with the program made it easier for
Stephen’s parents to talk with him about school
experiences and to follow through on classroom
strategies at home (for example, by establishing
a consistent home routine and by labeling toy
shelves so that he could put his own toys away).

Over time, the teachers noticed that Ste-
phen used materials for longer periods of time,
increased his lansuage production, and was
more and more interested in playing with other
children. He learned the names of the materials
and the areas, and spontaneously began to use
phrases like “More juice, please” and “Play with
markers.” Increasingly, Stephen used language

I3
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0 Consider removing
small objects if you have
children who might swal-
low them.

0 Don't just put new
materals on the sheif in-
troduce them in small-
group experiences so that
children can experience
them first in a protected
setting

0O Provide plenty of ma-
terials that children can
manipulate over and over
again. for example, plas-
tic plumbing pipes or
large nuts and boits
Often such objects be-
come favorites of the
young handicapped child
because they have seen
them at home, they can
be put together and rear-
ranged in a varety of
ways. and they are smpie
to use

0O As you do with all
children in your group.
observe the handicapped
chitdren caret iily to see
which matenials are appro-
priate for and interesting
tothem. »
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to get the other children’s attention, rather than
grabbing, pushing, or otherwise using his bedy
to get his way. As his social behavior becamre
more appropriate, the other children accepted
him as a playmate, often inviting him to play
with them.

Clearly Stephen made significant advances
toward the language and social goals the adults
set early in the year. Stephen was able to make
this progress because he found himself in an en-
vironment where his strengths were recognized,
where his uniqueness as a child was supported,
and where he was accepted as a friend by many
children. =
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Key Experiences for
Child Development

Key Experiences: Keys to Supporting Preschool Children's
Emerging Strengths and Abilities — Mary Hohmann

Communication: Why It's So Important in the High/Scope Curriculum
— Bettye McDonald

Right! Young Children Can Write! — Jane Machr
Math Learning: Making It Happen Naturally — Sam Hannibal
Movement Experiences: Needed, But Neglected — Phyllis S. Weikart

Music and Movement Throughout the Daily Routine
— Ruth Strubank

f a set of beliefs about how children learn and how adults sup-

port learning form the process of the High/Scope approach, then

the content is provided by the High/Scope key experiences.
These experiences are not viewed as a set of specific topics and learning
objectives; instead they are seen as generic processes that children experi-
ence repeatedly in the natural course of their daily lives. Together, the key
experiences define the kinds of knowledge children ! the preschool years
are acquiring as they interact with materials, people, and ideas.

As Mary Hohmann explains in the opening article, the key experi-
ences are activities that young children naturally engage in. The role of
early childhood staff is to create an environment in which these develop-
mentally important activities can occur and then to recognize, support,
and build upon them when they do. The key experiences are divided
into nine categories: social development, representation, language, classi-
fication, seriation, number, space, time, and physical development. The
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chapter does not cover the key experience categories comprehensively,
but instead discusses a few key experience areas in depth. Addrassing the
early childhood field’s ongoing concern about the foundations of aca-
demic learning, selections by Bettye McDonald and Jane Maehr explore
the development of language and literacy, and an article by Sam Hannibal
discusses the beginnings of mathematical thinking. The development of
movement skills, one of the most active areas of curriculum development
for High/Scope in recent years, is highlighted in the concluding pieces by
Ruth Strubank and Phyllis Weikart.
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Key Experiences:

Keys to Supporting Preschool
Children’s Emerging Strengths
and Abilities

he key experiences are at the heart of by

the High/Scope Curriculum’s under- Mary Hohmann
standing of young children. What are they? How
can they influence adult behavior in early child-
hood settirgs?

The key experiences (listed in the side col-

umns on pages 64-68) are a series of statements
describing the social cognitive, and physical de-
velopment of children from the ages of 2V2to 5
years. Each statement highlights an experience
that is essential for the development of the
fundamental abilities that emerge during the
preschool years. Taken together, the key experi-
ences provide a detailed picture of the typical
actions of young children and the kinds of
knowledge they are involved in constructing.
Adults use the key experiences to guide them
in observing, understanding, and supporting
children’s interests and emerging abilities.

How Are the Key Experiences
Organized?

The key experiences are organized around
(1) social development; (2) representation and
language; (3) classification, seriation, number,
space, and time; and (4) physical development.

Social development. Through these key ex-
periences children develop a sense of initiative,
confidence, and trust in themseives and others.
These key experiences support children’s intense
desires to interact successfully within a social
context: “I know what to do!” “I'll show you.”

3
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High/Scope
Preschool
Key Experiences

The High/Scope key
experiences are central
to young children's devel-
opment They occur most
often in active learning
situations in which chil-
dren have opportunities
to make choices and deci-
sions, man,pulate mater-
als. use language in
personally meamngtul
ways, anc receive appro-
priate acult support and
guidance

Social development

¢ Making and express-
ing choces, plans, and
decisions

« Recognizing and
solving problems

* Expressing and un-
derstandiny feelings

« Taking care of one’'s
own needs

* Understanding rou-
tines and expectlations

» Being sensitive to
the feelings, interests,
needs. and backgrounds
of other persons

« Building relationships
with childrer and aduits

¢ Creating and expern:-
encing collaborative play

* Developing strate-
gres for dealing witn social
confict

od o Supportig Young Learners

“Let’s both have the paint, okay?” “That boy’s
sad ‘cause he wants his mom.”

Language and representation. The lan-
guage key experiences encourage childien to talk
about what they are doing, what they feel, and
what they want—in their own words. When chil-
dren use their own words to describe their expe-
riences and feelings, even if it is a struggle, they
are more conscious of their discoveries and bet-
ter able to apply them in future situations than if
an adult speaks for them. The representation
key experiences serve the same function as the
language key experiences; representation helps
children remember, re-enact, and apply what
they know. In this sct of key experiences, how-
ever, children recall and interpret their experi-
ences through their pretend play, drawings, and
paintings, and by making modcls out of blocks,
clay, wood, etc.

Classification, seriation, number, space,
and time. These key experiences provide chil-
dren with hands-on opportunities to work with
and understand the relationships among things
in their world: how things are the same or differ-
ent; how things compare to each other; where
things are in space and time; how to use things
to make other things happen. By finding out
about the things in their world and how they
work, children gain a sense ef control over thera-
selves and their environment. '

Physical development. Through these key
experiences, children move in a variety of ways,
developing coordination, body awareness, and a
sense of physical enjoyment, which in turn sup-
port their social and cognitive growth.

Careful observers of young children recog-
nize where the key experiences originate—with
the children themselves! This is why we say they
are developmentally appropriate. Rather than
impose adult-set goals on children, the key expe-
riences identify the kinds of activities young chil-
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Representation

* Recognizing objects
by sound, touch, taste,
and smell

vid
1

. 1

¢ Imitating actions and
sounds

« Relating pictures,
photographs, and models
to real places and things

* Role-playing, pre-
tending

+ Making models out
of clay, blocks, stc.

+ Drawing and painting

Language

« Talking with others
about personally meaning-
ful experiences

» Describing objects,
events, and relationships

* Having fun with lan-
guage rhyming, making
up stories, listening to
poems and stories

« Writing in various
ways (drawing. scrib-
bhng, letter-like forms, in-
vented spelling,

As adults and children work together, their roles become conventional forms)
interchangeable—both are teachers and both are learners!

* Having one’s own
language written down
and read back

+ Reading in var:ous

dren are naturally attracted to. This makes it eas- ways recognizing letters
ior f dul hild P and words, and reading
ier for adults to support children’s interests and storybooks and other
to help children become more aware of what prinied materals

they are doing. As children become conscious of
their interests, strengths, and abilities, they are
more apt to draw upon them when trying new
things. This, in turn, helps them grow.

How Do the Key Experiences

Affect Teaching and Learning?

Once adults start using the key experiences
to guide their observations of children, the roles
of adults and children as teachers and learners

take on new dimensions.
{4)
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Key Experiences. cont

Classification

e Investigating and

labeling the attributes of
things

¢ Noticing and descnb-

Ing how things are the
same and how they are
afferent

ing

 Sorting and match-

¢ Usiny and descnb-

ing something In several
diferent ways

¢ Distinguishing be-

tween "some” and "all”

¢ Hold:ng more than

one attnbute nmind at a
time

¢ Describing what char-

actenstics something does
not possess or what class
it does not belong to

Serlation
o Comparing ailong a

single dme.asion’
longer/shorter, roughet/
smoother. CIc

e Arranging several

things in order along
some dimension and de-
scribing the relationships
longest. shortest. etc

¢ Fitting one ordered

set of objeci2 to another
through tnial and error

Number
e Lomparing number

and amount more/iess.
mor~/fewer. same amourt

» Arranging two sets of

objects in one-t0-one
correrpondence

o Counting objects.

counting by role

[4]3]

o Supporting Young Learners

Blending teaching and learning, As adults
and children work together, guided by the key
experiences, the roles of teacher and learner be-
come interchangeable. Adults learn about
children’s individual interests, strengths, and
abilities by watching, listening, and conversing
with them. Children learn about people and
things from working in an environment that
adults have planned and arranged for their learn-
ing. In this atmosphere of mutual respect and ap-
preciation, people of all ages can learn by doing.

Sharing control. Since the key experiences
come from the things young children actually
want to do (for example, putting things together
and taking them apart), rather than from adult
notions of what they should be doing (for ex-
ample, “cutting on a straight line”), they allow
children and adults to share control over the
learning environment. Adults set up an environ-
ment that offers a rich variety of materials chil-
dren can work with in many ways. Within this
framework, children are free to choose materials
and decide what to do with them. During one
work time, fur example, 3-year-old Jacqui used
scissors to cut paper fringes and modeling
dough and carried these about in her purse as
pretend money. Her teacher recognized these
actions as the first part of the classification key
experience, “using and describing something in
several different ways.”

Children and adults also share control over
the learning environment through the language
key experiences—adults listen patiently as chil-
dren describe in their own words what they are
doing, thinking, feeling, and observing: “Look
it! Paint going down!” Adults also promote
children’s language by encouraging children to
talk to each other—*Tell Josh what your paint’s
doing” and by asking occasional questions that
encourage children to think out loud: Adult:

“h
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Careful observers of young children recognize where the key experiences
origmate—with the children themselves! In the catural course of building
a model, this child is engugsg in key experience  inrepresentabion,
classification, and number.

“What's making your paint do that?” Child: “I’s
alive!”

What children say and do guides adults
in adding new materials and experiences to the
environment. In other words, ¢ hildren are in
control of what they do, say, imagine, and under
stand, while adults are in control of deciding
how they can most effectively support children’s
thinking and actions.

Sharpening observation skills. Adults
using the key experiences become increasinglyv
skilled observers. Instead of saying, tor example,
"Samantha played in the sandbox again today, ’
an awareness of the key experiences (in this cas. ,
“using something in several different wavs”) en-
ables adults to make more de*~iled observations:

“Sarmantha spent a long time at the sand-
box figuring out different ways to fill aid empty
a baby bottle. First she used her hand as a scoop,
then she used a measuring cup. After pouring

Space
o Fitting things together
and taking them apart

s Rearranging and re-
shaping objects (folding,
twisting, stretching, stack-
ing) and observing the
changes

» Observing things
and places trom difterent
spatial viewpoints

» Experiencing and de-
scrnbing relative positions.
directions. and distances

s Exper :ncing and
representi , one's own
body

¢ | earning to locate
things i the classroom,
school, and neighbor-
hoaod

s Inferpreting represen-
tations of spatial relation:
In drawings and picture:

* istinguishing and
descnhyng shapes

Time
» Starting ana stop-
jung an action on signat

» Exper encing and
descrtne ddterent rates,
ot maoveraent

s | xpanencing any
¢ panng time oervals

e Expenenc -y and
represen: g change

o B calling event:.
anticip.ating evems. o -d
rep esenting the order of
v ents

o Usingy . wentional
tme units  rid obsery vy
that « focwe. nd galer. s
cadrk oo passage e

oy
-
(¢
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Key Expenences. cont

Movement, physical

development

* Moving 1n locomotor
ways

o Moving in non-
locomotor ways

» Moving with objects

* Following movement
arrections

» Describing move-
ment

» Expressing creativity
in movement

» Feeling and express-
ing beat

* Moving with rithers 10
a common beat =

o8« Supporting Yeuny Learner~

all the sand out on her hand, she put the bottle
on its side and pushed sand into it, and then she
shoved the bottle into the sand to fill it. Next she
tried filling the bottle with a fork, but the sand
ran through the tines. Then she picked up the
funnel and a big spoon. ” Look it, look it," she
said again and again. “I see,” 1 said to her,
“You are scooping up sand and putting it in the
funnel and it's pouring out the bottom into the
bottle.”

Building on strengths. The key experi-
ences help adults support and be enthusiastic
about what children are doing:

“Did you see how much painting Garvy
v s doing today?! First he painted lines using
all the colors, then he covered the whole paper
with red. He was really watching the paint drip
down and using his fingers to stop some of the
drips. When [ asked him about the drips, he
said the paint was alive, so | knew he was really
thinking about what he was doing. He was ex-
ploring materials, discovering relations through
direct experience, transforming and combining
materials, and he was really involved for the
whole work time.”

The key experiences spotlight children’s in-
terests, strengths, and abilities for adults. This en-
ables adults to convey their enthusiasm about all
the things children are doing to fellow program
staff, to parents, and to the children themselves.
When chiidren’s actions are seen in such a posi-
tive light by so many persons, growth and learn-
ing flourish.

How Can Adults Learn the
Key Experiences?

Mastering the key experiences needn’t be
an overwhelming task. Adults need to allow



plenty of time, and start wherever they feel most
comfortable. Here are some strategies we recom-
mend to teaching teams. Team members:

* Refer to Young Children in Action, the
High/Scope preschool manual, beginning with
the chapter that interests the team most. Next,
team members skim the accompanying chapter
in A Study Guide to Young Children in Action,
particularly the summary statement and the exer-
cises in identifying the key experiences in real-
life situations (see resource list, page 297).

* Identify materials that support specific
key experiences. Adults can list, for example, all
the materials currently available in their active
learning environment on a daily basis that might
encourage children to “make models of clay,
blocks, etc.” The next step is to brainstorm a list
of all the materials that might be added to the
center to encourage further model-making.

* Share stories about children’s activities
with classroom colleagues and decide which key
experiences were occurring. For example, “Ricky,
Rocky, and Chris were excited about the three boxes
we put in the block area. They began thinking of ways
they could make a train. Finally they made one, using
boxes taped together for cars and blocks for seats.”

* Record anecdotes about children classi-
fied by key experience category (social develop-
ment, representation, language, classification,
seriation, number, space, time, and physical de-
velopment). Make a key experience chart for
each child with a column for each category;
write down the anecdote in the appropriate
column. This makes it easier for staff to save
stories (like the one above) to share with col-
leagues and parents and also to organize them
around the key experiences that are most readily
identifiable.

e Use small-group time as a learning labora-
tory. Adults provide a range of interesting ma-
terials for children to use. During the activity, -

Key Experiences: Keys to Supporting Preschool Children's Emergimg Strengths and Abilihes
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Cindy O'Brien, Fay-
ette County Head
Sturt, Reflects on the
Koy Experiences in
Her Journai:

"The key experiences
make order out of chaos
They focus altention on
one element in a profu-
sion of messages Obser-
v& 'on1s important and
musl! be used with the key
experiences The key ex-
periences give you some
way to put meanming 'nto
your observations O«
children's piay * =

S0 Supporting Young Learners

adults watch what children do and listen to what
they say, using the key experiences as a frame-
work for understanding their behavior. At the
end of the day, they record on their key experi-
ence charts all the things they learned about each
child at small-group time. When one adult gave
children containers of stones and shells, she
learned, for example, that Ronnette was intent
on investigating and labeling the attributes of things.
Here is the anecdote she entered, under classifi-
cation: 2/17— Ronnette said, “This one gets all
them pointy things right by the side.”

* Post the key experiences where adults
can see them during work time. As team mem-
bers watch, listen to, and join children in their
play, they note which key experiences are occur-
ring. For example, if Jamie says “Look it! Look at
my tunnel!”, the adult miyht think of the key ex-
perience observing things and places from different
spatial viewpoints. The adult could reply, “I see,”
and lie down on the floor to look through the
tunnel. If Jamie joins her, he would be looking at
his tunnel from another perspective.

As program staff continue to develop their
understanding of the key experiences by using
these strategies, they’ll find them increasingly
useful. Eventually, the process of using key expe-
riences as a framework for observing and sup-
porting children becomes second nature to
adults in High/Scope programs. =



Communication: Why It’s So
Important in the High/Scope
Curriculum

In High /Scope classrooms, teachers and by
children communicate in marv, many Bettye McDonald
ways. Natural communication between teacher
and child and among peers is the key to
strengthening and extending the young child’s
language development. Some communication
methods are common to all early childhood set-
tings, but others are inherent to High/Scope’s
curriculum approach. We encourage teachers
and children 0 work together to pose and solve
problems, ylan activities, choose materials, and
clean up; asking and answering questions is a
key asrect of these interactions. In this approach,
teachers’ questioning styles and planning meth-
ods serve as cata.ysts for child exploration and
self-discovery.

In a classroom with 18 or 20 young chil-
dren, teachers may find that children are at
many different levels in language development.
Some children need good speech models and
lots of experience in labeling and describing
their actions; others can’t respond well to open-
ended questions, but will benefit from having
their statements expanded,; still others will be
challenged by open-ended questions that en-
courage higher-level thinking. We don’t think
these variations in students’ developmental
levels have to slow down or inhibit language
experiences in the classroom. Working within
High/Scope’s daily routine, teachers can meet
the needs of a variety of students by providing
numerous opportunities for children to experi-
ence language in naturally occurring situations.

St
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Normal communication between adults and children is one key to
strengthening and extending language development.
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Teachers Make the D.fference!

High/Scope consultants have visited many,
many early childhood classrooms and centers
over the years, and have obser-ed adults use
many different approaches to encourage and
support children’s language development. In
our view, some are much more successful than
others. Consider these classrooms:

Classroom A: Teacher Janet A. is sitting at
the art table with Jude and Herbert, who are put-
ting scotch tape on red construction paper. Jude
says, “Me went to the movies last night.” Janet
replies, “Jude, say, 'l went to the movies last
night.”” Jude dutifully says, “Me went to the
mouvies last night.” Janet replies, "l went to the
movies last night, Jude.” Jude responds, “You
did? 1 didn’t see 'ya!”

We can see that Janet is trying to correct
Jude’s language. It's equally obvious that Jude is
doing what most preschoolers would do—he is
taking Janet's commen's literally.

72 Supporting Youny, Learners L’ 5
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Classroom B: Teacher Howard H. moves
from one group of children to another, always
making comments and asking questions. Ap-
proaching vne child, he says, “Bobby, you are
building a road for your car. Where are you
going on your road?” Howard then moves to
anoth:r child and says, “This is a truck you are
using, Charley. The truck is red; it is a dump
track. This dump truck is bigger than the truck
Zee is using.” Then Howard approaches Gloria
and says, “What color is your barn?” When
Glora replies that her barn is orange, Howard
says, “No, it is brown,” and moves on to work
with another child.

Howard is bombarding the children with
questions and statements for which he has prede-
termined the answers or for which there are no
answers. He moves quickly from child to child,
rarely pausing to elicit chilaren’s replies. He is
unaware of the importance of employing a non-
critical questioning and conversational style
when talking with voung children. When teach-
ers answer questions for children and/or correct
their responses abruptly, children become less
willing to ask questions.

Classroom C: Teacher Roberta C. walks
over fo the housckeeping areq where the children
are playing “tamily” and knocks o an imagin-
ary tont door, Bebe answers the door, saying,
"Com’on in, Teacher, we're playin® Momma "
Resberts asks, “May 1 visit you for a short
wlale.” Bebe veplies, "Sit dowen and Ul it "ya
some coftee. Here” Roberta says, “ Will you
serie something else with this coffee?” Bebe
thinks for w moment, then says, “Yeah. Here is a
dougton. " {Bebe puts a pine cone ona ploe
aid puaz ses 1t to Roberta.)

Roberta is frvine o provide an epportunity
tor Bebe to talk with others atout personally

503
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Language Key
Experiences

¢ Talking with others
about personally meaning-
“ il experences

+ Describing objects.
events, and relationships

e Having fur with lan-
guage rhyming, making
up stories, hstening to
poems and stories

s Wniting in various
ways (drawing. scrib-
bing, letter-like forms.
invented spelling, con-
ventional torms)

¢ Having ones own
language written down
and read back

* Readng 1n various
ways recognizing letters
and words, and reading
storybooks and other
printed materials =
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Rather than bombard children with questio.,.. adults support language
developmient by tirst observoyg cliuldren closely and then wiing langiuge
that relates directly to therr acticities,
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meaningful experiences and to allow Bebe to
Jescribe objects, events, and relationships.
These ase two of the six key e.periences in lan-
guage promoted in High/Scope classrooms. The
key experiences are listed on page 73.

In their attempts to communicate, voung
children must comprehend an idea formulated
by another person, express themselves within
the context of the topic at hand, and integrate
this information into a sequence of events and ex-
periences that will expand their understanding
of the world in which they live. In their attempts
to respond to others, voung children use lan-
guage to represent their personal, egocentric per-
ceptions of events and things. The process ot
moving bevond this egocentric stage of develop-
ment is facilitated by children’s consistent and
meaningful verbal mteractions with both peers
and adults,



Communication Checklist

Consider the following suggestions as you
encourage and support communication among
the children in your classroom:

O Are you providing a warm, accepting en-
vironment with a variety of accessible materials
that invite children to explore and manipulate
and to talk about what they are doing?

O Are your comments, discussion, and
questions appropriate to each child’s level of un-
derstanding? Are you providing as much speci-
ficity, variety, and complexity as possible in the
language you use with children?

O Are you choosing the right time to talk
with children? It's not a good idea to interrupt
their play abruptly. Instead, observe what they
are doing for a while and wait for an opportune
moment to initiate a conversation that wvill fit the
situation.

O Are you listening to and observing chil-
dren to find out what meanings they are giving
to words and then helping them aevelop. clarify,
and refine them? Are vou focusing on what chil-
dren say, not on how they say it?

O When children ask questions, are you
helping them find the answers for themselves
and then elaborating on these answers?

O Are you helping the children develop ob-
servational skills to broaden their experimental
base?-—"What did you see on the side of the
building, Jasper? Did vou nctice anvthing on the
tront of the building?”

(33 Are vou restating what a child has told
vou, modeling the correct pronunciation, gram-
mar, and/or svntax, vet keeping vour language
at a level the child can understand? Maintaining,
eve contact? Speaking, directly to the child and
calling himor her by name? Allowing time for a
tesponse? Children will adopt vour methods,

i F
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consciously or unconsciously, and will benefit
from them throughout their lives.

0O Are you repeating the same idea in sev-
eral different ways?

O Are you asking children open-ended ques-
tions? “What would you have done, Christy?”
“What can you tell me about . ..?” “Why do you
think that happened, Larry?”

If you have answered y.- to most of these
questions, you are conversing with children in a
style that is likely to promote their active lan-
guage learning. =



Right! Young Children Can
Write!

“Whatever be the system of English Gram- by
mar used in the schools, the object of it should be  jane Machr
the preparation of the children for writing and
speaking the language correctly. . . . All this we
do, and much more, before we require them to
write what are called set compositions. If they
get mechanical skills, and learn to spell, capital-
ize, punctuate. . ., they will begin to compose as
soon as they have any ideas. . . .”

— Exerpt from The Commaon School Jowernal amd
Educational Reformer, December 15, 1852

Ithough we've changed many educa-

tional practices since 1852, it's surpris-
ing how often we see writing in preschools and
kindergartens approached almost as it was in
Boston 140 years ago!

Many educators, and parents, continue to
assume that young children must progress
through a sequence of clearly defined skill areas
to acquire listening, speaking, reading, and, fi-
nally, writing facility. Thus, young children are
ofter not encouraged to write until after they
have learned how to read and have mastered the
mechanics of writing (grammar, capitalization,
punctuation).

However, recent studies in the area of emer-
sent literacy—the early stages of learning to write
and read—have produced exciting tfindings on
how young children develop their literacy skills.

Now we knotv that voung cuildren com-
pose betore they know much about the conven-
tions of writing and reading or have the skill to
control the tormatior of letters. As voung chil-
dren gradually realize the usefulness of writing,

oo~

Nt Yoeuony Cinddren G Wil




Q

LRIC

1 By

When to Use
Dictation

When children de-
scnbe a drawing they
have made or a project
they have completed.
should we automatically
transcribe therr thoughts
INto conventional print?
Current research sug-
gests that in addition 1o
taking dictation ‘rom chil-
dren. 1it1s also mportant
to encourage them to
“write i therr own way”
and then "read” their mes-
sages to us

Chridren who often
a:ctate therr thoughts and
stores rather than write
them in the * own way. &t
who don't even try to wnte
because the puzzle of let-
ters and symbols seems
too compiicated. should
be encouraged to venture
into writtng on their own It
children are led to believe

thenr »~tiorts to write are un-

nteligible. they may de-
c:de the nisks they have
t.iker 1o communicate are
too great to be taken
agan

We re not suggesting
there wil never be ocea-
sions when chidren woa-d
dctate thew thoughts o
adults Certanly we shoutd
racord group expenetices
A0 events so there 1s i
basis for shared enyoy-
ment and frequent ocna:
s10ns for 1o reactnen
Ihrctaios also s v
tve device tor qenar
g the et engch,
between oy watten
angudage 1 also may
Setve s a aack g
rosoureo for chagfre o
Cany AeTEOU e e
Lvales and plang And
wih edr mangu.sgee tsers,
GOl gy woll Seeve
AU epoveseg e o
GO heetren o e e
Wt Ty
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Taking dictation 1s an effective device for demonstrating the connedtion
between oral @nd written language. Adilis showld also encourage clil-ren
who amnot yet write conventionally b erite a their owen way.”

even unconventional writing, they are encour-
aged to develop related literacy skills.

A Developmental Approach to
Literacy

A developmental upproach to literacy em-
phasizes the gradual emergence of skills in all
areas of language rather than the end results of
this process: formal skills in speaking, reading,
and writing.

High/Scope curriculum developers and
teaching adults recognize that preschoolers and
kindergartners have plenty of ideas and that
they enjov compuosing, and even reading, what
thev've written—it they are encouraged to read
and write i therr o way.



In High/Scope preschool and kindergarten having us transcrite their
. thoughts and ideas
classrooms, centers, and homes, young children

often write and read in unconventional forms Nevertheless, dictation

IS just one tool to use ir;

(scribblings, drawings, letter-like marks) to relay the process of helping

. . . . oung children become Ii-
their thoughts and describe their experiences. brate 18 o the only '
We don’t view their attempts to communicate one. =

in this way as “mistakes.” Instead we encourage
young children to “write” without worrying
about the mechanics of writing. Just as import-
ant, when children want to “write” or “read,” we
realize they have important things to tell us.

High/Scope teaching adults and parents,
though supporting the naturalness of learning
about reading and writing, don’t adopt a
“hands-off” or “laissez-faire” approach to liter-
acy development. Instead they enrich the !otal
atmosphere in which a child lives and learns so
that authentic reasons for learning to write and
read are readily apparent to the child. Also, they
provide young children with numerous oppor-
tunities to hear good literature and to use lan-
guage in many forms to accomplish tasks.

In High/Scope learning settings, adults pro-
vide children with every possible opportunity
to observe and use purposeful writing. On the
first day at the High/Scope Demonstration Pre-
school, for example, each child chooses an idonti-
fication symbol that is used to label his or her
cubby, artwork, and other belongings. Children's
svmbols are usually drawings ot shay s of famil-
iar objects (e.g., circle, star, boat, tree). Each
child’s symbol is displaved on an identification
sign that also includes the child’s printed name
and photo. In addition to using their symbols
daily, children have plenty ot opportunities to ob
serve the actual proces of witting as adnlts in
volve children inwriting messages, parent notes
and lists of thigs to do Bee e the svimibols
and processes of writing e coommotadace in

Hiph scene carly learning envioonmients -
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dren have ample opportunities to observe the re-
lationship between spoken and written language.

Moreover, High/Scope preschools, kinder-
gartens, and day care homes or centers often
have some type of “writing area” or “office cen-
ter.” In a preschool or day care program, for ex-
ample, the writing area may simply be an
informal arrangement, such as a table containing
writing implements and materials; in a kinder-
garten, it may be a full-fledged activity area.
Whatever the setting, the place where children
are encouraged to “write” should be stocked
with a variety of writing tools. Most important, it
should be a place where children feel free to
“write in their own way.”

Children who respond in such a setting by
saying “I can’t write” or “I don’t know how,” or
who assume that an adult will automatically
write for them, will soon learn that aduits be-
lier : they can write. Although thev may write
in unconventional forms, children learn that
adults understand and value their messages.

A comment from an adult such as, “You write

it your way—I have you here to read it to me!”
not only assures children that it's OK to write
in their own way but also that they are capable
of reading their messages. Gradually, as the
pieces of the literacy puzzle fill in, children gain
increasing skill in both writing and reading,
conventionally.

Conventional and Unconventional

Writing

I ven casuat observers of young children’s
writing will see that thev often combine conven-
tional and unconventional print. Some preschool-
ers and many kindergartners know how to write
their names conventionally. However, as we've
noted earlier, most prescioolers are usually
more comtortable scribbling their messages or at-

U



Learning to apprecuate books 1s bualt inta the opening of the day at the
HightScope Preschool, as adudts and children read and explore books
together as the children arriee.
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tempting representational drawings than trving
to write in conventional form. Occasionally, pre-
schoolers will move on to forming letter-like
units or even a letter or two found in their
names. At the beginning of the school year, some
kindergartners will be able to string nonphonetic
fetters together in imitation of print; as the vear
progresses, some will begin to invent the spell-
ing of isolated words and compile lists of words
they know.

IU's important tor adults to recognize that
such experimentation at botir the preschool and
Kindergarten levels allows children to use the
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Ways to Help
Children Help
Themselves
Develop as Readers
and Writers

« Encourage parents
to set aside time for
reading to and with chii-
dren, to reward children
with extra reading time,
and to,chouse books for
special family occasions

. Support all at-
tempts by chiidren to
write, without insisting on
correct forms Encourage
parents to do the same

- Encourage each
child to “read back”
what he or she has writ-
ten (even it you can't read
it. its meaning to the child,
as writing. should be ac-
knowledged) Encourage
parents to do the same

. Encourage children
to take risks in relating
sounds to letters ("1 won-
der how you'd go about
writing that word”™). then
accep’ ther phonetic
speting (LFANT for ele-
phant

- Encourage chil-
dren—at schoo! or a
nome—to use writing to
make things happen:
{Makmg a ‘Keep Oul’
sign for the aoor. wring
vt afions)

- Encourage children
to enjoy language and
Iiteracy in all its trrms:
Sengg. chanhrg eling
Stones and joken ey
poemy or st taiking

. Be prepared to
tead, read, and read
again children’s favorite
books and enconage

rererts e da the e n
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more comfortable nonconventional forms of writ-
ing to express complex thoughts. By encourag-
ing children to write in their own way, we assure
that the composition process, as a whole, does
not stand or fall on children’s knowledge of or
skill in conventional writing.

Drawing, Writing, Reading —
Understanding the Connections

When using the teaching techniques of the
emergent literacy approach, adults understand
the relationships between children’s drawing,
writing, and reading. We realize that some chil-
dren may consider their drawings to actually be
writing, and if  ked to “read” their text, they
will respond w..*t 2 “rar message or story. Older
children may recoy,.... . ".at drawing isan
illustrative form, but still continue to use it as
writing. We can encourage children to use a
broader range of writing forms by providing
many opportunities for them to practice writ-
ing—not by stressing the “correct” form.

Sometimes well-meaning parents or other
concerned adults point out errors in children’s
initial attempts to write. They may discourage
their children’s early writing attempts by expect-
ing them to produce accurate “adult” torms ot
writing. These children may need additional! en-
couragement from us to continue the literacy
learning process. We can also assure their con-
cerned parents that the trial-and-error process
whereby children gradually gain an understand-
ing of the rules that govern spelling will usually
produce conventional spellers.

[t's very important that we resist the pres-
sure to introduce skill-and-drill practice in
children’s early years. Forcing voung children to
practice writing out-of-context words thev do
not understand and cannot read, suggesting, that
ey prunt letters so that they it lined spaces,



insisting that words always be spelled conven-
tionally, and over-emphasizing practice involv-
ing discrete letter /sound relationships will not
make children become better writers and read-
ers. In fact, such demands may actually make it
less likely that children will develop a pleasur-
able association between reading and writing,.

Supporting Children’s Writing

Instead of such overly structured activities,
adults in day care settings and preschools can
promote the continuing development of writing
skills by offering numerous informal opportuni-
ties for children to observe, explore, and experi-
ment with writing. When children observe that
adults are writing to accomplish real tasks, they
learn the value and function of this form of com-
munication. For example, adults can involve the
children in writing brief notes to parents, in list-
ing foods to purchase for tomorrow’s snack time,
or in noting down the telephone number of a pet
store they're planning to visit.

It's also a good idea to have a box of writ-
ing tools and materials available for children to
use when they want to “write their own way.”
Or, the materials could ve arranged on a special
table set aside for this puspose. (The side column
lists some suggested materials,)

Adults should respend warmly to all at-
tempts children make to write, including ran-
dom scribbles, letterlike nharks, and drawings
that children call “writing.” For example, they
can ask open-ended questions Iike “Tell me what
vou've written” or “That's intoresting . .. what
about this part?” When adults respond posi-
tively to all such efforts at written language,
children learn that their decision to take a risk
with writing was worthwhile.

At the Kindergarten level, intormal oppor-
tunities to write should continue, but it's also ap-

Materiais fora
Writing Center

For preschoolers—

Colored pens: mark-
ers, multicolored pencils,
large and small crayons;
erasers,; stamp sets, un-
lined paper ot all colors.
sizes. and shapes, order
pads, ascorted stickers
and stamps, folde s and
magazines, partally filled
notebooks, official-looking
memo pads, etc

For kindergartners—

Alt of the ebove. p'is
p:«cture dictionares. desk
calendars, menus, maps.
telephone directones, old
checkbooks, carbon
paper, donated "junk
mail” for cutting and past-
Ing. staplers, paper chps
and other fasteners. print-
g sets. a sturdy type-
wuter, word processor, or
computer. elc =
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Adults who accept and encourage all hildren’s attempts at writing—
cven if they "write” in scribbles or other unconventional forms—are
supporting heir emergent literacy.

propriate for adults to begin to provide slightly
more formal and organized opportunities for
wiiting. For example, teachers can set aside a
special time of day for writing, and at that time
ask children to work in an “office center” they
have set up. (The office center can be also be
available as an option for children at work time.)
In the office center, children should easily find
everything they need (see side column) to write
names and lists, to design a sign for the block
center, to send notes to friends or letters to
Grandma, to record telephone numbers, to write
about a new baby sister, or to make up a story.
Even though many kindergartners can rec-
ognize some letters and a few familiar words
and phrases, kindergartners, like preschoolers,
may revert to drawing or scribbling when en-
couraged 1o write a storv. Adults should accept
this as a valuable attempt at writing and avoid
prodding children to write onlvin words,

g3



I the course of the year, some kindergart-
ners will experiment with phonetic spelling and
may begin to move closer to conventional forms.
Teachers should treat such new developments as
part of the natural process of developing literacy.
As in all stages of this process, attempts to use
emerging skills should be warmly supported,
no . pushed or scrutinized for errors.

Both at the preschool and kindergarten
levels, this developmental approach to writing
emphasizes learning experiences that are mean-
ingful to children, not drill and practice of iso-
lated skills.

Young Writers—Two Examples

To illustrate the development of early liter-
acy, we'll conclude with writing samples pro-
duced by two children. Each child is well along
in the process of becoming literate, but each is
at a different developmental stage. The writing
of each attests to the fact that contrary to the
assumptions of 1852, preschoolers and kinder-
gartners do have “ideas.” And not only do they
have ideas but they are quite capable of m-
posing the text that expresses those ideas—well
before they have mastered the mechanical skills
and conventional forms of writing and reading!

Alice, a four-year-old preschooler, com-
posed her story left to right, with linear mock
writing. Notice that Alice added dots and firmly
positioned horizontal lines as though to under-
score the effort expended to fill the lines with
variations of the same torms.
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Alice “read” her story as follows:

“Once upon a time a mama was doing
work and Freddy Cougar came into her house
and ate her all up. Pretty soon she came to life
and her little girl was happy. The End.”

Rebecca, a five-year-old kindergartner,
illustrated her text with drawings. She formed
most letters conventionally, but her capitaliza-
tion was random and she didn’t use any punctu-
ation.
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Rebecca’s sample shows that she has made
considerable progress in letter/so ind under-
standing and clearly has begun to widerstand
the rules of spacing and directionaury. But more
important, it’s apparent that Rebecca sees herself
asa “writer” and delights her audience wit n
detailed account of what happened one ¢ »
when the class snake was fed in front of inter-
ested kindergartners.



Math Learning: Making It
Happen Naturally

Michael is telling Mrs. Rodriguez that he by
will use the large blocks to make a garage. “How  Sam Hannibal
many blocks will you need, Michael?” she asks.
“lam going to use all the big blocks to make a
garage for my cars,” Michael replies with a
sweeping gesture and a smile.

Susan is cutting strips of construction
paper to make a “gluing picture” of a house.
First she cuts two red strips, each about 10
inches long, and glues one strip on the left of
the paper and another on the right. Sl then
attempts to connect the two vertical red strips
by gluing a blue strip horizontally at the top end
of the right strip. But the blue strip isn’t long
enough to reach the left strip, so she cuts an-
other blue strip and pastes it down as an exten-
ston. This strip extends beyond the left strip, but
this doesn’t bother her. Susan goes through the
same process {v make the bottom of the house.
She then pastes down more strips to subdivide
the house into eight rooms. She places a small
plastic bear in each of the e.3hit rooms. “Here's
my bear house | made by gluing,” Susan an-
nounces proudly.

In the house area, [immy and Roland are
preparing a meal. Moving back and forth be-
tween a real sink in the art area and a toy stove
in the house area, Jimmy jills a plastic glass with
water from the sink and dumps it into a large
pan on the toy stove. After he makes seveal
trips to the sink for water, the pan is over half
full, and he dumps in some bottle caps and chest-
nuts, Meanichile, Roland sets the table. He gets
four plates from the shelf and places them

47
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around the table. Next to each plate he puts a
cup, spoon, fork, and knife. “ What are we hav-
ing for lunch today, Jimmy and Roland?” asks
Mr. Lopha. "Soup,” says Jimmy. “And crackers
and juice,” adds Roland.

Do you realize that in each of these class-
room scenarios, children are confronting and
responding te quantitative, or “pre-math,” con-
cepts? The mathematical content of these activi-
ties may not be immediately apparent to the
casual observer, because the activities don’t re-
flect commonly held notions of what math is all
about. For example, none of these children is
counting out loud, doing paper-and-pencil math
problems, or measuring with a formal tool, such
as a ruler or measuring cup. Yet, each scenario
represents a developmentally appropriate
mathematical experience-—because these pre-
schoolers are solving problems at their level of
mathematical understandin:g, in activities they
enjoy.

Children at the preschool level are begin-
ning to understand and work with such mathe-
matica! skills as estimating, comparing sizes anc
quantitie,. une-to-one matching, counting, and mea-
suring. In the High/Scope Curriculum, the basic
reasoning skills ti:at underlie these concepts are
developed through active experiences with a
wide variety of concrete materials, erhanced and
extended through challenging interactions with
adults.

