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New Zealand has experienced some profound changes in its early childhood system since the previous
early childhood convention in Wellington. The Dunedin early childhood convention has provided an
excellent opportunity to reflect on those changes and to consider how well they are meeting the needs
of children and families. We have a unique and diverse system which has many strengths.but in which
there are still areas of unmet need, and flaws which need attention. We were able to collectively
strengthen our determination to retain what is of value in the system developed through years of co-
operative work, and continue the process of positive change. Because we are a small and isolated
country and few of our early childhood professionals have the opportunity to travel overseas, we need
other perspectives and the convention was a welcome chance to meet with colleagues from overseas.
In part their perspectives gave us the opportunity to value what is unique and excellent about our early
childhood centres, but they also injected new ideas from the early childhood research and experience
of other countries. We look forward 1o a similarly stimulating and challenging convention in 4 years
time in Auckland. .

To all the contributors who came from far and wide - Sweden, Britain, Canada, United States, Australia
and all parts of New Zealand, a very special thanks for making this convention a successful one which
has touched the hearts, stimulated the minds and contributed to the practice of many early childhood
educators throughout the country. We hope that these papers will act as a valuable resource to ail of
you.

Ma te runga rawa koutou, e manaaki e tiaki.

Max Goid, Lyn Foote, Anne Smith
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EARLY CHILDHOOD CONVENTION OPENING ADDRESS

Anne B. Sfm‘th

E NGA MANA, E NGA REO, E NGA KARANGARANGAMAHA
NGA MIHI AROHA KI A KOUTOU

HAERE MAI KOUTOU E NGA HAU E WHA

HAERE MAI, HAERE MAI, NAU MAI

It is quite overwhelming for me to see sc many early childhood friends and
colleagues from New Zealand and other parts of the world gathered in my home
town, Dunedin. Welcome to you all. We have worked hard to make this one of the
most exciting conventions ever and this has been a challenging task because of the
high quality of past conventions. This convention will I think have a rather more
international flavour than previous ones. There are colleagues and friends here
from Australia, England, Canada Japan, the United States and Sweden. Please
take time to talk to them as well as to the people you know. (I know what it is
like to be at a conference in a strange country where you don’t know anyone!) To
me the international element to the conference is an important one - not only
because it allows us to find out exciting things that are happening in other parts
of the world but it gives us an idea of how other people view developments in New
Zealand. I have just come back from a year overseas where I met many people
working in early childhood. There is a growing interest in our New Zealand
system which makes me proud to have been part of the reforms.

All of the previous early childhood conventions have made some impact on our
thinking and progress towards common goals in early childhood, and this
convention will be no exception. We all know that this is a particularly difficult
time. It is important that we make good use of our time together so that we can
develop united strategies to overcome current setbacks. In past conventions we
have been able to point to some progress in New Zealand early childhood policy
(however small) since the previous one - for example better funding for early
childhood, improvements in quality, advances in training and better status. Many
things have happened since our last convention in Wellington in 1987 - indeed the
whole early childhood system has been transformed. Current zutbacks are all the
more traumatic for us, because in the late eighties many of the blockages to
progress which we had experienced in the sixfies and seventies seemed to be
falling away. This may be one of the few times in our history that we have
actually seen the clock turned back - perhaps during the depression of the thirties
would be the last time. But I want to focus for a few minutes not on our actual
problems or achievements in early childhood but on how we in New Zealand, in
my opinion, have achieved positive progress in the past and will do so in the
future. Governments come and governments go, but the early childhood
constituency - those who provide the energy, the philosophy, the programmmes, and
the person power to operate early childhood services go on as before and provide
a continuing context for progress.




The people I met overseas were particularly impressed by our integrated early
childhood services and our understanding that care and education are inseparable
in early childhood. I believe that the integrated system which builds on this
philosophy is almost unique in the world. Many countries (for example Sweden)
have integrated administraticn and delivery for early childhood but there are still
anomalies, for example they train early childhood nurses and teachers separately.
Another development that has impressed people is the amalgamation of our two
unions, the Kindergarten Teachers Association and the Earlv Childhood Workers
Union. The historic uniting of these two into the Combined Early Childhood
Workers of Aotearoa is an example of how we have got away from a competitive
approach, to a pooling of our interests for the common good with a consequent
increase in power and authority for different groups. Thig is a significant advance
since 1983 when Dr Irving Lazar admonished us at Ngaruawahia that:

The competition and hostility I've seen expressed between supporters of
your variety of programmes is both ridiculous and self-defeating. All of
your programmes are valuable, all serve children well, and serve families
in different ways".

In April this year I went to a conference in Calgary, Canada on Gender and
Knowledge and one of the papers I went to, was by a psychologist called Blythe
Clinchy from Wellesley College in Massachusetts. As she started speaking at the
conference on the topic of "Connected Knowing" my attention was grasped because
what she was describing seemed to explain how we have made s0 much progress
in our current early childhood policies in New Zealand.

Blythe Clinchy started by saying that in the academic world a type of knowing
called "separate knowing" was given far more credit than "connected knowing".
Separate knowing is sometimes called critical thinking. It is exemplified in the
statement "I never take anything anyone says for granted. I always take the
opposite position”. It has been called the "doubting game". Connected knowing
on the other hand is thought of as a somewhat wimpy way of knowing. Itis a
personal and empathic and perceptive way of knowing, exemplified by the
statement "When I have a different idea from someone. I usually try to see if from
their point of view" . It has been called the "believing game". Connected knowing
is more commen in women than men but ‘t is gender related not gender specific.
Perhaps because of its link with women it tends to be looked down or. People
think that connected knowing is easier than separate knowing but this is not so.
It involves being good at certain difficult skills . For example it involves listening
- when you are listening you pick up all sorts of important information that people
who only talk don’t acquire. Connected knowing avoids conflict - deliberately
refraining from criticism, withholding judgement even when you disagree,
phrasing questions to clarify the other person’s point of view. Connected knowing
requires effort - putting yourself into the position of the other’s person and seeing
things from {leir perspective. Clinchy and her colleagues see connected knowing
as like a net or web, suggesting
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a complexity of relationships and the delicate interrelatedness of all so that
the tension and movement in one part of the system will grow to be felt in
all parts of the whole. In the complexity of a web, no one position
dominates over the rest. Each person - no matter how small - has some
potential for power (Belensky et al, 1986, p178).

Separate knowing on the other hand involves being tough-minded - putting
something on trial to see if it is wanting or not. The orientation is towards
autonomy, rationality, logic and impersonal rules. Clinchy and her colleagues use
the metaphor of the pyramid or mountain for separate knowing.

On the metaphorical mountain the few at the top dominate the many on the
bottom. Those near the base must move the whole mountain to affect those near
the apex (Belensky et al, 1986, p179)

Blythe Clinchy wasn’t saying that separate knowing was bad and connected
knowing was good, but that both were important and that connected knowing had
not been given the credit it deserved. She said that women can be good at
separate knowing but that very few men could do connected knowing. She argued
that women could slip from one code to another and use different kinds of knowing
when it was required. She compared it with being bilingual. My feeling of
revelation, while listening to Clinchy, was based on my perception that people in
early childhood have used this capacity for connected knowing to move us towards
a common understanding, a consensus about where we are going.

We are now in a government policy context which is,not sensitive to our way of
operating. There is no opportunity to consult, to listen to the voice of experience,
to have a continuing dialogue or to learn lessons from the past. There is a
determined adherence to the "we know best" approach.

Anne Meade believes our progress in early childhood policy is due to "cumulative
discourse" and what she means is that people have talked to each other for a long
time about the issues so that they understand each other and pass on what has
been learned to new people so that they are able to use what has been learned to
progress. The key to the success of cumulative discourse is that people are actually
talking to each other and listening to each other so that connected knowing is
possible. Anne believes that our joint efforts can compensate for the unequal
amount of power held by women in early childhood.

This quote from Val Burns, the former director of the Early Childhood Division is
a good illustration of how connected knowing works in the early childhood world.
She said that progress towards various common goals in early childhood had
happened:

"..due to the combined efforts of all of the women in early childhood
education. Many of us have been working a long time to achieve these
goals. We have formed networks throughout New Zealand and kept close
communication links. Many of us operate on a friendship as well as a




professional basis. The cooperation, sharing of ideas, knowledge and skills
has been a strength within the early childhood movement. We all hold to
a common philosophy regardless of the slightly different ways we may
express it, be it through kindergarten, playcentre, childcare, Kohanga Reo,
Montessori, or Steiner movements".