Key Experiences That Prepare
for Math

The key experiences in number (listed in
the side column on the next page) provide guide-
lines for promoting young children’s experiences
with important math concepts. Other important
reasoning skills that prepare children for math

- -~
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are developed through key experiences in classifi- Key Experlences in

cation, s+ iation, spatial relations, and time, curricu- Number

lum areas that are discussed more fully in other * Cumparing number
. . and amount. more/less,

High/Scope materials. same amount; more/fewer.

Because many preschoolers can memorize same number

easily, teachers may be tempted to encourage * Arranging two sets o
. . ope . qs . items In one-to-one corre-

children to recite addition or multiplication facts. spondence Example Are

there as many crackers

This is premature, since comrutation is rarely un- 25 there are ohiidren?

derstood at this age. However, young children c _
. ¢ Counting Objects.
do benefit from learning number names, so rote counting by rote  w
counting is included in the key experiences; it
must be noted, though, that children will not
count accurately until they have had many expe-
riences with one-to-one correspondence.
Teachers should keep the High/Scope key
experiences in mind while working with chil-
dren in activities involving mathematical con-
cepts and skills. The key experiences provide a
basis for observing children to see which math
or “pre-math” concepts can be introduced, inter-
acting with children to help them put their ideas
into their own words and to help them develop
their ideas further, and planning additional activ-
ines to develop or practice math concepts and
skills.

Recognizing Opportunities for
Pre-Math Learning

Accurate observation of children is an im-
portant first step for adults who wish to encour-
age children’s pre-math learning. Let's take
another look at the classroom scenarios that
open this article, to identify some of the math or
pre-math concepts and skills that are arising in
children’s plav.

e Michael answers the teacher’s “how
many” question with a rouph estimate (all)
rather than a specific number like 5 or 7. This is
typical of how preschoolers’ understanding of
quantity develops. Typically, young children

o 0 (M‘uh Learmg: Makinyg It Happen Naturally . 89
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DI supporting mathematical learning in youny children, adults do not
promote premature experiences with paper-and-pencil exercises; instead
they provide materials that encourage children to count. comgpare, and
muthe visyal estimutes.
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describe amounts and quantities in gross terms
(a lot, more than you, a little bit) before they begin
to judge quantities by counting. Practice making
such gross estimates is in itself a valuable experi-
ence that prepares the child for an understand-
ing of number. If Mrs. Rodriguez wishes to take
Michael one step further, however, she could ask
him to go to the block area and count all the big
blocks there. But if Michael shows no interest in
counting, she should continue working with him
on visual estimating,.

* Susan shows her understanding of one-to-
one correspondence when she creates eight similar
rooms and places a bear in each one. Her strug-
gles with the paper strips indicate her develop-
ing understanding of length measurement. Susan
solves the problem of making a vertical strip to
spanthe d. ance between the two horizontal

1ot
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This child is developang her understanding of one-to-one correspandence
as she places one bear on each pole.

strips by piecing the strips together, Though it
would be easier and more accurate to use a sin-
gle strip as a measuring unit, she relies on visual
estimates of length, piecing the strips together
until they “look right.” Introducing a ruler at
this point would be inappropriate; Susan must
first develop the skill of using a whole object as a
measuring unit before attacking the more ab-
stract problem of measuiing with a formal tool.
* Jimmy is working with the concepts of
quantity and volume as he empties the water
glass. He is also finding out with his whole
body how many trips to the sink it takes to fill
his cooking pan. Roland, in thinking about the
number of people coming to cat and setting that
many places at the table, is using one-to-one

1
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correspondence and appears to be counting with
real understanding,

Children develop the foundations for
more advanced math skills through thes: kinds
of active experiences. Next we describe how
adults can set the stage for such age-appropriate
experiences and build upon them when they
occur. We'll conclude with a scenario of a class-
room math experience that arose spontaneously
and was appropriately supported by an adult.

Mathematical Learning:
The Adult’s Role

Adults can help children discover and learn
math concepts by providing materials that they
can count, measure, put together and take apart,
compare, fill, and empty. Providing a wide vari-
ety of appropriate materials, however, is not
enough. Children also need time to explore the
inaterials and to uce them at their own pace, in
ways that are of particular interest to them.
Adults can provide this time by establishing a
routine that allows children to work on self-
chosen activities. Mathematical problems will
arise naturally as children work on such activi-
ties—they will thus do math as it occurs rather
than because the adult says it is “math time.”

Even with appropriate materials and a
routine that encourages child initiation, not all
children will automatically increase their under-
standing of number, amount, measurement, and
other math concepts and skills. Another neces-
sary ingredient for math learning is the support
of adults who encourage children to think about
what they are doing and to put what they know
into their own words.

Following is a scenario in which we show
horan adult can enter a young child’s play and
et.oourage him to develop his mathematical
thinking. Jimmy, at 42, is an older preschooler.

board
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[Mr. Reams meets Jimmy at the sink where
Jimmy is using a plastic glass to fill a big baking
pan with water.]

Jimmy: I'm going to make some soup for
you and Mrs. Sims and Sally and Erin.

Mr. Reams: That's a good idea. 1 like soup.
What kind of soup are you making?

Jimmy: Chicken soup. My mom made
some yesterday.

[Jimmy walks to the stove in the housekeep-
ing area, carefully empties the glass of water
into the pan on the stove, and comes back to the
sink to refill his glass.]

Mr. Reams: How much chicken soup are
you going to make? How many glasses full of
water have you put into your pan?

Jimmy: [Filling the glass again] i'm going
to make lots of soup. I've put in three glasses of
water already and this one will make four.

[Jimmy continues adding water to the pan
i this manner until he has the amount he
wants. Mr. Reams helps him keep track of the
number of glasses of water he is using—a total
of eight. On the last trip, Mr. Reams follows him
to the stove.]

Mr. Reams: You know, Jimmy, | think I'll
wake some chicken soup just like yours and take
it home. Is there another pan the same size as the
one you're ysing?

Jimmy: Yes. 1t's right here.

Mr. Reams: Thanks, Jinimy. I'm Quing to
fill my pan with the same amount of water as
you needed. Would you help me mark on my
pan where your water stopped?

Muth Learning. Making It Happent Naturally
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An understanding of length measurement develops through hands-on
experences i comparing lengths.

[Mr. Reams and Jimmy place the two pans
side by side, one full and one empty. Jimmy
marks the water level in his pan with a marker.
Jimmy wants to help Mr. Reams fill his pan, so
both he and Mr. Reams go to the sink, taking
with them the pan and the plastic glass. ]

Mr. Reams: What do we put in the water
to make chicken soup, Jimmy?

Jimmy: Chicken.

Mr. Reams: OK, we’ll put chicken in our
pan [pretends to add chicken]. Jimmy, do you
remember how many glasses full of water you
used to filo your pan?

Jimmy: Eight. | think it was eight. Yes, it
was eight.

Mr. Reams: Okay, eight. If we put eight
full glasses of water in my pan, would it come
up to this mark? What do you think?

Jimmy: Ut might, or it might go vver that
mark. It might even spiil out over the side.

94 o Supperting Young Learners Fu 4




Mr. Reams: Why don’t you put eight
Qlasses full of water in the pan and sve what
happens.

[Jimmy puts eight glasses of water in the
pan.]

Jimmy: Look! It's up to the mark. That's
where my water was.

Mr. Reams: If we poured this water out
and put in eight more glasses full, do you think
it would be at this level again?

[immy: 'll do it again and see.

[Again Jimmy puts eight glasses of water
in the pan, and again it comes to the same mark.]

Jimmy: It's at the same mark again. It's
always at the same mark.

It is clear from this scenario that an adult
can gently enter into a child’s p.ay and introduce
an appropriate math focus. By usking open-
ended, thought-provoking questions, by posing
problems, and by listening as children explain
things in their own words, adults will help chil-
dren develop and extend their thinking about
math concepts. =
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Movement Experiences:
Needed, But Neglected

hysical movement is an important cur-

riculum area that is often given short
shrift in early childhood education and care pro-
grams. This is unfortunate, because positive
movement experiences in the preschool and Kin-
dergarten years lay the foundations for health,
fitness, and success in sports and music activities
throughout life.

Movement experiences are important not
only for children’s physical development but
also for strengthening their social and cognitive
skills. For example, success in movement activi-
ties enhances the child’s te«ings of competence
and self-esteem. Inadditic . ::ovement activities
offer valuable practice in att.:ding, following di-
rections, and linking languags with movement—
all skills that contribute to a ciuld’s academic
performance.

In the past, basic movement skills devel-
oped almost automatically. Parents and older sib-
lings transmitted these skills as they held, pla:-ed
with, and moved with their infants and toddlers,
rocking and patting them to songs and chants,
dancing and marching with them to music. Chil-
dren built on these skills as they played actively
with other young children: running, climbing,
skipping, and galloping; playing games like tag,
Red Light-Green Light, and hopscotch; chanting
and singing while jumping rope.

Today, however, more and more children
are entermg primary school without the move-
ment skills that children used to learn as a mat-
ter of course. Fewer and fewer kindergartners,
for example, can move to the steady beat, can
follow simple movement directions, can perform



simple balancing tasks, or can move in unison
with their classmates.

What Happened to Play?

Why are we observing this decline in move-
ment skills? One explanation is that today’s
young children have fewer opportunities than
those of previous generations for movement,
play, and language interaction with adults and
peers. There are several contributing factors:

* First and foremost among the expiana-
tions is the U.S. child’s excessive television
viewing, an activity that, according to one team
of scholars, “consumes more time in a child’s
life than any other activity except sleeping.” (See
Tomlinson & Keasey in Child Development, Dor-
sey Press, Homewood, IL, 1985, page 26.) This
passive activity takes time away from the activi-
ties that could develop a child’s motor skills—
skills that will be necessary throughout life—and
contributes to the alarmingly low levels of fit-
ness many researchers have documenteq in
American children.

 Today’s smaller families are another con-
tributing factor. Young children have fewer sib-
lings and often fewer neighborhood friends to
play with informally, and this can adversely
affect a child’s motor skill development. Older
children provide models for younger children.
Young children who do not have older friends
or siblings to play with lose many opportunities
to engage informally and spontancously in
games and activities and to imitate the older
child’s actions.

* Further, neighborhood play areas are
often scarce these days, and where they do
exist, they are difficult for adults to supervise
indirectly. There aren’t many areas where chil-
dren can run about and play freely and safely

Movement Expeniences: Needed, But Negledied
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Outdoor Movement
Experioences

Mercedes Garcia, a
leacher at the Broadoaks
School. Whittier College,
Whittier. Calfornia, re-
ports that a variety of
ouwtdoer music and move-
ment experances are
prov:.dad as part of thew
High/Scope Curnculum
preschool and kindergar-
ten programs Al work
time, ong option avaitable
on some days 1s for chil-
dren to go outside and
continue to work with
movement and mysic
matenals. games, or ac-
tivities that have been i
lroduced at cwcle imes
Sometimes. children
choose to do these activi-
Les navidually. at o het
tmes. a group of ch. .iren
may choose to repeat an
activity they have enjoyea
at another time

Some of the activities
that are most popular
with chiidren are moving
with softballs. hoops or
streamers. action games
and songs that involve
SINgNg Of chanting. and
movirg to favorite myusical
selections

When childrer are
working indiviciually out-
doors with movemeont
matenals. the teacher's
role 1s to observe. imitate.
and lacinate, asking
questions such as How
would you use the hoop'””
“Could you make a chfter

ent plan to use the hoop™

What have you and Ryan
been dong with the batt?”
“Could you show Timmy
POW yOu moved your
Streamers?” | it you
Move them high or (hat
yOu move them low™"
When children are moy
ng to muse, teachers
encourage themto se
lect ther own way of mark
ng the musical beat o
hespy them dovelop beat
AWAreness s
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One yeeson for the decline observers lave noted in children’s moventent
“hills and fitness 1s e scarcity of nerghborhood play areas where childron
e o abowt and play treely and safely without adudts present
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without adults present. If there is a neighbor-
hood play space, it often is located on a corner
lot instead of a backyard, and a responsible adult
can't just glance out a window or door to see
how things are going. This makes it difficult for
the adults i charge, because they must be pres-
ent to supervise the children. This is understand-
able, but an adult’s obvious presence may stifle
children’s natural and inventive play.

* Another trend that has adversely af-
fected children’s physical development is the
increasing placement of children in day care
and preschool programs. In many of these pro-
grams, there is not enough space or adequate su-
pervision for the kind of play that encourages
gross-motor skill development. Also, in today’s
drive for formal learning, many preschool teach-
ors and day care provid. rs do ot realize how
important informal physical play is to a young
child’s overall development.

¢ Finally, High/Scope’s extensive experi-
ence providing training for early childhood
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staff suggests that many adults who work with
young children do not know what movement
skills children of a given age can and should
develop. They have never been trained in con-
ducting movement activities and they lack guide-
lines and concrete ideas.

For all these reasons, and to help solve the
related problems, High /Scope has developed
eight key experiences in movement for young
children. This set of experiences has grown out
of our work with many populations of children
and our training and conference experiences
with staff from a wide range of education and
care settings. These key experiences are designed
to (1) help 3- to 5-year-olds develop and strengthen
their motor coordination skills and (2) prepare
them to be successful in future movement, music,
and classroom experiences. The eight key experi-
ences are given in the side columns. Since the
space does not allow for a detailed discussion of
all eight key experiences here, the focus of the rest
of this article is on one: feeling and expressing beat.
This key experience was selected because it lays
the foundation for the easy acquisition of other
physical skills; in addition, once understood, this
key experience is easy to plan for and is a good
starting point for teachers who want to enhance
the movement activities in their classrooms.

Basic Timing: Feeling and
Expressing Beat

A group of preschoolers are singing and
doing “Pizza Hut” (an action song) at circle
time. They are successfully performing the mo-
tions of the song in unison. Most of these chil-
dren have had two years of action songs and
beat-keeping activities.

1Y

Key Experiences in
Movement

Following movement
directions: Responding to
spoken directions, visual
demonstrations, or hands-
on assistance

Describing movement.
Using language to de-
velop awareness of what
the body is doing, to plan
movements, and to recall
movements

Moving in noniocomo-
tor ways: Moving in place,
without transterring weight

Moving in locomotor
ways: Moving from place
to place (walking, jump-
ing. skipping. etc )

Moving with objects
Moving with balls, rib-
bons, paper plates,
scarves, bean bags, etc.

Expressing creativity
in movement Using move-
ment to solve probiems,
represent, fantasize

Feeling and express-
ing beat Developing the
ability to feel and walk to
the steady beat of music
or rhythmic language

Moving with others to
a common beat Perform-
ing sequences of move-
ment to the beat in
coordination with a part-
ner or with the group =
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Sure-Fire Beat
Activities

Here are some sugges-
tions tor activities that help
children develop beat
competency

¢ Have the children
slowly pat ditterent parts
of the body with both
hands simultaneously.
while chanting the name
of the body part asitis
touched For example, you
and the children chant
chin, chin, chin, chin while
touching both hands to
the chin as each word is
spoken Repeat this se-
quence with several differ-
ent body parts, then ask
chedren to take turns pick-
ing what part of the body
the group will pat

¢ Have children
march in place or around
the room to nstrumental
music Children can take
turns leading the group
Prepare the children for
marching to the music by
chanting march. march.
march. march with them
as they march w'th therr
feet in ptace (Chidren do
not chant as they march to
the music. though the
teacher may estabhsh the
steady beat by charting
march. march, march
marct once or twice )

e If you are sitting
next to children during
crcle activities, pat the
steady beat on children’s
backs or knees as rhymes
and songs are sung or
chanted It a child hangs
on to you or sits on your
lap. move that child to the
beat while chanting or
sinNging

¢ Chant childrens
names (or therr favorte
words) with children. as
everyone pals themselves
or takes steps to each
heat of the chant Allow
children to choose which

1« Supporting Youny Learners
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Moving with various objects helps children develop many basie movement
capacities,

As music plays on the tape recorder, a
qroup of kindergarten chi'dren are marching
around the classroom. The teacher notes that
very few of the children, less than one fifth, are
marching to the beat.

In the first example, young children are
demonstrating motor skills that are easily attain-
able by children of this age group who have had
appropriate movement experiences. By contrast,
the children in the second example have not ac-
quired a basic movement capacity—basic timing.
Basic timing involves the acquisition of two skills:
beat awareness, the ability to express the beat by
moving the upper body (e.g , by patting both
hands on knees, shoulders or other parts of the
body), and beat competency, the ability to walk to
the beat.

Basic timing is one of the most important
skill acquisitions of early childhood because it
is a foundation for so many other skills.

1.0



Children must master basic timing before they
can develop other basic motor skills, for 2xam-
ple, performing a series of jumps, hops, or skips.
Basic timing is also a prerequisite for learning
most sport skills and for participating in music
activities.

When and how is basic timing developed
in young children? The skill of walking to the
beat successfully is attainable by 2 years of
age. This capacity develops easily if parents,
caregivers, and older siblings have mastered it
themselves and know the importance of provid-
ing infants and toddlers with direct experiences
in matching the steady beat. Those children who

develop this capacity in the preschoo! years have
P pacity p y

had many opportunities to feel the movements
of family members as they are matched with the
steady beat in music rhymes, chants, and songs.
These children have been rocked, sung to, pat-
ted, stroked, burped, and jiggled to the steady
beat. They have been held or walked with their
feet on the adult’s feet as the adult walks or
dances to music.

If this skill is developed so easily and auto-
matically, why are so few young children able to
walk to the steady beat? (In fact, in one kinder-
garten class observed by a High/Scope consul-
tant, not a single child had attained this skill by
the beginning of the school year!)

One major set of reasons this skill does not
develop is the lack of “natural” play opportuni-
ties discussed in the opening of this piece. An-
other more specific reason why kindergarten
children have problems in this area comes from
experiences in which rhythm rather than beat is
emphasized. When we say “rhythm,” we are re-
ferring to the surface rhythm, the pattern of
short and long notes and rests in a musical mel-
ody or the syllables and pauses in a chant or
poem. Rhythm is uneven. Beat, on the other
hand, is the underlying structure that the mel-

name will he used next.
For example

Susan Susan. Susan. Susan
pal pat pal pat

Timothy T.mothy Timothy, Trnothy
step step  sled  step

Be sure to work up to
weightbearing stepping as
you use this activity. =
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ody or chant is built on, a pattern of steady beats
and regular accents. (For example, see the dia-
gram, below, of the steady beats and rhythm in
the common chant, Patty Cake.)

Pat-ty Cake Pat-ty Cake Bak-er's  Man

Rhythm
ofwords x x X X X X X X X
Steady
beat of
rhyme  x X X X

One common experience that actually hin-
ders the development of basic timing is that
many adults tend to stimulate children to the
rhythm, rather than to the beat, of a musical
selection or chant. For example, an adult who
is clapping out “Patty Cake” with a child will
clap nine times if clapping out the rhythm, but
only four times if clapping with the steady beat.
When attention is focused in this way on rhythm,
rather than beat, the young child’s hearing and
feeling become attuned to the rhythm. We say in
these cases that the child has been bonded to
rhythm rather than beat.

The mrajority of today’s voung parents,
caregivers, and early childhooa ¢ ‘ichers have
been raised with this same emphasis on rhythm
rather than beat. They remember their own child-
hood experiences, and it is natural that they
would repeat them as they care for and work
with young children. These adults need retrain-
ing to understand why it is important to provide
frequent experiences that focus on steady beat
and how to design such experiences.

Fortunately, the activities that can foster an
awareness of steady beat in children are simple
for teachers to design and conduct, once they
understand the fundamentals. But since many
adults themselves lack basic timing, High /Scope
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consultants often start their training experiences
for early childhood educators and caregivers
with a few activities that help the adults develop
the ability to use the steady beat.

We've found that once adults become aware
of the importance of basic movement capacities
such as basic timing, they find many creative
ways to foster them in their own work with
children. A wide range of High/Scope curricu-
lum materials and training options focusing
specifically on music and movement are avail-
able to assist in this process (see materials list,
page297). =

1.3
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Music and Movement
Throughout the Daily Routine

Young children first communicate with
the world by making sounds and mov-
ing their bodies. Since movement is one of the
child’s earliest modes of communication, adults
need to continue to support this natural means
of expression in the preschool years. In the
High/Scope Demonstration Preschool, we pro-
vide music and movement opportunities for chil-
dren throughout the daily routine. As always,
our emphasis is on direct and active experiences.
In addition to developing physical skills,
music and movement activities provide opportu-
nities for developing a wide range of other skills.
As children take part in physical activities, they
are beginning to figure out how their world
works and how they fit into it. As they move
their bodies and show and tell others how to
move, they may also pretend, make spatial obser-
vations, match, count, and use language skills.
Music and movement activities also pro-
vide children with opportunities for taking initia-
tive, naking choices and decisions, and solving
problems. In music and movement experiences,
as in all classroom activities, we try to strike a
balance between teacher and child initiatives. We
plan music and movement experiences by identi-
fying children’s interests and developing abili-
ties, as well as by using our own interests and
ideas. In addition, in the course of both teacher-
and child-initiated activities, children make deci-
sions about how they will move, and adults re-
spond to and extend upon children’s decisions.
Throughout all these activities, we use the key
experiences to help us identify the developing
abilities children are using and to guide us in



Many movement experiences in High/Scope's pragrams are imitiated by
claldren and supported and extended by adults.

planning related experiences to support and ex-
tend children’s interests and abilities.

In addition to providing many opportuni-
ties for ckildren to develop a wide range of abili-
ties, musi: and movement experiences are
important because they give children and adults
a focus. These planned and unplanned events
help make transitions go more smoothly, and
help children make good use of times when they
must wait to do something else. Music and
movement activities are not used as a mears of
controlling children but as a tool for managing
them.

Following we describe some of the music
and movement experiences, both planned and
spontaneous, that have occurred during various
parts of the daily routine at the High/Scope Pre-
school this year. Note that during each part of
the day, either children or adults may initiate
music and movement activities, or the activity
may reflect a blend of child and adult initiatives.

P
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Greeting Time (Morning Circle)

Child-initiated: As two children sit at the cir-
cle, one child moves her leg iuto a new position
(e.g., leg tucked up) and asks another, “Can you
make your leg look like mine?” Soon this be-
comes a turn-taking game as each child moves
into a new position and the others imitate.

Adult-initiated: The adult reads books to chil-
dren that are tied to songs, e.g., The Wheels on the
Bus (Maryann Kovalski), Abiyoyo (Pete Seeger),
Down by the Bay (Raffi), or that have repeating
phrases or other predictable elements, e.g.,
Chicka Chicka Boom Boom (Bill Martin, Jr.), Chicken
Soup With Rice (Maurice Sendak), Over in the
Meadow (Paul Galdone). Adults encourage chil-
dren to move their bodies to the beat of the song
or repeated phrase.

Planning Time

Adult- and child-initiated: Adults and chil-
dren make a “train” with their bodies and move
through the work areas, dropping off “passen-
gers” as they make plans to work in particular
areas. The adults developed this planning strat-
egy because one child had been en saging in lots
of train play the day before.

Adult- and child-initiated: The teacher lays a
“planning path” (made from long sheets of fab-
ric) on the floor and asks children to choose a
way to move their bodies along the path (¢ g,
crawl, hop, go backwards, jump, walk like a
crab) to an area where they plan to work.

Adult-initiated: As children take turns stat-
ing their plans, the adult requests a child’s plan
by chanting: “Jerry, Jerry, Jerry, Jerry—It's your
turn to plan if your name is Kerry,” “Beara,
Beara, Beara, Beara—It’s your turn to plan if
your name is Sara,” and so forth.

L4 ]
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Work Time

Child-initiated: A child who has brought in
some taped music asks to listen to it during
work time. Some of the other children extend on
this by dressing up, building a stage, and singing
and dancing to the music.

Child-initiated: A child moves from the com-
puter area to the art area reciting “Humpty
Dumpty” while doing a scissor step and opening
and closing her arms overhead. As she arrives in
the art area, another child joins in, reciting the
rhyme and stamping the beat with her feet. This
is an example of how children use music and
movement themselves as a transition from one
plan or area to the next.

Child-initiated: A child sings as she paints at
the easel. She paints to the music she is creating,
making large brushstrokes that rise and fall with
the melody.

Adult-initiated: As a child jumps along the
floor from the art area to the block area, the adult
says jump each time the child’s feet hit the floor.
Later the child uses the language himself as he
jumps to another space.

Adult initiated: While a child and an adult
paint a box together, the adult spontaneously
sings a song describing what they are doing: (to
the tune of “Yankee Doocdle”) “We are painting
red and yellow at the High/Scope Pre-school, 1
hope we can get it all done before it’s time for
clean-up.”

Clean-up Time

Child-initiated: A child speaks rhythmically,
“We are the clean-up kids!” Soon all the children
join in the chant.

Adult-initiated: The adult sings, “We're put-
ting away the toys, We're putting away the
toys...” to the tune of “Farmer in the Dell.” Soon

Music amd Movement Throughout the Dady Roubine
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Transitions between different parts of the routine are a good opportunity
for moventent experiences—in this case, children o from the greeting
circle to the plannmg, table while moving like various animals.

children are singing the song to themselves as
they are cleaning up.

Recall Time

Adult- und child-initiated: The adult asks a
child to find something he or she worked with
and to show the other children how it was used.
Everyone then imitates the child’s actions (using,
exaggerated motions) and sings about what the
child did (to the tune of “This Is the Way We
Wash Our Clothes™): “Steven worked with mark-
ers today, Stephen worked with markers today,
Stephen worked with markers today, In the art
area.”

Adult- and child-initiated: The adult rolls a
tennis ball to a child and sings (to the tune of
“Yankee Doodle”), “David, David, catch the ball
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and tell us how you worked.” The child who has
just recalled then rolls the bail to another child
and sings along with the adult.

Snack Time

ild-initiated: A child speaks rhythmically,
“No wwre cookies and no more milk.” The other
children join in the chant.

Adult-initiated: The adult asks children who
are helping pass things out to show or tell how
they plan to move, e.g., a child says, “I'm going
to hop over to the refrigerator and get the juice
and walk back holding the pitcher like this.”

Circle Time

Adult-a  child-initiated: While playing re-
corded music, the adult asks children to choose
different ways to move around the circle (e.g.,
walking, jumping, wiggling), describing their
movements by showing and telling what they
are doing.

Adult- and child-initiated: An adult sings a
story song using the flannel board and felt pieces
cut in the shapes of the objects and characters in
the story. The story, sung to the tune of “Yankee
Doodle,” begins like this: “I wrote a letter to my
love and on the way [ dropped it, A little doggie
picked it up and put it in the mailbox.” Each
time the song is sung, the adult changes the
word at the end of the verse (e.g., pumpkin, boot,
heart). The adult encourages children to choose
other words and to make motions with the corre-
sponding felt pieces.

Child-initiated: At a child’s request, the
group plays “Duck, Duck, Goose.”" The adult en-
courages the children to decide what text they
will use as they pat their friends’ heads. One
child comes up with the words, “Slipper, slipper,
slipper, shirt.”
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At circle time, this adult initiates an experience in moving with objects.
Children take turns with the adult in leading the activity,.

Small-Group Time

Adult- and child-initiated: The adult provides
giant Tinkertoys for children to play with, plan-
ning to focus on encouraging children to be
aware of and describe how they are moving.
Christopher builds a barbell and uses it to imit-
ate weightlifting. Another child builds a jackham-
mer; as he pretends to drill with it, he imitates
the sound a jackhammer makes.

Adult- and child-initiated: An adult builds an
obstacle course for children with tables, blankets,
hula hoops, carpet squares, and large boxes. The
adult moves a puppet through the course to
demonstrate what an obstacle course is. Then
she asks children to choose different ways to
move through the course. The next day she pro-
vides similar materials and asks children to cre-
ate their own obstacle course.

Outside Time

Child-initiated: A child sings to herself as she
swings on the swingset. As a group of children

—
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ride the tire swing, they begin to chant, “Higher,
higher, higher” as they push themselves.

Child-initiated: A child walks around a large
tree in the crow’s nest (round tree-house) recit-
ing familiar nursery rhymes.

Child-initiuted: A child invites an adult to
walk on the railroad ties that border one of the
play areas, using them like a balance beam. Soon
a follow-the-leader game begins as other chil-
dren jein the pair.

Transition Times

Adult-initiated: To end morning circle, as the
children put books away an.. find places at the
circle, the adult sings (to the tune of “Here We
Go Round the Mulberry Bush”), “Time to put
the books away, the books away, the books away,
Time to put the books away and find a yellow
square.”

Adult- and child-initiated: As children move
from one activity to the next, adults ask one or
more children to show or tell others how they
will move their bodies to the next activity.

These examples illustrate the unlimited
possibilities for music and movement activities
during all parts of the daily routine in High/Scope
programs. When adults support the movement
experiences they see children engaging in spon-
taneously, as well as encourage children to add
a movement dimension to ongoing activities,

a rich variety of movement experiences will
result. m
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The Daily Rouitine
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Child Planning: Why It's Important, How to Get Started —
Michelle Graves

The Many Faces of Child Planning — Mary Holmann
A Look at Looking Back: Helping Children Recall — Mark Tompkins

Planning a Daily Routine for Day Care Settings —
Bonnie Lash Freeman, Mary Hohmann, and Susan M. Terdan

Planning the Kindergarten Day — Charles Hohmann and Jane Machr

Day One: What We Did When the Children Arriped —
Warren Buckleitner and Susan M. Terdan

tructuring a predictable daily routine that provides an orderly

framework for children’s learning experiences is a major con-

cern of staff of High/Scope Curriculum programs. To be con-
sidered a true “High/Scope routine” the daily schedule must have certain
elements—a plan-do-review cycle and times for small- and large-group activi-
ties—but the duration and arrangement of these components are not speci-
fied, and most programs also schedule other kinds of activities as well
(e.g., outside play, naptimes, meals).

The plan-do-review cycle is the centerpiece of the High/Scope daily
routine, The sequence goes like this: Children plan an activity at “plan-
ning time,” carry out this and other activities at “work time,” and later, at
“recall time,” review what they did. The first three selections in the chap-
ter—by Michelle Graves, Mary Hohmann, and Mark Tompkins—discuss
this sequence in depth: the first two authors explore the child planning
process; the third, the tecall process.

Other articles look at the specialized issues involved in designing
particular kinds of daily routines: Bonnie Lash Freeman, Mary Hohmann,

IR’



and Susan M. Terdan discuss general considerations for planning an
appropriate routine for day care programs; Charles Hohmann and Jane
Maehr discuss the daily schedule in High/Scope kindergartens. Under-
lining the message that the general elements of the High/Scope daily
routine must be adapted by educators to meet needs specific to the group
of children, the time of year, and the nature of the setting, the last article
by Warren Buckleitner and Susan M. Terdan looks at the actual daily
routine of a High/Scope preschool program on the first day of the school
session.

. . P }
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Child Planning:
Why It's Important,
How to Get Started

he idea of preschool-age children “mak- by
ing plans” may seem like an impossible  Michelle Graves

dream to those who see planning for children as
solely the adult’s role. Yet helping children learn
to plan is a central goal of the High/Scope Cur-
riculum because the planning process fosters so
many important abilities in preschoolers.

In High/Scope programs, each child makes
a daily plan at “planning time” that he or she
then carries out in the subsequent “work time”
period. At planning time, children and adults get
together as a group, and each child gets the
chance to choose an activity and discuss his or
her plans with the rest of the group. For a pre-
schooler, a plan can be as simple as just pointing
to the art area or as complex as picking out a va-
riety of costumes and props for fantasy play. The
important thing is that the child gets the chance
to initiate an activity that interests him or her,
and, with the help of an adult, begins to think
about how he or she will go about doing it.

Why is child planning so important?

+ Planning helps children see that they
can make things happen for themselves. This
enables them to develop a sense of control over
their own lives and to take responsibility for the
consequences of their own choices and decisions.
Findings from High/Scope’s long-term Curricu-
lum Comparison Study (see side column, next
page) show that giving children opportunities
like this to initiate their own activities promotes
positive social behavior—including reduced

juvenile delinquency—later on in a child’s life.

. .
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Research Resuits:
Long-Term Impact
of Child-Initiated
Learning

Disadvantaged young-
sters who attended pre-
school programs that
provided many opportuni-
tes for children to iniate
and plan their own activi-
lies report less juvenile de-
inquency in their teenage
years than comparable
youngsters who attended
a preschool program with
a direct instruction cur-
rnculum

That was the conclu-
sion High/Scope research-
ers drew in looking at the
hindings from therr long-
term Curriculum Compar-
son Study While all three
of the curricula compared
in the study apparently
led to large 1Q gains,
young people who al-
lended the direct instruc-
lion program as children
fared less well on mea-
sures of delinquency and
other indicators of social
competence than youlhs
who attended two olher
programs that encour-
aged children to iniate
many of therr own activi-
lies

The three curnicula
compared were a trad:-
lional nursery school cur-
ncutum, the High/Scope
Curriculum, and a lan-
guage training curriculum
thal was an early version
of the well-known Distar
program

The most recent find-
ings of the study are re-
ported 'n "Consequences
of Three Preschoo! Curnic-
ulum Models Through
Age 15" Early Childhood
Research Quarterly. Vo!

1. pp 15-45, i*arch 1986
Reprints are availabie
from High/Scope fress
(see High/Scope Mono-
graph Senes. pubhcalions
hist. page 299) =
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* Planning helps children develop a bet-
ter understanding of time. Planning requires
them to anticipate the future and to think about
what can be accomplished in a given time pe-
riod. As an adult, you may find that there are
often many tasks on your “to do” list that are left
unfinished at the end of the work day. You know
how difficult it is to organize your own time, so
it's easy to understand why this is such a diffi-
cult, yet crucial, skill for preschoolers to learn.
Planning time gives preschoolers the chance to
begin to develop this ability.

* Planning helps children develop lan-
guage skills. Children learn new words and
phrases as they choose their activities and iden-
tify the materials and processes they plan to use.
At first, a child making a plan may, for example,
simply point to the dress-up clothes in the house
area. Later in the year, the child will begin to at-
tach labels to such choices: fireman’s hat, fire extin-
Quisher, hose, slide down the pole.

* Planning gives children opportunities
to acknowledge and use their own moods and
feelings in constructive ways. If a child comes
to school excited about a visit from his grandpar-
ents, teachers can help him identify those feel-
ings and make appropriate plans: “So you want
to make an airport so you can watch Grandma
and Grandpa’s plane come in.”

Because planning is important for so many
reasons, it’s worth some extra effort to get it off
to a geod start. Don’t expect overnight results.
The planning process does not usually go
smoothly at first. Most children will need help
and preparation. Expecting children to jump
right in and plan on the first day of school is like
expecting them to know that heavy rocks will
sink to the bottom of a container of water before
they’ve had the chance to experiment with them.
Children begin the planning process by first ex-
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Organizing the classroom into distinct areas. such as this music area,
enhances child planning because it helps children see the choices available.

ploring the people, materials, and choices that
make up their environment. Adults can help by
using the following strategies:

s Arrange your classroom in defined areas
that are equipped with materials children can
see and reach. Choose a regular time and place
for planning. Small-group gatherings on the
floor or at low tables will encourage children to
share ideas. Always follow planning time with
work time, because children will be eager to act
on their plans at once. It’s not necessary to ask all
of the children to stay at the table until each has
finished a plan. Remember, you also want to en-
courage independence.

+ Help the children learn the nauies of the
areas, the materials, and the other children in
the room. You can do this best by talking casu-
ally with children as they work: “Elliott, that's a
very tall tower you made in the toy area with the

[
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large Legos. It comes up to your waist. [ wonder
how far up Ilana’s body it will go?” In addition,
plan group activities for other times of the day
that help to orient children to the classroom,

the materials, and the other children. For in-
stance, plan a small-group time that introduces
painting materials in the art area or sing songs
at circle time that use the children’s names.

ooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooo

Handy Aids to Child Planning

The planning strategies below
were taken from a list developed by
trainers and teachers in classroom set-
tings throughout the country using
the High/Scope Curriculum. Try
them in your own classroom, or use
them as a point of departure in devel-
oping your own ideas. Caution: most
of these are “group planning strate-
gies” whose purpose is mainly to en-
gage the interest of the planning
group as a whole. Adults should not
get so caught up in the rituals of
using strategies like these that they
lose sight of the ultimate goal of plan-
ning: eliciting a thoughtful, in-depth
plan from each child.

+ Paper cups—You can use paper
cups in many ways during planning.
For example, give a cup to every
child. Possible instructions: “Put the
cup on something you want to play
with.” “Put something you want to
use inside the cup.” “Punch a hole in
the bottom of the cup and use it asa
telescope to look at the area of the
room where you want to play.”

+ Telephones—Using two toy
telephones, call children one at a time
and ask them what they plan to do
that day.

+ Tape recorder—Using a micro-
phone, let the children record their
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plans on tape. Let them listen to the
tape and have them guess who is
talking.

« Roll the ball—From a central
point in the room, have each child
roll a ball into an area he or she
wishes to work in. You and the child
can discuss what the area is called
and what materials are near the ball
that the child may choose to work
with.

+ Signs—Make a sign that repre-
sents each child. The sign usually has
the child’s name and should also
have a symbol or shape to represent
the child (and possibly his or her pic-
ture). Ask children to hang their
signs in the area they choose to work
in to indicate the choice they've
made.

+ Planning sheets—Children
make pictures of what they plan to
do. This can be done in any number
of ways: the child draws one or more
of the materials or tools to be used;
the child traces the object; the child
draws a portion of the object and the
teacher fills in the rest (e.g., to repre-
sent scissors, child draws double cir-
cle, teacher adds crossed lines).

* Planning sheets with area sym-
bols—Make planning sheets for chil-
dren with little symbols or drawings
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to represent each area of the room.
Then have children indicate where
they plan to work by drawing the
symbol in the appropriate space or
circling the symbol.
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« Picture boxes—-iviake a repre-
sentation of each material or object in
your classroom by cutting out pic-
tures from catalogs, magazines, box
tops, etc., by drawing small pictures,
or taking photographs. Get a smail
box to represent each of the areas of
the room and put each picture in the

appropriate box. After children have
told you the area they have chosen,
ask them if they can find the pictures
of what they want to play with in the
box for that area. Ask them to ar-
range the pictures in the order in
which they will use them.

+ Planning books—Make
“books” of planning sheets for each
child to use in the week’s planning.
Each page has the name of the child,
the day of the week, and instructions
for you to read to children, such as
“Trace around something you plan to
work with”; or “I will work in the

area.”

O Name. A Neme A Nawme o Name
Mnnda.y Tuesday Wadnesday | Thursday
I will work |Draw & pictuns] L will use
in the e |oF & person -
TACE Arour&k ou wiil
Some thing hay with

* Reinforce the concept of making choices
whenever you can during the day. Making
choices and seeing alternatives is basic to all
good planning: “Do you want to put away the
wooden blocks or the cardboard blocks, Mia?”
“It was a good idea, Joshua, to use your hands to
pat your shoulders.” “Rachel, where else could

we pat our hands?”

* Finally, and most important of all,

remember that children have different

abilities. A planning strategy that works for one
child may be too difficult for another’s 1.. elop-
mental level. Take your cues from the cl.ildren.
Observe their behavior carefully so that you pres-
ent ideas and ask questions that they can process

and understand. =
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The Many Faces of Child
Planning

hild planning has a central role in the

High/Scope Curriculum. (At “plan-
ning time,” a regular part of the High/Scope
daily routine, each child discusses what he or
she wants to do that day. At “work time,” which
follows planning, children carry out their stated
plans.)

Through these daily experiences with plan-
ning, children learn to articulate their ideas and
intentions. They develop a sense of control over
their own actions and learn to trust their inner re-
sources. Child planning also enhances the “learn-
ing potential” of the play that grows out of it.
Motivational research suggests that children'’s in-
trinsic motivation to learn is greater in activities
that they select themselves. In addition, specific
research on the High/Scope Curriculum sug-
gests that the play that follows planning is more
complex and challenging than unplanned play.