Making available high quality educare in early childhood is the key to the reforms
which have been brought about in early childhood. Any reduction in quality is a
bottom line which we cannot allow to be lowered - the consequences for our most
vulnerable young children will be devastating and one’which the society will pay
for in educational and social disadvantage for many years to come. It is therefore
particularly important that we maintain and use our skills in connected knowing
(to keep ir: touch with each other) and brusk up our skills with separate knowing
(for when it comes to dealing with the government) so that we can overcome
temporary setbacks and continue progress towards our crucial goals.

NO REIRA
KI NGA KAIMAHI TAMARIKI NOHINOHI
TENA KOUTOU TENA KOUTOU TENA KOUTOU KATOA
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HOSPITALS MAKE A DIFFERENCE TO YOUNG CHILDREN AND FAMILIES...BUT

IS IT HEALTHY OR HARMFUL?

by

Elizabeth Crocker, M.Ed.
Past-President, Association for the Care of Children's Health
Cchair, Canadian Institute of Child Health

Introduction

1 want to commend the Program Committee for including a focus on
children in hospital at this conference for three reasons:

(a) Because it brings me to your wonderful country which I
have wanted to see for years;

(b) Because hospitalization affects so many Yyoung
children...and to give substance to this peint, let me quote
some New Zealand statistics:

- by age 3, 30% of New Zealand children have had at least
one exposure to hospitals, either through an overnight
admission, a visit to emergency or an outpatient clinic
visit

- by age 5, 40% have had at least one overnight admission
- by age 14, 60% have had at least one admission

and the effects of these hospital experiences can be quite
profound:

(c) And because, while New Zealand has made great strides in
terms of early childhood education that have been recognized
the world over, my travels throughout your country have shown
me that there is room for improvement in terms of enhancing
the hospital experiences of children and families here.

My objectives this morning are to first create for you a context
for my interest in this field, secondly to review the implications
of hospital experiences for children and what can be done to reduce
the potential negative effects, and thirdly to convince you that
this topic is important for all of you and that we must all work
together to bring about needed changes.




How Did I Get Interested in this Field?

once upon a time, I was a child. Like many of you.in this room,
I had an early hospital experience. My recollections of this event
are very Clear. I was five and was to be admitted to have my
tonsils out on October 31. In North kmerica, October 31 is a 'big
deal' day because it is Hallowe'en...a night associated with
witches and ghosts and goblins...but much more importantly, a night
associated with going door to door saying 'trick or treat' and
loading up with capdy! Because I was to go into hospital on that
day, my thoughtful mother arranged for me to go door to door in the
neighbourhood, all by myself, on October 29. No wonder I remember
this event. But, in fact, there is another very strong memory I
have and that is that my mother stayed with me. All in alil, this
was a pretty positive experience.

When I was twelve, I was hospitalized again for almost a month.
This time, I was on an adult ward of a general hospital, my parents
visited me for a few hours every day, but other than that I never
saw anyone who was remotely interested in my recreational,
educational or social needs. I am horrified, in retrospect, to
tell you that no teachers from my school ever came to visit either.
Not such a positive experience - in fact, quite negative.

This could be a very long story but let me jump to tell you that,
as an adult and after teaching school for four years, I ended up
at the Children's Hospital in Halifax as Director of the Child Life
Department which was responsible for meeting the educational and
recreational needs of children in hospital, both inpatients and
outpatients.

After .wo years, I realized I needed to know more because I was
often confronted with people who would say things like "Do they
really pay you to play?" or "What you do is nice but if money ever
gets short, you'll be the first to go because you don't save
lives." I would react strongly to these comments on a gut or
emotional level but felt unable to come back with the kind of
intellectual or statistic-based response to defend the importance
of the work we were doing.

and so I left and researched the "non-medical" needs of children
in hospital which, of course, are the same needs of any child for
optimal growth and development, although the hospital experience,
by its very nature, makes some of these needs more acute. I became
convinced in the process of this research that many hospitals were
and are guilty of what I call the "paediatric paradox"...that in
spite of the Hippocratic oath which says WFirst, do no harm" we
are not doing what we know to be important in terms of children's
growth and development.




I should add that there is a large body of reseaxch to back up what
I will say to you today...it's not just Liz Crocker from Canada
making this all up. In fact there's so much research that I am
reminded of tha words of one person who said "We should do no
further research unless we want to research why we haven't applied
the research we have already done!"

what Hospitals Are Like?

Hospitals are not at all like home. At home a child is exposed to
consistent nurturing persons, family associates, regular play with
peers, changes in environmental stimuli, usual school and extra-
curricular activities, and independence appropriate to growth and

development level.

In a hospital, howeves, a child is exposed tc many people - in
fact, it has bzen estimated that in the first 24 hours of
hospitalization, a child can meet up to 52 new people. For a very
young child that may be more people than he or she has met in his
or her whole lifetime! In hospitals, there are also limited family
associations, a strange environment, unfamiliar routines, limited
or no play with peers, limited changes in environmental stimuli,
1imited or no school or extra-curricular activities, and a loss of
independence. Perhaps the worst of all hospital situations is
isolation where children are kept behind closed doors.

children have told us what they think in their writing:
"Dreams in the hospital come all in black."

"The hospitals I don't like because of the beds you can't get
out of."

In spite of all of the foregoing, I would argue that
hospitalization can be a positive experience as long as a hospital

has programs and policies that are family-centred, developmentally
a opriate, and psychosocially sound.

The Needs of Hospitalized Children

Those terms, "family-centred", "developmentally appropriate" and
"ssychosocially sound" may sound like buzz words to you, so let me
explain.

Hospitalized children really have the same needs that all children
have for optimal growth and development:

- the need for normal routines...routines establish some
predictability in a child's life and when a child feels things
are predictable, he or she feels secure to explore new things;
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without predictability, children can become disoriented and
cverwhelmed and unable to explore

- the need for consistent contact with signifijcant people
(usually parents but sometimes grandparents, teachers,
siblings)...as above, the presence of a significant person
can jive a child the sense cof security to explore

- the need for interaction with a familiar and stipulating
environment...if an envircnment is too stimulating, children
will often pull back...just think what a hospital with
elevators in a city like Auckland must be like to a two year
old who has only ever known a farm. On the other hand, if an
environment is too dull, children can find their own ways to
create stimulation. Let's think, for a moment, of a non-
hospital environment...think of waiting at an airport...adults
will often cope with waiting by picking up a magazine or a
book, but not the two-year old...off he or she goes and, 1lo
and behold, a 'sand-box' is discovered...what fun...except it
is really an ashtray. A hospital example might be leaving a
young child in his or her crib only to return to find that the
paper diaper has been torn up into small pieces like confetti
and strewn all over the floor. Your reaction could be "Good
grief, why has this child done this?" but, if the child could
answer, it would probably go something like this: "Well, what
did you expect...you left me in here without anything
interesting to do and so I made up my cwn fun."

- the need for preparation for (or debriefing from) things
that are new and possibly overwhelming.

All these needs are heightened in the hospital context because
hospitals, themselves, can be so overwhelming, not to mention what
anxiety or fear about a child's illness or injury can do to a
person. I used to tell medical students that even though I am an
educated adult with two university degrees, I can turn into an
emotional noodle if my child has a temperature two degrees above
normal! I can only imagine what is must be like if one is looking
at the possibility of a diagnosis of leukaemia or injuries
resulting from a serious car accident!

So what happens to a child who is overwhelmed or stressed or too
stimulated or too bored or just plain frightened? I ask you to
think of a turtle and think what a turtle does if it feels
threatened. It just tucks in, right? And, as we would say in
North America, "In that position, it ain't goin' nowhere!"

The same is true for a child...a child will also "tuck in" when
stressed and when a child is "tucked in", it is also going nowherxe,
literally or physically, in terms of its growth and development.
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All this now leads to the question, then, what do hospitals need
to have in place if they want to makeé a healthy and not harmful
difference in the lives of children and families?