Children’s Plans: What to Expect

There are many good reasons, then, to en-
courage children to plan. As adults who wish to
support child planning, we need to know what
to expect from young planners. This article dis-
cusses some of the many possible forms that
child planning can take and the implications for
teachers and caregivers working to support child
planning.

Over the years, we've become increasingly
aware of the range and variety of children’s
plans as we’ve observed planning time in many
different High/Scope settings: in preschools,
Head Start programs, day care settings, and
home visit programs. From observational re-
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Research indicates that the play resulting from child planning is more
complex and challenging than waplanned play.

search conducted in High/Scope Curriculum
programs, we've also learned about the planning
process. Many of the insights about planning
reported in this article come from a study con-
ducted by C. Berry and K. Sylva of the plan-do-
review process in British classrooms .

One dimension of child planning that most
of these observers have noted is that plans can
be both verbal and nonverbal. When asked
what they would like to do, some young chil-
dren respond by pointing, looking at a friend or
toy, or simply going to one of the areas and be-
ginning to play. Other children respond in single
words (“cars,” “hammer”), phrases (“over there
by David”), brief sentences (“] want to make
something for my mom”), or whole paragraphs
(“First me and Lena are gonna’ play dentist
again. 'm being the dentist and she’s the little
girl. I'm gonna’ give her some special stuff so her
mouth don’t hurt”). Adults who value child plan-
ning are careful to acknowledge and support all

Lath
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One-to-One Planning Strategies

o Ask open-ended questions:

Adult: Tell me what you're going
to do today, Bill.

Adult: I see that you’ve brought
something that you plan to work
with. Angie. What do you plan to do
with it?

o Co-narrate (an alternative to direct
questioning):

Adult: I'm sitting right next to a
little girl named Lou. She’s watching
her friend Betsy.

Lou: Betsy’s bathing her baby.

Adult: That baby will be clean
and happy when she’s done.

Lou: My baby needs a bath, too.
She’s crying.

Adult: She’s crying for her bath.
Lou: I better give her a bath.

o Interpret and translate gestures
into words:

Adult: You're pointing to the
book and writing area.

Terry: [nods yes).

Adult: Show me what you'll do
there, Terry.

Terry: [picks up Mr. Gumpy's
Motor Car from bookshelf].

Adult: Oh, you're going to read
Mr. Gumpy's Motor Car.

e Converse about space or materials:

Adult: What will you use to
make your monster house?

Dom: The cardboard blocks, the
big wood blocks, and the others you
can reach inside of.

Adult: You know, I see some
other kids already using the big
hollow blocks and sume of the big
wooden blocks.

Dom: I could use the pillows.
Adult: The pillows.

Dom: And maybe those boxes we
had yesterday.

Adult: The boxes we used at
small-group time.

Dom: Yes, they’ll be the walls.
o Talk about details:

Adult: So your plan is to make
an exercise machine, Jeff.

Jeff: I'm going to use the big,
giant Tinkertoys and make some of
those lifter things.

Adult: A lifter thing like a bar
with weights on the ends?

Jeff: Yeah, I'll get a long
Tinkertoy for the lifter and then put
the round wheel things on for the
weights. Then I'll make a part for
your feet where you put them under
and lift them like this.

o Talk about sequences:
Adult: What'’s your plan, Mira?
Mira: Play in all the areas.

Adult: All the areas. That's lots of
places. What will you do first?

Mira: Go to the art area. Make a
card for my mom. A “Happy Birth-
day” card ‘cause it’s her birthday. It's
gonna’ have flowers.

Adult: First you're making a
birthday card with flowers for your
mom.

Mira: Then put it in my cubby
and read a book.



plans that children make, whether or not they
are expressed in words.

Children’s plans also vary in focus and
complexity. Based on their classroom observa-
tions, Berry and Sylva classified the plans chil-
dren made into three different types: vague,
routine, and elaborated plans.

Vague plans are minimal plans. In response
to a question about what they are going to do,
children just barely indicate a choice or begin-
ning point, e.g., “Go over there,” “House area,”
“Make something.” Children who make such am-
biguous plans seem to have an unclear picture in
their minds of what they actually want to do. We
have noticed that these children often end up
doing one of three things: (1) going to a safe, un-
occupied spot, picking up something like a doll
or stuffed animal, and intently watching other
busily engaged children; (2) wandering from
place to place to explore the room and materials;
or (3) seeking out an adult to join and follow
them as they move about. Such children may be
telling us: “I need to take in all the possibilities
before | decide what to do” or “1 want to do
something really safe before I risk something
new.”

Routine plans are simple, specific plans in
which children identify an activity, process, or
material as their beginning intentinn, e.g., “Play
with blocks,” “Cutting—lots,” “Computers.”
These children seem to have a clear picture in
mind of themselves engaged in a particular expe-
rience or with a specific material. They know
how they want to begin and generally get started
right away, unless someone else is using the ma-
terials they had in mind.

Elaborated plans are more complex plans in
which children mention an activity, process, or
material as a beginning point, state a goal or out-
come, and, in addition, mention one or more
steps or materials needed to carry out their inten-
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Writing and Planning

Adults demonstrate
the value they place on
children’s plans when
they write down (or record
in some other way) a
child’s plan This act says
to the child “Your plan is
SO tmportant that I'm
going to s ve it by writing
it down " Some adulits
write down, ward for
word. what sach child
says, while others take
brieter notes on clip-
boards, file cards, Post-it
notes. planning note-
books. or on the com-
puter Whatever methods
adults use, children see
that the adulits are writing
and reaiize that aduits
value their idea-- and in-
tentions

Children interested in
writing will sometimes
write theirr own versions
of thewr plans This works
well when adults antici-
pate and appreciate a
vanety of drawing and
writing styles and forms.
including scribbles. trac-
ngs. outhne shapes. de-
signs. figures, common
symbols. letters. and any
combination of these forme
of emergent writing =
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tion. Here are some examples of elaborated
plans:

“Make a Robin Hood hat. With a feather, a
real one like Michael's.

“Use the Construx. Make a telephone
truck with a very tall ladder. And [ think I'll put
a cab for the driver. And balancers on the sides
so it won't tip over.”

These children have a more extensive men-
tal picture of what they want to accomplish and
how they will go about doing it. They are gener-
ally quite persistent in pursuing their original in-
tentions in spite of problems that arise along the
way.

Another dimension of child planning often
noted by experienced early childhood staff is
that children’s plans may be perfunctory or
real. Children are usually enthusiastic about
planning. Adults can hear this enthusiasm in the
tone of children’s voices as they plan, and see it
in their bodies as they lean forward eagerly to
describe their ideas. There are times, however,
when this enthusiasm is missing. Even though
a child may clearly state an intention, he or she
seems to be just “going through the motions” of
planning.

A perfunctory plan is a signal that some-
thing is impeding or delaying planning. Perhaps
the child cannot make @ genuine plan until she
shares an upsetting experience that happened on
the way to school. Or a child may be waiting for
someone: “Sometimes Noah just says something,
anything, at planning, because | think what he re-
ally wants to do i¢ play with John, who hasn't ar-
rived yet.” When adults are alert to the possible
reasons behind a halfhearted plan, they can re-
spond by discussing the child’s concerns, sug-
gesting to Noah, for example, that he wait until
his friend comes and then make a plan.
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When adults listen attentively as the child states an initial plan. they set
the stage for an in-depth dalogue about the child’s ideas and intentions,

Another variable that affe s the kinds of
plans children make is their ex >erience with the
planning process. Observant 2dults recognize
that children’s plans cnange over time as chil-
dren become familiar with available materials
and playmates and their own ability to make
choices and follow through on them. Children’s
plans usually become increasingly verbal as
time passes; they also become more focused
and complex. In a 1984 stuw of the develop-
ment of the planning process in young children,
W. Fabricius reported, for example, that most
3-year-old children can keep a goal in mind, but
generally work toward it one step at a time.
They deal with problems as they encounter
them, rather than anticipating and planning for
them. Between the ages of 3V% and 5%, however,
Fabricius reported that children gradually gain
the ability to plan a multistep course of action,
foreseeing problems and ways of dealing with
them before they launch into action, For exam-
ple, a 5-year-old might incorporate anticipated

PR The Many Faces of Cluld Plammng
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problems in her plan: “I'1] make a bird house. I'll
use the big cardboard blocks for the walls, but
I'll need a big enough board or something else
for the roof. If there isn’t a piece of wood big
enough, maybe a piece of cardboard will work.”

Adult Support for Planning

Children’s plans, then, come in a wide vari-
ety of forms. The range of strategies adults use
to support child planning is just as wide. Here
we discuss just a few of the most important sup-
port strategies you can use to enhance child
planning. We don’t focus on group planning
strategies—ways of engaging the interest ¢t
the entire planning group as each child takes a
turn to plan—but on individual planning strate-
gies—ways of enhancing the conversation with
each child about his or her intentions.

One of the primary ways you can make
these individual conversations more mearingful
is to listen attentively as the child states an ini-
tial plan. Rushing through planning can cause
children to feel hurried and anxious. After you
question a child about his or her plan, it is im-
portant to pause and give each child ample time
to respond. Whatever the child says or does tells

- you something important and suggests ways
you might respond. Listen and observe for both
nonverbal and verbal planning,. If the child’s
communication is nonverbal, you may want to
restate it in words or engage the child in a dia-
logue to clarify his or her intentions. Listen also
for vague, routine, and elaborated plans to gain
some idea of how well the child is able to picture
the desired action sequence. Then think of ways
you might help him or her foresee it more com-
pletely. Listen for perfunctory plans and deal sen-
sitively with the issues behind them, reassuring
children who are not ready to plan that it's okay
to wait for a while.

Q 126+ Supporting Young Learners < '} "“)
'R Y

1




Once children have indicated a plan in
some way, the next step for adults is to encour-
age children to develop their plans further. At
this point it makes some sense to distinguish be-
tween two groups of planners, nonverbal/ vague
planners and routine/elaborate planners. Inter-
estingly enough, Berry and Sylva’s research sug-
gests that adults tend to question the first group
extensively, the second, hardly at all. In their
analysis, adults tend to keep after the vague or
nonverbal planners until they arrive at a more
complete picture of what they might do, but pass
up the opportunity to converse with and ques-
tion children who have the potential for thinking
through and articulating quite elaborate plans.
It's important to remember that all children need
the opportunity to expand on and clarify their
plans—even those who've stated an initial inten-
tion fairly clearly. There are many ways adults
can encourage children to develop their ideas
further. For example, they can talk with childten
about where they will work, the materials they
will use, the sequence of their actions, and other
details, and they can discuss the child’s prior
related work.

Is there *ime for a thoughtful planning
conversation with each child? Yes, there is.

First, even though such conversations take
longer than a routine question-and-answer
exchange (e.g., “What are you going to do?”
"Play with blocks”), they don’t take that much
longer. In fact, thoughtful planning conversa-
tions often go rapidly, because they are intense
and full of the unexpected. In addition, when
adults converse attentively with children about
their plans, children are generally able to get
started with less adult help—because many po-
tential problems and choices have already been
dealt with. This leaves the aduli free to focus on
conversations with other children about their
plans. In this sense, in-depth planning with each

b

Two Steps to Success

Planning involves a
senes of highly personal.
mdividual conversations
that occur in a group set-
ling The following steps
lake into account both the
“group " and “individual”
aspects of planning

Step one: Engage the
attention and interest of
the planning group
through a game-like
activity, a special task, or
challenge For example,
children might explore a
collection of new materi-
als. take a guided tour of
the center in a make-be-
lieve vehicle, use special
props or matenals while
making a plan, use panto-
mime, drawing. or wnting
to plan; participate in
games or role plays to
decide whose turn it 1s
1o plan next (e g . "Today
we'll pass the planning
pilow When the mus:c
stops. whoever has the
pilow will plan next™)

Step two: Engage in
one-on-one exchan_ s
with each child. Talk
about his or her plan Talk
1 the child at his or her
own level Create an inti-
mate. unhurried atmo-
sphere by showing the
child your genuine inter-
est in his or her plan, and
by listening and observ-
ing attentively as the child
expresses an intention
Encourage the child to
tatk further about his or
her ptan by commenting
or asking questions about
materials, space. se-
quence. prior related
work, and other deiails
Deal sensitively with any
concerns that may be im-
peding planning s
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child is a group managemen' tool, since well-
conceived plans generally lead the planner to a
focused and appropriate set of actions. =

For more information on the research cited here, see Berry,
C. E, and Sylva, K. (1987, unpublished), “The Plan-Do-Review
Cycle in High/Scope: Its Effect on Children and Staff” (write
Carla Berry, Chicago AEYC, 410 S. Michigan Ave., Chicago, 1L
60605); and Fabricius, W. V. (1984, doctoral dissertation), "The
Development of Planning in Young Children” (availabie from
UMI, 300 N. Zeeb Rd., Ann Arbor, M1 48106).
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A Look at Looking Back:
Helping Children Recall

“Recall time used to be the most difficult by
part of the daily routine for me and the children.  Mark Tompkins
Somehow [ was forgetting the principles of ac-
tive learning. I would ask the children, one at a
time, what they did during work time, and they
would respond with three- or four-word an-
swers. Then we decided to make recall time
more ctive and cooperative by adding variety
to the strategies we used. I can’t believe the dif-
ference this has made. Now recall time is the
highlight of the day!”

This preschool caregiver, like many others
who use the High/Scope Curriculum, has dis-
covered that recall time can be one of the most re-
warding parts of the daily routine for children
and adults. The key to success is to approach re-
call time with the principles of active learning in
mind.

In this article we explain the value of
recall experiences and share strategies you can
use to make recall time a more active learning
experience for children. We also explore ways
to encourage spontaneous recall experiences
during other parts of the daily routine, and we
share segments of a recall-time diary from the
High/Scope Demonstration Preschool.

The - ance of Recall
Exp. ’S

Have yc « «ver asked your own chiidren
what they did at school, only to meet with a
blank stare or to be told, “I just played” or “I
don’t know”? Have you ever experienced sim-
ilar responses when you asked children in your
preschool or center to recall something they did?
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In some cases like these, children may have
difficulty recalling because their experiences
haven’t been personally meaningful. Children
tend to recall what is vivid and exciting to them,
and if adults make most or all of the decisions in
a child care or classroom setting, children may
“go through the motions” of the activities but
not feel involved in them. At this age children
are most likely to encode, or store, their experi-
ences as memories when they work actively with
materials or people—their encoding processes
are tied to concrete, active experiences. If learn-
ing experiences are too abstract or do not reflect
their personal interests (as with premature aca-
demic drills), children may simply not process
them mentally and thus may be unable to recall
them later.

But even when children enjoy what they
are doing, they may respond with blank stares
when asked later to recall their experiences. We
must remember that children are present-oriented.
No matter how involved they may have been in
what they just did, their focus is or. the here-and-
now. Nevertheless, when children recall their
experiences as a regular part of their daily rou-
tine, as they do in the High/Scope Curriculum,
the process of looking pack becomes more
natural to them. When adults recognize the
importance of and promote these regular recall
experiences, caildren eventually begin to recall
in greater depth and detail—assuming, of
course, that the setting offers lots of experiences
that they're excited about sharing.

Thus, the first steps for helping children
to recall more readily are to encturage children
to take the lead in their own activities and
then to provide regular times for children to
review these experiences. High/Scope’s plan-
do-review sequence, a key curriculu.n element,
is designed to provide such opportunities. The
process is based on the idea that children are
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The capacity for reflection, fostered by providing children with
opportunities to recall their exy riences asa regular part of the daily
routine, is an important foundation for later acadentic learning.

capable thinkers and doers, especially when they
carry out activities of their own choosing.

Recall experiences, then, are part of a larger
process of planning and doing that offers chil-
dren opportunities to initiate and reflect upon
their actions. By planning an activity, carrying it
out, and then looking back at what they have
done, children develop a sense of control over
what happens to them. They can see the relati. -
ship between their plans and their activities, and
they develop more awareness of their own ideas
and the effects of their own actions. The process
of talking about and representing their actions
helps children evaluate and learn from their ex-
periences; it also makes them more capable of
drawing upon these experiences in the future.

The capacity for reflection, fostered in re-
call experiences, is an important foundation for
later academic learning. At the primary school
level, so many educational experiences empha-
size rote learning and memorization of facts that
children may not understand the context or func-
tion of the facts they are memorizing. Teachers of
grade-school children frequently deplore their
students’ inability to “think” when completing
assignments: “She can fill inall the blanks with

1
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A Recall-Time Diary

To spark your own cre-
ative thinking about how
to make your recall imes
more active, we've in-
cluded the following ac- \
counts of actual recall
activities that took place
at the High/Scope Demon-
stration Preschool in Ypsi-
lant, Michigan Each of
the "diary entries” pre-
sented here was recon-
structed from notes
teachers made during
therr daily planning and
evaluation sessions The
dates are included to
convey a sense of the
development of the recall
process over time

Monday, September
18, first day of preschool.
Curriculum focus: Famii-
larizing children with
teachers, peers, the
classroom, and the rou-
tine. Recall strategies:
Bag of materials, sing-
Ing. To help children be-
come comfortable in
their new environment,
teachers enco. ged
relaxed exploration and
play throughout the day
As the children were
cleaning up their toys and
matenals, one teacher
gathered several tems
that the children had used
in their play and put them
n a bag Everyone then
met as a large group As
children took turns puling
tems out of the bag.
teachers and children
1alked about where the
item came from, who
usedit. and what he or
she did with it Teachers
led the group in singmng a
sonhg describing things
children did (to the tune of
"This away. Thata way )

Wednesday, Octo-
ber 4. Curriculum focus:
Spatial key experiences.
Recall strategies: Musi-
cal carpet squares,
motor encoding.
Throughout the day the
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the right answers, but she can’t apply them—I
just wish she would think more!” In contrast,
High/Scope’s plan-do-review sequence gives
children experience with a recall process that is
very different from simple short-term memoriza-
tion or reactive thinking. We encourage children
to remember and evaluate what they have seen,
done, said, or thought. In so doing, they are
learning a structure for their thinking that allows
them to evaluate and apply what they have
learned—valuable capacities for both arademi~
learning and “real-life” success.

Recall experiences are also valuable for the
wonderful social opportunities they provide.
Children enjoy talking about, hearing about, and
evaluating each other’s experiences. In the pro-
cess they improve their speaking and listening
skills. They also discover new ways of doing
things and interacting with others.

Now that we’ve discussed the importance
of recall experiences in High/Scope programs,
let’s focus on how to make these experiences as
beneficial as possible for children.

Enhancing Your Recall Times

As trainers in the High/Scope Curriculum,
we sometimes hear teachers and caregivers com-
plain that children are bored or uncooperative at
recall time. We frequently find that these adults
go through the same process every day at recall
time: asking every child, one by one, the same
set of questions (“What did you do today? What
materials did you use? Who did you play
with?”). As each child responds, the rest of the
children are expected to sit and listen.

Like any teaching strategy that is overused,
this way of conducting recall time can become an
empty ritual. Another problem with this ap-
proach is that it demands a loi ¢f maturity from
children, since it depends heavily on language
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and since children must spend so much time lis-
tening quietly.

There are lots of other ways to help children
recall. We suggest replacing such repetitive recall
activities with recall experiences that are active,
social, cooperative, and conversational. Here are
some ideas for doing this:

First, make sure you have created an envi-
ronment rich in materials that children can
choose for their play. Earlier we said that chil-
dren are most likely to recall their experiences
when they are encouraged to make choices and
direct their own activities. To support the pro-
cess of making choices, children need a class-
room setting that is well stocked with concrete,
interesting materials: blocks, dress-up clothes,
kitchen gear, art supplies, etc. Collect materials
that relate specifically to interests of the chil-
dren that you know about, such as musical in-
struments or props from fast food restaurants,

To promote recalling of particular experi-
ences, you can bring in materials that relate to
thi~  -hildren have done: For example, after a
fiel vto a farm, the teachers and children at
one c.ner collected farmers’ caps, hoses, shov-
els, rakes, hoes, toy animals, and farm ma-
chinery. The teachers also brought in big boxes,
and the children used them to make silos, farm-
houses and barns—play experiences in which
they recalled, or represented, their farm trip.

Another way to use concrete materials to fa-
cilitete recalling is to develop recall-time strate-
gies around materials children are using, If you
find, for example, that children are spending a
great deal of time in play about airplanes, try
this strategy at recall time: With your recall
group in tow, take a toy airplane and “fly”
around the classroom with it, stopping at each of
the interest areas. At each stop, ask which “pas-
sengers” played there and talk with them about
what they did. 110

teachers promoted spatial
concepts such as “next-
{o.” "beside," “on top of,"
and *behind." At recall
time teachers arranged
carpet squares (one red,
the others, blue) in a large
circle. As in a musical
chairs game, the whole
group marched around
the circle to music, stop-
ping whe: the music
stopped. The child who
ended up on the red
square was asked 1o re-
call verbally. As that child
lalked, the teachers en-
couraged the other chil-
dren to use exaggerated
motions to imitate and re-
enact what the child dig
(motor encoding). Through-
out the activity, teachers
made a point of using spa-
tal language (such as
‘nextto” or “onit"), repeat-
ing any spatial terms chil-
dren used as they talked
about their experiences.

Tuesday, Decem-
ber 12. Curriculum
focus: Representation
key experiences. Recall
strategles: Maps and
bears, drawing. The
teacher asked one recall
group 10 use a map of the
classroom and small toy
bears to represent their
movements that day dur-
ng work time. *Could you
make your bear move to
the different places you
played in today?" in the
Other group, the teacher
asked a few children, one
at a time, to recall ther ac-
hivities. As each child
lalke:d, she sketched a
partial picture of the actiy-
1ty the child described.
then asked the other chil-
dren to help complete the
drawing

In each of the above
examples, teachers ysed
wo basic principles to plan
for recall time planning
around a daily curriculum
focus and using actve re-
call strategies to imple-
ment this focus w
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Encourage Recalling
Throughout the Dally
Routine

Recalling doesn't just
happen at recall time
Some ways to encourage
recalling at other times

Clrcle/Greeting time.,
Ask children questions
about what happened to
them betore school How
did you getto school? Did
you see anything unusual
outside the car window?
VWhat did you eat for
preakfast? (You can follow
up this last question by
helping the chiidren make
a chart of the foods men-
tioned )

Planning time. If chil-
dren are developmentally
ready. encourage longer-
term planning ask them
to recall what they did yes-
terday. and encourage
them to make plans that
putld on what they did the
day before

Work time, Have chil-
dren give directions (to
you or another chid) for
something they have just
done “That's atall buid-
ing Can you tell me how |
can make one ke that?”
or "Can you tell Caroline
how to make a mask on
th. computer?’

Small-group time,
Have the group "write” a
story about a common ex-
perence. e g . "What We
Saw at the Fire Station.”
on a long sheet of butcher
paper Ask each chid to
use part of the sheet to
~draw and wnte” a part of
thestory =
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One way to make the recall process more meaningful is to concentrate on
evtended recall experiences with just a few chitdren.

Another way to break away from a repeti-
tive, question-and-answer format for recall time
is to concentrate on extended recall experiences
with a few children. This makes it easier for all
the children to share in the experience and al-
lows the discussion to take a more natural, con-
versational tone. It also gives the teacher time to
use active recall strategies that involve more
than just verbal experiences.

lf Ehren is doing extended recall today, for
example, the teacher might take the little blue
shovel he played with at the sand table and hide
it under a cloth. Then she could ask the children
to feel the object under the cloth and guess what
it was and who played with it. Next, Ehren
could describe and demonstrate how he used the
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shovel, and the teacher could then lead everyone
else at the table in imitating Ehren’s shoveling:
“Ehren said he poured the sand until it was a
mountain. Let’s pretend that we’re all pouring
sand and making mountains.”

Recalling Throughout the Day

The above are just a few of the many possi-
ble ways adults can make recall times more
enjoying and meaningful for children. It's im-
portant to remember, however, that recall time is
not the only opportunity for recall experiences.
Program staff also need to think about ways to
promote recalling during other parts of the
daily routine.

One such important strategy is to support
the naturally occurring opportunities for recall-
ing that occur during children’s play. Play is the
key activity in developmentally appropriate pro-
grams. As children play, they are often reenact-
ing, restructuring, and recalling experiences they
have had.

To support recalling during play, become a
partner in the child’s play. Imitate what they are
doing by “playing” alongside them, using the
same materials and some of the same language.
This imitative interaction is a simple form of re-
calling in which the child sees his or her own ac-
tions reflected back. Later, you can extend on
this reflective process by taking advantage of
opportunities for conversation. You may ask,
“What happened?” or "How did you do that?”
or “Can you show me how I can build one like
yours?”

Recalling during play is especially import-
ant for toddlers and younger preschoolers who
are just beginning to recall or who may not be in-
terested in recalling at recall time. As children
mature, they are able to recall experiences that
are increasingly distant in time.

Plan Recall-Time
Strategies Around
High/Scope’s Key
Experiences

Make racall time more
active by tying your recall
strategies into your key ex-
perience focus for the
day. For example

Key experlences in
spatial relations: With
your group, recall inside a
block structure a child
made at work time This ai-
lows children {0 see both
the biock structure and
classroom from a different
spatial viewpoint

Key experiences in
representation: Use pup-
pets or stuffed anmals as
props to stimulate conver-
sation For example, the
adult pretends that her
puppet says. "l saw Mary
build a hamburge: stand
in the block area today. She
made lots of hamburgers
and vanilla shakes " Then
the adult gives each child
a puppel tc continue the
conversation with the first

puppet

Key experiences In
movement: As a child
talks about an expen-
ence. ask the child to
show the group what he
or she did by reenacting
the motions Then ask the
child to tell you how he or
she moved arms, hands.
head.etc w

ALook at Lookmy Back: Helping Children Recall 133

144



136

. Suppartorg Youny Learners

It's clear that many opportunities for recall
experiences occur throughout the High/Scope
daily routine. Some of these opportunities are
discussed in the side columns on pages 134 and
135. In these and other recall activities, the key to
success is planning with active learning in
mind. =
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Planning a Daily Routine for
Day Care Settings

he High/Scope Curriculum offers con- by
siderable flexibility in planning a daily  Bonnie Lash Freeman,

routine. Though the curriculum has certain basic ~ Mary Hohmann,
elements—the plan-do-recall sequence, circle and
time, and small-group time—staff of each pro- Susan M. Terdan
gram decide how much time to allot for each
actvity and bow to order the various time seg-
ments. Despite this flexibility, developing a daily
routine is still difficult for day care staff because
so many caregiving tasks must be scheduled
and because outside requirements (for example,
licensing standards that may specify a fixed nap-
time) must also be met.

Yet many day care centers have found cre-
ative ways to meet all of these scheduling needs
within the curriculum framework. The key is to
think through each part of the routine from a de-
velopmental perspective. To do this requires set-
ting aside staff time for daily planning—naptime
is the ustial time chosen. Such team planning is a
“must” for centers using the High/Scope ap-
proach.

Below are additional suggestions that may
be helptul in planning a daily routine for day
care:

* Consider all the tasks that must be ac-
complished in a given time frame and allow
enough time so that routine tasks can be han-
dled in a relaxed, unhurried way. For example,
early mornings can be especially difficult be-
cause there are so many things to do at the same
time—greeting children, conducting health
checks, getting special instructions from parents,
supervising the group as each new child arrives,
and setting up for breakfast. To start the day off
right for both children and staff members, take
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Sample Day Care

Routine for Ages 3-4
7:00-8'15

Arnivals, health checks,

hmited plan-do-recall

8:15-9:00
Breakfast, clean-up,
toileting

9:00-8 20
Morning circle Stones,
songs. announcements

9 20-9 30
Child planning

9 30-10 30
Work time

10.30-10 40
Ciean-up

10.40-1050
Recall timefJuice

10501105
Circle time Music and
movement

11:05 11256
Smali group time

1125~1200
Outside time

1200-12 45
Lunch and clean-up

12 45-1.00
Tolleting. set up cots

100-2 30
Naptme (adult planning
30-45 min )

230-320

Toileting, snack. and story-

time overlap as children
wake up one by one

320-340
Crcle time

340-4 30
Cutside time

4 30-4 45
Transition to Nside.
planning time

4 45-6 00
Work time. clean up with
parents. recall on way
home e
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Planning a limited plan-do-revieio at the end of the day is one way to
involve busy parents in your routine. The chuld and parent pick up
his or her play materials together and then discuss what the child did.
continuing the discussion on the way home.

note of all these tasks and arrange your routine
so you don’t have to rush through them. One
staff member can set up for breakfast and super-
vise children’s play; another can greet parents
and children and conduct health checks, making
this a relaxed opportunity for a warm interaction
with parent and child.

* Plan overlapping activities to make tran-
sitions smoother. Expecting all children to start
and end a particular activity at the same time
will result in some children having long waits
and others being rushed. Instead, plan for grad-
ual transitions. For example, don't expect all chil-
dren to wake up at the same time from their
naps. Instead, conduct a quiet activity as nap-
time winds down (for example, a small-group
time, story time, or snack) so that children can
wake up slowly, use the bathroom if necessary,
and join the activity at their own pace.
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* Plan ways to encourage parents to be a
part of your routine. Because day care children
are away from parents so long, it is especially im-
portant to plan ways to involve them in your
daily schedule. One center we know of does this
by conducting a limited plan-do-recall sequence
at the end of the day. In late afternoon, teachers
at this center offer children a few choices of activ-
ities; for example, they may leave just two inter-
est areas “open.” As parents arrive to pick up
their children, they help children clean up the
equipment they have been using and encourage
them to recall what they have just done. Often
this leads to a relaxed discussion of the whole
day as parent and child ride home together.

This center’s innovative way of ending the
day is just one example of how a well-planned
routine meets important needs for children, staff,
and families. Thoughtful planning is the key to
developing such a routine for your program. =
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Planning the Kindergarten Day

High /Scope kindergarten teachers who
are planning a daily schedule often
ask, “How can I fit it all in?”” The schedule must
not only accommoclate basic structural elements
of the High/Scope nrogram—large-group activi-
ties, small-group “workshop” activities, the plan-
do-review sequencc—it must also assure that
required content in science, social studies, math,
and literacy is covered. At the same time, it must
allow for stich out-of-class extras as music, li-
brary, and physical education. No wonder teach-
ers who want to plan a consistent schedule often
feel overv.nelmed!

However, the sample daily schedules for
full-day and half-day kindergartens given in the
side column, next page, show how readily these
activities can be accommodated in a typical day.
Of course, these are only two of many possible
ways that staff of High/Scope kindergartens can
schedule their activities—each High/Scope pro-
gram designs its own unique schedule.

For those familiar with the daily routine of
High/Scope preschool programs, the somewhat
different nature of the High /Scope kindergarten
schedule requires explanation. First, note that we
use the term “schedule” rather than “routine.”
This shift in terminology better describes the or-
ganization of the kindergarten day, which is usu-
ally more flexible than a preschool program
routine.

There are two main reasons for this greater
degree of flexibility: first, the kindergarten has to
accommodate more required activities than the
typical preschool, and second, unlike most pre-
schoolers, kindergarten children have the matu-
rity to handle variations in the daily schedule.
Since kindergartners can use time concepts such
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Kindergarten children are sometinges able to use emerging writing skitls to
describe their pluns.
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as hours, days, and weeks more ably than pre-
schoolers, they can handle a schedule that may
change from day to day.

The increased maturity of the kindergarten
child is also reflected in High/Scope’s plan-do-
review sequence, in which kindergartners plan
activities using materials in one or more of the
classroom activity areas (art, reading, writing,
science, computers, etc.). Kindergartners typi-
cally develop more elaborate plans than pre-
schoolers and, by the middie of the year, some
may be writing their plans and recording their
choice of center on a planning graph. Work
time, during which children do what they have
planned, accommodates the more involved pro-
jects and interests ot 5- and 6-year-old children,
When kindergarten children recall what they
have done at review time, they not only describe
what they did but also compare their work with
the intentions expressed in their plans. They may
reflect on the process of their work in some
depth, often discussing problems encountered
and solved.

Sample Kindergarten
Schedules

Halt-day kindergarten
8 30-8 5C
Opaning/circle

8 50-9 30
Plan-do-review

930-1030
Language/math workshop

10:30-11 00
Outside play/snack/
physical education

1100-1130
Music/story

11-30
Dismissal

Full-day kindergarten
8 30-9 00
Opening

900-9 45
Plan-do-review

945.1045
l.anguage/math
workshop

104511 15
Music. movement

11 15- 11 45
Lunch

11451200
Prep for outside

120012 30
Outside play

1230 100
Circle or theme activity
(social studies or science
expenences)

100 140
All read/all write

140 200
Physicat educat.

200 220
Story

220
Disimissal w
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Small-group activities in the kindergarten
program are called “workshops” to reflect their
more purposeful instructional focus. Like small-
group times in preschools, workshops involve
six to eight children and are planned by teachers
around the High/Scope key experiences—in this
case, the kindergarten key experiences. These
activities often focus on concep:s and skills in
language, math, science, and oth.r content areas.
As in the small-group activities of the preschool,
children participating in workshops aie active—
they do things, rather than listen passively. Unlike
preschoolers, however, kindergarten children go
to several workshop activities each day as the
small groups rotate fromone workshop to another.
In some of these workshops they may work in-
tensively with the teacher; in others, they may
work more independently.

The daily schedule of the High/Scope
kindergarten thus emphasizes a continuity of
appropriate child development practices in the
transition from preschool to kindergarten. At the
same time, it provides opportunities for the new
levels of learning that advancing development
and maturity invite. =
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Day One: What We Did When
the Childre:1 Arrived

here is no one “High/Scope daily rou- by
tine” that works for all programs and Warren Buckleitner
settings. Instead, staff of each program are and

guided by curriculum guidelines and strategies Sue Terdan
as they develop a routine that meets the needs of
their group of children. This article describes the
daily routine of an actual High/Scope program.
The program was a summer preschool for 3- and
4-year-olds we conducted in a public school
building normally used for the Ypsilanti, Michi-
gan, kindergarten program. It's important to
note that the following account is not intended
as a "recipe.” Rather, it is an example of a spe-
cific routine, for a specific group of children, on a
specific day, the opening of the school session.
Depending on the nature of their setting, the
time of year, and the needs and interests of their
group of children, adults in other programs will
structure their own unique routines.

A major consideration for us in planning
this particular routine was the newness of the
program to children and parents. Throughout
the day we tried to keep in mind the mixture of
fear, anxiety, and excitement that we knew most
children—and their parents—would be feeling
as they encountered a new place, new people,
and a new routine. Here’s how each part of the
day went:

Greeting/circle time. Warren stood at the
door of the school, greeting children and parents
and passing out an information form. Because
the classroom was down the hall and around
the corner, we had run a strip of red tape at
children’s eye-level along the wall leading to
the door of the classroom. We asked parents to
follow the tape and walk their child to the
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classroom. When they arrived, Sue welcomed
each child to the circle area where children’s
signs (each one cut in a familiar shape) were
waiting. We asked each child to select a sign,
wrote his or her name on it, and hung the signs
on children with yarn. This made it easier to
begin using children’s names immediately. We
also had our daily routine chart available to
show to children and parents.

Planning time. We had Jecided to do both
planning and recall as a large group for the first
week, using very easy, concrete planning strate-
gies. (Later, when children were used to the idea
of planning, we divided them into two smaller
planning and recall groups.)

Here's how we planned on the first day:
From the circle, we made a “planning train” to
help children explore the room and get an idea
of what they wanted to do. Our “tra. 1" went
through all the areas of the room, with the con-
ductor (Warren) pointing out some of the things
available:

“We're going by the water table. It's all
full of water! . .. Now we're coming into the art
area where we can paint a picture [chugs by the
easel] . . . or use the modeling dough [hols up
the modeling doughl. . ..”

We found that we easily held the children’s
interest by keeping the train moving and by only
using language directly associated with objects
and areas. After the first trip around the room,
the train made stops in each area, letting off chil-
dren in the areas they selected. The caboose
(Sue) noted each child’s departure: “Scott is
walking to the toy area.”

Work time. In our first work time, we
stressed helping children explore with the mate-
rials and learn and use relevant words: names
for the children, teachers, areas of the classroom,
and parts of the daily routine: “I see you planned
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Pictures of each part of the duily routine can help children learn the
routne at the bequnng of a program session.

" ou

to work with Lindsey in the block area.” “It’s me,
Warren. Can I come in to your house for a visit?”
We made a point of giving a clear warning five
minutes before clean-up time: “Soon it will be
time to clean up.” We also found these early
work times to be excellent times for making our
first general observations of children—we kept a
pad handy to make brief notes to consider later.
Clean-up time. Because we had a hearing-
impaired child, we signaled the start of clean-up
by ringing a bell and flashing the lights. We mod-
eled clean-up behavior, again emphasizing lan-
guage: “I'm handing the blocks to Lindsey,
who's in the block area.” We were surprised at
how smoothly clean-up went—could it have
been our labels? During clean-up, we prepared
for recall by collecting 10 or so objects that we
had seen children use a lot (a pitcher from under
the water table, a pair of scissors, a Bristle Block).
Recall time. With all the children gathered
at the circle, each child took a turn pulling an ob-
ject from the hay. We then sang a simple recall
song that included the name of the child who
had used the object during work time. For exam-
ple, when a smock from the art area was picked,
we asked, “Who played with this?” When Jim-

1541

Day One. What e Did When the Childdren Arvieed



o .

Suppartimg Youny Learners

mie answered, we asked him “to show us what
your hands did.” Then we sang, “This is the way
we paint with the brush .. . just like Jimmie,”
copying Jimmie’s motions as we sang. At the end
of recall, we divided the children into two prede-
termined groups for snack.

Snack time. Rather than talk at length
about the “rules of snack,” we modeled appropri-
ate table behavior. For example, when Jimmie
took a large handful of crackers, Warren pointed
out how many of the children had no crackers
and helped Jimmie decide how many each child
could take. We also asked children to pour their
own juice.

Small-group time. Sue’s table worked with
paper strips, glue, tape, and staples. The children
at Warren'’s table each had two magnets and ex-
perimented with these and a variety of nuts,
bolts, pen caps, inch cubes. In interacting with
children, we focused on the ingredients of active
learning and the language key experiences, both
of which actively involved children and helped
them learn about materials available to them in
the classroom.

Circle time. To reinforce nanies, we sang,
“Everybody do this, do this, do this. Everybody
do this, just like [child’s name].” Children pro-
vided the movement ideas. Before we went out-
side, we asked the children if there was a song
they would like to sing. Several children men-
tioned “Eensy Weensy Spider” and several oth-
ers suggested “Skinamarink.” We explained that
there was enough time to sing each song once
and that then it would be outside time.

Outside time. The short walk down the
hall from our classroom to the playground door
was marked with yellow tape to encourage chil-
dren to find their way independently. Once out-
side, we used this time to get to know each child
better as we played with them until their parents
came. The children were very excited about the



playground, which has some unique play equip-
ment (e.g., a large spinning dish that holds five
children; a variety of different-sized balls).

For the first three weeks, to help children
learn the daily routine, we had them move a
large clip along our daily routine chart as they
completed each segment of the day. We contin-
ued to work on familiarizing children with the
routine, the areas, and the names for everything
and everybody in the classroom. After a few
weeks of experiencing a consistent daily routine
and room arrangement, children began to
show-—through their plans and their general
behavior—that they knew what to expect and
where to find things. «
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Environments for Active
Learning

Settings for Active Learning — Ann Rogers

Home Day Care and High/Scope: A Natural Combination —
Bonnie Lash Freeman and Ruby Brunson

The Playground: An Outdoor Setting for Learning — Vincent Harris

Blocks, Sand, Paint .. . and Computers —
Warren Buckleitwer and Charles Hohmann

Toward Multicuitural Settings — Ann Rogers

ince adults in High/Scope programs do not rely on pre-

structured activities to set the course for children’s learning,

one of the key ways they guide children is through careful
planning of the environment. This involves dividing the space intn
defired areas, then stocking these areas with a rich array of inviting
materials.

In the opening piece, Ann Rogers outlines some general considera-
tions for arranging and equipping settings for active learning, using con-
crete examples from the High/Scope Demonstration Preschool. Rogers
emphasizes the need for adults who are planning the physical setting to
consider the general kinds of play that are typical of young children—in-
cluding dramatic play, constructive play, exploratory play, and play with
games. The fact that an environment for active learning does not have to
be a classroom is underscored by the next two selections. Bonnie Lash
Freeman and Ruby Brunson explore the issues that arise when early
childhood programs in family day care homes are organized around
High/Scope’s active learning principles. Vincent Harris describes how
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playgrounds are transformed when educators view the outdoor play
space as an active learning environment. Questions and concerns about
the xinds of materials that are appropriate in early childhood settings
crop up repeatedly at curriculum workshops; and the article by Charles
Hohmann and Warren Buckleitner takes up some nontraditional materi-
als—computer equipment and software—and looks at their role in devel-
opmentally based early childhood programs. The issue of how the
environment contributes to learning about diverse cultures is addressed
in the concluding piece by Ann Rogers, who discusses a common prob-
lem of early childhood programs: how children can learn about cultural
uiversity in a setting that serves a homogeneous group.

Q 15 - Supparting Youny [eerners 1 !:‘ S
« '




Settings for Active Learning

hildren actively playing—together by
or alone, neatly or messily, quietly, Ann Rogers
or noisily—are busy learning about the world
in ways that children are intended to learn—by
exploring and working with people, materials,
and ideas.
One of the most important responsibilities
of adults who teach young children is to create
and maintain a physical setting that encourages
this type of active play. In this article, we offer
principles and strategies for designing environ-
ments 1 which children can express their own
plans, intentions, and interests by choosing ma-
terials and activities. The ideas we share can be
implemented in all kinds of early childhood set-
tings, including preschools, day care centers, and
family day care homes.

Types of Play

In creating settings for active learning, it’s
Lelpful to think about the kinds of play typical
of young children. Here are some general kinds
of play, and some examples of them from the
High/Scope Demonstration Preschool:

* Dramatic or role play—pretending.
Linda and Aimee act out a wedding all week lony.
They dress up in wedding finery, travel in hollow
block cars, dance to taped music, and pretend to eat
lots of wedding cake.

* Constructive play—using materials to
make something, sometimes as a part of dra-
matic play and sometimes as an end in itself.
Will uses paper tubes and tape to make swords for
playing Teenage Mutant Ninja Turtles. Carole uses
some of the plastic, interlocking straws and stars to
make an umbrella.

woettmys for Actiee Learttimy « Lol
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Providing materials for constructive play—making things—is a prime
consideration for planning active learmmg et ronments,

+ Exploratory play—exploring the possibil-
ities of materials and processes. Given large chalk
sticks, water, and black paper, Deola explores them in
many ways. She tries using the chalk (both with and
without water) on the paper, on her hands, on her
arms, and on the table. She notices the changing color
of the water in her dish and spends a long time stir-
ring different pieces of chalk in the water and observ-
ing the color changes.

* Play with games—board games, card
games, action games like hopscotch, and other
such games with rules. (Young preschool chil-
dren usually don’t play these games conven-
tionally—they are not naturally competitive,
and following rules and taking turns may not
be within their developmental range. However,
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they often enjoy playing with the pieces of a
game set, making up the rules as they go along.)
Naaman loves to play “Memory,” and he has an excel-
lent visual memory so he is very good at it. However,
when another player turns up a card, he excitedly
indicates the correct match, not realizing that this
diminishes his chance of winning.

All these forms of play come naturally to
young children and are important for their devel-
opment. Here are some guidelines for arranging
the space and selecting materials for early child-
hood settings that provide plentiful opportuni-
ties for these different types of play.

Defining the Space and Selecting
Materials

The first step for adults in planning a set-
ting for active learning is to divide the class-
room, center, or home into defined areas. The
boundaries of the areas should be clearly and vis-
ibly delineated—by furniture, walls, fences,
shelves, masking tape on the floor, differences in
floor covering, or by some other type of border.
As much as possible, the names given to the
areas should be understandable to children, e.g.
“climbing area” not “gross-motor area.”

The number of areas adults choose for their
program should grow out ot the particular needs
and interests of their group. The curriculum does
not demand a specific number of areas, nor does
it designate specific names of areas. Here are the
areas we presently have in the High/Scope Dem-
onstration Preschool: block area, house area, art
area, computer area, reading and writing area,
toy area (for small toys), and bean table (also
used for sand and water).

The basic consideration {or program staff in
defining the areas and stocking them with mate-
rials is to look at the children—their interests,
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Locating the Areas

In making decisions
about the size and place-
ment of your areas, con-
sider these factors

Space Allow enough
space in each area for
several children to play
comfortably.

Noise fevel. Locate
areas in which play tends
to be more quiet—e g .
the space where children
play with books or puz-
Zles---at a distance from
noisier areas. such as the
bloc« area

‘Cross-fertilization *
If possible. place areas
next to each other that
have the potential for re-
lated play activities For
example, making house
and block areas adjacent
encourages interrelated
role play

Floor surfaces. run-
ning water Locate art ma-
terials on eastly cleaned
surlaces, near running
water if possible. to facih.
tate clean-up Low-pile
carpet cuts noise, but is
stll firm enough for build-
Ing. so 1t 1s 1deal for block
areas

Trafic patterns Chul-
dren need space to play
and build without being
obstructed by the flow of
trathic from one part of the
room to another

Visibility To help chil-
dren see the choices
available to them. make
the dividers between the
areas low enough for chl-
dren 1o see over Chiidren
also need to display and
view their own creations,
SO provide space at
children’s eye level for
such displays w
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their developmental levels, their cultures.
Adults provide play areas and materials that sup-
port children’s developing abilities and personal
interests and that enable children to reflect upon
and reenact their experiences in their homes and
neighborhoods. In thinking about the physical
setting, adults are guided by this maxim: “Play
with equals learn from.” Here are some general
strategies for selecting materials:

* Adults choose as many “full-sized” mate-
rials as possible. One view of children’s play is
that it is an attempt to make meaning out of their
experience of the world. The adults a child is
close to are very important in a child’s world.
That’s why imitating adults—by using the things
they use and doing the things they do—is such a per-
sistent theme in the play of children the world
over. It makes sense, then, for program staff to
stock the areas with “real,” adult-sized materi-
als—real telephones, adult-sized cocking equip-
ment and unbreakable tableware, empty boxes
and cans of the kinds of food the children have
in their homes, etc. These kinds of materials pro-
mote dramatic play that is based on children’s
real experiences and is therefore very engaging
for them.

+ Adults keep children’s cultures in mind
as they select materials. The materials should re-
flect the evryday lives of the children in the pro-
gram, and therefore their cultures and heritages.
If a program includes children whose parents
make their living fishing, then fishing equipment
would probably be popular play materials with
that group. Asking parents to bring in materials
and tools from their homes and jobs is one way
to assure that the physical setting will reflect
children’s cultures. For example, if there are
Asian children in a classroom, parents might
bring in woks and chopsticks. A participant in a
High/Scope workshop on multicultural educa-
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Children enjoy working with “real,” adult-sized materials that they've
seen thewr parents using.
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tion recently stated, “You should be able to tell
something about the cultures of the children in
your program just by looking at the classroom
and the materials in it!” This goal is easier to
achieve if program staff enlist parents’ help in
selecting and gathering materials.

e Adults stock the areas with many “open-
ended” materials. By “open-ended,” we mean
materials that can be used in many different
ways. Some examples of open-ended materials
that we have in our demonstration classroom are
blocks, paper, cardboard, string, paper towel
tubes, twist ties, pipe cleaners, glue, tape (mask-
ing and transparent), boxes of all sizes, and
wood scraps. We also include Legos, Tinkertoys,
Bristle Blocks, and other ~mall manipulatives,
which children can turn into anything they can
imagine. We emphasize these kinds of materials
because we believe they encourage problem solv-

. 1by
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Open-Ended
Materials Encourage
Creativity and
Problem ESolving

Open-gnded maternals
those that can be used
in a vanety of ways- - en-
courage chidren to solve
problems creatively

Caleb. a 4.year-old
from the High/Scope Pre-
school. decided to build a
race car using the longest
umnt blocks and carpet
squares He needed a
stick shift. but all the long
unit tlocks were gone. so
he searched in the art
area and fo.. .d some
paper towel tubes To get
the length he wanled, he
needed two tubes. but
chan't know how o shck
them together A teacher
referred him to Chnis. who
IS our resident tape ex-
pert Chris helped Caleb
fashion a stick shiff two
tubes long To solve his
problem, Caleb had to
hold in s mind the char-
actenstics of a stick shift
that were important to
him. and then find maten-
als that matched his
ideas i this case the
concepts of "long” and

“narrow " He had the addi-

tional problem of hgunng
out how to fit together the
tubes None of this prob-
lem solving would have
accurred it we had in the
classroom one of the httle
plastic dniving toys that
simulale a car's dash-
boatd and steernng
wheel a

I3 . S portimy Youny Deanters

ing and creativity (as in the example of Caleb’s
activity described in the side column).

*» Adults sometimes choose materials with
specific purposes in mind. Sometimes children
develop interes - that are best supported by spe-
cific—rather than open-ended-—materials. For ex-
ample, when two children in the demonstration
classroom were stung by yellow jackets nesting
in a hollow log, we added several books about
insects and some bug-collecting jars to our
classroom.

¢ Adults continually watch what children
do and use these observations as they make
changes in the areas or materials. Sometimes
children signal the need for new materials by
their fascination with a particular activity—if
several children are spending a lot of time “wash-
ing” their hands, then it’s probably time to think
of ways to provide waterplay in the classroom.

Some changes we're now considering in
the High/Scope Demonstration Preschool
illustrate how early childhood staff continuously
try to adjust the physical setting to provide new
challenges and accomniodate children’s chang-
ing needs. We've observed that many of our
children are very interested in building with
blocks—so many, in fact, that the blocks often
run out before their ideas do! We’ve also noticed
that many of the children are using the unit
blocks as accessories (e.g., as motors or food) for
their large, hollow-block constructions, and this
is sometimes frustrating for children who want
to build with the unit blocks. We also have
many children who are creating things with
wood scraps and tape from the art area. They
seem ready to explore new ways of using wood.
To meet these different needs for supporting
children’s constructive play, we're wrestling
with several alternatives for changing our areas.
We may decide to subdivide the block area into a
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large block area and a small block area and add
additional unit blocks. Another possibility is to
create a construction area—with a workbench
and real carpentry tools—at one end of the block
area. We don’t have room to do both. Still another
option, now that the weather is warmer, is to
create a construction area on the playground.

To help us in making decisions about chang-
ing these areas, we'll continue to observe the kinds
of play children engage in and to think about the
best uses of our space and materials. Like other
teachers and caregivers in High/Scope programs,
we’'ve discovered that the process of creating a
physical setting to support children’s active
learning through play is truly never-ending! =
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Home Day Care and
High/Scope: A Natural
Combination

P arents who want high-quality day care
often choose family day care homes, es-
pecially for their youngest children, because
these settings offer a homelike environment.
These parents want care settings that are safe,
nurturing, and stimulating—settings in which
their children can grow and develop mentally,
physically, socially, and emotionally.

Providers of home da: care know that deliv-
ering the best possible care to children is a diffi-
cult task, especially when their programs must
earn an income for staff while kc eping fees low
enough that families can afford them. Making
the provider’s task even more difficult is the
need to maintain a comfortable home for family
members while operating a bustling child care
bu-.uness in the same space.

In recent years, home child care providers
have been tailoring the High/Scope Curriculum
to meet their unique needs through their partici-
pation in High/Scope’s Training of Trainers (ToT)
projects. In fac., ToT participants in California,
New York State, and New York City have suc-
cessfully incorporated the curriculum within a
range of home-based programs. The ToT projects
are conducted by High/Scope consultants who
train a cadre of home day care providers and
early childhood supervisors to use the curricu-
lum and train others to use it. Local trainees
who successfully complete the ToT projects can
then establish a network of trained home-based
caregivers.

At the start of these training projects, pro-
viders identified and confronted a range of is-
sues: Why does a fanily day care home need a
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curriculum? How will the High/Scope Curriculum
help me as a home provider? How does the High/Scope
approach differ from the approach I am already using?
Can this neu: proach help me improve my business?
As training participants generated and tried out
curriculum strategies in actual day care homes,
new issues emerged: Will I have to spend more for
equipment and materials? How do I use the curricu-
Tum with a mixed-age group? Is the High/Scope ap-
proach too structured/too lacking in structure for a
home-based program?

In the following pages, we’ll explain how
family day care providers have resolved these
and related issues while using the High/Scope
approach in their programs. Our discussion
is organized around basic elements of the
High/Scope Curriculum—it’s room arrange-
ment principles, daily routine, assessment
tools, and parent involvement strategies. The
examples are drawn from the actual experiences
of High/Scope ToT participants and the provid-
ers they’ve trained.

Room Arrangement

Room arrangement principles are usually
introduced early in the training process because
they are concrete, easy to convey in a visual
presentation, and easy to understand. As is typi-
cal of High/Scope training, ToT participants
were shown videotaped examples of typical
High/Scope room arrangements in one of their
earliest training sessions. They reacted stron<ly,
and their reactions were both positive and nega-
tive (“Labelling is a great idea. [ can’t wait to try
it” “That will never work in my home—I don't
have room for all those interest areas!”)

As they worked through the process of
planning actual room arrangements for day care
homes, participants gradually realized the cur-
riculum was flexible enough to adapt to their

The High/Scope
Approach: Benefits
for Home Day Care

«» Organization: of the
day. the environment, and
the provider's approach to
children

¢ Clear curriculum
gudelines and supporting
matenals

» A nationally recog-
nized approach—there-
fore. a marketing toot that
draws in parents

¢ A training system

» A protessional 1den-
ity tor the provider =

Homyg Dq_ut}m’ and High/Scope: A Natural Combimation . [
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Family Day Care
Homes Evaluation
Checklist

Note. This brief hist s a
condensed and adapted
verston of the High/Scope
Room Arrangement
Checkhst It 1s written
specihcally for home day
care settings

The areas

O Available space s
dwvided into several dis-
tinct areas (house. block.
art. toy. etc ).

0O Location of the
areas 1s compatible with
their other uses (e g, art
area in the kitchen)

0 The areas have
adequate space for the
expected activities

O Traffic flow permits
children to work without
interruption

[ All areas allow for
active play

O An active | .arning
philosophy unuerlies the
planning ot the setting

Storage and labeling

{3 There are definite
storage areas with appro-
priate labels, e g . con-
crete objects. outhnes,

pictures. print. or a combu-

nation of these

0 ldentical and similar
items are stored together
when possible

0 Space 1s provided
for children’s belongings

O Children's “cubbies
are iabeled and piaced
SO chifdren can use themn
ndependgently

1at o Supportng Younyg Learners
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Maintaining a comfortable home for family members while providimg an
active learning environment for enrolled chilidren in the same space is a
challenge many home providers have resolved through thoughtful
planning of space and materials.

spucific settings. But the process was time-con-
suming and complex. The providers had to con-
sider the needs of family members as well as
those of enrolled children in a wide age-range.

Some of the most common room arrange-
ment issues that arose among the ToT providers
are discussed next.

Use of space. In family day care homes, the
space available for child care is usually limited
and often has multiple uses. To make the best
use of space, ToT providers often decided to use
more than one room to house the interest areas:
for example, a living room could contain the
block area and house area; the kitchen or laun-
dry room could be used for messy activities like
sand-and-water play or art activities. Bedrooms
could be used for quiet play or naps. When work

“16S  SECTEODY AURI AR
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areas were arranged in more than one room,
caregivers often found they had to limit the
choices offered to make it possible to watch all
the children: “This morpring the cooking area, art
area, and bookmaking area [all in the kitchen]
will be open. After lunch we’ll work in the base-
ment and you can use the toys and water table
there.”

Materials and equipment for a wide age
range. The broad range of ages of the children
served in day care homes created special prob-
lems for the ToT providers in selecting and ar-
ranging m: erials. For example, one room
arrangement issue that arose in many of the day
care homes was that of infant care. The infants
often required extra equipment—cribs, playpens,
highchairs, baby seats, walkers, and so forth—
and these required extra space. The providers
usually found it worked well to integrate the in-
fant equipment with that of the older children,
cribs and cots in the same space, for example.
Many providers eventually discovered that they
made less use of restrictive equipment like play
pens, because, with the High/ Scope approach,
they had more time to spend interacting with the
children. Children who had more choices and
who did more things for themselves required
less help with routine tasks; thus, adults could
spend less time restricting, directing, and “doing
for” children and more time down on the floor,
playing with them.

The arrangement ot materials was another
problem that took on a new dimension because
of he wide age range served in family day care
homes. In home day care settings, just as in
High/Scope classrooms, an important principle
is that materials are arranged so that children
can get them out and put them away themselves.
Te. accommodate the different age groups they
served, many providers planned to place materi-
als for infants and toddlers on bottom shelves
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Materials and

equipment

0 As much as possi-
ble. materials are easily
accessible to children.

0O Only useabile, safe
materials are within
children’s reach.

O There are a variety
of materials available for
children to use in achiev-
ing their goals.

0 Unstructured mater-
als are available in all
areas

0 Materals that can
be manipulated and ex-
plored are available.

0O Matenals are avail-
able for pretending and
refresenting

0 "Found" materials
are available (pots. dress-
up clothes, plastic con-
tainers)

Parent involvement

O There 1s a clearly
stated method for inform-
ing parents of the
chidren’s daily routine
and activities (bulletin
boards, notes home, infor-
mal contacts)

Home Day Care and Highiscope: A Natwral Combiation . 16}
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and materials for older children on higher
shelves. This way, even crawling babies could
get out their own materials. In addition, provid-
ers often learned that having materials for youn-
ger and older children in close proximity
encouraged the older children to help out the
younger ones as needed.

Costs for materials. Budgeting for equip-
ment and materials was another important issue
for ToT home caregivers. Most of the providers
were on limited budgets and couldn’t afford ex-
pensive, school-type equipment. Because the
High/Scope Curriculum recommends offering
children a wide variety of materials, many pro-
viders at first assumed’ wrongly that they must
buy expensive toys and equipment. As they
1earned more about the curriculum, however,
they began to understand that we actually en-
dorse a “natural” environment in which children
play with many “real” things: pots and pans,
house plants, clothes for dress-up, etc. Materials
like this can be collected at little or no cost, es-
pecially if parents are enlisted to help. The pro-
viders eventually realized that they were not
expected to make the home into a school, but
rather to choose a stimulating range of materials
that fit within a home setting.

Family needs for space. Day care activities
are bound to impinge on the possessions, pri-
vacy, and personal space of other family mem-
bers. Balancing family needs for space with
those of the enrolled children was one of the
most important room arrangement issues faced
by providers. To maintain the integrity of the
family’s home, many providers decided to store
day care materials on movable shelves so that
they could be pushed out of the way in the eve-
ning. Other providers stored materials in hang-
ing devices on the backs of doors or on low
shelves in a closet that was left open during the
day. Limiting the space that could be used for
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day care was another strategy used by some pro-
viders to preserve the family’s privacy. Some pro-
viders, for example, reported reserving one or
two special rooms for family members only.

The Daily Routine

The ToT providers also dealt with many
issues in incorporating the High/Scope daily
routine within their home-based programs. A
consistent daily routine is recognized as a prior-
ity for all early childhood progra.ns. A routine is
especially important for family day care provid-
ers, who often work alone and must rely on the
organization of the day to provide order.

In home day care, the plan-do-review se-
quence is the central element of the daily rou-
tine, just as it is in center-based programs. But
ToT providers found they often needed special
strategies to adapt the plan-do-review sequence
to a home setting serving a wide age range. For
example, a planning board illustrated with pho-
tographs helped to structure planning in situa-
tions where children couldn’t see all the work
areas because the areas were located in different
rooms. Such planning boards were particularly
successful with toddlers, who could point to pic-
tures of the toys and play areas they desired. For
babies, planning often meant simply crawling to
where they wanted to play. Once the baby ar-
rived at a play space, the provider used lan-
guage to label the baby’s choices.

One aspect of the High/Scope daily rouiine
that home caregivers found especially useful
was its emphasis on encouraging children to re-
call the order of the day and to predict what
would happen next. When providers made an
etfort to help children learn to predict the next
activity in the day, they found that many man-
agement problems disappeared. For example,
if Tommy knew that toothbrushing would be

The Daily Routine:
An Organizing Tool

Home day care provid-
ers using the High/Scope
approach report that the
predictability of the daily
schedule makes it easter
for them to organize and
accomplish such routine
chores as cooking, clean-
ing. and diapering. Many
of these activities can be
integrated into smalil-
group time For example,
a small-group activity
could be structured
around making sand-
wiches for lunch (see
"Key Experiences,” side
column, next page).

Caregivers also report
that a predictable routine
encourages older chil-
dren to make transitions
independently, freeing the
provider to give younger
children extra attention.
For exampie, while older
children independently
clean up therr toys and
begin to prepare their
cots for a nap. a se-
quence that happens at
the same time every day,
the provicer can diaper
and sing to aninfant
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The Key Experiences
in Family Day Care

Just as in center-
based programs, provid-
ers of home day care use
the High/Scope key expe-
nences as a framework
for planning actvities and
interacting with children
For example, one home
caregiver chose the spa-
tial key experiences as
her focus for the day The
following small-group time
plan shows how she df -
veloped this focus in a
pre-lunch activity

Key experniences

+ Rearranging and re-
shaping objects and ob-
serving the changes

For a baby, expressing a “plan” might simply mean creeping to a toy she
+ Expenencing and woants to play with. Adults may then use language to lubel the baby's

descrnbing relative posi- choive,

tions, directions, distances

--.----.-----c-----------c---l---..--.------l

s Distinguishing and
descrnibing shapes

dMiferiafS l-’30'09"8 ; followed by an opportunity to play outside, he
and cheese slices, crack- . .
ers in several shapes. was more likely to cooperate with the process.
blunt knives
Procedure Encourage

the: chidren to make Assesst.1eit
"cracker sandwiches” for ) .
lunch As they work. Unlike teachers in preschool or Head Start
model and encourage . .
language doscribing spa- programs, who routinely must use reporting
tal positions and shapes forms, many of the ToT home day care provid-
“Athi s putting a round , N t initiall fortable with th
cracker on tup of a tnan- ers were not imitia y comrortaple wi e
%‘E‘C;:; ”eisget"xzz‘nd;; r High/Scope assessment system, in which early

u have | u h . Ll
crackers Sara? Watch childhood staff use anecdotal notes and the COR
closely as children re- (Child Observation Record) to record children’s
arrange and reshape the
materials and encourage developmiental progress. Many had never before
them to nouce and de- - . 3 ; . . R
scribe the changes that considered using a formal assessment' system.
occur as they wist. roll. To these providers, a paper-and-pencil record
stack, stretch fout and seemed too academic and “school-like”—the
cut the lunchmeat and - < < y
cheese ® saw it as having no place in a family day care

home. However, once caregivers had used the
High/Scope assessment system for a while, they
began to see it not as a premature inventory of
academic skills but simply as a useful way of
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gathering concrete examples of children’s matu-
ration. The caregivers also found that having
these written anecdotes about children made it
easier to provide useful information with par-
ents. This led to stronger parent/provider rela-
tionships.

Parent Involvement

Family day care providers have to create
viable reasons for busy working parents to be-
come involved in the daily working of the home
or most parents will say they “just don’t have
time.” Using a bulletin board as a parent involve-
ment tool (see side column) is just one example
of the efforts ToT providers have made to com-
municate effectively with parents. in general,
the providers found that parents became more
supportive of the new curriculum approach as
they learned more about it. For example, the
New York City providers often used curriculum
materials to explain to parents how activities are
designed to enhance children’s learning. The
caregivers found that if they shared with parents
the overall curriculum goals, the active learning
checklist, some small-group time plans, the key
experiences, and samples of children’s work, for
example, parents came to understand and sup-
port what providers were attempting to do. Par-
ents began to realize that the home was not a
babysitting service, but a setting for active learn-
ing. At the same time, providers worked hard to
reassure parents that a homelike environment
would be maintained and that the implementa-
tion of the curriculum did not mean the program
would be overly structured and “school-like.”

Providers also found that the support the
curriculum generated in parents became a mar-
keting tool, strengthening the business side ot
their programs. Parents quickly recognized the
value of a program that had a visible structure

The Bulletin Board:
Focus for Parent
involvement

The bulletin board that
:5 available in most day
care homes 1S an impor-
lant parent involvement
tool-- parent/caregiver
conversations about chil-
dren often start here. The
bulletin board contains ex-
amples of children’s work;
reminders {O parents,
spec:al instructions o the
caregiver; private notes to
parents, often with anec-
dotes about ind:vidual
children; the menu for the
week; the daily schedule.
special notices, a lesson
plan for the day or week,
and extra paper so that
parents can write mes-
saqes o the careqg:ver »
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and a clearly defined approach to children. The
national reputation of the High/Scope Curricu-
lum also attracted many parents.

The experiences of caregivers described in
this article show that the High /Scope Curricu-
lum and family day care can be a natural combi-
nation. Organization—of the setting, of the daily
schedule, and of the provider’s approach to chil-
dren—is the key to a successful family day care
operation, and the High/Scope Curriculum
provides a useful framework around which a
program can be organized. The curriculum not
only improves services, but also serves as a
marketing tool that helps the program to suc-
ceed fir~ncially. =
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The Playground: An Outdoor
Setting for Learning

T he young child encounters two signifi- by
cant learning environments at pre- Vincent Harris

school—the classroom and the outdoors, While
educators typically devote ample time and en-
ergy to organizing and equipping their class-
rooms, they often overlook the importance of the
second environment, the playground. They may
view the time spent outside as a break from the
serious educational business of the classroom, a
time for children to “let off steam” and for adults
to socialize or sit and relax. When educators
begin to recognize the learning that can and
should take place outdoors, however, they find it
easier to make a commitment to improve their
outdoor play space and to find ways to work
with children outdoors so that curricular objec-
tives are met.

In a High/Scope setting, young children are
active learners both indoors and outdoors. Dur-
ing outside time children not only exercise: their
large muscles; they also observe, interact, ex-
plore, and experiment. This is a time for running
and riding, for balancing and building, for dis-
covering nature, for adventurous roje play, and
for quiet play with small objects. The play-
ground should be designed and equipped to sup-
port this wide range of experiences. Next we
present some general guidelines for setting up
an “outdoor classroom” and for working with
children outdoors.

Playground Design

The overall site for your playground is usu-
ally the first consideration in designing a new
playground or revamping an existing one. All el-

H
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ements of the natural environment should be
considered. Ideally, the early childhood outdoor
play area allows children to explore and appreci-
ate a rich variety of landscape elements (hills,
valleys, sunlit areas, shaded areas, grass, rocks,
gravel, water) and plant life (trees, shrubs,
bushes, vines, flowers). Contrasts in shape, color,
and texture create an environment that young
children are eager to explore and talk about. A
weedy area that is left unmowed will stimulate
children’s exploration. Asmall tilled bed can be
used for children’s gardening. Try to make the
entire playground site pleasing to the eye. Chain
link fences can be improved, for example, by
placing shrubs or trees in front of the fences or
growing vines through them.

Play materials and equipment are another
prime consideration in playground design. For a
really exciting playground, you'll need more
than the traditional swings, slide, and climber.
Children do enjoy these stationary structures,
but a playground should also offer loose manip-
ulative materials that invite children to build,
pretend, explore, and experiment. See page 172
for a list of both large-motor play equipment and
structures and loose materials that may be in-
cluded in your playground plans. It's also im-
portant to evaluate materials and equipment for
safety (for detailed information on evaluating
.ne safety features of play equipment see other
High/Scope resources listed on page 297).

Layout of the playground requires careful
planning. We recommend arranging the play-
ground in well-defined areas similar to those we
have inside a High/Scope Curriculum class-
room. For example, swings, a climber, a sandbox
with a nearby water supply, a paved area, and a
garden could each be thought of as separate
areas.

If possible, arrange the areas around the pe-
rimeter of the playground, leaving an open area
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On the playground, “loose™ materials that children can manipulate are
Justas important a: ~tattonary structures.

in the center. This open space allows children to
move freely between the areas without colliding
with stationary eq «ipment. This central area is
also a1 ideal vantage point for children, who can
see all the choices available, and for adults, who
can observe children in several areas at once.
Within each area, space and equipment should
be arranged so that adults can see children and
get to them quickly. Although children need to
have quiet retreat spaces outdoors, there should
be no enclosed spaces so small that adults cannot
see into them and get into them if necessary.

In deciding which areas will be adjacent,
take care to separate incompatible play areas, for
example, swings and riding vehicles, and the
spaces for quiet sand play and noisier physical
play. Compatible areas should be located next to
each other to promote interactive play; for exam-
ple, you can locate a sand area next to a play
house, and a platform structure next o a sym-
bolic boat. Consider the traffic patterns; allow
ample space, for example, in high traffic areas,
like the spaces around swings and slide. Don’t
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forget to consider noise levels as well. The play-
ground is a place fsr running feet and outside
voices, but it should also provide spaces for
quiet thought.

You can define area boundaries by changes
in surface materials (wood chips under high
equipment, hard surfaces for wheeled toys) or
actual physical boundaries (low shrubs around
swings, railroad ties around the sandbox). The
fence or barrier that defines the entire play area
should not only provide for children’s safety but
also should block unpleasant sights, such as
streets or parking lots.

Storage always becomes an issue when
loose materials are included in the playground.
Try to store materials so that children (including
handicapped children) can get them out and put
them away themselves. Place materials on low la-
beled shelves in a shed or in a labeled outdoor
container. If outdoor storage is not possible, try
storing outdoor materials near the classroom
door in a closet or on shelves.

The Adult’s Role Outdoors

Adults should work with children out-
doors in the same ways they do indoors, keep-
ng in mind the greater freedom possible in
outdoor play. Adults in High/Scope preschools
use language to expand upon children’s outdoor
experiences. Though there may be no formal
time to plan outdoor activities, adults can talk
with children about what they are going to do on
the playground while they are getting dressed to
go outdoors. Once outdoors, they allow children
to set their own course. Adults first observe and
listen to the context and language of children’s
play and then support and extend children’s ex-
periences by asking ¢ven-ended questions, re-
stating ideas in differe 1t ways, and helping
cn..dren expand their observations and experi-



Stationary play structures should be carefully evaluated. for both safety

and the number of play options they offer children.

oooo-oooo.oooooo.-.oo.-ooooooo.ooooooooooo.o.

ments. Adults do not interrupt children at play
or try to change the direction of their activities
without good cause. Adults are active partici-
pants in play—not play leaders, but play follow-
ers and enhancers. Adults also guide children to
use equipment safely.

Discipline problems, such as fighting, chas-
ing, and difficulty taking turns, are o ften symp-
toms of poor playground design: the playground
may not offer enough materials or play options.
If the only things availible are single-function,
one-child-at-a-time play structures, and if the
only other things children can manipulate on the
playground are their own bodies, play will natu-
rally be rough.

Discip! ne problems may also mean that
adults need to be more involved in children’s
play. Outside time should not be thought of as
the adults” break or sacial time. Adults may pre-
vent or reduce conflict by using the following
strategies: en woaging communication between chil
dren ("Mary, tell Jami> what vou want to do.
sereaming and graboin - the handlebars won't
work”), cicorraging children Lo see other points of
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Materials: The “Right Stuff” for Outdoor Play

A well-equipped playground
should include some materials,
equipment, and structures from each
of the following categories:

Large-motor equipment and

structures:

« Climbing equipment—jungle
gym, net climber, ladder, fireman’s
pole, low trees.

« Elevated structures—places to
get on top of and look out from, such
as platform structures, low tree
houses, hills, sturdy crates, tree
stumps, boulders, snow piles.

« Swings—commercial swing
set, multi-person tire swing, rope
swing, tree swing, toddler swing for
younger or handicapped children.

« Sliding equipment—conuner-
cial slide, fireman'’s pole, low cable
ride, watered plastic sliding track for
sumtner, sleds for winter.

« Materials to jump on or over—
inner-tube trampolines, old mat-
tresses, piles of leaves, ropes.

« Structures for balancing—
rows of railroad ties, bricks, or rocks
arranged in a variety ot ways: single
rows, parallel rows, straight rows,
curving rows, zigzags.

« Wheeled vehicles—a wide
range, to provide varied coordination
experiences end minimize contlicts
over toys, tor example, tricycles,
scooters, wagons, strollers, pullearts,
wheelbarrows, cars with steering
w heels, vehicles with pedal steering,.

« Bouncing and rocking equip-
ment—spring-based toys that allow
both side-to-side and front-vack
movements; spring-based or curve-
based teeter-totters. (Traditional-

1 ety Nogenr, L

style tecter-totters can cause spinal
injuries.)

« Equipment for children with
disabilities—play structures and
toys that handicapped children can
operate without assistance, for exam-
ple, climbers accessible by wheel-
chair, play houses and tables that
accommodate wheelchairs, and spe-
cial wheeled vehicles designed for
use by handicapped children. (Also,
be sure that your playground has
some paved areas to make it accessi-
ble by wheelchair.)

Loose manipulative materials:

« Unstructw.red materials to ma-
nipulate, transform, and build with—
sand and sand tools, pekbles, water,
shells, small boards, cardboard, plas-
tic foam. boxes, boards cr packing,
picces, string/rope, old sheets or
blankets, large interlocking toys.

« Role play props—including
both “real” things (pots and pans,
flowerpots) and toy objects, with an
emphasis on those that are generally
used outdoors—goggles, helmets,
backpacks, make-believe telescopes.

« Sports and games equipment—
balls of all sizes, bean bags, low-hung
basketball hoop, pails, buckets,
boxes, bullseye painted large and
low on a fence or wall.

« Art materials—an outdoor
painting canvas made from an old
bed sheet and washable paints to use
with it, large-scale weaving frame
with large pieces of tabric or rope,
colored chalk, clay for texture im-
prints, food coloring for snow dyeing,

« Music and rhythm materials—
pipe chimes, bells, trash cantdrums,
margarine tub maracas. s



view (“Sean, Matthew says he isn't really through
with the swing—he just got off to tie his shoe”),
and helping children find other ways to accomplish
their goals (“Christian is using that truck now,
Erin. Can you think of another way to haul
those rocks?”). It’s also very important to set
clear limits. Decide in advance what shall be per-
mitted (Can children climb up the track of the
slide? Will you allow superh.ro play? Where is
running permitted?) Let children know the rea-
sons for each rule, and be firm about enforcing
them.

With careful attention both to playground
planning and the ways adults work with chil-
dren outdoors, you'll enhance both the learning
and fun that take place on your playground. =
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Blocks, Sand, Paint . . . and
Computers

Today [ went to the computer area. I made
a crown. Then [ went to the art area, cut it out,
and colored it. [ put the c:own on and I was the
king. Then I made a castle with Jeremy.

— Chris, age 4

he use of computers in programs for

young children offers exciting possibili-
ties, some of which are illustrated by the experi-
ence of Chris, above. Note that Chris uses the
computer as a vehicle for creative expression; his
computer play leads naturally to his work with
art materials and his role play with another
child.

We view the computer as just one of many
tools and materials that can provide valuable
experiences in a developmentally oriented pro-
gram, Computers fit comfortably within the
High/Scope Curriculum framework because
computer activities can be planned and con-
ducted in the context of the High/Scope key
experiences.

Attitudes Toward Computers:
How We've Changed

Qur beliet that computers can provide excit-
ing and worthwhile activities for voung children
Arows from experience. The tall of 1988 marked
the fifth vear we'd worked with computers in
the High/Scope Demonstration Preschool, and
the third year we'd provided training for early
childhood educators who wanted to use comput-
ors in their own programs. As we look back on
these experiences, we can see how our views on
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the possible role of computers in early childhood
classrooms have developed and changed.

We find that the educators that we work
with fall into three groups in their attitudes to-
ward computers in the classroom: the skeptical,
the curious, and the enthusiastic. Over the years,
we’ve belonged to all three of these groups our-
selves. Here's a short history of how our own
attitudes have changed.

Getting started: our skeptical stage. While
we, as adults, were fascinzced with the potential
of computers, we initially had real doubts about
whether they were workable or appropriate for
3- and 4-year-olds. We thought that computers
might be too complicated for young children
to use successfully, and we feared the chil-
dren would damage expensive machines and
software. We wondered whether the two-dimen-
sional, TV-like computer screen was a develop-
mentallv appropriate medium for children in the
preschool years who build knowledge primarily
through direct, “hands-on” experiences with ma-
terials. In addition, most of the commercial soft-
ware (computer programs) we had seen were
just too expensive and too low in quality to ap-
peal to us.

In spite of our doubts, we went ahead with
plans to add computers to the High/Scope Pre-
school on an experimental basis, and as alwavs,
we found that children are the best teachers. We
started our experiment by adding a “computer
area,” to the classroom with three computers ar-
ranged in a semi-circle. The computers were
availatle as a choice during work time, and we
also used them in occasional small-group activi-
ties in which we introduced new software

Curiosity: our next stage. Watching 3- to 5-
vear-olds working at computers quickly turned
our shepticisim to curiosny. Farly on, we ob-
served that all the children liked to go to the com-
puter area. Some use 3 the computers more than
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others, but even the youngest children (who
were not yet 3) sometimes made plans to go to
the computers. Children had few problems using
the regular keyboard, mouse, or joystick, and de-
spit. fears to the contrary, we found that comput-
ers did not turn some children into isolated
“hackers.” Instead, we found that computers ac-
tually stimulated social play. Children enjoyed
working with partners at the computer, and “ex-
pert” children often helped out other children
with their computer problems. Finally, we found
that the machines rarely broke down, despite
daily classroom use.

Enthusiasm: our third st~ge. Over the
years, these positive exr® :s with computers
have continued. As a result, we're now enthusias-
tic about using computers in early childhood pro-
grams. We find that after a year in our preschool,
meet of our preschoolers have mastered a long
list of computer skills: they can use menus, use
important keys on the keyboard, operate the
mouse and the printer successfully, and use all
of these skills well enough to operate a half
dozen or so programs on the'. own. Through
these programs, they've had many valuable
learning experiences. Most of these children
have used the computer to create attractive art
 rojects; to learn to recognize all the upper-and
lower-case letters; to practice counting, match-
ing, comparing, and meraory strategies; and to
explore the sound/ symbol relationships of writ-
.on English.

We've found that voung children engage in
these kinds of learning activities at the computer
by choice, without pushing from us. We've also
noticed that the presence of computers doesn't
Jdiminish the use of traditional materials. We ve
concluded that working at computers is compati-
ble with the active, “hands-on” learning stvle
that coms naturally to this age roup. No
longer do we think of the worla o computers as
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an abstract version of the “real world” far re-
moved from young children’s thinking, Instead,
we see it as a different world, with its own special
opportunities for learning.

Quality Software: The Key to
Success

The selection of high-quality software is es-
sential to offering these kinds of learning oppor-
tunities to preschoolers and kindergartners.
Since we began our experiment with computers,
the availability of good early childhood software
has increased tremendously to the point that we
now have at least five good programs for each
major key experience area. To select progran:s of
high quality, we suggest looking for the follow-
ing characteristics:

* Easy to use—Select programs whose activ-
ities start as soon as the computer is turned on,
or that begin with a simple picture menu. In-
structions should be brief and keyed to the chil-
dren’s level. Programs should require children to
use only one key at a time,

* Interactive—The best programs require
frequent reactions, decisions, or creative input
from the child.