Wwnat Do Hospitals Need?

1. Open visiting for parents and siblings - You are doing pretty
well in this regard in New Zealand. From my travels so far, it
appears that parents and siblings are welcome in your hospitals.
However, while I think you should take some credit for this, I urge
you not to take this for granted. To reinforce this point. I want
to share with you a letter written by a mother to a hospital which
had an open Vvisiting policy. I have changed the name of the
hospital to protect the guilty:

"My two year old daughter Rachel was a croup patient in Happy
Haven Hospital for 4 1/2 days. She was examined in the
emergency room and soon after admitted. While discussing her
admission with the doctor, I asked if I would be allowed to
stay with my daughter and was told there were no rules against
it.

Soon after arriving on the ward, the night nurse came in to
my daughter's room and demanded that I leave immediately. I
briefly explained the necessity of my staying and the doctor
taking my daughter's medical history said I had a right to
stay. The nurse reluctantly agreed but remained hostile.

Two mornings later, the day nurse in charge informed me I
would no longer be allowed to stay except during regular
visiting hours. I then asked the staff doctor in charge of
my daughter's case for permission to stay:; he was curt and
impolite and told me I was breaking hospital rules and he
could not give me permission to stay.

Although by then I was extremely shaken and crying, I
persisted in my efforts to convince this doctor that my
child's needs should be considered. I told him that:

1. Our first baby had died at the hospital and that before her
death she had been dusky around the eyes and mouth, just as
Rachel had been the preceding two nights.

5. Rachel had been in this hospital at birth, having had
seizures, which caused.us long term anxiety about ar.

3. our family doctor (who was out of town) who had cared for
Rachel since her birth, and who knew our complete history had
told me that I could stay with her and that she should be kept
calm and gquiet.
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4. My being with Rachel helped her to settle easier and to get
her breathing better rather than worse, which is what the
hospital is supposed to be for. a

The staff doctor repeated that I was brea.cing rules and stated
that he had no authority to give me permission to stay. Wiien
I asked him who had such authority, he told me that only the
Administrator of the hospital could do so. He asked if I
wished him to make me and appointment with the Administrator
and I stated that I did.

Approximately two hours later, having received no message
concerning an appointment, I asked to speak to the day nurse
in charge and asked her to make the appointment as the staff
doctor had not done so. The nurse then asked to speak to me
privately.

She questioned me on the events surrounding my first child's
death. She then cheerfully informed me that it would not be
necessary for me to speak to the Administrator - that parents -
of babies who have died at the hospital are given special
consideration, and that I would be allowed to stay with my
child. She added that she was sure the staff doctor and the
night nurse in charge would agree with her decision. She then
explained that she had based her initial decision on the wards
not being "set up" for parents to stay overnight. But as the
nurse agreed, I had not asked, nor expected, special
accommodation, and I had not interfered in any way with
hospital routine. Furthermore, the nurse admitted that my
reasons for wanting to stay with my child were good ones, but

stated, "If I had let you stay, then everyone would want to
stay."

In conclusion I want to say that I object to the "no parents
allowed" rule (restricted visiting hours). The "no parent”
rule forces a busy staff to allow young children to lie crying
in their cribs, gasping frantically for breath. This rule
also encourages nurses to tie toddlers down under mist tents,
rather than allow parents to stay and soother them. I do not
think a parent should have to fight so hard to be with her
child.

Signed: A concerned mother"

As you can see from this letter, the hospital's policy of-including
parents was frustrated by individuals who allowed their own biases
to parade as hospital policy. This can happen anywhere, even here,
and so I say to you "Don't relax...be ever on guard to protect the
principle of family-centred care."

o
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In fact, I can think of a current example of something that should
concern you greatly. I understand that your government has brought
in a budget that will mean that patients will be charged for the
nights they are in hospital. I £find this offensive enough but,
when I heard that the government is also considering charging
parents when they stay in hospital overnight with their children,
I was incredulous. This policy intention is so stupid, so
misguided that I find it hard fo speak about. In fact, if
anything, the government should be trying to encourage parents to
stay in with their children and should probably think of an
incentive policy whereby when parents stay overnight, they will not
even be charged for their child's stay!.

You must fight this policy. It is morally and ethically wrong to
place a financial barrier in the way of what we know to be
important in terms of children's growth and development. If the
government needs to raise revenue, it must not do it at the expense
of what is good for children.

2. Preparation for and debriefing from medical and surgical events
- Over 70 research studies have shown that children truly benefit
when they can anticipate what's coming or understand what has
happened. This preparation or debriefing must be more than verbal
or pictorial...children must be able to learn from rehearsed
experience or practice or play. In the words of the old Chinese
proverb: "I see and I forget; I hear and I remember; I do and I
understand."

People need to take the time to talk with children, too, to find
out if they have any misconceptions about what is going to happen
to them. Let me give you two examples...a young boy, about 5, was
sitting on the side of his bed wearing a white johnny shirt
indicating that he was about to have an operation. A doctor
happened to see him sitting there and went in to talk to him. He
asked the boy if he was having an operation and the boy replied
"Yes, I am going to have my tonsils out." The doctor asked the boy
if he knew where his tonsils were and the boy lowered his eyes and
nodded a 'yes'. The doctor continued and said "Can you show. me
where?" and the boy again nodded and covered his genital areas with
his hands. The doctor calmly asked (while he was saying to himself
"Something's terribly wrong here") "Why do you think that's where
your tonsils are?" The boy, using perfect logic for a five year
old, said "If that's not where they are, why did they make me take
my pants off?" Why should we expect children to know things if we
don't tell them?

Here's another story. A little girl was told she was going to have
a cardiac catheterization (which is a procedure used to determine
the floweof blood through the cardiac system). When the time came
to take this girl downstairs for the procedure, she was no where
to be found. Finally someone spotted her under her bed, cowering
in fear. It turned out that someone had told her that some dye
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would be used in the procedure but what the young girl had heard
was the word "die". We need to make sure that children hear what
we think we've told them. That will only happen if we take the
time to prepare children through play and patient conversation.

3. Opportunities for the "normgl routines™ of play and school -
Here is an area where the New Zealand experience is mixed. It
would appear that some priority is given to childrern in hospital
being able to still go to school. This is important for two
reasons: {a) School is a huge ‘'normal routine' in the day of a
school aged child and (b) children in hospital should not have to
suffer what I call  'double jeopardy' - the misfortune of being ill

or injured and the problems of struggling to catch up the work they
missed.

However, even in New Zealand, this commitment to schooling in
hospital seems to be at risk. I met with people at the hospital
in Rotorua just a few days ago and the teacher's position there was
to cease by the end of the week! I gather that one of the reasons
being put forward for this decision is that the average length of
stay in that hospital is quite short. But my response is that many
children that are now being seen in hospitals are childrem with
chronic illnesses, such as asthma, and may be in hospital a number
of times each year. Therefore the cumulative total of time missed
from school can add up.

The other 'normal routine' I want to talk to you about, though, is
play. It is trite to say, because it has been said so many times,
that "Play is children's work", but it is true. It is through play
that children learn about the world around them.

Some might say, "Well children can play on their own; they do all
the time". But I would argue that, in hospitals, you need a
trained "play opportunist", someone who can be the catalyst, the
therapeutic agent to help children 'un-tuck' (using the turtle
analogy again).

others might suggest that hospital play programs could be run by
volunteers. But I would ask you if you would let your early
childhood programs be -led by vclunteers? Beyond that question, I
would remind you of the figure that children can meet 52 new people
in the first 24 hours of hospitalization...an advantage of a
trained play specialist is that he or she is a consistent face that
a child can count on. Doctors are not always around, nurses change
shifts, parents cannot always be there and volunteers come and go.