* Childproof—The designers of good soft-
ware know that children will experi- 1ent with all
the kevs. Good programs can handle bus  fin-
gers and an occasional elbow without “locking
up.”

» Designed with features for teachers and
parents—Look tor codes adults can use to con-
trol the sound, add new challences, or review
what a child has done whie using the progam
Well- designed progratas give adulis sudch ap
tions,

* Strong in content-—I oG a't v o
Higeron the e ening content i s probabis

Noteworthy Early
Childhood Software

For the Apple Il and

compatibles

+ Animal Alphabet and
Other Things (McGraw-
Hill Media)

* Color Me
(Mindscape Educational
Software)

+ Counting Criiters
(MECC)

¢ Easy Street
(MindPlay)

* Explore-a-Story Se-
nes (D.C Heath & Co )

e Mask Parade
{Queue. Inc.)

* Muppetville
{Sunburst Communica-
tons, Inc )

* Observation and
Classitication (Hartley
Courseware. Inc )

* Picture Chompers
(MECC)

For IBM ard

compatibles

» Color Me
(Mindscape Educational
Software)

e Kid's Stutt (Stone &
Assoc )

* Mask Parade
Queue, Inc )

» Math and Me (David-
SON and Assoc . Ing )

o Mixed-Up Mather
Goose (Sierra One me)

o Muppiets On St
.0DuR Conss oy
g )

N R T R R

For Macintosh
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An Example of a
Child’s Dictation

Trus child's drawing.
and the descniption he
dictated to accompany
it, depict his experence
with the computer in the
High/Scope Demonstra-
tion Classroom
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This 1s @ mask and !
made st in the compuler
area
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The best software programs are interactive—that is, they require frequent
redctions, decisions. . rereative ingut from the children using them.

ononoooolol..looolooollo-l-.|o|.oo-|o| -----

weak. Worthwhile programs give the feeling
that they're about scmething: shapes, words,
patterns, classification, numbers, for example.

« Child-controlled—A program should
never leave the child feeling trapped into contin-
uing to the end of an activity. It should be casy
for the child to pause, finish up quickly, go on to
another level of activity, or stop altogether (for
example, the ESCAPE key often provides a quick
and easy way out of an activity).

» Designed to aid learning—Clear pictures
and interesting sounds related to the learning ac-
tivity, not just fanfares of color and sound, are
signs of a good program. Programs that offer
novelty each time they are used and provide
feedback on success and failure are superior.
Some programs even adjust themselves automat-
ically *0 a child’s performance, moving down a
level t help the child who repeatedly makes mis-
takes and moving up a level for a child ready for
a greater challenge.

« Worth the price—The price of the pro-
gram must be weighed against what you get fo
vour monev. Check whether the price is above or
below the average price of software, how many
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activities you get for your money, and what the
program “package” includes. Consider also the
longevity of a program—how long it might hold
a child’s interest or how much classroom use it
will get.

Adult Support of Computer
Learning

Once you've selected quality software, the
other essential for effective computer activities is
gentle, non-intrusive adult support. We _tress
non-intrusiveness because we've noticed that
many teaching adults tend to hover protectively
over children working at computers. These
adults often fear that without constant supervi-
sion, children are likely to da mage the machines
or become frustrated with the exacting tasks the
computer presents. Yet our owr aperiences
have convinced us that, given appropriate software,
young children will become adept at using the
machines without extensive adult help.

Children working independently at comput-
ers quickly become familiar with the little tricks
of operating the equipment. Children find out
through experience that there are moments
when the computer is unresponsive. They learn
to wait a moment and try again.

To prepare for children’s independent work
at the computer, we recommend that adylts intro-
duce basic computer skills and new programs in
a series of teacher-led small-groy p times. Once
children are introduced to a program, they
should then need onl v occasional adult help in
operating it on their own—again, providing the
program is developmentally a ppropriate.

When children do hit a snag at the com-
puter, we suggest that adults, whenever possi-
ble, encourage the child to get help from another
child. This wav. the child with q problem gains o
non-threatening helper, the helper builds his or

Overheard in the
Computer Center:
Typical Adult
Statements

inappropriate:

"You can use the com-
puter yourself, but | or
Mrs. G must help you "
(Hovering)

"Your four minutes at
the computer 1s up. it's
Alexs turn now.” (Over-
schedu'ng)

“Don t touch anything
but the number keys and
the spacebar " (Discour-
aging expernimentation)

"When you get stuck
this way. you should hit
the spacebar like this
Then hit the arrow key like
this. Then hit the other
arrow key like this There,
it's all hxed.” (Doing it for
them)

Appropriate:

"Why don't you see
what happens when you
press this key?” (Letting
the child do 1)

“I'see You're pressing
the spacebar to move the
cursor * (Labelling a
child’s actions)

“Enn. can you tell Josh
how you got your picture
o of the printer?” (Reter-
1ng one child s problem
v another)

“The program we used
to draw with gt sman.
group tme today will be
onthe computer tomaor.
row 1or aryone who warts
o play with £ (Encourag-
g choces and explory.
i) w
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Consider the Cost

How much will it Cost
to equip an early child-
hood program with basic
computer equipment?

Computer with color
system and mouse--
$600-$2000 each (low
end—Laser 128, Commo-
dore 128. and IBM-com-
patibles. high end—Apple
Mac:ntosh LC or 1BM PS/2
models)

Printer - $400--$500
Programs-—-$30 each

Total cost for class-
room computer center
with 1 computer

¢ 1 computer.
1 printet, 10 programs
$1300-$2800

Total cost for class-
room compuler centet
with 3 compulers

e 3 compulers.
1 prnter. 10 programs
$2500--$6700

Note Educaticnal ais:
counts of up to 30% are
often available Mail-order
compamnes may olter the
best prices Look for therr
ads  the back pages ot
computer magasines

verr L snpporirery Yoronw [
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her sense of competence and self-esteem, and
both children gain a friend.

This potential for stimulating cooperative
play is just one of many ways computers can en-
hance a developmentally based curriculum that
stresses child-initiated learning, If you think com-
puters could be an asset to your program, the
next step is sclecting appropriate equipment and
software.

Computers: What You Need to
Get Started

What kind of equipment do you need to in-
troduce computer learning in your early child-
hood prograin? Our recommendations for
equipment and 1 ;. mare are based on anap-
proachin which cor w2 activities are available
in the regular classroom as one of many possible
choices children can make. This contrasts with
the “computer lab” approach, in which com-
puter equipment is set up in a separate room,
and each class in the school or center visits the
lab at a scheduled time.

To conduct computer activities successfully
within the regular classroom, we recommend
that the program have about one computer for
every 6 to 8 children. We do know of programs
that have used computers profitably witk only
one machine shared by 12-24 children. Having
more machines available, however, makes it eas-
ier to offer the computer as a free-choice item
during work time. When we first started our pro-
gram, we had only one computer for a group of
18, and teachers had to use a scheduling system.

Each computer should have at least T mega-
byte of internal memory (128K is adequate for
the Apple Il and its compatibles) and a floppy
disk drive (choose 3.5-in. for IBMs and com-
natibl 5, Amigas, and Apple Macintoshes aid

2% tor A ple s and compatibles). Internal
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hard drives, with the storage capacity of hun-
dreds of floppy disks, are not strictly necessary
for these machines, but will greatly simplify the
start-up and operation of programs. A color
monitor, however, is essential, since much of the
impact of good preschool software comes from
colorful graphics. A mouse for each computer is

also recommended.

It is also desirable to have at least one
printer per classroom. A printer enables adults
and children to use the computer (with certain
programs) to produce typed words or sentences
and to print out their drawings on paper. Hav-
ing these printed creations to show for their
computer efforts gives children special satisfac-
tion; the capacity to print also makes the com-
puter a resource that can enrich children’s play

Computers in a Home Day Care Program

Andrea Scheib, a home day care
provider and High/Scope endorsed
trainer in Livermore, California, re-
ports that computers have enriched
the High/Scope Curriculum day care
program sie provides for childen
ages 10 months through 12 years
Scheib has three computers, a Con-
modore 64, an Atari and a Coleco,
but uses the Commodore most be -
cause of the lack ot educational s oft-
ware available for the other two
machines. Typically, Scheib will intoo-
duce a new program to her 4- and 5-
vear-olds at small-group time. The
next day she makes the program
available as a choice during work
time. Scheib relies heavily on the chil-
dren themselves to help out their
peers at the computers. She notes
that 4- and 5-vear-olds help children
as voung as [4 months to use the
compiter.

15Y

Scheib’s day is organized around
two plan-do-review sessions, one in
the morning and one in the after-
noon. The computers are avaiiable to
toddlers, preschoolers, and kinder-
gartners during the morning session.
In the afternoon, older children who
come to the program after school get
“first dibs” at the computers. Scheib’s
three children, ages 7, 14, and 18, are
often available to help children at the
computers during the afternoon pro-
gram. The only reservation Scheib ox-
presses about computer learning,
concerns the problen of finding
good software, especially for her tod-
dlers and younger preschoolers. 1
find it difficult to find really good
programs that don’t give me the teel-
ing that 'm working with a ditto,”
she says, adding that she feels the se-
lection of programs {or older children
1s better. w
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elsewhere in the classroom (examples: using the
computer to make masks for role play, o~ ~ards
for birthdays or special occasions).

Which system should you buy? ‘1 he prime
consideration in choosing a system should be
the software available for it, and there are pre-
school programs available for all popular per-
sonal computers. As there is more good early
childhood software available for the somewhat
dated Apple Il computers than for any other sys-
tem, these and the compatible Laser 128 make
good choices and can be attractive low-cost op-
tions.

Newer and more up-to-date equipment—
like the Macintosh LC, (which, with an Apple 11
option board and additional 5.25-in. disk drive
can run Apple Il software) and IBM PS/2 Model
25 and compatible machines—also make good
choices. These newer and more capable com-
puter systems, are likely to be the ones for which
innovative software for young children will be
developed, and there is already a considerable
bocy of good early childhood software that can
be used with these machines.

How much software will you need? It is
essential to have at least ten programs that
meet the criteria we have described for quality
software. Programs cost about $30 cach. Try to
choose a range of programs that cover a variety
of curriculum areas; try also to select programs
in a variety of formats (these range from work-
book-stvle matching and counting, games to
open-ended drawing and storvmaking pro-
grams). For reccommendations on speritic
programs, see the sidebar or consult the
High/Scope materials on computer learning,
listed on page 297.

The recommendations we've given here for
choosing equipment and working with children
at computers retiect our beliet that computer
activities are a teasible and potentially exciting



Toallow computer activities to be one choice available to children at
work time, a ratio of one computer for every six to eight children s
recommended. The compueters and a printer should be arranged vy,
clearly detned area
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option for many early childhood programs,
Computers will not make a weak early child-
hood program an etfective one, but they can
enhance an already strong program. s
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by
Ann Rogers
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Toward Culturally Diverse
Settings

A participant at a High/Scope work-
shop recently asked us, “ know it’s

important for all children to grow up valuing
our multicultural society. But my preschool
serves only white, middle-class children. How
can our staff help the children gain an apprecia-
tion of other groups and cultures?”

The issue this teacher raised is a common
one for preschool and day care programs. An en-
vironment that includes a broad range of chil-
dren may be the ideal setting for learning about
various cultures, but attracting a diverse mix of
children is not a possibility for all programs.
Staff of centers that serve relatively homoge-
neous groups may wonder if there are experi-
ences they can plan or materials they can
introduce to broaden children’s cultural out-
looks.

In cases like this, we believe there are many
things staff can do to help children learn about
cultural diversity. But before considering the
program’s activities or materials, we suggest that
staff first look at their own attitudes about
human differences. Probably the most important
thing we want children to learn is that ali - ple
are the same in some ways and different: many
others, and that these differences are normal and
okay. Sometimes adults are uncomfortable when
children notice or mention such differences as
someone’s skin color, disability, size, etc. Their
discomfort is communicated to the children,
who then feel that there is something wiong
about the difference. A first and ongoing step for
all of us, then, is to examine and openly discuss
with other adults our own feelings about
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Even if their group is fairty homogeneous, staff can discover and ald on
the cultural variations withm their sroup. For example, if music is an
miportant part of a chbd’s family hife, sttt can provide materials so the
chald can share her interest with the group.

human differences so that we can avoid passing
on such negative feelings to children.

The next step for staff is to capitalize on the
differences that do exist among the families of
their group of children. For example, they can
invite parents and children to share their special
interests, particular holiday traditions, or favor-
ite foods. Another idea is to help each child
make a book about his or her family that con-
tains pictures of family members, the home, the
parents, and workplaces; box sides from their fa-
vorite breakfast cereals; pictures of what they do
N weekends, ete, Staff can s.are the books with
all the children and make them available in the
center,

Should staff go bevond this step and make
eftorts to introduce children to a more diverse
range of people? This is i casy to do, when one
considers that preschoolers have d itficulty form-

Open-Ended
Materials Promote
Muiticuitural
Awareness

Open-endud {(nonspe-
c he) materials enaple
criidren to reenact exper-
ences they've had with
their families and share
them with adults and chil
dren in the center. In turn.
this enables the staff and
children to learn about the
everyday ives and cul-
tures of diverse families

Scott came in to the
High/Scope Demonstra-
tion Preschool one recent
Monday very excited over
the "Monster Truck " Show
he had attended over the
weekend with his parerits
Since then, he and his
frends have n'anned 1o
Mmake and drive “monster
lrucks™ nearly every day
Since we do not have any
oy monster trucks 1 owr
classroom (in fact. the
leachers had never be-
fore heard of them). Scott
and his friends have had
lo think hard about the
features of these trucks
that were important to
them and the matenials
they could use to make
the trucks They've made
gear shifts from long unit
blocks and paper towel
lubes and short wave ra-
cios from Bristie Blocks
The av ilabiity of these
honspe ihe matenais en-
abled Scott to share a
very specific experierice
with other ctulgren and
Jaauits  w
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ing concepts about things they cannot directly
experience. One thing adults can do is to make
sure that the books, piciures, and dolls they use
and make available in their setting depict as
wide a variety of people as possible in all occu-
pations, roles, and races, represented without ste-
~eotypes. In choosing materials, staff should also
remember to avoid the “tourist” approach to cul-
ture, in which special-occasion costumes and cel-
ebrations are presented out of the context of
people’s everyday lives, leading to misunder-
standings and stereotyping.

The strategies given here are valid both for
diverse and homogeneous groups of children.
They are intended as a starting point—through a
continuing process of team planning, staff will
develop many other strategies for promoting
multicultural awareness. =
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The Team Process:
Child Observation,
Team Planning, Assessment

Effective Team Teaching: Working Together Works Better —
Warren Buckleitner, Bonnie Lash Freeman, and Ed Greene

Sharing Your Workload: Creating a Sensible Division of Lahor —
Warren Buckleitner, Bonnie Lash Freeman, and Ed Greene

Observation and Feedback: Why They're So Important for You, for
Children — Mary Hohmann

Assessment; A System That Works for You, Not Against You —
Mark Tompkins

Child-Oriented Lesson Plans: A Change of "Theme” — Mark Tompkins

Getting Started: The First Day of the Rest of the Year —
Warren Buckleitner und Susan M. Terdan

his chapter takes up the professional concerns that early

childhood staff deal with on a day-to-day basis: how to work

together as a team, how to provide feedback to team mem-
bers or trainees on their effectiveness in working with children, how to
assess children’s progress, how to improve the program. In the opening
article, Warren Buckleitner, Bonnie Lash Freeman, and Ed Greene offer an
overview of the process of working and planning together in High/Scope
programs and make some suggestions for strengthening the team process.
In the second article, the same authors offer practical suggestions to teams
on how to allocate cluties fairly and effectively.

Child observation is emphasized throughout this chapter as the key

activity that unifies and guides the team process. Discussing the basic

i8>




principles of observation and feedback, Mary Hohmann points out that
child observation is the starting point for both training/staff development
artivities and the team planning/child assessment process. The theme of
child observation is developed further in two selections by Mark Tomp-
kins. The first article discusses the High/Scope assessment system, which
is based on collecting anecdotal observations of children, and the second
describes how early childhood staff can develop lesson plans around
children’s interests, building on themes they observe in children’s play.

The last article by Warren Buckleitner and Susan M. Terdan offers a
specific illustration of many of the principles presented in other articles in
the chapter. The authors provide a “case history” of effective team plan-
ning as they describe the steps they took to prepare for the opening of a
preschool session.
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Effective Team Teaching:
Working Together Works Better

he Lone Ranger and Tonto, Sears and by
Roebuck, Rogers and Hammerstein, the  warren Buckleitner,

Boston Celtics—these are all examples of success-  Bonnie Freeman,
ful teams. Whatever their profession, peopie can  and
often achieve more by working together than by  Ed Greene
working alone. In the High/Scope Curriculum,
we advocate a team approach to working with
young children because it enables adults to pool
their talents and build upon one another’s
strengths.

A team may include teachers, paraprofes-
sionals, curriculum assistants, specialists, par-
ents, student teachers, older children, senior
citizens, in fact, anyone who is involved regu-
larly or occasionally in the ongoing classroom
program. Each member brings unique skills and
credentials to the leam, and these should be ac-
knowledged and used by the other team mem-
bers. For example, one team member may be
recognized as a skilled pianist who can lead
movement and music activities, another tea.n
imember may have a rich knowledge of the local
community that can be useful in efforts to in-
crease parent participation. Through the process
of planning as a team and recognizing one
another’s strengths, each member becomes an
equally important contributor to the classroom
program. When teaching adults work: in a team,
children experience not only a varied program
but also a unified one.

Building a Strong Team

Building an effective team isn’t easy. The
meging of separate personalities to strengthen a
classroom program can be challenging. That'’s

Ettectiog Towm Teaching: Workug Together Works Better 189
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why we're oftering some suggestions for build-
ing a strong teaching team that have worked
well for us.

At High/Scope, we work to strengthen the
team by focusing on a shared commitment to
the curriculum approach and the task of apply-
ing it in the classroom program. Although all
members of a team will have personal likes and
dislikes and different working styles, focusing
on the curriculum provides a common ground for
building team cohesiveness. For example, child
observation is a key element in the High/Scope
Curriculum. We find that child observation helps
improve team relationships because it keeps the
focus on children and shifts it away from the indi-
vidual needs, hang-ups, and “axes to grind” of
team members. Trust will grow as team mem-
bers go through the process of observing chil-
dren, sharing these observations, and planning
activities based on curriculum goals. Team mem-
bers will learn to comm .nicate openly and sup-
port one another. But this is a long- term process,
and perfection won't be achieved overnight.
Next, we discuss some steps you can take to get
your team moving in the right direction.

Plan together at a consistent, mutually ac-
ceptable time. Daily planning is best, but some
teams car. meet only every other day or once a
week. If necessary, plan during naptime or ask
parent volunteers to help watch children as you
plan. Your time together is precious, so use it
wisely. Make sure your team does the following;:

s Evaluate what worked and what didn’t in
the previous day’s plans.

e Plan for group activities.

« Pool observations; supplement one
another’s knowledge of individual children.

« Fvaluate whether classroom expecta-
tions ‘e consistent from team member to team
member.

1.8



A shared conmitment to the curniculun approach and the tashk of
applyng it to the progrant for chuldren s the basis of team cohestoeness
i the High/Scope approach.
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e Establish the responsibilities of each team
member.

e Set daily and weekly goals for individual
children.

In sum, daily planning sessions are the time
when team members turn the successes and
problems of one day into plans and strategies for
the next.

As you go through this planning process,
organize yourselves by selecting a focus for
your discussion at any given time. Your overall
focus can be to relate the curriculum framework
to the experiences children are having in the pro-
gram. You can break this big task down by con-
centrating on specific topics for part of all of a
meeting (for exaniple: a particular grouping of
key experiences; elements of the room arrange-
ment and daily routine; your observations and
plans for two or three children).

Develop your observation skills. Accurate
observation of children is essential to the team
planning process. Learn to look at what children
are doing, how children are learning, and which

144
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materials they are using. Knowing this informa-
tion will be shared later in the planning meeting
will motivate you to remember the little things
that happen during a day. For example, you may
decide to carry a small notepad to write down
your observations as they occur throughout

the day.

Make decisions systematically. Define the
problem; discuss the alternatives; allow all team
members to contribute their ideas. After discus-
sion, try to reach consensus on a possible solu-
tion. Once a decision is made, communicate it
clearly to all affected. If you can’t reach an agree-
ment on some issue, make plans to try out alter-
native solutions and review them later.

Set clear and consistent expectations and
limits for children’s behavior in each segment
of the daily routine. When is running permit-
ted? What are the ground rules for taking turns
at the swings? What if a child won’t clean up?
Decide in advance how all adults will deal with
such issues, set consistent policies, and communi-
cate them to children.

Capitalize on your human resources. Find
out about and use each others’ strengths. People
who are especially skilled in certain areas should
use their skills regularly—for example, a teacher
whose hobby is carpentry should be encouraged
to lead an effort to set up a construction area.

Decide together on the forms and tools
vot will use to document the planning/observa-
tion process. Wt at will you use to record your
daily plan and your observations of children’s
problems and progress? You may wish to de-
velop forms yourselves or you can use the plan-
ning forms and observation/assessment records
developed by High/Scope: The High/Scope
Child Observation Record (COR) and the COR
Anecdotal Notecards. You'll also need to decide
how often you will make notations on these
forms and who will be responsible for filling

Fy



them out. We recommend that you use part of
your daily planning session to record plans and
observations as you discuss them. This discour-
ages procrastination and encourages all team
members to share the recordkeeping tasks.

Carefully assess your division of labor
and rotate tasks among team members. Team
members should view one another as colleagues,
without a rigid hierarchy, regardless of their offi-
cial titles. Take a close look at who does what and
what needs to be done. List duties and divide them
up sensibly, making sure each team member’s
special talents are used and that nobody gets too
many housekeeping duties. Rotate roles when
possible.

Get to know one another well. Persons
who like one another make better teams. Team
members don’t have to be fast friends to work
together successfully, but personal issues can
have a negative affect on teamwork. If you are
having problems working with one of your team
members, try spending some infcrmal time alone
together; you could suggest that you go out
together for a cup of coffee or that you drive to-
gether to a local early childhood association meet-
ing. Try to iron out your differences by learning
more about what makes each of you “tick.”

Periodic Evaluation

Evaluate your teamwork occasionally. Like
a sailboat moving through the sea, your team
may need to shift course or “adjust sails” periodi-
cally as you move through the school year. So
plan for periodic reviews of how well your team
is working and make wh.tever adjustments
seem appropriate.

Following these guidelines for team teach-
ing and team planning will help you create an
environment in which each team member’s
experience is valued, in which all individuals’

Setting Clear and
Consistent Expecta-
tions tor Children

One planning task for
early childhood teams 1s
o decide on expeclations
for chilcnen. For exampie,
a team might want to dis-
cuss and develop consis-
tent expectations in the
following areas.

Canachildgotoa
new area withou { incicat-
ing a plan?

Should childien clean
up betore moving to a
new area?

Where 1s running per-
mitted?

How loud s too ioud
for indoor play?

Can matenals be
taken out of the interest
area?

Can children go ta the
bathroom themselves?

What it a could won't
clean up?

Must all children partic-
ipate in small-group time?
In circle time?

Do chidren have to
clean up only the mater-
als they used themselves,
or should they work until
the whole toom 1s
cleaned?

How do we deai wilh
hitting. biting, or grab-
bing?

What do we do if a
chdd disrupts a group
activity”?

Qi'l
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ideas are considered and used, and in which in-
dividual problems are taken seriously. The teamn
process also will help you achieve the following
goals:

* Reduce the dependence of teacher aides
and teachers on head teachers, trainers, curricu-
lum specialists, or other outside “experts.”

s Encourage identification with the curricu-
lum model.

* Break down status differentials among
staff if they act as barriers to honest communica-
tion.

* Make better decisions based on the input
of the total group.

¢ Provide opportunities for team members’
professional development. =
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Sharing Your Workload:
Creating a Sensible Division
of Labor

O ne of the most important planning by
tasks for early childhood teams is to Warren Buckleitner,
tind out what needs to be done and decide Bonnie Lash Freeman,
which team member will do it, Creating a and
well-thought-out division of labor that makes Ed Greene

the best use of individual strengths and talents
and encourages team members to develop as pro-
fessionals will have a long-range positive impact
©On your program. Here are some suggestions for
creating a fair and effective division of labor.

First, look at what each of you is doing in
your present situation. You may be surprised by
what you discover. In centers staffed by both
teachers and aides, a “top-down” pattern of lead-
ership often emerges. The teachers plan, lead,
and evaluate activities, doing most of the direct
work with the children and parents, while the
aides take care of the housekeeping duties,

This division of responsibility is incompati-
ble with the High/Scope teaching philosophy, in
which all adults in the classroom are expected to
work with cLildrer, offer ideas, and participate
in group problem solving. When you make a
team member a “go-fer,” you lose out on the
valuable experiences and skills he or she has to
offer. For example, while a teacher may have
more years on the job, the aide may have some
new ideas from a training workshop she recently
attended. Then, too, an aide may be more effec-
tive than others in working with certain children,
parents, or other staff members, so it makes
sense to spread the “people work” around.

To evaluate who is doing what, we suggest
vou think carefully about each part of the daily
routine and list in detail each small job to be

203
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Aruitoxt provided by Eic:

Which Team Member
Does What?

It's & good wiea for
early chiichaoy teams to
st all the 1asks to be
done in thair programs
and then o decide sys-
lematically who does
what Some tasks may be
handled by particular ingu
vicludls. others by the
group s a whale and
other rotated on a regular
basis among team meom-
hers Here are some
toms from a tvpcad st

Who taks with the pro-
gram supersnr?

Wha hils the pamnt jars?
Who waters the plants?
Wha stocks the paper?
Who makes the snack?

Who records daily ob
servatons of children?

Whao arranges pro-
gram pubhcty? WEo talks
with parents when they
ek childien up?

Who greets chdmen?
Who reads to chiigien®

Who teads smalls
g oup tme?

Who selects hew et
nals?

Who decides how o
arriange the classroony™?

Who visds cludgdren s
homes?

Who cleans the floee?

Who gels out loy: for
chdgren?

Whio handtles ¢l
management probiems”’

Who writes the paiern,
Nnewsietien

Who arranges hied
tnps?

Who greets chldrenan
thyg mnlnm_q"
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Lasting i atetand all the tasks that must be done o the daily routine and
which team member 1s oy 1o do them s a good starting pomt for
evaluating the team's division of lnbor,
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done. Then construct a list of questions like those
offered in the side column, and answer them
honestly, specifying, in writing, which team
member is now doing each of the duties listed.
Then look over the results, and reassign duties if
necessary. It's often most beneficial to rotate
many of the responsibilities among team mem-
bers,

Dividing and sharing roles and responsi-
bilities can also enhance the team planning
process itself. For example, a different team
member cach day can act as discussion leader
for each team plaiining session, taking responsi-
bility for keeping the group on task and making
sure all ideas are consivered. Another way to di-
vide ap the job of planning is tor each team
member to take responsibility for a particular
area of the classroom or segment of the daily rou-
tine. For example, assign each team member to
assess and refurbish the materials in the house
area, or to observe there the next work time.
After a designated time period (perhaps two

2



days or a week) reorganize again. You can also Who changes diapers?

rotate the roles of conceptualizing and handling Who answers the
practical details: One team member can plan the phone?

content of a small-group time, while another oo chacks 10 seo |
gathers the materials; the next day, they can locked?

switch roles. The responsibilities for record- Who sets IEP goals for
keeping can also be rotated—for example, each special-needs children?
day a different team member can write down ’wc‘é‘{?m'c'ea”s up spilled

children’s accomplishments on the proper forms
as you talk about your observations.

Sharing roles in this way doesn’t mean that
team members’ special qualifications, such as in-
depth training in the curriculum model, are dis-
counted; rather, it means that all team members’
special credentials are valued by the group,
whether the credential is a different home lan-
guage or a master’s degree. Sharing responsibili-
ties gives all team members the opportunity to
grow professionally. =

205

Q Sharing Ynixt Woffload: Creating o Sensible Division of Labor + 197




by

Marv Hohmann

198

o Supporting Youny Learners

Observation and Feedback:
Why They’re So Important for
You, for Children

In the High/Scope Curriculum, adults usz
the dynamic processes of observation

and feedback dialogue on a daily basis—both in
working with children and in training others to
do so effectively. in both cases, these processes
are used in remarkably similg®ways.

Observation in the High /Scope Curriculum
is a way of capturing, in words or on film, what
a child does and says during a specific period of
time, in as much objective detail as possible. Feed-
back is the process of two or more adults talking
about and analyzing an observed situation to dis-
cover which opportunities for a child’s growth
and development are present and to find ways
to support and /or expand them.

Ideally, all adults involved with children—
parents, day care providers, home visitors, aides,
administrators, trainers— take part in observa-
tion and feedback discussions. These processes
start with the adults who work with children on
a daily basis, and may extend to adults who are
not as directly involved. In this respect, our cur-
riculum differs from other approaches in which
observation and feedback are conducted primar-
ily by “outsiders.”

Are such careful observations and feedback
dialogues really necessary? Are these processes
really so important in our approach to educating
children and working effectively with adults?
Yes they are! Here's why.

Observation and feedback discussions pro-
vide ongoing support for children and adults.
Adults support children by looking closely at
what they are doing, by sharing insights and un-
derstandings with them, and by generating ways

2.6
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Cluld vbscrvation is the starting point for the observation/feedback
process—~reqardless of whether the goal 1s to work with children effechively
ar to train or supervise others who are working with children.
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to help children build on their strengths, inter-
ests, and successes. Adults support each other by
sharing their detailed observations of individual
children and by designing strategies that will en-
able them to act on their observations.
Observation and feedback discussions
encourage teamwork. By teamwork we mean
the close working relationship of all the adults in-
volved with any particular group of children.
Adults who consistently observe, share, and
plan together will strengthen their ability to ap-
preciate and support both children and peers. Be-
cause everyone on the team observes and leads
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feedback discussions, everyone on the team
builds both leadership and teamwork skills.

Observation and feedback discussions
encourage adults to focus on the curriculum.
As they discuss their observations, adults draw
upon the curriculum to confirm and clarify

their impressions and ideas. The curriculum
describes key learning experiences to look for in
children’s activities and principles to follow to
support them. It provides a framework for ob-
serving children and desigring subsequent
support strategies.

Using the curriculum as the major reference
point enables team members to make objective,
detailed observations and to engage in feedback
dialogue that is rich in insight, ideas, creativity,
and usefulness.

Principles of Observation and
Feedback

Observation and feedback discussions in
the High/Scope Curriculum are guided by the
same principles, regardless of who is doing the
observing or participating in the feedback ses-
sion. For parents, teachers, trainers, supervisors,
volunteers, assistants, and coordinators, the
same principles apply—because all aic >bserv-
ing and giving feedback to each other in support
of children’s development. Here are the hall-
marks of our approach to observation and feed-
back.

Children are the subjects of observation.
For adults who work closely with children each
day in their day care homes, home-based pro-
grams, classrooms, or wherever, this principle
probably seems obvious. However, adults who
are somewhat removed from daily work with
children may feel that observing adults rather
than children provides a stronger basis for im-
proving staff teaching skills.

28
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The curriculum breaks the whole into manageable parts that the team can
focus on and discuss. For example, a team member might choose to observe
hote Noah wses materials at small-group time.
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In our experience, the best way to support
the growth and development of both adults and
children is to focus observations on children.
Child observation not only tells us what we need
to know about children but also provides a basis
for discussing the observed effects we have on
them. Adults from outside the classroom also
find that child observation allows them to see
child development “in action” and contributes to
a strong sense of teamwork among classroom
adults.

Curriculum guides observation. The
critical elements of the High/Scope Curricu-
lum—the ingredients of active learning, room
arrangement principles, daily routine sequences
and roles, the key experiences—tocus the obser-
vations. Thus, the observer is not overwhelmed
by everything that is going on with every child
at any given moment,

The curriculum breaks the whole temporar-
ily into manageable parts. An observer might
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choose, for example, to focus on “active learning
at small-group time” or “how Jimmy and Joey
use materials during work time.” Yet the parts
can be reassembled later to represent the whole
picture of the opportunities for growth and de-
velopment that occur within a particular child-
care setting.

Observations record factual details. Writ-
ing down or videotaping observations preserves
situations so that the adult team can put them to
good use, Writing frees adults from relying to-
tally on memory to recall in detail situations they

Effective Feedback Discussion Techniques:
“Real-Life” Stories From the Field

Across the country, High/Scope
trainers are using the constructive
feedback process. Here are some
scenes that illustrate feedback in ac-
tion.

Scene I: Brooklyn, NY. Four
women (two classroom staff, trainer, cen-
ter director) are reviewing room arrange-
ment and materials as children used
them that morning during plan-do-re-
view. Enthusiasm is high. The diafogue
flies back and forth. Discrete, clearly de-
fined, child-centered problems are pre-
sented and solved. A sense of “We can do
it!” fills the air.

Fleeta: It seemed to me that Julio
and Carlotta left the house area play
because there weren't enough materi-
als there. What materials can we add
to the house area to support the
Christmas role play?

Mrs. H: Gift boxes, wrapping
paper, a large platter tor the turkey.

Mrs. B: Toys around the tree. We
could have the children wrap up the
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toys. This would be a good spatial
problem for them to solve.

Mrs. H: Candles. We could ask
children and parents to bring things
in. This way, everyone’s culture
would be reflected in our house area.

Fleeta: When the children were
working with modeling dough, I no-
ticed they were having problems
sharing materials.

Mrs. B: We should have had
enough spoons for everyone. And a
separate bowl for each child—more
individual containers.

Fleeta: On their own, the chil-
dren did add pots and pans from the
house area. They know where things
are and that it's okay to take materi-
als from one area to another.

Fleeta: How can we highlight the
numbers on the clock so that children
can see them more easily? [ couldn’t
see the numbers when you pointed

A



to the clock at clean-up time. I knew
Maria and Paula couldn’t see them,
even though they had asked you to
show them how you knew what time
it was.

Mrs. B: Magic-marker the num-
bers. Lower the clock.

Director: Take my clock and give
me yours. Mine has nice big numbers
that the children will be able to iden-
tify much more easily.

Scene II: Uniontown, PA, As
Cindy and Becky share their observations
of a small-group time that Becky did ear-
lier in the morning, the unexpected turns
in their dialogue are particularly strik-
ing. For example, throughout the small-
group time Cindy had noticed a number
of disruptions—children leaving the
group, children joining the group, chil-
dren needing to be taken to the bathroom.
To raise this issue, Cindy ask: an open-
ended question:

Cindy: Was ther.> anything that
distracted you durin 3 your small-
group time?

Becky: Yes. | was really preoccu-
pied with the questions I wanted to
ask children. Also, Jackie (volunteer)
was wandering in and out of the
room. I wanted her to join one of the
small groups.

Cindy is surprised by Becky's an-
swer, because she had assumed that
Becky had been distracted by the same
things that had distracted her. Recogniz-
ing that she had made a false assump-
tion, Cindy follows Becky's train of
thought. For the next few minutes,
Cindy and Becky talk about the issues
Becky has raised—how to promote child
language and how to train volunteers.
Cindy decides to save the distractions she
had noticed for the next training session
she is planning on small-group time.

Scene III: Your town. You can
write your own real-life feedback
scripts. All you need are your team
members, a curriculum focus, dia-
logue, enthusiasm, and a dose of the
unexpected!

want to share and discuss. Although videotaping
can be somewhat awkward, it has the advantage
of being detailed and factual. It presents what
happened, period! Written observations, like vid-
eotaped ones, should be as detailed and factual
as possible.

Feedback is reciprocal. Effective feedback
involves dialogue—talking, listening, giving,
and taking. Although the observer has the most
complete set of factual, detailed notes, other
team members often make important contribu-
tions because they can recall the same incident
from different points of view. Since such team ¢ :
alogue involves a spontaneous exchange of
ideas, one can never be sure what will happen
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during a feedback session. The outcomes will de-
pend on the contributions of each participant.

Feedback results in mutually agreed upon
action. People participating in effective feedback
sessions do three things: (1) report and agree on
children'’s actions, (2) determine the extent to
which children are engaged in active learning
and key experiences, and (3) guided by the cur-
riculum framework, decide which actions to take
next. This last step is often the most difficult.
Sometimes the observer has a predetermined
idea of what needs to be done and tries to “dic-
tate” the idea to the rest of the group. Sometimes
the only action necessary is “more of the same.”
Often, team members will refer to situations sug-
gested in High/Scope curriculum materials in
generating solutions.

In the best of situations, the feedback team
agrees to try a number of new actions or strate-
gies, some of which will work and some of
which will, after trial, be discarded. The point
is to proceed through all three steps because
each step—reporting, analyzing, planning for
action—is integral to effective feedback. =
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Assessment: A System That
Works for You, Not Against You

“If I could change one thing about teach- by
ing here, it would be to limit the busywork of Mark Tompkins
cvaluating children. I feel like | spend the whole
first month out in the hall testing one child at a
time, when I should be in the classroom with all
the children. To top it off, once I've finished the
testing, the information that I'm left with is not
that useful in my teaching. What 1 need is some-
thing meaningful that doesn’t take so much
time.”

The issue this teacher is struggling with
is not whether assessment should take
Place but, rather, what form it should take. Most
early childhood educators recognize the need to
evaluate children’s progress. Assessment gives
us objective information on individual children
and helps us to judge the effectiveness of the
overall program. The assessment process should
be easy, fast, and, above all, useful.

This article discusses some of the problems
many preschool educators have experienced
with conventional testing and assessment meth-
ods and introduces an alternative—the system-
atic observation method used in the High/Scope
Curriculum. High/ Scope’s assessment instru-
ment is called the COR (Child Observation
Record). The COR is used by teachers trained in
our curriculum to assess curriculum outcomes
through observations of children’s performance.
It is filled out at periodic intervals,

In completing the COR, teachers use obser-
vations they have recorded daily on a special
observation form. T hey can design these forms
themselves or purchase them from High/Scope.
Because teachers must integrate the process of re-
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Recording and
Discussing Anecdotal
Notes: One Teaching
Team's Experlence

As the last child
leaves for the day. Pam
gets the observation note-
book and sits down with
her assistant teacher.
Jose They spend the
next I5 minutes talking
about what the children
did that day Pam begins
the discussion I remem-
ber seeing you with Carol
n the house area today --
what happened?” As Jose
begins o answer. Pam
turns to Carol's page in
the observation notebook
On the page with Carol's
name is a form with nine
key expenence calego-
nes Brief notes are jotted
down in most of the cale-
gores.

“| was playing reslau-
rant with Carol.” says
Jose "The most interest-
ing thing that happened
was that she decided 1o
make a menu She got
the pencil and paper.
drew some pictures on il.
and asked me to write the
words spaghetl, pop.
and corn flakes ”

“Lel's see.” says Pam.
~where should | write that
observation?”

“We could put it under
[ ANGUAGE or REPRE-
SENTATION. " says Jose

“OK. let’s write 1t under
REPRESENTATION " Pam
makes the entry "12/19
Used paper and penct 10
make a menu for a restau-
rant Dictated spaghetti.
pop. corn flakes '

Pam and Jose write
their observations on a
Carol's page in the note-
book In the notebook 1S &
similar form for each chitd
n the class The notebook
is kept within easy reach
Classifymg and recording

Mo . Supporting Young Learners

cording anecdotal notes into their daily teaching
before they can begin to use the COR, most of this
article focuses on this note-taking process.

What Preschool Educators Say
About Assessment and Test'ng

In two recent workshops on the High/Scope
Curriculum attended by teachers, assistant teach-
ers, administrators, and trainers, we asked the
audience to describe the concerns they have
about their current testing and assessment meth-
ods. Their responses were remarkably consistent
with what we have heard and experienced our-
selves over the years. Here are the problems
cited most often:

« Standardized testing often concentrates
upon goals and skills that can be readily tested,
ignoring the developmental appropriateness of
the testing procedures. Since the teacher’s per-
formarce is often evaluated on the basis of
children’s test scores, teachers naturally are
driven to “teach to the test.”