Let me share with you some other benefits of planned play programs
in hospitals:

* Children find hospitals less strange if they can play with
familiar things or play out familiar roles
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* Children can express their concerns and confusions and receive
accurate, reassuring information

* Children have safe outlets for their natural energies and
anxieties (in fact, at least one study has shown that there are
fewer accidents and injuries on paediatric wards where children are
constructively occupied through rlay)

% Children can avoid boredom and pass time thorough constructive
activity

* Children have a sense of autonomy and independence through
play...hospitals by their very nature reduce a lot of the choices
one has but in a play program, a child can choose the activity or
toy that appeals to him or her

* Children meet other children and give each other much needed
companionship and support; they often know how it ‘'really feels'
and can share that feeling with others

* children become more relaxed and cooperative for treatments and
procedures if the have a chance to rehearse through play

* Children are reinforced in the knowledge that hospitals are
caring places

* Children can integrate or work out upsetting experieﬁces, because
play can be- a catharsis for pent-up feelings

* Children at play make their parents feel comfortable; as well,
parents can learn both from observation of and participation with
their children at play

* Children show the medical staff what their behaviours are when
they are having fun and are not frightened; such observation of
normal behaviour and development levels can aid in diagnosis and
selection of therapeutic approach

* Children at play foster their physicai health without realizing
it. For example, blowing bubbles after a heart operation is fun,
not therapy; playground activity is fun, not physiotherapy

* Children can be distracted from the reasons for their
hospitalization, because play can be an antidote for pain

* Children are challenged and helped to mature through play
* Children, especially older ones, can learn to cope, to be brave,

and to face hospitalization as an adventure and treat it as a
'‘growing up' experience.
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Now that you are all totally convinced about the importance of play
for hospitalized children, let me tell you how New Zealand is
doing...actually, not very well. 1In spite of the  fact that in
1978, the New Zealand Department of Health created an official
position for hospital play workers, giving official recognition to
the desirability of having workers in these position, there are
fewer than 10 people so designated in the whole country.

Unfortunately, therefore New Zealand does not compare very
favourably with countries like Canada where, beginning in 1992, it
will be a recquirement for hospital accreditation to have play
specialists or Child Life Specialists working in paediatrics or
Sweden where, for example, preschool children are entitled, by law,
+£5 the same play activities that would be available to them if they
were not hospitalized.

It appears to me that there is a strange imbalance in New Zealand
hospitals. Firstly, there are far more teachers than there are
play specialists and secondly, there seems to be a significant
separation between the two professional groups. It is as though
this reality is based on a belief that until a child is five he or
she plays and after that he or she goes to school. This, of
course, does not match reality in any way...do you know any school~
aged :children who only go to school? Children are whole people,
they are rounded individuals and ‘it is important <to not
compartmentalize them in terms of professional function. What we
need to do, as professionals, is pot draw territorial lines but,
instead, blur our roles and work together in the best interests of
children.

The other problem, of course, with the numerical imbalance, is that
the majority of children who are hospitalized in New Zealand and
all over the world are under the age of five. The Minister's
comment Yyesterday that there may be some funding available to
hospitals via the 'before 5' program gives some hope to hospitals
who are painfully aware that they are not fully meeting the needs
of their young patients. However, until it becomes a reality, I
hope yow will all keep up the pressure for change.

4. Supportive, sensitive, enriched environments - I could spend
days talking about this single topic but time only permits me to
highlight a couple of points.

* Hospitals need to understand that the most important
impression that a hospital makes is often the first impression
that it makes. Consequently, hospitals need to attend to
entrance wavs and corridors, information booths and even
parking. 2ll of these things should, in their own way, say
"We understand children and families, we're glad to see you
and we want to be of help.* If getting to paediatrics is a
hassle, families will be on edge from the beginning.
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* Hospitals need to understand that the visual stimuli should
be neither toc dull nor too overwhelming. Too much of a good
thing can be as bad as too little. o

* Hospitals should try to find ways of personalizing
children's spaces while they are in hospital. Individual
bulletin boards allow children to put up their 'stuff'; some
hospitals even have posters children can pick out and put on
doors or walls to identify their room or their space.

* Hospitals need to make sure that their furniture is
comfortable and does not give a hidden message. I was asked
+o work with one hospital to advise them on some structural
and decorating changes and I noticed that the brand new chairs
outside the Intensive Care Unit were very uncomfortable...the
kind of seats that are put in fast-food restaurants that
basically say "Don't stick around too long here." When I
asked why this furniture had been selected, the response was
"We thought these parents should go home and rest; we didn't
want them to sleep here." When I asked what was happening,
he replied, somewhat surprised "Well, the parents are sleeping
nere; and I get complaints about the furniture!" He should
have realized that parents do not want to leave wehn their
children are in ICU. It really pays to ask ‘'users' what they
need before decisions are made.