« Information generated from the tests
and assessment procedures may not be useful
if the curriculum approach is not reflected in
the content of the test. If teachers can't use the
results in plannng activities for children, the
time and energy spent on assessment seems
wasted.

« Frequently, a child can't do something
in a testing situation thata teacher has seen
him or her do spontaneously in the classroom
setting. Teachers trust their own observations of
what children are doing in the classroom more
than they trust the results of a 20-minute test.

« Test scores are often misused, resulting
in labels and comparisons that can have a long-
term negative impact on children. A test score
may be taken to mean that a tangible, unchang-

ARE
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Discussing observations of children and recording them by key experience
category is a criecial process for child assessment.

ing characteristic of t.  child has been identified,
even though the test only reflects performance
on a specific set of tasks on a particular day. Such
misinterpretations of testing create labels that
can follow the child for years, creating low expec-
tations in teachers and parents that become self-
fulfilling prophecies. Rather than focus attention
on children’s abilities and strengths, most assess-
ment tools highlight what children can’t do. In
turn, this tends to focus the teacher’s energies at
remediating deficits rather than enhancing
strengths.

* Some evaluation procedures are very
difficult to administer, especially to young chil-
dren. If the person administering the test has not
had the special training needed to do it properly,
the results are highly questionable.

» Teachers and caregivers are often told
which evaluation tools to use, when and how
to use them. If they are not asked for input when
decisions about assessment are made, they don't
develop a sense of “ownership” in the process.

their observations in this
way helps them plan fol-
fow-up activitigs.

Pam and Jose. for ex-
ample. decide to build
upon Carol's menu idea
by making “menus” for
planning and recall tire
the next day. Each menu
shows symbols represent-
ing the various areas of
the classroom. with the
words for eac : area writ-
ten underneath Each
menu also provides some
blank space. The next
day. the children use the
menus 1N various ways
some children circle the
appropriate symbol to
plan where they want lo
play (or to recall it later).
some “order” out loud
from the menu as a way
of planning which objects
they want to play with and
where; others trace ob-
jects they want to play
with on their menus

The use of recording
forms to document obser-
vations of each child 1s
central to the observation
process Pam and Jose
use In evaluate and give
focus to their day-to-day
teaching. The next stage
in this evaluation process
mnvolves longer range as-
sessment of child prog-
ress using High/Scope's
observation instrument,
the COR (Child Observa-
tion Record) Pam and
Jose use the information
recorded n their observa-
hon notebook to fill out a
COR on each child twice
ayear =
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This can result in apathy and lack of interest that
can sabotage the assessment effort.

» Tests and assessment procedures can be
biased against aninorities. Most tests reflect
white, middle-class values and attitudes, and
may not be meaningful for minority children
with different linguistic and cognitive styles,
values, and experiences.

What Anecdotal Note Taking
Offers to Teachers

The cornerstone of the High/Scope assess-
ment system is a system of taking anecdotal
notes on children’s daily activities. We recom-
mend that adults make dated notes each day on
specific things children have done. They then
classify each notation into one of nine categories
1eflecting the major key experience areas in the
curriculum—Ianguage, representation, classifica-
tion, seriation, number, space, time, movement, and
social development. To make this process of record-
ing and classifying observations easier, we rec-
ommend that staff develop a recording form for
each child with nine columns, one for each key
experience category, leaving space in each col-
umn for recording anecdotes about the chiid.

A form available from High/Sccpe—the
Child Observation Record (COR) Anecdotal
Notecard—can also be used for this purpose.
This card is divided into six columns, for notes
in six broad areas of child development: Initia-
tive, social relations, creative representation,
music and movement, language and literacy,
logic and mathematics. This notecard was devel-
oped as a generic form that all developmentally
oriented early childhood programs could use,
regardless of the curriculum approach, so it is
not organized around High/Scope’s key experi-
ence categories. It may be easier for staff of
High/Scope programs, who use the key experi-
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ences as their frame of reference for understand-
ing child development, to develop their own ob-
servation forms around the key experience cate-
gories.

Regardless of what form you choose to use
to record your observations, the important thing
is to get started in the process of taking notes,
discussing them in child development terms,
and recording them in some systematic way.
This task may seem intimidating, but keep in
mind that you don't need to record notes on
every child, in every category, every day. In-
stead, we recommend that teachers record just a
few observations a day on a few children. We go
into the process of taking the anecdotal notes in
more detail in the side column; but first let's con-
sider some of the advantages of using such notes
in teaching and planning;

* As written and dated records, anecdotal
notes allow teachers and caregivers to see
children’s progress and development over time.
These notes can help you remember the steps of
children’s growth accurately, and to think of chil-
dren in terms of their present abilities.

* The daily process of completing these
notes develops teachers’ “objective” observa-
tion skills. Subjective statements like “She was
very happy today” have no place in such notes;
they are replaced with factual observations, such
as “Carrie smiled as she passed out the cups dur-
ing snack time, and later said it made her feel
good when she helped.” As teachers learn to ob-
serve more accurately, they become more respon-
sive to the varied needs of individual children.

* An anecdotal record form can be quick
and easy to use since it relates directly to the
classroom curriculum. If you are conducting a
program based on the High/Scope key experi-
ences, using a form divided into key experience
categories to record your notes is a natural out-

Tips for Anecdotal
Note Taking

Teachers from the
High/Scope classroom
and othars we have
worked with during tramn-
ing have contnbuted the
following tips to simplify
anecdotal note taking

« Always date your
entries and write them ob-
jectively and in a way that
helps you remember what
happened-—but keep
them bnef

e It you are afraid ot
torgetyng incidents. carry
around a small note pad
to jot down observa-
tions during the day

* Make recarding
your anecdotal notes a
part of your team's dally
plan. Budget 15 minutes
for talking about and wrnit-
ng entnes.

« Don't try to talk
about every child every
day; instead, just talk
about what you saw and
crd On some days you
may make 4 entries and
on other days. 12

s When you first begin
classifying your observa-
tions by the key experi-
ences, don't spend too
much time choosing
“just the right category"
for each observation For
most entries, there are
several key experiences
occurnng. so there are
many possible “correct”
choices To jog your mem-
ory. tape a hist of key expe-
riences on the nside cover
of your observation note-
book

¢ it you dont meet as
a team daily, make en-
trles at any time or In
any piace that is conve-
nient for you. Collect and
record these notes fater «
one place =
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growth of the observing, discussing, and plan-
ming that you are already engaged in. This kind
of assessment system does not require teachers
to set up artificial testing situations or to fill out
lengthy checklist: - it takes only a few minutes
aday.

« Anecdotal notes provide vssiential infor-
mation for planning. When t.aches» have an ac-
curate record of what childrer: F1ve been doing,
they are better able to plan and provide develop-
mentally appropriate experiences for children.
Planning then becomes a process of finding out
what the children have been doing and are inter-
ested in and using that information to plan for
the day or week. Rathet than make an arbitrary
decision to focus on a theme like “community
helpers,” adults using this approach are building
upon and extending the interests of children.

« A record of anecdotal observations is an
excellent tool for sharing information with
parents because it forces teachers to describe
children in specific terms, without vague general-
ities, jargon, abstract numerical scores, or rating
scales, Parents can readily understand how the
specific incidents recorded in the notes relate to
development and learning.

« Anecdotal note taking helps teachers
and caregivers discover children who are not
getting enough attention. As you review your
notes during daily planning, you may notice
that one child’s record form has very few entries.
This gap can be a signal to get to know this “hid-
den child” better.

« Anecdotal note taking helps teaching
adults learn the key experiences and under-
stand child development. As you categorize
your observations by the key experiences, you
will learn about them. This kind of day-to-day
practice with the key experiences is more involv-
ing and meaningful than just reading about
them. The process of applying the key experi-
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Assessment in the High{Scope Curriculum does not take place in
restrictive and limiting testing situations but grows out of observations of
children engaged in spontaneous play.

ences to your daily observations can make child
development theory come to life.

* Anecdotal note taking helps identify
needs for teaching and further training. In re-
viewing a set of anecdotal note forms, teaching
team members and/or their supervisor may no-
tice that certain key experience areas are filled
out more often or with a greater variety of en-
tries than others. This pattern may indicate that
the team is overlooking some areas in classroom
planning or that further training in a particular
area is needed.

» Filling out records of anecdotal notes
provides a systematic way of collecting data
that can be used later to complete the High/
Scope Curriculum assessment instrument, the
COR (Child Observation Record). The COR is a
checklist of tasks in six broad developmental
areas, such as creative representatior. and social
development, that enables teachers to see the pat-
terns of children’s development over a number
of months. The COR provides a basis for system-
atic assessment of each child’s progress and eval-
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uation of the program as a whole. Note that the
COR is a complex instrument—to use it properly,
High/Scope COR training is recommended.

Taking anecdotal notes is a simple process
that can be a powerful agent of curriculum
change. These notes help staff recognize and dis-
cuss what is happening in their classroom, why it
is important in terms of the key experiences, and
how to use this information in planning. =
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Child-Oriented Lesson Plans:
A Change of “Theme”

It's “Yellow Week” at Everytown Day by
Care. The lesson plan posted by the door lists Mark Tomphins
many activities, materials, and experiences that
the adults have planned to help the children
learn about yellow. Some of the planned activi-
ties include making yellow modeling dough,
putting yellow paper on the easel, telling the
parents to dress their children in yellow clothes
during the week, and reading stories and sing-
ing songs about things that are yellow like the
sun, corn, and flowers. In creating the plans for
this year's “Yellow Week," the adults used cur-
riculum resource books, materials they had
stored in a curriculum file cabinet, and last
year's lesson plans.

E very teacher of young children faces
the challenge of planning what to do
the next day or week in the classroom. One of
the most common ways to create lesson plans is
the theme-based approach, in which adults
choose a theme (like “community helpers,”
“dinosaurs,” or “yellow”) then plan their activi-
ties and materials around this focus.

This theme-based approach to planning is
used in the majority of preschool programs
today. Early childhood educators often cite many
advantages of using themes: They are a conve-
nient vehicle for organizing and planning activi-
ties; they insure that the program has tangible
educational content; and they enable adults to
expand children’s horizons by introducing new
topics and materials.

But despite the widespread popularity of
theme-based planning, the themes adults choose
are not always developmentally appropriate or
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Child-Oriented
Themes:

One Preschool's
Experience

Below we discuss
some recent planning
themes that teachers at
the High/Scope Demon-
stration Preschool drew
from observations of
children

Transportation, Coin.
a preschooler, had seen a
blimp at the local airport,
and when his parents ex-
pressed interest. the crew
had invited the family to
come inside for a tour
Visiting the blimp was a
very exciting expenence
for Colin. one that he
represented at preschool
by building his own
“blimps”--large. enclosed
biock structures-—in the
block area Usually, he
would invite four other
classmates to join .um In
his blimp (the blimp he
had seen had had five
crew members) Cohn
and the crew members
would then pretend to fly
the bimps over football
games, over states they
had visited with thewr fami-
hes, and to other tamilar
destinations

The teachers built on
Colin's interest by gather-
ing picture books about
bhimps trom the library
and reading them to the
whole class Many of the
books they read also pic-
tured cars, trains, planes.
hot ar balloons. helicop-
te, s, and so forth This in-
trigued the children, who
began to represent blimps
and other forms of trans-
portaton in ther play and
artwork

Teachers continued to
build on ¢cheldren’s ex-
panding interest m trans-
portation For example
the teachers noticed one
day that children had be
come especially inter-
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meaningful for young children. For children to
make sense of a theme, it must be relevant to
their interests and experiences. There is no guar-
antee that a theme invented by a teacher, chosen
from a book, or taken from last year’s lesson
plan will match children’s interests, experiences,
or developmental levels. Sometimes, too, adults
may be so preoccupied with the chosen theme
that they fail to recognize the children’s own in-
terests and preferred play activities. “Blinded”
by the theme, adults may miss opportunities to
support and extend what children are doing and
thinking about.

Let’s return to the Everytown Day Care for
an example of the pitfalls of overemphasizing a
theme. A group of children were using card-
board tubes, shoeboxes, and small counting
bears of many colors, pretending that the bears
were “cave exploring.” Because it was “Yellow
Week,” the teacher working with the children
was more interested in having children identify
which bears were yellow and what the yellow
bears were doing than in rarticipating in children’s
cave-exploring play. The children’s interest in
cave exploring presented many possibilities that
the teacher could have extended later in the
week: for example, by bringing in big boxes to
“g0 exploring” in, by finding books on caves or
songs about bats, and by using flashlights as
planning or recall props. Instead, the adult fo-
cused on her agenda—yellow—and missed these
opport anities for building on e children’s play.

An Alternative —
Child-Oriented Planning

In an alternative approach to lesson plan-
ning that we have developed at High/Scope,
adults identify children’s interests and develop-
ing abilities, then build their lesson plans on
these observations. Throughout this process,



adults use the High/Scope key experiences to
help clarify the developmental significance of
children’s actions and to suggest related experi-
ences that may be appropriate for children.

Mak 'ng the transition to a child-oriented
planning system may be difficult for teachers
and caregivers accustomed to planning in the
more traditional way. To help adults make this
shift, we often suggest they start with what is
most familiar—which, in most cases, is a theme-
based approach. We help adults see that we
don't reject themes; rather, we encourage them,
as much as possible, to get their theme ideas
from the children’s experiences.

This requires that the adults in the class-
room become daily observers of children to dis-
cover what is meaningful and important to
them: What kinds of objects and materials do
children like to play with? What books, songs,
and fingerplays are they familiar with? How
complex is their play? What kinds of roles are
they enacting? What ideas, experiences, or
events do they talk about the most?

Once such observations are made, adults
need a systematic way to record and discuss
them. To do this, teachers in the High/Scope
Demonstration Preschool meet daily after the
children have gone home to discuss their obser-
vations of children and record them in a note-
book containing a one-page observation form for
each child. Each form provides space for adults
to classify children’s actions according to the
High/Scope key experiences. Adults do not
make notations on each child’s form every day,
but instead review the major happenings of the
day and record them on a few children’s forms.
In programs that do not use observation forms
like ours, adults sometimes keep aily logs or
portfolios on children. This process is similar to
our recording process in that these adults are,
likewise, developing objective observation skills,

ested in making different
kinds of vehicles out of
btocks. small Legos. and
matet ais from the art
area. They decided to
build on this theme
throughout the next day's
activiies. They planned a
smail-group time in which
chiidren made “maps”
and drove smali cars on
them, and they used vehi-
cie-related strategies
("Let's drive our planning
truck to where you will
play today") for planning
and recall times They
also made available a
computer program that al-
Jowed chiidren to make
simple maps and "drive”
small cars on them.

Insects. Three chil-
dren, unfortunately, were
stung by bees ong day in
the preschool play-
ground This experience
led to iots of interest in
bees, beehives, and
being stung, as well as in
Other insects like lady-
bugs. wasps, ants. and
fthes The dav after chil-
dren were stung teachers
brought in several books
about insects Children
were fascinated Parents
also contnbuted by bring-
ing i old hives, and the
staft gathered some jars
for the children to collect
bugs in "it's too bad that
children were stung---but
it led to a wonderful learn-
ing expenence.” said ore
teacher m
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relating what they observe to the classroom cur-
riculum, and using the information they have re-
corded as a starting point for discussions with
each other. Whatever the system adults use for
discussing and documenting their observations
of children, the next step in establishing child-ori-
ented planning is developing plans for the next
day that build on these observations.

A Typical Play Theme

An illustration of how teachers incorporate
their observations into plans occurred recently at
the High/Scope Demonstration Preschool. A tele-
phone repair crew arrived one day to fix some
telephone wires connected to the classroom
building. The children were fascinated as they
watched the crew climb up the telephone poles
and use the lifts on the truck. They were also in-
terested in the crew’s special equipment and
clothing: their spiked boots, hard hats, and tool
bags. For the rest of that day, the children repre-
sented the experience of the telephone repair
crew in a variety of ways—pretending to be
repairmen themselves by wearing hats, making
and wearing “tool belts,” and climbing on chairs
to fix the “wire.” During that day’s planning ses-
s:on, the teachers noted the children’s obvious in-
terest in this experience and made plans to use
the theme of the telephone repair crew all during
the rest of the week.

The adults’ role during lesson planning was
similar to their role during work time—they ex-
plored ways to snpport and extend children’s in-
terests and abil . -es, using the High/Scope key
experiences as a reference for understanding the
children’s actions. All during the telephone re-
pair crew play, the teachers had observed what
the children did and how they did it. They recog-
nized that the children had been engaging in rep-
resentation key experiences (imitating actions and

ARE



If several children in the classroom have new brothers or sisters, adults
may want to encourage children to expand on the theme of new babies by
bringing in baby-related play materials and ashing one of the parents to
demonstrate bathing a baby for the class.

sounds, role playing, pretending) so they recorded
what they had seen the children do in the repre-
sentation category in their observation notebook.
The teachers had also observed that when some
children watched the repair crew at work and
climbed up on chairs to imitate them, they were
involved in spatial key experiences (experiencing
and describing relative positions, directions, and dis-
tances: observing from a different spatial viewpoint).
In planning ways to extend on this play, the
adults decided to create additional opportunities
for children to continue their representational

Childs Onented Lesson Plans: A Change of “Theme”
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The beauty parlor play 'hat this child is engaged in could provide a
starting point for team planning to extend on the same play theme.

and spatial learning in the context of the tele-
phone theme. For planning time, for example,
they decided to ask children to plan by talking

to one another on toy phones and by stretching
“wires” (pieces of string) to the places they
wanted to play in. They planned to observe
whether children’s interest in representing the
telephone experience would continue and
whether they would describe positions, direc-
tions, and locations as they discussed their plans.
They also decided to give children additional op-
portunities to represent the telephone experience
by planning two small-group times: one in
which children made “construction belts” (the
adults brought in old belts and children fastened
objects from the classroom on them) and another
in which children used modeling dough (the
teachers planned to observe whether children
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weuld make models of telephones and phone
wires with the modeling dough).

In concluding, it is important to note that
the telephone theme was not the only focus for
adults and children that week. In fact, children
engaged in many different kinds of play, both in-
dividual and cooperative, that the staff also sup-
ported. Some children were interested in making
spiders from pipe cleaners; others were attracted
to a new computer program that was available;
and several spent time wrapping “presents” for
family members. Staff recognized and supported
all these interests as they interacted with chil-
dren. The telephone theme stands out because it
was the basis for so many classroom activities,
but adults didn’t focus exclusively on this theme
in working with children.

Whether or not a child’s activities reflected
a prevailing “theme,” the guiding principle for
these adults was to be responsive to children.
Adults used children’s ideas and interests as
the source of inspiration, both in interacting
with children individually and in creating lesson
plans. By using the framework of the key expe-
riences to understand the developmental signifi-
vance of what they had observed about children’s
interests, ideas, and abilities, they insured that
the resulting activities were developmentally ap-
propriate and in tune with children’s needs and
interests. =
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Getting Started: The First Day
of the Rest of the Year

1t's 8:25 a.m., and your program is about
to begin for ancther year. Off in the distance you
hear the children’s voices . . . some excited, some
crying. The voices become louder and more dis-
tinct. As you take one last look around the room,
in walks the “grand marshall” of the parade of
new faces . ..

hether you are a new teacher/care-

giver or a seasoned veteran, the be-
ginning of a new year is often filled with a mix
of excitement and anxiety. You’ve planned and
prepared, and yet you still have that “I-wonder-
what-I-haven’t-done-yet” feeling at the opening
of a new program session.

What constitutes ready? How can you make
sure that you and the children start the year off
successfully? How do you set up the classroom?
What is a typical daily routine for the first day?
These are only a few of the questions that early
childhood staff face at the opening of a new pro-
gram or session. In this article we describe how
we dealt with some common issues faced by
early childhood teams as they plan for opening
day. The case in point was a High/Scope sum-
mer demonstration preschool program. Because
High/Scope’s regular demonstration classroom
was being renovated, t! e program had to be
held in a local public sc.iool building, the Perry
Child Development Center. Thus, we had to
“start from scratch” to get the classroom ready
for the summer session. We hope that reading
about our experiences in preparing for and open-
ing the session will help offer some insight on
how early childhood teams can start a new ses-
sion on the right foot.
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Building a New Team

Building a new team was an important part
of our preparation process because this was the
first time we had taught together. Because we
had only a short time to set up the classroom, we
decided to tackle all of the start-up issues to-
gether as a team; this hastened the process of
team building. By the time our first day of teach-
ing arrived, we were already comfortable with
each other’s styles and had worked through nu-
merous problems together. Following, we de-
scribe the “countdown” plan we followed as we
got ready for “day one.”

Getting Ready: The Countdown

TWO weeks to day one—We identified
and approached others. Since the school we
were teaching in was new to both of us, our first
step was to contact the principal. We wanted to
make sure we were firmly connected to existing
channels of communication and administrative
support. Especially because ours was the only
classroom in the school doing the High/Scope
Curriculum, we very much wanted to have the
principal and staff feel a part of our efforts. Here
are some other things we did—either before the
session began or throughout the first month—to
build the support and involvement of important
“outsiders”:

* We showed administrators and school
custodians in advance how we planned to set
up the room and a typical daily routine. We
tried to be responsive to their needs; for exam-
ple, we agreed to put chairs up on tables at the
end of the dav to make it easier for cleaning staff
to vacuum.

* We personally called all parents before
the program opened to double-check addresses,
g0 over program hours, and find out about any

Getting Started: The First Day of the Rest of the Year
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Identifying and approaching all those who have contact with a program —
including administrators. parents, custodial staff, and teachers in other
parts of the building—and invitimg them to visit the classroom helps to
budd channels of communication and support for the program.

I R R R N S R R T T I S R I R S I R R R N B L L I L

special concerns they had. We made a home visit
to a family that had no phone. As well as initiat-
ing a good relationship with families, these con-
tacts yielded some useful information: one child,
we found out, had been dismissed from a day
care program for biting; another child had a sig-
nificant hearing loss.

» We made consistent, continuing efforts
to offer tidbits of information to other staff:
what children were doing; what room arrange-
ment ideas and mateiials were working/not
work.ag; how parent contacts were going, etc.

» We offered frequent invitations to visit
the classroom to teaching staff, administrators,
parents, not just to observe special events but to
participate or observe onregular days as well.
Our goal was simple: No surprises for anyone.
We made everyone involved aware of what we
wanted to do and how we planned to doit.

FIVE days to day one—We took a hard
look at the classroom. To remind us of basic
room arrangement issues, we first consulted the
High/Scope preschool manual Young Children in
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Action and the High/Scope “Room Arrangement
Checklist.” (The “Room Arrangement Checklist”
is available in the Study Guide to Young Children
in Action, listed on page 297.) Working first on
paper, then in the real room, we evaluated the
overall space in our new classroom and divided
it into basic areas—house, toy (quiet), block, and
art. We followed the principles from the checklist
in setting up the areas. For example, we placed
the block and house areas next to each other to
encourage interrelated play, and we visualized
the traffic flow in the room to see how best to
prevent collisions and avoid noise problems.

FOUR days left—We assessed materials.
Fortunately, we had a supply of materials from
the former demonstration classroom available to
us. But this was a new, slightly older group of
children, and we decided to add some materials
that would challenge the older children in the
group: rulers and lined paper in the art area,
magnets and a scale in the toy area. While we
wanted to offer a rich variety of materials, we
were careful not to overdo it—we didn’t want
the first day to be overwhelming. After all, new
materials and interest areas can and should be
added later in the year. Here are some things we
kept in mind about materials:

* Variety—We made sure we had several
different sizes and textures of paper in the art
area, for example, and we assessed each area to
make sure there was a range of materials.

* Quantity—Enough materials were made
available so that children could work together, if
necessary; for example, since we had 19 children
enrolled, we put nine place settings in the house
area.

+ Easy access—We made sure that all the
materials in each area were accessible from a
child’s perspective. Could a child see what was
in the container at the top of the shelf? We also

Getting Ready for
“Opening Day": Tips
for Teaching Teams

¢ Hasten (he process
of team-building by tack-
hng all start-up issues
together—make all dacr
sions as a team Make a
hist of classroom tasks -
including everyday tasks.
weekly jobs. and one-time
jobs-—~and divide them
equally

¢ identity and ap-
proach other b lding
siaff to inform them of
your plans for the pro-
gram Continue to keep
them informed

¢ Contact all parer.ts
to get acquainted. intro-
auce them to the pro-
gram, and find out about
specal concerns

s Offer trequent invita-
tions to visit the class-
room to teaching staff,
administrators, parents.
etc

s Take a hard 'ook at
your classroom and mate-
nais. and arrange and
equip your physical set-
ting to meet the specitic
needs of entering chiidren

¢ Get help with label-
Ing materials. if necessary

¢ Make specific plans
for the first day that wili ac-
commaodate children’s
needs to learn about the
setting. the matenals, and
the people mt =
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carefully checked to make sure that things we
didn’t want the children to use, such as our non-
erasable markers, were in the room next door or
hidden in a high cupboard.

THREE days to go, but who's counting? —
We made labels. Clear, well-placed labels that
tell children which materials go where are im-
portant for many reasons: they give children a
sense of control over their surroundings, help
them work and clean up independently, and en-
courage the development of symbolic reasoning
skills. Just as important, labels make classroom
management much easier for adults!

Nevertheless, labeling all the materials in
the classroom can be an incredibly big job for
two people. We made it easier and more fun by
hosting a pizza lunch for parents, other teachers,
and available High/Scope staff. This strategy
worked like a charm. In one afternoon, we were
able to label almost all of the shelves, racks, con-
tainers, etc., in the classroom.

We stressed the importance of simple, clear
labels to our helpers, showing them examples of
the various types of labels we use: traced out-
lines of objects, pictures from toy catalogs, a few
word labels to go along with the pictures. We
asked our labelers to put clear contact paper on
both sides of the labels to make it easy to move
them in the future. We also traced and cut out
sets of simple symbols, such as triangles or stars,
to be used as children’s identifying “mark.” We
made four of each symbol—one for a child’s
nametag, one for his or her cubby, one to take
home on the first day, and one spare. We also
made some extra symbols so each child would
have a wide selection from which to choose.

TWO days left'—We planned for the first
day. Our classroom looked great. Now it was
time to plan our routine. Using Young Children in
Action, we rorighed out a 2%-hour daily routine,

f)
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Contacting cach child's parents by home visit or phone call before the
program begins gives staff an opportunity to double-check addresses, go
over pragrant requirements and routines, and find out about any spc'rial
concerns of the family.
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discussec it, and finalized it. We made a list of
classroom tasks and divided them equally. These
included one-time jobs, such as making a snack
chart and designing a planning board; everyday
jobs, such as greeting parents and cleaning up
paint; and weekly jobs, such as doing the parent
newsletter. After a last-minute shopping trip for
snack and art supplies, we were as ready as we
could be! =

233

225



C*H*A*P*T*E*R S-I-X

\
\

Reaching Out to Other
Settings and Caregivers

............................t..............

Continuity: Building Bridges Between Settings —
Ed Greene

Parent Involvement: It's Worth the Effort -—
Patricia P. Olmsted and Marilyn Adams Jacobson

Involving Busy Parents —
Marilyn Adams Jacobson and Patricia P. Olmsted

Kindergarten: Thorns in the “Child’s Garden”? —
Jane Machr

arly childhood programs do not exist in a vacuum, and pro-

gram staff cannot serve children well if they are out of touch

with the other settings and caregivers in children’s lives. The
need for early childhood program staff to develop close ties with parents,
other caregivers, and staff of other programs in a community is especially
critical today, when so many children are served in multiple care settings.

In the opening article, Ed Greene takes a general look at the ways

early childhood staff can build these linkages. The next two articles, both
by Marilyn Adams Jacobso * 1nd Patricia P, Olmsted, suggest ways to

strengthen ties bets srams and parents. Extending High/Scope’s
developmentally b. ‘roach from preschool into the kindergarten is
the subject of the conc g article. Jane Maehr outlines some of the

ptblems and pressures educators face in preparing for today’s kinder-
gart s, She describes the difficulties of meeting the public’s demand for
educational accountability while serving entering kindergartners whose
previous education and care experiences have been in broadly different
settings. Maehr argues that High/Scope’s developmental approach can
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address these difficulties, and she echoes the other articles in this section
in stressing the importance of forging close relationships among all pro-
grams serving young children.
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Continuity: Building Bridges
Between Settings

It is early spring and the parents of a 2- by
year-old have just enrolled their child in next Ed Greene
year's preschool class. How can the teacher help

the child and family prepare for a smooth transi-
tion to preschool?

Because both of his »arents work outside
the home, a child who attends morning pre-
school is picked up regularly by a day care pro-
vider. The parents have complained to the
teacher that they feel out of touch with what is
happening at school. How can the teacher im-
prove communication with the parent?

The mother of a graduating preschooler tells
the child’s preschool teacher that the local ele-
mentary school, after testing her child, has rec-
ommended that he take another year of preschool
instead of starting kindergarten. She wonders
whether holding children back a year is cver ap-
propriate. How can the teacher advise her?

Il of the above situations involve im-

portant transitions in young children’s
lives. Whether the transition is from the home to
preschool, from one preschool setting to another,
or from preschool to primary school, the child
will experience a major change. Such changes
can be disruptive, but they can also bring excit-
ing new challenges. Much depends on how care-
fully parents and early childhood staff prepare
for a transition.

The need for staff working with young chil-
dren to plan carefully for transitions between set-
tings is especially urgent today, because children
are involv ad with so many programs and serv-
ices. Early education in a variety of forms is
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reaching many more children than ever before in
this country, and it is reaching them earlier in
their lives. However, there are few systematic
linkages among the programs that serve children
who are younger than school age. And there are
even fewer formal linkages between tnese early
childhood settings and the next level of educa-
tional programming, the primary school.

Much of the literature on child develop-
ment and early education supports the view
that continuity between settings is an important
component of high-quality early childhood ser-
vices. Behind this view are two assumptions:
(1) Growth and learning are gradual and continu-
ous processes, and (2) Development is enhanced

Preparing Children for a New School

To help children make a smooth
transition to kinderc.arten or another
care setting, the key words are infor-
mation and experiences. Children
adapt more easily to change if they
know what to expect and if they've
had concrete experiences that help
them to anticipate what the new
setting will be like. As you plan for
such experiences, keep in mind the
key experience recalling events, antici-
pating events, and representing the order
of events. Remember that young chil-
dren tend to focus mainly on the pres-
ent. With adult encouragement,
however, they’ll begin to think about
and prepare for future events. This is
a valuable process because it helps
children gain a sense of control over
what happens to them.

When you introduce children to
the theme of getting ready for a new
school, remember that even older pre-
schoolers think in concrete terms.
They are just beginning to use adult
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time units like days and weeks. Con-
crete examples of what might hap-
pen in the new setting will be more
meaningful to a child than state-
ments like “In September, right after
Labor Day, you'll start kindergarten.
You'll be learning a lot there.”

One way to get children thinking
about an upcoming transition is to
read books to them that discuss the
experience of going to a new school
(for example, The Kindergarten Book
by Stephanie Caimen). After reading,
ask open-ended questions that encour-
age discussion: “Can anybody remem-
ber what it was like to come to preschool
for the first time? Does anybody have
a sister or brother who is in kinder-
garten? What does your brother/ sis-
ter like about kindergarten?”

It's also helpful to plan a field
trip to the local kindergarten or en-
courage parents to visit the new
school or care setting with the child.



Ideally, children should have the op-
portunity to play in a kindergarten
classroom, to meet the kindergarten
teacher, and to see other areas of the
building—the playgrcund, gym, or
cafeteria. Take photos while you are
at the school, and after the field trip,
add play materials to the classroom
that might encourage pretend play
about the new school (examples: a
cafeteria tray, a toy school bus).

After the visit, encourage children
to recall and discuss what they saw at
the school. You might ask them to
compare the new school with the pre-
school: “Did you notice aiything at
the kindergarten that is the same
as/different from something we have
here?”

Another useful activity is to en-
courage children to dictate or
“write” experience stories about the
trip to the kindergarten or new care
setting. Ask children to describe

when eacl

some of the things they’ve seen at the
school or center and some of the
things they imagine they’ll be doing
there. Write down what the child
says or encourage the child to write
about the experience in his or her
own way using scribbles, drawings,
words, or other forms of emergent
writing. Collect children’s experience
stories in & binder and illustrate them
with photos taken at the school and
children’s drawings of the field trip.
Just before this year’s graduates
leave, you can add their photos to the
book, making them copies to take
with them. The creation of such a
book can be a “rite of passage” in
which every child has a role.

These are just a few of the ways
teachers can help children prepare
for attending a new school. Teachers
should encourage parents to follow
up on these readiness activities at
home. »

‘learning experience is planned

to build upon a child’s previous experiences and

achievements.

What can educators and caregivers do to

insure continuity in children’s educational expe-
riences? In the late 1980s, the federal Administra-
tion for Children, Youth, and Families convened
a national commission to study the transition
from prescliool to elementary school. This group
identified four common-sense strategies for fos-
tering continuity:

e Provide program continuity through de-
velopmentally appropriate curricula for pre-
school and kindergarten children.

¢ Maintain ongoing communication and co-
operation between preschool and kindergarten

staff.
238
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important Transitions
in Young Children's
Lives

Home = Preschoot

Preschool — After-
school Program or
Caregiver

After-school Program
or Caregiver = Home

Preschoo! = Kinder-
garten =
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« Prepare children for the transition.
e Involve parents in the transition.”

Though these strategies were developed
for the preschool-kindergarten transition, they
are equally valid for transitions between other
settings (for example, when a child moves from
a morning Head Start program to an afternoon
day care setting). In the rest of this article, we dis-
cuss these strategies in terms of our experiences
with children in programs using the High/Scope
Curriculum.

Fostering Continuity Through
Developmentally Appropriate
Curricula

Developmentally appropriate programs, by
their very natur foster continuity in children’s
learning experiences. In the High/Scope Curricu-
lum, for example, learning activities are geared
to individual children’s developmental levels
and thus build upon previous developmental ad-
vances. In addition, the fact that children choose
many of their own activities in High/Scope pro-
grams insures that learning experiences will be
related to and continuous with other experiences
in children’s lives. Children do change as they
develop, of course, and it is often appropriate to
introduce new activities and materials. But since
teachers introduce new experiences only when
children are ready for them, and in ways that are
personally meaningful for each child, children
experience such new activities as exciting rather
than disruptive.

* From “Easing the Transition from Preschool to Kindergarten: A Grade
for Early Childhood Teachers and Adnnmistrators” (Washmigton, DU
Admimistration for Chuldren Youth and Familwes, Head Start Bureau,

1986), p. 4.
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Getting to know staff of kindergartens and other preschool programs in
the community at professional meetings and open howses builds ties that
are useful later when exchangmy specific information abowt children and
programs,

But even if we strive to foster continuity by
making our own programs developmentally ap-
propriate, we can’t guarantee that other care and
education settings will do the same. However,
there are a few things we can do to increase the
likelihood that a child will receive developmentally ap-
propriate care in other care settings he or she is in-
volved with now or will experience in the future.
Consider the following strategies:

» Share information with other providers
on a child’s developmental progress, as weli as
on appropriate activities that the child has
been particularly involved with in your pro-
gram. This will help the other caregiver recog-
nize and strengthen the child’s emerging skills,
strengths, and interests. For example, tell a
child’s new kindergarten teacher about the devel-
opmental information you have recorded on the
child’s COR (High/Scope Child Observation
Record).
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When carly childhood educators take a leadership role in bringing together
kindergarten teachers and staff of preschool and day care programs in the
community, they are helping pave the way for a smoother transition for
children.

« Help parents understand the compo-
nents of developmentally appropriate care and
education so that they can make better decisions
about settings and caregivers. For example, orga-
nize a parents’ meeting around this theme, using
a videotape, such as High/Scope’s Lessons That
Last, (see resource list, page 297) to focus your
discussion.

o Educate yourself about the devel-
opmental changes that occur in the years im-
mediately before and after the preschool years.
Learn about appropriate expectations and ac-
tivities for each age group. For example, the
teaching team might decide to devote several
team meetings to studying the similarities and
differences between preschool and kindergarten
children. This could lead to a discussion ot age-~
appropriate activities and ways to assist the
child and family who are making a transition.



Communicating and
Cooperating With Staff of
Other Early Childhood Programs

Building professional bonds with your col-
leagues in the community is the starting point
for developing linkages between programs. Here
are some steps you can take toward this goal:

* Get to know staff of kindergartens and
other preschool programs in your community
at local educational meetings (AEYC meetings,
directors’ associations, PTO meetings). Invite
local early childhood staff to an open house at
your school. Continue to build your relation-
ships with them through letters, phone calls, and
other contacts.

* Use your contacts with colleagues in the
community to find out as much as you can
about local kindergartens and about other early
childhood programs in the community. Share
this information with parents.

* Develop a short fact sheet describing im-
portant elements of your program. Both you
and program parents can use the fact sheet in
contacts with other educators, caregivers, and
parents.

* When a child leaves your program, get
permission from the parents to write to the
teacher or director at the new setting. In the let-
ter, you could share information about your pro-
gram and about the child’s abilities and interests.
You might conclude by inviting the teacher to
visit or call you for more information.

* At a professional meeting in your com-
munity, suggest the formation of a “transition
committee” that will explore ways to ease the
transition between local preschool and kinder-
garten programs. Examples of things the commit-
tee might do include planning kindergarten
visitation days for preschoolers, developing a

242
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parent guide to local preschool programs and
kindergartens, and planning ways kindergartens
and preschools can share facilities and resources.

Involving Parents in Transitions

As the negotiators of all the transitions chil-
dren make between settings, parents are the key
link in the chain of educational continuity. Many
of the strategies already discussed involve par-
ents. Here are a few more ideas:

 Share your observations about other set-
tings and caregivers with parents. For example,
you might recommend a particular kindergarten
teacher that you know at the next school a child
will attend.

* Encourage parents’ continued involve-
ment in the child’s education/care experiences.
For example, you might set up a parent meeting
on the transition to kindergarten in which the
following topics would be covered: how to be an
advocate for your child’s educational needs;
how to arrange an observation at your child’s
kindergarten; what to look for when you observe
a program.

e Help parents network with one another
to share information about other settings. For
example, if a parent wants information on a par-
ticular kindergarten teacher, put her in touch
with another parent from a previous preschool
session whose child has that teacher.

By building links with parents and with
staff of public schools and other early childhood
settings, you've laid the g .+ iwork for your
preschoolers to make a smoc.th transition to
other settings. You'll also need to prepare chil-
dren directly for the changes they’ll be experienc-
ing through classroom activities, reading and
discussions, and if possible, visits to the future
care setting or kindergarten. =
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Parent Involvement:
It's Worth the Effort

hen you hear the term “parent involve- vy

ment,” what are the first words tnat Patricia I’ Olmsted
come to mind? “Important.” “Difficult.” “Good for ~ and
the children.” “Time-consuming.” Marily h Adams Jacobson

These responses reflect the conflicting feel-
ings most early childhood professionals have
about parent involvement. We've often heard
staff at many early childhood centers say they
know parent participation is important, but that
there never seems to be enough time to plan and
carry out activities with parents. Staff at other
programs express a wish for better relationships
with parents, along with the fear that too much
family involvement can interfere with the
program'’s educational activities. Other teachers
or day care staff are unsure of how to develop
and maintain a parent involvement program
when parents are busy and have multiple time
commitments.

Though all these concerns are realistic, we
believe it is possible for staff of any early child-
hood setting to develop a parent involvement
program whose benefits will outweigh the diffi-
culties entailed. We’ll discuss some of these bene-
fits in the section that follows, and after that,
we’'ll outline a realistic approach early childhood
staft can take to strengthen parent involvement
in their education or care program.

Note that everything we say here applies
not just to parents but to all adults who are
children’s primary caregivers, whether they be
grandparents or other relatives, foster parents, or
guardians. It's important for early childhood
staff to be sensitive to the fact that many children
today do not live with their natural parents. Edu-
cation and care p'- grams sheuld encourage the

Parent nvolvement: 160s Worth the Effort « 237
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participation of the important adults in the
child’s household, whether or not they are the
child’s actual parents.

Parent Involvement:
Even More Important Now

Why is parent involvement so important?
Parents are the child'’s first car« zivers and teach-
ers, the first adults to play a significant role in
the child’s development and learning. The home
is the first learning environment the child experi-
ences. Today, when young chiidren are also in-
volved with so many other caregivers—relatives,
babysitters, home day care providers, preschool
teachers, day ca.« staff—often in settings outside
the home, it is critical for the adults in a child’s
home to communicate well with these other sig-
nificant adults. Strong linkages between parents
and the child’s other caregivers are helpful in
many ways. For example, such linkages can

» Help the child make smooth transitions
from setting to setting.

* Help parents understand the types of
activities that occur in the school or day care
setting,

» Help parents see how they might contrib-
ute their time and effort to the setting,

* Help parents, teachers, and caregivers un-
derstand behavioral changes they may see in the
child.

 Help parents, teachers, and caregivers en-
sure that behavioral expectations, teaching and
caregiving styles, discipline practices, and daily
routines are as consistent as possible across the
different care settings.



Parents and the
High/Scope Approach

Parent involvement is especially important
for programs using the High/Scope Curriculum
because parents’ own experiences with tradi-
tional schooling often don’t prepare them for
the daily routine and approach to teaching
that they encounter in High/Scope programs.
Parents may not understand why teachers are
not drilling children on letters, numbers, and
colors, or how a program built around children’s
choices prepares children for academic learning.

But when parents begin to understand the
High/Scope educational approach, they often
make changes in their own styles of interaciing
with children. While parents may not use curric-
ulum components in the structured way we do
at school, our general educational approach does
transfer easily to the home. For example, parents
will probably not want to have a formal plan-
ning time at home, but they can encourage chil-
dren to make simple plans as the need arises:
choosing what TV programs they want to watch
that week or helping make a shopping list for
groceries.

Research on Parent Involvement

As educators, most of us feel intuitively that
the effort it takes to really involve family mem-
bers in an early childhood program pays off for
all concerned. This belief is strongly supported
by research findings.

Studies have been conducted on parent in-
volvement programs in a variety of educational
and care settings duting the past 20 years. The
majority of studies have focused on publicly
funded early childhood programs (e.g., Head
Start) or child care centers scrving ethnic minor-
ity families or children from low-income neigh-

Ways Parents
Contributed to a
Recent High/Scope
Summer Demonsqra-
tion Preschool
Program \

\
¢ A mother bathed and

- fed her baby during work

time. sparking lots of
baby-related role play

¢ A father and his son
built a sturdy stand for the
sand timer teachers and
children had made with
plastic pop botlies

e Parents served s
drivers for a field trip to
the pet store and joined
the class on a walk to the
farmers market.

* A parent brought in a
pasta machine and made
noodies wilh the children

* A father videotaped
segments of the day—we
showed the tapes at the
parent mgeting =
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Research suggests that the efforts early childhood programs make to
mvolve parents in their activities have many benefits—parent
mvolvement is associated with positive effects on children’s academic
pertormance, self-esteem, and motivation to learn.

borhoods. The findings of these studies have in-
cluded the following as effects of parent involve-
ment:

For children—

o 'ositive effects on academic performance
e Positive effects on self-esteem and motiva-
tion to learn
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For parents—

 Improved understanding of child develop-
ment, parenting, and education
e Larger support network

For teachers—

¢ Greater understanding and more positive
support from parents for policies, procedures,
and activities in the program or center

* More parents volunteering to work with
children in the setting

While most of the children in these studies
lived with their natural parents, the findings are
equally applicable to children living with rela-
tives, foster parents, guardians, or other adults.

High/Scope’s own studies are among those
that confirm the benefits of family involvement.
In High/Scope’s well-known Perry Preschool
Study, for example, we have been following the
lives of young adults from poor families who
had a high-quality preschool program at ages 3
and 4. The long-term benefits to the young
adults who had preschool—iiicluding improved
school performance, reduced delinquency, and
increased lifetime earnings—have been widely
publicized. What many people don’t know, how-
ever, is that the Perry Preschool Program in-
cluded a strong parent involvement component
consisting of weekly home visits by teachers. We
can’t say whether the positive effects the re-
searchers found were directly related to these
parent activities, but these results do suggest that
involving parents is an important part of any ef-
fective program.

Steps Toward Effective Parent
Involvement
Step one: setting goais. If you are planning

to implement a parent involvement program in
your preschool or center, your fii <t step should

Parent Involvement in
Action

One teacher sends
home a one-page flyer-—
‘Friday Notes®—at the end
of each week. The fiyer in-
cludes briet descriptions
of things individual chil-
dren have been doing in
the classroom that week
The teacher is careful to
mention each child at
least once. She includes
each chid’s sign next to
his or her name, so the
chiidren can participate
with therr parents in read-
ing the flyer.

The director of a K-3
program in a Northern
Wisconsin school was
looking for ways to involve
fathers in the program He
made a point ot finding
out about parents' special
skills, interests. and cul-
tural backgrounds This
led to a unigue winter ac-
tivity several fathers, who
were Native Americans,
volunteered to build an
1gloo on the school play-
ground out of iceblocks
(The school was located
next to a large lake that
was frozen all winter—par-
ents cut the ice blocks
from the lake.)

Chidren used the
1gloo all through the winter
Igloo-building became an
annual activity that was
centrai to the scheol's
parent involverment pro-
gram For the parents. it
was a unique opportunity
o preserve a valued part
ot their cultural hertage
while making a significant
contribution to ther
children’s SChool =
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be establishing the goals of the program in light
of your needs and those of the families.

If possible, ask a few families to meet with
you and jointly set these goals. For exainple,
both parents and teachers may feel a need for
better two-way communication about the devel-
opment of each child. Or, teachers may wish to
have parents become better informed about the
policies and activities of the preschool or center.
Perhaps your preschool or center serves ethnic
minority families from a culture with which you
are only minimally acquainted (e.g., Vietnam-
ese), and you would like to have more activities
that reflect this culture.

In each of these cases, there i< a stated objec-
tive for the parent involvement program for
which specific parent involvement activities can
be developed. You may decide on two or three
different objectives for your parent involver :nt
program, but we suggest that you begin with a
small number and add more only after the pro-
gram is under way and running smoothly.

Step two: developing activiti.s. Now
you're ready to develop two or three parent in-
volvement activities for each of the objectives
you have set. For example, if you have selected
better communication between teachers and parents
as an objective, y u might decide to take a more
systematic approach to talking with parents
when they drop off or pick up their children.
One way to do this would be to keep a weekly
“family contact checklist” on which you would
check off the names of each parent you talk with
during that week. Another possible strategy for
meeting the same goal might be to schedule
more frequent t2acher-parent conferences.

For any ¢t-ategy vou adopt, you'll need to
select activities that fit the situations of your fam-
ilies and children. For example, if some children
are dropped off and picked up by babysitters,
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Improving two-way communication between parents and teachers is one
soal you might select for a parent involvemenit program. Staff can
dociment how well they are achicvmg this geal by noting down when
they have substantive talks with parents.
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you may have to resort to written notes or phone
calls to keep in touch with the parents.

Step three: taking stock. After a few
months, take a careful look at the parent involve-
ment activities you have developed and assess
how well they are working. Do you feel there is
more parent involvement using the activities you
have developed? For example, Are parents
spending more time talking with teachers when
they drop off or pick up their children? Do par-
ents seem to understand the program better? Are
‘parents and teachers sharing information about
children’s strengths or problems more often? Do
you need to try different activities? Do you feel
that the initial portion of your parent involve-
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ment program is running well enough tiat you
can now add an additional objective and de-
velop activities to meet it?

This process of evaluating your program
will go more smoothly if you keep systematic
notes on parent participation in the activities
you've developed. For example, you can note
down how many parents you have a substantive
conversation with each week or how many par-
ents attend meetings or fundraisers.

Step four: fine-tuning. As time goes by,
the activities in your parent involvement pro-
gram will have to be reevaluated, adjusted,
and possibly expanded. Like classroom activities
for children, parent involvement activities must
be tailored to the needs of a changing group of
families. Evaluation and fine-tuning of your
parent involvement program is a never-ending
process. =



Involving Busy Parents

l I: ven teachers and caregivers who have a by

strong commitment to working with Marilyn Adams Jacobson
family members and many creative ideas forin-  and
volving them in their programs are finding it Patricia I’ Olmsted

more difficult these days to encourage parent
participation. Whether because of job or school
schedules, career training, or other responsibili-
ties, many parents say they “just don’t have
time” to volunteer in the classroom.

Even busy parents usually want to share in
their child’s preschool/ day care experience, but
they may need extra help and encouragement to
make this wish a reality. Here we discuss some
ways to make it easier for busy parents to be-
come involved.

Give plenty of advance notice about spe-
cial activities such as parties, performances, or
field trips. Some parents may be able to make
special arrangements or rearrange their days off
to participate.

Schedule regular face-to-face meetings
with individual parents. These might include
a home visit before the school year begins and
parent conferences two or three times a year. Use
these meetings to make plans to stay in touch
with parents and to solicit their involvement
with the program. These face-to-face meetings
typically focus on the child; but you should also
use them as an opportunity to find out about the
parents’ needs, concerns, and interests relating to
taeir participation in the school or center. Find
out who will be picking the child up at school
and, if that person isn’t one of the parents, make
Plans to contact the parents through phone calls
or notes home.

Send out a newsletter to program families
to keep parents informed of the classroom activi-
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Ways Parents Can
Contribute Outside
Classroom Hours

« Serve as the class-
rO0m repair person

« Make story tapes to
accompany the books in
the classroom library

¢ Assist In the con-
struction of playground
equipment

« Participate in a loca!
school board meeting on
the importance of early
childhood education

 Regularly check
books out of the public
hbrary to add to the
classroom library

¢ Prepare special ma-
tenals the snack on a

given day. labels for ciass-

room shelves. a batch ot
modehng dough (teacher
provides recipe and ingre-
dients)

¢ Send in everyday
items 1o be recycled as
art matenals or props for
role play boxes. plastic
bottles. fabric scraps.
typewriter ribbon spoois.
computer printouts, old
clothes, old telephones or
cameras. har rollers, etc

* Muke doll clothes.
spare mittens, and hats

¢ Take classroom pets
home during weckends
and vacatons n
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ties: e.g., key experiences you are focusing on,
content themes, special events, and suggestions
for home follow-up. Also, you might occasion-
ally send parents copies of articles and handouts
on themes of particular interest to families (e.g.,
how to overcome struggles at bedtime, how the
school deals with superhero play, the recipes for
favorite school snacks).

Videotape what children are doing in
the classroom and make tapes available to be
checked out for home viewing. You can also
make audiotapes of songs children are learning
in the classroom and loan them to parents.

When you send home the child’s work, in-
clude a brief note explaining the context of the
project or its developmental significance.

Maintain a classroom photo album with
snapshots of the daily routine, field trips, and
special events. Encourage children to bring pho-
tos from home to add to the album. Suggest that
parents borrow it overnight so their child can tell
them about the pictures.

Distribute a class list with family phone
numbers and addresses to all families (be sure
to ask each family for permission to give out
their name and address). This helps parents ar-
range child care, carpools, play days, etc.

Provide a handout on tips for conversing
with your child about school: nanies and signs
of classmates, who is in the same small group,
the names of each part of the daily routine,
numes of the areas of the classroom, and sugges-
tions for possible discussion starters.

Suggest ways parents can contribute to the
program outside regular classroom hours.
When it is impossible for parents to spend time
in the classroom during regular school hours, let
them know that their help at other times is just
as welcome. There are many ways parents can
help out during evenings and weekends—a few
possibilities are listed in the side column.
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A working parent may not have time to volunteer in the classroom, byt
she might be able to contribute outside clussraom hours—for example, by
sendimg in special materials for an activity.

When soliciting parents’ help, keep in
mind that many children today do not live with
their birth parents—the responsible adult may
be a grandparent, sibling, stepparent, foster par-
ent, or guardian, and the extra child care respon-
sibility these aduits have shouldered may make
them exceptionally busy. Be sensitive to these
special family situations when you solicit the
help of these key adults,

Finally, whatever way a parent or other im-
portant adult chooses to take part in your pro-
gram, let the parent know you appreciate their
participation. It's important to acknowledge the
contributions of all parents, even the donation of
an occasional cereal box. There are many ways to
say thanks: a phone call, note, or card: a photo
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that shows the effect of the parent’s efforts; spe-
cial recognition at a parent meeting; a mention
in the center newsletter; a special certificate or
plaque. Acknowledging the efforts of parents is
one way to demonstrate that you are sensitive to
their scheduling problems. When you let parents
know you are aware of the extra efforts they are
making to be a part of the program, you encour-
age their involvement. m
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Kindergarten: Thorns in the
“Child’s Garden”?

he word kindergarten and the concept

it names suggest a setting in which chil-
dren »re nourished and helped to grow through
group activities, materials, and play. But in many
schools today, the “child’s garden” no longer
provides the same kind of experience that was
envisioned by Froebel and other shapers of the
kindergarten. In fact, there are many thorny
issues facing the kindergarten today.

The kindergarten, ‘nore than any other divi-
sion of the elementary scirool, seems “caught in
the middle,” with well-meaning parents, admin-
istrators, and other interest groups pressing for
change, often in opposing directions. Recent calls
for educational reform and accountability,
voiced at national, state, and local levels, have
encouraged a trend toward skill-based kindergar-
tens. These newer kindergarten programs, which
usually emphasize the direct teaching of discrete
skills in reading and math, are in many cases re-
placing programs emphasizing play and social
adjustment.

As this trend continues, the debate over its
appropriateness is intensifying. The frequent,
nonexplicit use of such terms as academic and
child-centered to describe the different approaches
has tended to exaggerate the differences between
them. This polarity has contributed to a climate
that scarcely suggests a child’s—or anyone’s—
garden.

The Children

Part of the controversy stems from the di-
versity of today’s kindergarten population. First
of all, too many children of the 1990s enter kin-
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i 206"




v,

Q 250 . Supporting Youny Learners

Today's kindergartiers come from diverse backgrounds: some are unused
to orgamized programs, others have had a surfeit of structured educational
experiences. Regardless of their backgrounds. they share a need for active
learmng experiences that they can direct themselves,

dergarten poorly prepared for learning. Frighten-
ing tatistics describe children who have already
become victims of abuse, inattention, and igno-
rance. The problems of fragmented families,
homelessness, and substance abuse result in
many children arriving at school without lan-
guage skills, without resources for learning, even
without breakfast.

At the same time, many other children are
entering kindergarten after two to five years of
out-of-home child care—experiences that, for
many, began in infancy. These children have had
a wealth of early social experiences, and, in some
cases, these experiences have come at the ex-
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pense of quality time with families. In some
cases, too, these early day care experiences have
been excessively structured, preparing children
to adapt easily in groups but giving them few op-
portunities to gain self-control or self-direction.

Many of these children have also attended
preschools that have mistakenly equated social
adjustment, adaptation, physical size, and a
wealth of early group experiences with cognitive
and social maturity. In a misguided effort to de-
liver a prepared student to the kindergarten,
such preschool programs have too often re-
placed valuable early opportunities for children
to play, explore, and plan with passive activities
based on packaged craft projects or standardized
worksheets.

In addition, many children of busy parents
have participated in a variety of enriching but
structured activities—gymnastics, music lessons,
arts and craft camp, and so forth—leaving them
with little that is novel t~ experience; indeed,
they have become jaded, “gourmet” 5-year-olds.

The Schools

The schools face several dilemmas as they
prepare for this diverse range of entering kinder-
gartners. First, the disparities of the school popu-
lation are widening. The children with little
preparation for learning are scheduled for the
same kindergartens as those with extensive
group experiences—chiidren who’ve attended
day care, preschool, and art classes and have al-
ready encountered worksheets. Yet neither
group has been permitted to take initiative, to
solve problems independently, or to choose and
carry out activities that grow from their personal
interests.

The schools also face enormous pressures
for accountability that contribute to a “spiraling
down” of academic expectations to the kinder-

Audergarten Thorns o the “Cluld's Garden™?
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Useful Resources
for Kindergarten
Teachers and
Administrators

Bredekamp, S., &
Shephard, |. (1989,
March) How best to
protect children from
inappropnate school
expectations, prac-
tices, and policies
Young Children

Charlesworth, (1989,
March) "Behind” he-
fore they start? Decid-
Ing how to deal with
the nsk of kindergar-
ten "failure ” Young
Children

Egertson. H A (1987)
The shifting kindergar-
ten curnculum ERIC
Digest

Gullo, D. F. (1880. May)
The changing family
context' Implications
for the development of
all-day kindergartens
Young Children

Hatch. J A & Freeman.
E B (1988. October)
Who's pushing whom?
Stress and kindergar-
ten Phi Delta Kappan.

Peliegrimi, A D, & Ghick-
man. C D (1990,
May) Measuring
kindergartners’ soc.al
competence Young
Children

Shephard, L A . & Smith.
M L (1989. Novem-
ber) Escalating aca-
demic demand in
kindergarten Counter:
productive policies
The Elementary
Scrool Journal, 89(2)

Smith. M | & Shephard. L
A (1988. Fall) Kinder-
garten readiness and
retention A quahiative
study of teachers
behefs and practces
Arnencan £ duc 4l
Research Journal.
25(3)
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garten. Skills that are scheduled for assessment
after second or third grade are now being taught
in the first grade, to assure that nothing will be
missed. In tu.n, much of the traditional content
of first grade has been shifted to the kindergar-
ten. Demands that kindergartners write conven-
tionally on lined paper, fill in math workbooks,
and participate in phonics and letter recognition
drills are among the premature skill require-
ments that have “trickled down” to the kinder-
garten. But the thorny issues do not stop here.
Many well-meaning educators are aware that
not all 5-year-olds will be mature enough to sit at
desks ar d complete traditional first-grade work;
so they have begun screening out the less mature
students. They realize that in kindergartens that
are really not kindergartens, the rigorous condi-
tions put many children at risk for failure—both
those who have had little prepari:tion for learn-
ing and those who've had copious learning expe-
riences but few opportunities for self-direction.
As aresult, “pre-kindergartens,” programs for
“young fives,” and other extra-year arrange-
ments abound.

To provide an added age advantage, par-
ents also frequently choose to “hold out” age-
ready children. And many teachers, also for
humane reasons, argue to retain young students
for a second year of kindergarten or to provide
additional transition programs—all to protect
young or “unready” children from the observed
stress of participating in early childhood pro-
grams that were originally designed for them.

The High/Scope Approach to
Kindergarten

How does the High/Scope Curriculum ad-
dress the dilemmas facing today’s kindergar-
tens? Higl /Scope has developed a curriculum
model for K-3 education that offers broad educa-
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tional experiences tailored to the diverse needs
of today’s entering kindergartners and that is re-
sponsive to the content and assessment needs of
the 1990s. The High /Scope approach urges a
partnership developed between the kindergar-
ten program, the children, the staff, and the par-
ents. In this way, the “garden” is reclaimed for
all children who enter.

The program. The High/Scope kindorgai-
ten program seeks to strengthen and broaden the
child’s emerging intellectual and social skills by
promoting the spontaneous and constructive pro-
cess of learning. The curriculum does not empha-
size skills at the expense of socialization: rather,
the curriculum considers socialization to be a
valuable part of the process of active, generative,
problem-focused learning. At the same time, in
focusing on the broad intellectual skills that are
emerging in a particular point in a child’s devel-
opment, the curriculum does not ignore tradi-
tional goals in reading, writing, and math.
Instead, the curriculum assumes that children
will move toward and attain standard academic
skills as they engage in the process of active, con-
siructive learning.

The program uses developmentally se-
quenced key experiences to guide learning
activities that are organized around content
areas such as language and literacy, math, and
science. These key experiences provide frequent
opportunities for children to use sensory and
manipulative materials, in an environment that
is arranged to be functional. The classroom is
rich in print materials and in hands-on math,
science, and writing materials, which children
are encouraged to explore. This active learning
approach provides for children who are at vary-
ing learning levels. High/ Scope’s key experi-
ences are also used by teachers as a guiding
framework for observing children within the
active learning environment, providing a basis

Spodek. B (1988, Novem-
ber) Conceptuahzing
loday’s kindergarten
curniculum . The Ele-
mentary School Jour-
nal, 89 (2\.

High/Scope K-3 Cur-
riculum Series (avallabie
from the High/Scope
Press, 600 N. River St,
Ypsilanti, Mi 48198):

Blackwell. F &
Mohmann, C K-3
Science

Hohmann, C K-3
Mathematics

Maehr. J K-3 Language
& Lueracy

NOTE Hgh. scope
has also proc.ced a
senies of K-3 videotapes
Classroom Environment,
Language & Literacy.
Mathematics, and Active
Learning And two more
curriCulum guides—K- 3
Classroom Environment
and K--3 Program Over-
view-- will be released in
January 1992 o
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for the systematic assessment schools are seeking.

The program, then, makes it possible for a
wide range of children to participate at whatever
level is appropriate for each of them. Children of
diverse backgrounds and preparation for learn-
ing are able to pursue their interests, and teach-
ers plan workshop sessions to support them. At
the same time, the progress children make is doc-
umented and further appropriate instruction is
planned.

Child participation. Another element of the
High/Scope Curriculum that addresses the criti-
cal issues facing today’s kindergartens is the em-
phasis on child participation in the learning
process. The curriculum offers the opportunities
for child-initiated learniny that all kindergart-
ners need, but not in a “laissez faire” climate of
total freedom. Instead, teacher-student collabo-
ration is fostered in all learning experiences. In
the daily plan-do-review period, children are en-
couraged to articulate a plan, carry it out, and
evaluate what they have done. Throughout this
process, the teacher looks for opportunities to
help children clarify their understanding and ex-
tend their thinking, for example by offering addi-
tional art or science materials that might help
children broaden their goals.

Through the plan-do-review cycle, children
are encouraged to reflect on what they have
done. In the process, they recognize relationships
between ongoing experiences and previously
held knowledge and they test new conclusions.
This reflective process is especially valuable be-
cause heterogeneous kindergartners find a wide
range of things to learn and many ways to learn
them. These opportunities for partivipation en-
able children to see themselves not as pawns in a
powerful, highly structured institution—school—
but as participants in a partnership with adults,
sharing control of the learning experience.

chi]



The staff. In our approach to the kindergar-
ten dilemma, teachers and administrators are
also part of this partnership. The staff play a key
role. They are committed to working together
within the curriculum framework. They share a
common perspective about what should be
taught and how; they promote an active learning
climate in the school; and they respect the ideas
and opinions of both children and parents.

To build support and acceptance for the
model and to insure smooth transitions between
the kindergarten and other programs for chil-
dren, teachers in High/Scope kindergartens seek
to assume a leadership role in the educational
community. Administrators are ready and will-
ing to assist and support teachers in their efforts
to educate colleagues about the program.

High/Scope K-3 programs actively reach
out to establish collaboration with existing pre-
school programs. Kindergarten staff schedule vis-
its to local preschools to find out about their
philosophies and to discuss with preschool staff
the maturational and readiness expectatio. s that
the High/Scope program holds for entering kin-
dergarten students (see side column). When pos-
sible, kindergarten teachers or administrators
m.ake joint plans with preschool teachers for ac-
tivities that will smooth the transition between
their programs. High/Scope teachers and admin-
istrators are also prepared to articulate an in-
formed view of kindergarten to first-grade
teachers or school officials who might hold unre-
alistic expectations, or who mistakenly argue for
extensive retention of kindergarten students.

Teachers are best able to educate colleagues
and parents about the curriculum when they are
secure in their understanding of child develop-
ment, of the curriculum perspective, and of the
implications of current research. This assumes
that teachers use opportunities for inservice
training, summer institutes, and workshops, so
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Ready for School?

Getting togsther to dis-
cuss appropriate develop-
mental expectations for
children's kindergarten
readiness is one way kin-
dergarten and preschool
teachers can assure a bet-
ter transition for children
The attached checklist of
expectations prepared by
Lawrence Schweinhart of
High/Scope Foundation
can be a starting point for
such discussions.

Children are ready tor
kindergarten:

t If thay can commu-
nicate and get along with
other childre

2 Itthey can commu-
ricate with adults

3 lithey are abit to
share and wart until it's
their turn

4 lf they know therr full
name and possibly therr
address and telephone
number

5. It they have self-
management skilis- - such
as the ability to button,
snap, and 2ip ciothing

6 t they can under-
stand concepts of space
(near. far, up. down).

7. lf they have a gen-
eral understanding ot the
conceptof time (e g . un-
derstanding the differ-
ence between a short
tme. and a long time--
clocks and calendars can
come when they are
Older)

8 If they can foliow
simple directions

9 If they can com.
piete a task they began

10 1f they can identily
similar objects or distin:
guish between different
opjects =

tw
i
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The plan-do-review process is central to High/Scope kindergarten
programs. When the classroom writing center is equipped witha
typeoriter, children who are ready to try writing have another option
opent for producing written plins.

that they remain knowledgeable about the curric-
ulum. Likewise, administrators support teachers
by insuring that they have opportunities to at-
tend further training. Administrators, too, make
an effort to keep abreast of curriculum innova-
tions and new research findings.

The parents. For successful implementation
of the High/Scope Curriculum, High /Scope kin-
dergarten staff actively reach out to parents,
both to educate them about the ci*rriculum and
to show the value they place on working with
them. Teachers welcome parents in the class-
rooms and are committed te strengthening com-
munication between school and home. Meetings
are scheduled at times when parents are avail-
able, in locations that are accessibie to parents,
and where child care for younger siblings can be
provided. Teachers also help parents develop the
skills they may need to actively participate as



partners in the child’s learning experiences. For
example, teachers may plan workshops focusing
on how to support children’s emerging literacy
skills in the home.

In sum, the High/Scope Curriculum can
provide some answers to today’s dilemmas of
diverse kindergarten populations, inappropriate
curricula, unrealistic expectations, and inappro-
priate assessment. Educators involved with
High/Scope kindergartens maintain that the
kindergarten must be prepared to accept the
children who are “age-ready.” They argue for
developmentally appropriate, yet well-defined,
content-oriented programs. They insist on well-
designed materials and methodology. They inform
themselves about current research knowledge.
They support and encoura ge parents to extend
the work of the school in the classroom and at
home. High/Scope’s approach is based on a pro-
gram partnership of children, teachers, adminis-
trators, and parents. Tb. result can be a “child’s
garden” that is both stimulating and geared to
each child’s level of development. »
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On Skill-Based
Kindergartens —

“The forces which
have led to the develop-
ment of skifl-based pro-
grams are reactive and
largely ignore the early
childhood research base.
Redefinition of the kinger-
ganen-primary curriculum
from a developmental per-
spective is more benefi-
cial for children than the
use of ratention and extra-
year placement Advo-
cates of developmental
kindergarten programs
should emphasize the ef-
fectiveness of an active
learning setting for ad-
vancing children’s growth
and development.”

—Harriet A Egertson
in “The Shifting Kindergar-
ten Curriculum. " ERIC Di-
gest, 1967
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Questions
From the Field

ver the years, High/Scope consultants have worked with
O thousands of early childhood practitioners both at training
workshops and conferences and during on-site consulta-
tion visits. This section presents answers to many of the questions posed
by early childhood staff during these sessions. Most of these questions
originally appeared in the “Ask Us” feature in Extensions, although a few
appeared elsewhere in the newsletter.

The subject of child management always inspires many questions, so
we have chosen to open with this controversial area. Other selections con-
tain questions relating to the High/Scope key experiences, the daily rou-
tine, planning and equipping the learning environment, day care, and
child observation/team planning/staff development.
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Child Management

Several children in our program engage
in a lot of superhero play, which in-
volves make-believe weapons and aggressive
language and behavior. I want to be responsive
to children’s interests, but my co-workers and I
are uncomfortable with this kind of play. Any
ideas?

—A day care provider

Young children often engage in behavior
that is incompatible with adult values and stan-
dards. Adults’ responses to si'ch behaviors may
be influenced by many factors, including safety
concerns, noise level, and the adults’ own degree
of comfort with or tolerance for what they con-
sider aggressive or boisterous behavior. Because
of these concerns, some adults in High/Scope
programs choose to ban or limit superhero play.
Other adults may feel quite comfortable allow-
ing children to engage in superhero play—they
may even participate in it themselves as a way of
learning more about children’s thinking and
helping children expand on their ideas.

However adults choose to handle behavior
of this kind, it’s important for them to recognize
that children’s play reflects their current inter-
ests, feelings, and experiences, as well as their de-
velopmental levels. Children need to know that
their interests and feelings are acceptable, even if
the ways that they express them are not.

In superhero play, young children act out
and experiment with feelings of power, control,
anger, or fear. Adults can convey their accep-
tance of and sensitivity to these feelings by read-
ing stories with children that focus on these
feelings. They may also encourage children to ex-
plore these same feelings in alternative ways:
e.g., acting out their feelings with dolls or pup-
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pets, creating their own superhero play props
with many kinds of open-ended materials, or
making up stories about sy perheroes that incor-
porate everyday experiences.

—Amy Powell

Children often “loge jt” when they get
frustrated with something. How can we sup-
port children when they are being difficult?

—Aday care teacher

Frustrations, disappointments, and ~onflict-
ing desires are natura] Occurrences in the course of
children’s play. When his block tower won't bal-
ance, Mickey kicks the block shelf; Minna beats on
the stapler because no staples will come out; Lydel
and Hank come to blows because they both want
to be the dad in their make-believe game.

Adults who approach such negative acts pa-
tiently, firmly, and kindly, encourage children to
make cause-and-effect connections—for example,
between a very small base and a tower that top-
Ples, between what is inside astapler and what
comes out of it, between what happens when two
children want the same role ina game and what
might happen if they added a new role.

It's incredibly important for children to
learn to make such connections. But these are not
easy lessons to learn, It takes many real-life expe-
riences and ongoing adult support for children
to develop the capacities to anticipate and deal
effectively with the rough spots they encounter
on their own. So don’t expect instant results, [f
you continue to model a patient, matter-of-fact
attitude and encourg ge children to yse problems
as opportunities for learning, they will begin to
develop the habit of confronting and Managing
problems for themselves, By the time they reach
adulthood and face adult problems, they wil]
have the skills and tools they need, the habit of
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using them, and the confidence gained from
their years of experience and support.
—Mary Hohmann

When I visited the High/Scope Demonstra-
tion Classroom, I was surprised because I
didn’t see a “time-out” chair. Why? I use this
with my children and it really helps them to
behave.
—A preschool teacher

Although we don’t doubt that it helps chil-
dren “to behave,” you did not see a time-out
chair in our classroom because we don’t have
one. We feel that putting a child in a time-out
chair is inconsistent with our belief that children
need experiences that enable them to make
choices about controlling their own behaviors.
Most such time-outs are not connected to the ac-
tual “misbehavior,” isolate a child at precisely
the time he or she most needs help, and do not
create an opportunity for a child to learn new
ways of dealing with similar situations. in addi-
tion, there is always the risk that a child will re-
fuse to stay in the chair, thus setting up a power
struggle in which there may be no winners.

However, there are times when behavior
can be so upsetting to all involved that a momen-
tary break from the action is necessary. While it
is true that we don’t have a designated time-out
chair, we will sometimes separate a child from
the group. For example, after trying other man-
agement strategies (for example, explaining why
a behavior is inappropriate), we might say to a
disruptive child: “Jenny, if you kick the table one
more time, it will let us know that you are not
able to be close to the others, and we will then
ask you to move away.” Then we would ask
Jenny to choose a nearby place to sit, where we
can keep an eye on her and where she can see
the activities she is missing. In such cases, it is
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important to keep the time away from the group
short and, when the child is ready, to help him or
her re-enter the group with the least amount of
embarrassment.

~—Michelle Graves and Ruth Strubank
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Key Experiences in Child
Development

prefer a developmental approach to

writing, but I'm under a lot of pressure
to prepare children for paper-and-pencil work
in first grade. If I don’t provide a lot of practice
in writing on lined paper, I'm afraid my chil-
dren will not measure up next year. How can |
handle this?

—A kindergarten teacher

Take the professional initiative and meet
with parents, administrators, and first grade
teachers to de~<ribe what you are doing and
why. Explain that to concentrate on letter writ-
ing on lined paper is to select one isolated skill
for development to the exclusion of many others
that play an important role in literacy. Assure
parents, teachers, and administrators that the
research indicates children’s free exploration of
writing on unlined paper will eventually result
in correctly spaced writing,

—Jane Maehr

Parents are usually very concerned when
their child reverses single letters or words and
often tell me that they’ve asked the child to
practice writing the letters correctly. How
should I respond?

—A kindergarten teacher

Try to help parents concentrate on viewing
errors as indicators of what children already
know rather than what they have not completely
mastered. Parents will often associate reversals
with dyslexia (a reading irapairment), when it is
more likely their children are still gaining control
over a newly developed skill. Suggest to parents
that children’s attempts to form letters are a posi-



tive sign that they are moving along the literacy
continuum and are beginning to attempt conven-
tional writing. Also suggest that it would be
more valuable to read alphabet books and stories
to children and to encourage awareness of the
print found in their surroundings than for chil-
dren to spend time practicing—unless practicing
is what a child chooses to do.

—Jane Maehr

I have two children who are not very ver-
bal. I spend at least 15 minutes every other day
with them-—-labeling and describing language
stimulation pictures and playing picture lotto.
Progress has been extremely slow. Do you have
any ideas for me?

—A preschool teacher

Children are more likely to stretch, expand,
claborate, and develop their language skills
when they are actively involved in what they are
doing. Your activity is passive—the children are
on the receiving end. They should be the DOERS.
Encourage them to choose activities and materi-
als, make statements and suggestions, and ask
questions that are related to their activities. Label
and describe their actions and encourage other
children to do the same.

Some children are naturally shy and need to
be cajoled into verbal interactions. Plan specific
times during each part of the routine when you
will look for opportunities to engage them in
conversation. Remember that language flows
from children’s interactions with people and
things, as they are challenged to find new words
to define and describe new experiences.

—Bettye McDonald

A child whose home language is Japanese
is joining our program. No one on our teaching

Aev Experiences i Cluld Development
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team knows Japanese. How can we help him
feel comfortable and encourage him to learn
English?

—A preschool teacher

Think of this child as a resource, as well as a
special challenge. Some suggestions:

« It’s a good idea for members of the team
to learn a few phrases in Japanese (e.g., the
words for hello, goodbye, and show me, and labels
for the interest areas). This shows respect for the
child’s language and makes it easier to communi-
cate with him. You can also ask the child to teach
classmates a few Japanese words.

o Introduce English in a natural manner,
focusing on communication. Don’t drill the
child on vocabulary. If the child is planning with
an English-speaking adult, for example, he
might point to the area and toys he is interested
in. The adult provides the words: “1 see, you
want to play with the trucks in the block area.”

« Speak to the child slowly, ina meaning-
ful context, and allow him plenty of time to lis-
ten before expecting him to respond in English.
Getting a physical response should be your first
goal: “It's your turn to pass out the cups.” “Show
me what you want.”” “Bring your painting to the
table for recall time.”

+ Set up opportunities for the child to
work cooperatively with other childrex on
tasks that don't require language: putting the
cover on the sand table, tracing bodies on the
floor, cleaning the guinea pig cage, helping each
other with coats. Watch for opportunities to help
the child enter play situations with peers.

« Don’t correct the child when he makesa
language error—just model correct speech in
your reply to him and reward effective communi-
cation by showing you understand what he said.

o Invite the child’s parents to the class-
room to share a game, song, or skill with chil-
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dren; to lead a cooking experience; read a story;
bring in their infant to b- _he or diaper.
—Marilyn Adams Jacobson and
Bonnie Lash Freeman

How do I convince teachers and parents
that the High/Scope Curriculum does teach
children the traditional math skills that they
need to know?

—A High/Scope trainer

First of all, stress that one of the goals of the
High/Scope Curriculum is to help children learn
traditional number skills—within a broader con-
text of basic reasoning and problem-solving
skills. When adults introduce math concepts and
skills within everyday play situations, children
learn through experience that these skills and
concepts can help them solve problems that are
important to them. Second. because ours is a de-
velopmental approach, we introduce math con-
cepts and skills only when the child is capable of
understanding and using them. When tradi-
tional number skills are approached in this way,
children not only learn basic math facts but also
retain them and use them in the future.

—Sam Hannibal

At our preschoal, children play outdoors
for a half hour every day. Some of our teachers
believe that children’s physical skills will de-
velop naturally during this outdoor play time.
But others wonder if they shouldn’t be “teach-
ing” children the basic motor skills they need
to master, like pumping themselves on the
swings or catching balls.

—A preschool teacher

These kinds of basic motor skills develop
from experience, not from direct training, but chil-

0 Key Eypeniences in Chald Development
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dren do need our support to gain the maximum
benefit from their spontar.2ous play experiences.
We don’t recommend the traditional approach of
breaking down motor skills into small, limited
objectives and then teaching to these objectives
(for example, to teach skipping, “Now step, now
hop, now step on the other foot, now hop on the
other foot”).

Teachers can’t help children refine skills
that the children haven’t learned and experi-
enced first in their own inventive ways; the
adult’s roie is to provide opportunities and
guidance as children develop these skills, not to
teach them directly. For example, the child who
has had a variety of heat experiences and who
has been encouraged to explore different ways of
moving from place to place—hopping, stepping,
galloping, pretending to move like varicus ani-
mals or machines—will eventually start to skip.
This may happen when the adult takes the
child’s hand and skips with him or her, but if it
doesn’t, the adult takes note of this but does not
push the child to skip.

A nondirective approach does not mean
that adults just stand around when children play
outside. Instead, adults offer active support, for
e 1 le, by offering a range of inviting play ma-

... oringing the music tapes and tape record-
ers outside on some davs); by adding language
to children’s movements (chanting out and back,
out and back while pushing a child on the swing);
by asking questions that encourage movement
exploration and awareness (“Can you throw it
far?” “Can you find another way to go down tie
slide?”); and by joining in children’s play

—Phyllis S. Weikart
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Can we use the key experiences in our
home-based program?
—A home visitor

Yes! The key experiences work wherever
there are young children and things they can
play with—at home, in the car, outside, in pre-
school, in day care centers, on a picnic, at
granima’s house, on the bus, in the store. Since
the key experiences describe the things young
children are raturally inclined to do, they can
guide aduit interaction with children in virtually
any setting. Here are some ways you might con-
sider using tie key experiences on home visits:

* As you discuss things the child has done
or is doing with parents, refer to the key experi-
ence(s) mos. strongly suggested by the child’s
activity.

* Plan the adult-child activity part of your
home visit around something the child is partic-
ularly interested in. Share observations with par-
ents, noting the key experiences as they occur, so
that tie parent can encourage and support the
key experiences in other home activities.

* Watch the High/Scope filmstrip series
Troubles and Triumphs at Home (see list, page
297) tor strategies parents have used in their
homes to provide opportunities tor active learn-
ing and experiences in language, sorting, match-
ing, and sequencing.

—Mury Holtninn

~J
<1

03

Kev Eypeviences i Clabd Decelopnent o o0



® 6 & & & 6 ©6 6 6 & 6 & O 6 6 9 6 ©6 & ¢ 6 & & 6 6 6 0 O O 6 0 & 6 6 6 6 0 0 o O 0 o 0

iz

o Surporhing Youeng Lo

The Daily Routine

ELP!! I have a child who refuses to
make a plan. Does this ever happen
to you?
—A Head Start teacher

It sure does. This is typical at the beginning
of the year because children are unfamiliar with
the classroom and the routine. This is one reason
we recommend starting out with planning and
recall strategies that are very simple and that
help children become more familiar with the ma-
terials and the classroom. For example, if Tasha
is having trouble planning, one of us may simply
take her hand and walk around the room with
her, looking at and exploring the materials avail-
able. If any interest is shown, we may then label
her plan, saying, “I see you’ve made your plan
to play at the water table, Tasha.” We may also
consider asking a child to point to where they
would like to work, or to find an object in the
room that they would like to play with.

Another way to look at this is to consider
that it's impossible not to make a plan. One child
we remember crawled under the table for all
of work time for the entire first week of school.
After talking witi: her mother, we found out
that she was talking abouc the things she saw
at school when she way at home. Her “plan”
was to observe, and we tried to label it for her:
"Your plan is to rest under the table and watch
what is going on in the classroom.” 1t vas only
after she became more familiar with the materi-
als and the people in the room that she came
out, slowly at first, but soon interacting with
the other children. It's important not to force a
child into planning something he or she isn't



reallyinterested in doing. Thiscou’d interfere
with the child’s emerging ability tu make and
followa plan.

—Warren Buckleituer and Susan M. Terdan

What if a child makes the same plan every
day? Should I encourage the child to do some-
thing else?

—A preschool teacher

While a child’s stated plan may not change
for a number of days, careful observation usu-
ally reveals that, in fact, the child varies and
builds on what he or she does from day to day.
For example, Margo planned repeatedly to “be a
doggie” with her friend Donna. While the two
children did, in fact, pretend to be dogs many
times, their role play expanded over time to in-
clude many variations on this theme: making
dog dishes and dog food, reading stories before
dog naps, making dog jewelry ind dog toys,
making dog houses from large boxes, decorating
the dog house walls with pictures, and so torth.

For other children the variations on a re-
peated theme are less dramatic, but they are still
there, if adults take the time to look for them. Mi-
chael, for example, often stated his plan in the
same way: “Play in the sand-and-water area.”
Once there, however, he used a variety of con-
tainers and scoopers for filling and emptying
and imitated other chiidren who were plaving
there in many different ways. Some days he used
sand to mold things, while o others he worked
to keep the water inside holes he had dug. One
day, he brought small plastic animals over from
the tov area and used them to “play jungle
farm.”

Thus, when children verbalize their plans in
the same way day atter dav. itis up to adults to
look for and acknowledge the variety in their ac-
tual play. Rather than encourage Margo or Mi-
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chael to do something other than their stated
plans, the adult might make a comment to the
child on a specific aspect of his or her play that
she observed on a previous day. This, in turn
might encourage the child to add more detail to
his or her plan.

—Mary Hohmann

Sometimes my preschoolers oniy work on
their plans for a minute and then move to an-
other area. For example, a child may say he will
paint, but when he gets to the easel, he puts
only one stroke of color on the paper and then
leaves. Should I wait until later in the year to
introduce the idea of making plans and stick-
ing to them?

—A preschool teacher

I+'s not unusual for children who are new to
the idea of exploring a room and materials to get
so excited that they quickly move from one activ-
ity to another. Some children need special help to
stay on track, butit’s impossible to be available
to every one of the children as they begin or end
their planning ideas. Therefore, observe children
carcfully to see which children have trouble get-
ting started on their plans, which children have
difficulty staying with their ideas, and which
children independently carry through on their
plans.

Don't give up on planning for the children
who exhibit these types of behavior. Instead, get
together as a teaching team to develop special
strategies for dealing with them. For the child in
the example above, you might decide to try the
following;:

Make it a point to help the child at the be-
ginning of the work time period (members of the
team can take turns sharing this responsibility).
When vou are finished planning with vour
group of children, look around the room to see



where the child is working. Once there, the best
strategy may simply be to work alongside him,
imitating what he is doing; “Zachary, I see you
made a plan to string beads, I'm going to string
beads, too.” Siting close to a child and talking
about what he is doing is sometimes enough to
discourage flitting. You could also try to hold his
interest in the activity by suggesting ways to con-
tinue it: “Zachary, you put one long red line in
the middle of your paper. What are you going to
paint on this side? How about at te top of the
paper? There’s purple paint here also, if you like
that color.”

—Michelle Graves

Do you have any ideas on how I can use
the High/Scope Curriculum when I am the
only teacher with 25 children?
—A kindergarten teacher

The key is to establish groups that meet
every day for planning, recall, and small-group
time at tables in close enough proximity so that
you can see what is going on at each table. Set up
threc groups of children—two groups with eight
members, cne with nine, During planning time,
children at one table can write their plans, those
at another can use planning boards to identify
the sequence of their work, and the third group
can dictate plans. You can concentrate on the ver-
bal planners while the other groups can be rela-
tively self-sufficient.

The same strategy can be used d uring small-
group time. Plan three activities, such as explor-
ing sinking and floating with a vatiety ot objerts,
using magnets with objects that stick and don't
stick, and vegetable printing. You can work with
one small group each day and change activities
every third day. During the rest « f the daily rou-
tine, the children will be involved mdividually--
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in work time and outside time—or will be in
large-group activities, such as circle time.

Since you are working alone, your groups
will engage in more self-sufficient planning, re-
call, and small-group experiences than if you
had an assistant. The daily routine schedule, the
focus on consistency in scheduling and group
membership, the teacher’s role, the key experi-
ences, and planning and assessment remain the
same.

We know of one kindergarter. teacher who
uses parent volunteers to help with both plan-
ning and small-group times. The teacher pro-
vides lists of key questions parents ~~n use in
these situations and provides - -aining for
them at regularly scheduled parent meetings
and during home visits.

—Bettye McDonald and Mark Tompkins

We've had a show-and-tell time for years
in our preschool program, but I'm beginning to
have mixed feelings about it. Do you think that
show-and-tell can be a worthwhile recall expe-
rience for children?
—-A preschool program director

Show-and-tell is a tradition in many pre-
school classrooms, but we recommend that you
consider other alternatives. Children love to
bring things to school, but this often causes prob-
lems in defining how and when the items they
bring i can be used and shared. The “lecture-
stvle” format of chow-and-tell time can be a
problem, too: for some children, standing up in
front of the group and talking about their new
toy is an uncomfortable experience. in addition,
the other children often have a hard time listen-
ing quietly and waiting for their turn, and they
are usually more interested in the toy the child
has brought than in what the child has i wav.
Further, some children de not have many things

L



to show off and may feel left out. In all, we feel
that show-and-tell times can lead to manage-
ment problems and can foster an individualistic
“that’s mine” philosophy.

As an alternative, we recommend that you
emphasize active recall experiences throughout
the daily routine. This eliminates the “mine”
mentality, because all children are using and dis-
cussing the same materials—those found in the
classroom. Another way to make recalling more
of a “we-ours” experience is to allow all children
to share actively in it by participating in the dis-
cussion of the reenactment of each child’s work
time experiences. When recalling is cooperative,
active, and based on shared experiences, it has
many of the same benefits as show-and-tell time,
without the disadvantages.

~Mark Tompkins
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Planning and Equipping the
Setting

Irecently attended a two-day workshop
on the High/Scope Curriculum, in
which the workshop presenter emphasized
“open-ended” materials. I already have lots of
materials in my center that don’t seem to fit in
this category—things like puzzles, sorting
boxes, and Lotto games. Is it all right to use
these materials?

—-A preschool teacher

The materials you mention (all of which
we’'ve used, at one time or another, in our dem-
onstration classroom) are often considered “one-
use” or “non-open-ended” simply because their
designers usually had one purpose in mind
when they created them.

However, consider how four children o. dif-
ferent ages, interests, and temperaments use a
puzzle that has six knobbed pieces, each one a
geometric shape. Brendan, who is 9 months old,
picks up a puzzle piece with his thumb and fore-
finger, mouths it, bangs it on the floor, then dis-
cards it. Jessa, aged 2Y4, chooses a round piece,
then pretends to feed this “cookie” to her doll.
Caleb, aged 4, takes a hexagonal piece, tapes it to
a unit block, and uses this structure as a stop
sign for his racing car track. Kyle, aged 34, puts
the puzzle together, turning the pieces this way
and that until he gets them to fit. Of the four chil-
dren, only Ky'e uses the puzzle as its designer in-
tended. Nevertheless, all of the children use it to
furthe. their knowledge of the world, so it is a
“useful” material for them.

The answer to your question, then, is that
th- kinds of materials you describe are appropri-
ate, if children can use them in a variety of wavs,
The best way to decide if certain materials war-



rant space in your classroom is to watch how the
children use them.
——Ann Rogers

I have a combination of preschoolers and
school-age children in my family day care
home. What kinds of materials do you recom-
mend for the older children?

—A home day care provider

Since your school-age children will have
spent all day in a structured elementary setting,
you will want to provide an atmosphere that is
more relaxed. One way to do this is to include
equipment and materials children may not have
access to in a regular school setting, for example,
board games, construction materials, and sewing
materials.

Here are some additional example. of
suitable materials: Art area—warming tray
and crayons, chisels, beginner’s loom or hand
loom; block area—rope, dowels, wooden or
plastic boxes; math area—linear measurement
tools, graph paper, geometric forms, area grids;
bookmaking area—typewriters, blank books,
picture file, cartcons, old magazines and cata-
logs, a model format for writing letters, etc.,
dictionaries. Other possible interest areas are:
construction, cooking, drama, science, sewing,
audiovisual media. Materials for these areas
can be organized in "prop boxes” that can be
stored in a special space reserved for school-
age children. Booklets from the High/Scope
Elementary Series, tor example Learning Through
Sewing and Pattern Desion and Learning Through
Construyction, may be helptul in suggesting ways
to work with children who are interested in
using particular kinds of materials. (See resource
list on page 297.)

==Bomnie Losh Freeman and Ruby Brunson
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Most of High/Scope’s training materials
on room arrangement and materials focus on
children in the 3-5 age group. Our day care cen-
ter serves children ages 18 months to 7 years.
Can you give me some suggestions for arrang-
ing and equipping our toddler room, in which
children ages 18 months to 3 years are served?
—A day care center director

Toddlers, like preschoolers, thrive in a safe,
supportive environment that allows them to initi-
ate and carry out their ideas. Like a preschool
room, a toddler room needs work areas—block,
art, house, toy, sand and water, and climbing
areas, for example. Toddlers are very mobile, but
not yet as sensible as preschoolers. They enjoy ex-
ploring with their whr  “odies, but need atten-
tive adults to help them «"+ *he physical
problems they sometimes ¢ vu.c .or themselves
(when they climb up something that they can't
climb down from, for example). Toddlers need
play equipment that can provide them with the
physical challenges they enjoy, arranged so that
adults can see them and assist them easily if nec-
essary. For example, provide climbers; large
boxes and bales; rocking boats; carpeted stairs;
riding toys; beanbag chairs and other soft, low
furniture, and offer opportunities for children
to use them every day. Filling and emptying,
are other favorite activities for toddlers, so each
work area needs containers—buckets, tubs, pails,
baskets, and bags to fill, empty, and carry about.
A toddler roon also needs spaces and things for
cuddling—blankets and stuffed animals, an casv
chair, couch, or a rocking chair.

—Bonnie Lash Freeman, Mary Holtmann, and
Susan M. Terdan



My playground is all blacktop with a
chain link fence around it. There is no equip-
ment and whenever I leave anything outside, it
is stolen by the next morning? Any ideas?
~A preschool teacher

A sandbox is one play structure you could
consider, if the playground has adequate space.
Because you have a hard surface, however, climb-
ers, swings, or other stationary structures are
probably out of the question, unless you have
the resources to install another surfacing mate-
rial, such as wood chips or rubber matting, over
the blacktop. Because such materials are costly,
resurfacing may have to be a long-term goal. For
now, think about loose materials that could be
stored just inside for easy access during outside
time. Milk crates, cardboard boxes, sheets of plas-
tic foam, and string or rope make excellent con-
struction materials that young children love to
play with. Another idea is to drill holes in the
blacktop large enough for old broom handles or
other poles. Children can stick the poles into the
holes and use them as a frame to build collaps-
ible tents and play houses out of old blankets or
cardboard. Art activities are another possibility.
Children could weave strips of cloth or yarn on
the links of the fence, for example, or draw on
the blacktop with colored chalk,

To lighten the burden of carrving chings
in and out everyday, make this job part of the
children’s routine. Note that everything doesn’t
have to go out everv day. Varying the matericis
vou take out will keep children interestea in the
Materials, as well as case the task of haulinz
things in and out. Store materials near the aoor
or consider installing a lockable prefab storage
shed outside,

= Vincent Harris
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My principal would be more willing to in-
troduce computers in our preschool and kinder-
garten classrooms if we can also demons?- . »
that teachers will use the machines for thexr
paperwork. Any ideas?

~—A preschool teacher

Here are just a few of the ways computers
can lighten a teacher’s workload:

» Writing parent newsletters, reports, and
plans on the computer can be easier and less
frustrating than writing at the typewriter. With a
good word-processing program, errors are easy
to correct, editing and revision are easy, and re-
sults can be saved, adapted, and reused at an-
other time.

» Making attractive, professional-looking
signs, posters, and banners for recruitment,
fund-raising, etc,, is a snap with poster-making
computer programs that offer oversize letters
and a selection of generic drawings to illustrate
your message. The same programs can also
often ve used for making labels for classroom
materials.

* Preparing budgets is also easier on
the computer. Use a simple accounting or
“spreadsheet” program to keep track of money
budgeted and spent.

» Keeping classroom records is another nat-
ural for the computer, once you've cleared the
initial hurdles of setting up your system. Use a
“database” program to store class rosters, parent
information, immunization records, ete. You
can al>0 keep anecdotal records, based on your
daily classroom notes, on the computer. The re-
sulting records are far easier to read than a hand-
written version, and can easily be printed out for
reports to parents and mid-year assessments.
The computer’s capacity to quickly retrie e and
sort information for easy comparisons (for exam-
ple, reviewing all the children’s progress i a



particular curriculum area) is another advantage
of computerized record keeping.

To use the computer for any of the above
tasks, be prepared to spend extra time at first
learning the system and entering data. In the
long run, though, computers will save you time
and help you create better products.

—Warren Buckleitner and Charles Hohmann
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Day Care

Does High/Scope have a day care
curriculum?
—A day care provider

At High/Scope we do not have a specific
“day care curriculum,” just as we do not have a
warm-weather curriculum, a special-needs cur-
riculum, or a curriculum for inner-city children.
mnstead, our curriculum is designed as an “open
framework” that guides adults in designing a
unique program to meet the needs of their
particular group of children and families. In this
sense, every implementation of the curriculum
is an “adaptation” and a particular day care
program is just one of many possible forms the
High/Scope approach can take.

High/Scope day care programs share with
other High/Scope early childhood programs the
same basic curriculum elements: a developmen-
tal approach, a carefully planned daily routine,
and a system for arranging the environment
that promotes active learning.

However, while the same general educa-
tional and management issues apply to all
programs using the High/Scope Curriculum,
particular issues do tend to arise more frequently
when our approach is used in day care settings.
In comparison to part-day preschool programs,
day care programs usually perform many more
routine caretaking tasks, deal with a wider range
of ages, serve children for a longer day, and must
meet more exacting licensing standards. All
these necessities create special challenges for
staff committed to a curriculum framework. Day
care staft in a varietv of home- and center-based
settings have tound creative ways to deal with



these challenges within the framework of the
High/Scope Curriculum.
—Bonnie Lash Freeman, Mary Hohmann, and
Susan M. Terdan

As caregivers in an all-day program that
serves 25 children ages 2-6 from 7:30 am to
5:30 pm, our days are filled with routine
caregiving tasks: serving two meals and two
snacks to children and cleaning up after them;
making sure all children get the two-hour nap
prescribed in licensing requirements; filling
out health forms; administering children’s med-
ication:- changing diapers; supervising toilet
times; and talking with parents at the end of
the day. After we do all this, there’s l.ardly any
time left to do the curriculum. What can we do?
—A staff member in a
center-based day care program

Faced with su many routine tasks, teachers
and caregivers may be tempted to get them out
of the way as efficiently as possible, to allow
more time for the “real” curriculum. Instead, we
suggest that you look for ways to incorporate
the cuiriculum framework within your routine
activities.

Don’t view “curriculum” as a series of struc-
tured, academic activities that adults plan and
present to children, because you'll always feel
that yort are juggling “teaching” activities and
“housekeeping” chores. Instead, look at the
whole day as offering continual opportunities
for active learning. In particular, you can look at
toileting, eating, playing, and cleaning up in
terms of the ingredients of active learning;
materials, manipulation, choices, language from
the children, and adult support.

Diapering, tor example, can be a time for
one-on-one con ersations with children. Care-
givers may want to involve children in singing

2 8 .(‘ Day Care
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or chanting about what is happening: “Sally put
the diaper on, Sally put the diaper on, Sally put
the diaper on, and She’s all clean.” Caregivers can
also involve children as much as possible in the
actual changing process—undressing and dress-
ing, holding the clean diaper, fastening the
tapes—so that children experience a problem-
solving process and gain a sense of taking care of
their own needs. Similarly, setting up or putting
things away before and after meals, naps, and
playtimes are tasks that children enjoy and
should be involved in. Also, by actively partici-
pating in such “housekeeping” chores, children
practice such skills as sorting, counting, and
matching as well as play an important social role
in the center community.

—Bonnie Lash Freeman, Mary Hohmann, and

Susan M. Terdan

Afternoons are oftrn a problem for the
many preschool °rs who are in our day care cen-
ter. We find that the plan-do-review sequence
as we do it in the morning doesn’t work well in
the af{ternoons because chiidren are too tired.
Can ycu give me some suggestions for after-
noon activities for preschoolers? We have a sim-
ilar problem with children in our after-school
program who have been in a structured pro-
gram ali day. How can we provide some sort of
focus for their activities while meeting their
needs to “unwind” after schceol?

—A day care center director

Both for preschoolers and older children, it
can be exhausting to spend the entire day in
group settings. By afternoon, children may be
tired and tense. Though you will want to keep
basic curriculum elements in mind as you plan
your afternoon program, you need not repeat
your morning routine. Instead, plan a different
program that takes into account children’s chang-
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ing needs throughout the day. We can’t specify
exact] what form your afternoon program
shoulu take, but we would recommend that it be
more flexible and less structured than your
morning program.

For example, for preschcolers who are in a
center all day long every day, the period right
after naptime can be proble natic. A second plan-
do-review may work for some childrer at this
time, but many centers prefer to provide a long

7 outside time to help children release tensions
and recharge their energies. Other centers find
that afternoons are a good time to plan special
group projects: walking to the corner store to
buy ingredients for cookies or tomorrow’s snack;
working on a group construction project outside;
sledding; painting a large group mural together.
Staff at some centers have found that it works
well to offer a plan-do-review sequence at the
very end of the day, with limited choices of mate-
rials and activities.

School-age children who have generally
spent the day in fairly structured settings that
allow limited physical movement and little
personal adult attention have a similar need for
afternoon care that is as supportive, and hassle-
free as possible, and that offers plenty of choices.
Some children relax best through strenuous phys-
ical activity; others by being inactive. We recom-
mend that you greet children warmly when they
arrive from school, then offer a snack and an op-
portunity to play outside for as long as possible.
All children may not want to play outside; some
may prefer to play by themselves in a cozy place
or may already have plans to play cards or a
board game with buddies. Others may want
homework help. And some children inay want
to be involved in projects the! span several days,
such as sewing, gardening, or construction
projects.

291
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Planning and recalling should not be auto-
matic rituals, but natural parts of all these activi-
ties that offer children the support they need to
organize and think about their efforts. You may
casually ask children for their afternoon plan
while they are snacking, and then continue to
plan and recall with children as an ongoing part
of their afternoon activities. Children will appre-
ciate these opportunities for planning and recall-
ing when they are extended in this natural and
supportive way.

Throughout the afternoon, be available to
assist children with problems and to help them
extend their play. At the same time, be sensitive
to the older child’s need for privacy and indepen-
dence. While a child at home might choose, for
example, to spend the time after school playing
in a bedroom or in a backyard treehouse, chil-
dren in day care rarely have the same opportu-
nity to be even that distant from an adult’s eyes.
Thus it is important to provide support when
needed but also to respect children’s needs for
private play.

~Bonnie Lash Freeman, Mary Hohmann, and
Susan M. Terdan

Like many other day care centers, we have
enrolled as many children as licensing stan-
dards permit; we have 24 preschoolers with 2
teachers in our class group. We feel that 1 adult
cannot conduct an effective small-group time
with 12 children. Any ideas?

—A day care director

We do not recommend exceeding an enroll-
ment limit of 1 adult per 10 preschool children,
though licensing standards in a number of states
are more lenient than this. It would be best to
hire more staff, but if you can’t, don’t give up on
small-g up time. Some centers we know of with
groups of similar sizes have tried the following

A RSN
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solutions: (1) Have one teacher do small-group
time with a third of the class, while the other su-
pervises two-thirds of the class outdoors; do this
twice each day so that two-thirds of your gro..p
has small-group time every day. (2) Team up
with staff from other rooms in the center; if you
take turns supervising parts of each other’s
groups (on the playground, for example), then
some staff members can be freed to work with
smaller groups. (3) Train students or parent vol-
unteers to help you in working with groups of 12.
—Bonnie Lash Freeman, Mary Hohmann, and
Susan M. Terdan
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Child Observation/Team
Planning/Staff Development

igh/Scope staff frequently recom-
mend planning during naptime as
the solution to the perennial problem of mak-
ing time for team planning. Are you suggesting
that we hire additional staff for naptime?
—Aday care teacher

Not necessarily. Staff of an Oklahoma day
care center report that they plan successfully in
the same room with children who are sleeping.
It's a large room, of course, and children sleep at
one end while adults talk quietly at the other.
This teaching team reports that regular practice
has made them efficient planners—they do it in
30 minutes, leaving them plenty of time for staff
breaks.

—Bonni Lash Freeman, Mary Hohmann, and
Susan M. Terdan

In our preschool we used to plan with the
theme-based approach. But since receiving
High/Scope training, we use the High/Scope
key experiences as the focus of planning. Each
month we choose a key experience category,
like number, and then expect teaching staff to
apply this focus to all aspects of their lesson
plans. Is this method compatible with a philos-
ophy of child-oriented planning?

—A Head Start teacher

While the High/Scope key experiences are a
useful tool for planning, planning around the
key experiences has drawbacks—if planning be-
comes exclusively focused on the key experience
category for the day, week, or month. Just as
teachers can be “theme-blinded”—so preoccu-
pied with the theme of the week that they miss
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opportunities to build on children’s interests and
abilities—they can also be “key-experience-
blinded.” If adults are overly intent on fostering
a particular group of key experiences, they may
fail to see all the natural ways the other key expe-
riences are occurring. And they may lose sight of
the more important task of becoming a partner in
children’s play.

Instead of simply substituting the key ex-
periences for traditional planning themes, we
suggest using them guides to child development.
The key experiences can guide you in interpre-
ting and identifying the abilities that are cur-
rently developing in individual children, in
articipating what may happen next with a child,
and sometimes, in planning to find something
out about a child (e.g., “Today Katie counted 13
crayons. Let's see if she has one-to-one corre-
spondence by having her pass out one napkin
to each person at snack time tomorrow”). Rather
than make one group of key experiences the sole
focus of a lesson plan, try to blend many key
experiences into it.

—Mark Tompkins

I am personally convinced that children in
kindergarten should be active; they should
have opportunities to play, explore, talk. .. but
how do I convince my principal and some of
the parents that the children are actually learn-
ing wl.ile they are playing?
—A kindergarten teacher

Observe ... document . . . analyze!

+ Get in the habit of carefully watching
how children approach, engage in, and com-
plete their tasks. Jot down quick notes or mark
items on an inventory or checklist. Note the
ways children organize their work, select and
handle materials. and generalize information.

Cluld Observation/Team Plannmg/Staft Development
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select and handle materials, and generalize infor-
mation.

« Get in the habit of encouraging children
to save some samples of their work. Children
love to take things home that they’ve made in
school, but also encourage them to save some
things at school. Date the work so that there is
chronological evidence of growth.

« Be creative in documenting children’s
accomplishments. Save paintings, examples of/
emergent writing, dictated experience stories.
Compile writing foiders, records of math activi-
ties, and computer printouts. Take photographs
of children as they work; tape record storytelling
and children’s emergent storybook “reading”;
videotape discussions, dramatic performances,
play in the housekeeping area, or recall sessions.

« Analyze the anecdotes and work sam-
ples. Look for indicators of change, develop-
ment, and growth. Look for patterns and evidence
of children'’s increased understanding or special
interests. Summarize, using the High/Scope K-3
key experiences as a guide.

The teacher who is prepared with such a
collection of documents will have a strong case
for demonstrating that learning is abundant in
the active kindergarten!

—Jane Maehr

We have been using the High/Scope
Curriculum for about a year now; yet, because
we are not ali together at the end of the day to
evaluate and plan, we are having a hard time
using the anecdotal notes we are taking on
our observations of children. What can we do
instead?

—A day care center director

Some day care centers that can’t conduct
planning at the beginning or end of the day

et

pa



plan at nap time instead. But if this won’t work
for you, try the following adaptation, which
was used successfully by a day care center we
worked with. This teaching team, who did
their planning on a weekly basis, posted a large
(2 x 4") sheet of easel paper to use in recording
daily observations. The sheet was divided into
nine key experience categories exactly like the
individual recording forms found in their assess-
ment notebook. The staff recorded information
about children throughout the day using “Post-
it” notes that they stuck on to the large chart
under the appropriate category. At the end of the
week, one staff member took all the notes and
copied them in the assessment notebook on the
children’s individual forms. They discussed this
record in weekly planning sessions.

—Mark Tompkins

I recently went to a High,'5cope workshop
and am very interested in using; the High/Scope
Curriculum in my preschool classroom. How-
ever, my co-teacher and several of the other
staff at my center are very resistant to the idea
of changing their own (more directive) ways.
How can I encourage them to try new ideas?

—A head teacher

First, we reccommend that you be a model
for the others without seeming to push your
ideas on them. The notion of active learning is
really a very simple (though powerful) idea.
While putting into practice what you recently
learned about the curriculum is more difficult
in your situation, you can use the workshop in-
formation a little at a time. Gradually add more
materials in various areas of the rlassroom, for
example, and allow more opportunities for child-
initiated activities throughout the day. The suc-
cessful and exciting changes you make will be
obvious to your colleagues, who will then be

Child QbservationiTeam Plamung/Statt Development
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more likely to use them as well. In most schools,
good ideas travel fast!

Second, ask your director or principal to
join forces with you. When the other adults see
that your supervisor supports your change ef-
forts, they may be more willing to give a child-
oriented educational approach a try. Seek the
administrator’s active support in curriculum
implementation. For example, you could involve
the administrator in your training and team
planning sessions. In these sessions avoid philo-
sophical discussions and abstract arguments—
focus on the children’s behavior. Continually
strive to bring the discussion around to what
specific children are actually doing. Have the
administrator substitute in the room so you and
the others can observe chikdren during specific
segments of the daily rc .. Encourage your
team members to watch .t when and how
children learn best. Sugge- itiat it might be help-
ful for you all to fill out so+. of the child study
forms contained {*. *he Study Guide to Young
Children in Action \sce resource list on page = 7)
during these observations.

—Warren Buckleitner, Bonnie Freeman, and
Ed wreene

We have been using the High/Scope Cur-
riculum for about a year now. Yet some of the
teachers are still planning and leading activi-
ties that are quite teacher-directed and passive
for children. What can I do to help the teachers
realize that they are not involving the children
in active learning?

—A day care center director

Sometimes teachers find it difficult to put
active learning into practice. This is not so sur-
prising since many teachers have received little
or no training in an active learning approach.
Training is the key to overcoming this problem.
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The best way to understand active learning is to
engage in it. So, why not design a training plan
in which staff develop their own rationale for ac-
tive learning and then devise teaching strategies
that will encourage it?

Schedule active learning workshops that
feature hands-on learning activities in which par-
ticipants experience firsthand the ingredients of
active learning: materials, manipulation, choices,
language, adult support. The Youny Children in
Action Study Guide contains may such workshop
ideas and suggestions for self study. Also, you
could use High/Scope’s, Contrasting Traching
Styles films to stimulate discussions on teaching
methods. (For more information on High /Scope
publications and audiovisuals, see list, page 297.)
Videotaping can also be a powerful tool to help
staff see if active learning is occurring in the
classroom. As you watch your videotape, note
systematically whether all the ingredients of
active learning are present,

Another thing you can do is to plan a par-
ent meeting around the topic. One High/Scope
program we work with recentlv had a parent
meeting in which the parents made modeling
dough, then reviewed the experience according
to the key experiences in active learning. At
ancther site’s parent meeting, the parents all
experienced the plan-do-review process as they
each made a plan and then completed it. At the
end of the activity, the parents talked about all
of the things they had learned durin= the plan-
do-review sequence, using the key experiences
and the ingredients of active learning as a guide,
As with teachers, parents best understand “ac-
tive learning” when they practice it!

—Mark Tompkins
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When in this curriculum do we get to give
teachers constructive criticism?
—A Head Start education coordinator

We've found that “criticism” generally in-
volves judgments and evaluations, usually nega-
tive, which inhibit rather than enhance the
feedback dialogue. Criticizing adults’ teaching
behaviors generally causes them to defend their
actions rathier than open 1p to new ways of inter-
acting with children.

[n our view, constructive feedback for teach-
ors starts with the sharing of observed facts
about children, which the teaching/observing
team interprets in curricular terms. They then de-
vise follow-up strategies for acting upon this
knowledge so that they can support children at
their particular developmental leveis.

For example, one observer reported that
Susie, a 3-year-old, had spent a considerable
time during the morning lining things up and
putting them back on the shelf—-the big blocks,
the small blocks, the rubber farm animals, the
counting cubes, the stones. The observer/teach-
ing team together interpreted these actions as
Susie’s way of exploring the classroom environ-
ment, sorting and matching, and ordering sets of
materials new to her. They had also noticed that
Susie tended to move around the classroom
quite a bit. At first it had appeared that Susic
was “flitting” from activity to activity, but closer
obe_-vation had revealed that Susie was moving
whenever other children intruded on her s pace—
she would hen continue her lining-up play ina
new location. Together the team devised the tol-
lowing ways to support Susie’s explorations:

« When other children intrude on Susie’s
space for lining things up, help her find alterna-
tive “safe” space for her play—under the table,
next to the window, by the cubbies, on the couch.

)
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* Play on the floor near Susie, imitating her
actions.

¢ Use the materials Susie lines up as the
basis for a stall-group-time activity.

A constructive feedback dialogue is an effec-
tive way to build and encourage supportive
teaching behaviors. Through dialogue and ex-
change, we build on collective observations to
achieve a deeper understanding of each child, so
that we can encourage each child’s growth and
development more effectively.

—Mary Hohmann
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Related Books and Audiovisuals
From High/Scope Press

Practical Guides for Early
Childhood Program Staff

Books

An Administrator's Guide to Farly
Childhood Programs, L. J. Schwein-
hart, 1988

Child Observation Record (COR)
Manual, 1991

Designing, Leading, and Evaluating
Workshops for T achers and Parents:
A Manual for Trainers and Leadership
Personnel in Early Childhood Educa-
tion, J. Diamondstone, 1989

The Early Childhood Playground: An
Outdoor Classroom, S. B. Esbensen,
1987

Head Start Program Manager's Guide,
D. McClelland and B. McDonald,
1984

High/Scope Survey of Early Childhood
Software 1991, W. Buckleitner

Movement in Steady Beat, ) S. Weikart,
1990

Movement Plus Music: Activities for
Children Ages 310 7, IS, Weikart,
1989

Move:nent Plus Rhymes, Songs, &
Singing Games, IS, Weikart, 1988

Round the Circle: Key Experiences in
Mozvement for Children, P, S. Weikart,
1987
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Study Guide to Young Children in
Action, M. Hohmann, 1983

The Teacher's Idea Bock: Daily Plannin IS
Around the Key Experiences, M.
Graves, 1989

Teaching Movement & Dance: A Sequen-
tial Approach to Rhythmic Movement,
3rd edition, P. S, Weikart, 1989,

Young Children & Computers,
C. Hohmann, 1990

Young Children in Action, M.
Hohmann, B. Banet, and
D. I Weikart, 1979 (Spanish
translation also available)

Audiovisuals

Bilingual Media for Teachers Series
(filmstrips):
1. Naturalistic Language Learning
2. Using the Community as a
Classroom
3. Supporting Cultural Awareness in
Young Children

The Block Area Series (filmstrips):
1. Setting Up a Block Area
2. A Place to Explore New Materials
3. A Place to Build All Kinds of
Structures
4. A Place to Represent Things
3. Observing a Child in the Block Area

Computer Learning for Young Children
(videotape), 1989
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Experwencing and Representing seres
(1emm films):
1. A Way Children Learn
2. Starting With Direct Experience
3. From Direct Experience to
Representation
4. Strategies for Supporting
Representational Activity
Guidelines for Evaluating Activities
Series (lemm films):
1. Contrasting ieaching Styles:
Small-Group Time
2. Contrasting Teaching Styles:
Work Time, the Art Area
3. Contrasting Teaching Styles:
Circle Time
Helping Children Make Choices and
Decisions Series (16emm films):
1. A Good Classroom Is a Classroom
Full of Choices
2. Questions That Help Children
Develop Their Ideas
3. Exploring the Possibilitics of
the Room
4. Acknowledging Children’s
Choices and Decisions
5. Planning Activities That
Include Choices
The High/Scope Cognitively Oriented
Preschool Curriculum (filmstrip)
The High/Scope Curriculunt: Its Im-
plementation in Family Childcare
Homes (videotape), 1989

The HighyScope C wrriculum: The Daily
Routine (videotape), 1990

The High/Scope C urricuium: The Plan-
Do-Review Process (videotape), 1989

Key Experiences for Intellectual
Development During the Preschool
Years (1emm film)

Learning Abota Time in the Preschool
Years (16mm film)

Preschool Math Series (filmstrips):
1. Understanding and Using the
Concept of Number
2. Understanding and Using the
Concept of Length
3. Understanding and Using the
Concepts of Area, Volume, and Weight
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Snall-Group Time Media Package
(videotapes), 1988:
1. Counting With Bears
. Plan-Do-Review With Found
Mrterials
. Working With Staplers
. Representing With Sticks & Balls
. Exploring With Paint & Corks

Spatial Learning in the Preschool Years
(lemm film)

Supporting Children's Active Learning:
Teaching Strategics for Diverse
Settings (videotape), 1989

Supporting Communication Among
Preschoolers Series (16mm films):
1. An Important Opportunity
2. Opportunities in the Classroom
3. Encouraging Interaction and
Cuoperation

4. Referring One Child's Questions or
Problems to Another

5. Interpreting or “ Delivering”
Messages

6. Encouraging Active Listening

7. Examples for Discussion

to
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Thinking and Reasoning in Presclool
Children (16mm film)

K-3 Currict:lum Guides

Books

K=3 Curriculum Guide Series, 1991
o Language and Literacy, J. Maghr
« Mathematics, C. Hohmann
« Science, E. Blackwell and
C. Hohmann

Supplementary K-3 Booklets:

o Learning Through Sewing and

Pattern Design, S. Mainwaring, 1976
o Learning Through Construction,

S. Mamwaring and C. Shouse,

1983
o Children as Music Makers,

L. Ransom, 1979



Audiovisuals

K-3 Curriculum Video Series :
o Active Learning, 1991
o Classroom Environment, 1991
s Language & Literacy, 1990
o Mathematics, 1990

For and About Parents
Books

Activities for Parent-Child Interaction,
J. Evans, 1982

Getting Involved: Workshops for Parents,
E. Frede, 1984

Good Beginnings: Parenting in the Early
Years, ]. Evans and E. lifeld, 1982

Audiovisuals

Bilingual Media for Parents Series
(filmstrips):
L. Introduction for Parents
2. Parents as Classroom Volunteers
3. Observing in the Classroom
4. Your Child’s Language and Culture
5. Staying Involved

Troubles and Triumphs at Home Series
(filmstrips):
1. When "I've Told You a Thousand
Times™ Isn't Enough
2. Converting Conflict to Calm
3. Let Them Do It
4. Let Them Say It

Public Policy & Research

Books and Papers

A Better Start: New Choices for Early
Learning, F. M. Hechinger, 1986
Compensatory Education in the Pre-

school: A Canadian Approach, M.
Wright, 1983

High/Scope Monograph Series:

o Home Teaching with Mothers and In-
fants: The Ypsilanti-Carnegie Infant
Education Project, an Experiment,
D. A. Lambie, J. T. Bond, and D. P
Weikart, 1974

o The Longitudinal Follow-Up of the Yp-
silanti-Carnegie Infant Education
Project, A. S, Epstein and D. P
Weikart, 1979

o The Ypsilanti Preschool Curriculum
Demonstration Project: Preschool
Years and Longitudinal Results, D.
P. Weikart, A. S. Epstein, L. .
Schweinhart, and J. T. Bond, 1978

o Consequences of Three Preschool Cur-
riculumn Models Through Age 15, L.
J. Schweinhart, D. P. Weikart, and
M. B. Lamner, 1986

« The Ypsilanti Perry Preschool Project:
Preschool Yers and Longitudinal
Results Through Fourth Grade, D. P,
Weikart, J. T. Bond, and J. T.
McNeil, 1678

o An Econounic Analysis of the Ypsilanti
Perry Preschool Project, C. U.
Weber, . W. Foster, and D. I
Weikart, 1978

* Young Children Grow Up: The Effects
of the Perry Preschool Program on
Youths Through Age 15, L. ].
Schweinhart and D. P. Weikart,
1980

o Changed Lives: The Effects of the
Perry Preschool 1. ram on Youths
Throngh Age 19, ]. Berrueta-Clem-
ent, L. J. Schweinhart, W. S. Bar-
nett, A. S. Epstein, and D. I
Weikart, 1984

High/Scope Policy Paper Series:

1. Early Childhood Development Pro-
grams in the Eighties: The National
Picture, L. J. Schweinhart, 1985

2. The High/Scope Perry Preschool Pro-
gram and Its Long-Term Effects: A
Benefit-Cost Analysis, W. S. Bar-
nett, 1985

3. Quality in Eariy Childhood Pro-
grams: Four Perspectives, G, Mor-
gan, N. Curry, R. Endlsey, M.
Bradbard, H. Rashid, and A. Ep-
stein, 1985
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4. The Preschool Challenge, L. ].
Schweinhart, 1985

5. Policy Options for Preschool Pro-
grams, L. J. Schweinhart and ).
Koshel, 1986

6. Prekindergarten Programs in Urban
Schools, L. ]. Schweinhart and E.
Mazur, 1987

7. Shaping the Future for Early Child-
hood Programs, L. ]. Schweinhart
and L. de Pietro (Eds.), 1988

Improving Life Chances for Young
Children, R. Egbert (Ed.), 1989

Jerome Bruner Preschool Series, 1980
1. Under Five in Britain, J. Bruner
2. Childwatching at Playgroup and
Nursery School, K. Sylva, C. Roy,
and M. Painter
3, Children and Minders, B. Bryant,
M. Harris, and D. Newton

4. Children and Day Nurseries, C. Gar-

land and S. White

5. Working With Under Fives, D.
Wood, L. McMahon, and Y.
Cranstoun
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6. Marents and Preschool, T. Smith

When Churches Mind the Children,
E. W. Lindner, M. C. Mattis, and
J. R. Rogers, 1983

Audiovisuals

Lessons That Last (videotape)

Preschool: A Program That Works
(filmstrip)

This Is the Way We Go to School
(16mm film)
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