* Hospitals need to understand that children need to be with
children. I know that often medical and surgical units are
organized according to physician speciality rather than levels
of growth and development. But this doesn't make it right.
I believe it is crucially important for children to be with
children, not among adults on an adult ward. This may be
inconvenient for some staff, but hospitals must realize that
they are service institutions and that they should serve the
needs of their patients first, not their staff.

* Hospitals nced to recognize that their environments are not
composed just of rooms and hallways and interior decorating.
The environment is also made up of people and, in this regard,
I believe it is crucial for all people who work in and for
paediatrics to be oriented to the growth and developmental and
psychosocial needs of hospitalized children and their
families. The person who cleans the ward can be just as
important as the doctors and nurses in the eyes of the
patients. All staff need to know that they can make a
difference. Many hospitals are now going beyond orientation
and also including an employee's relationship with patients
and visitors as an element in the employee evaluation process.

And so we now come to the question we started with - "Are hospitals
helpful or harmful?" I know you are waiting with bated breath for
the answer, and here it is...the answer is "It depends".

O

(9
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It depends on whether the hospital has the programs, policies and
professionally trained staff in place to ensure that children's
growth and developmental needs are understood and met. You had
probably hoped for a more definitive answer, but it is the same as
the question "Are early childhood programs good for children?" I

am sure you would answer in the same way..."It depends."

Apart from the question of programs and policies, however, "it
depends" on the individual children as well. Soue of you may know
the work by James Anthony who has written so much about children
who survive and do well in spite of awful circumstances. Anthony
has also suggested that people can be characterized as either a
glass doll, a plastic doll or a metal doll.

If you take these three dolils and expese them to a blow of the same
force from a hammer, you will find that the glass doll shatters and
cannot be fixed, the plastic doll is dented and may carry that
'scar' permanently but still functions as a doll and the metal doll
is not affected at all except for the momentary sound of a 'ping’.
Anthony says that some people , like the glass doll, are very
fragile, but other people can withstand to greater or lesser degree
some of life's tough experiences.

And so, whether hospitals are helpful or harmful depends, in part,
on the actual personality make-up of individual children. What
this means for hospitals is that tilley must work to identify the
tglass dolls' especially — and make sure that their hospital
experience is cushioned in the most supportive way. It is equally
important to identify the 'metal dolls' because they can actually
help you with all the others.

How Impo nt is is?
For many of you, this talk about the needs of hospitalized children
is new and you may be wondering if it is really important. Some
of you may be thinking "Well if they are only babies, it won't
matter too much." In fact, babies may be the most vulnerable
group...just because they can't tell us what is happening in words,
it does not mean they don't have reactions.

However, others may say "Well, children aren't in the hospital very
long". I've already talked about the potential cumulative effect
of several "not very long" hospitalizations but let me also share
with you the results of a study with rather startling findings.

In 1975, a man by the name of Professor Douglas looked
retrospectively at several thousand children in Britain to see if
he could draw a correlation between children who had been
hospitalized in early life and later problems. His findings,
reported in Developmental Medicine and Child Neuroloqy, were SO
surprising that Dr. Michael Rutter carried out a replication of
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this study a year later...and he reached the same conclusions.
Professor Douglas' ccnclusion states the following: .

This study provides strong and unexpected evidence that one
admission to hospital of more than one week's duration, or
repeated admission before the age of 5, in particular between
6 months and 4 years of age, are associated with an increased
risk of behaviour disturbance and poor reading in adolescence.
The children who experienced these early admissions are more
troublesome out of class, more likely to show unstable job
patterns than those who were not admitted in the first 5
years. The children most vulnerable to early admission are
those who are highly dependent on their mothers, or who are
under stress at home at the time of the admission.

Iet me mention, at this point, that "under stress at home" could
be from anything from the arrival of a sibling to the death of a
goldfish or a parent's loss of a job. Wher you think of climbing
unemploymenct figures, in both your country and mine, "stress at
home% is probably on the increase. This means that many children
are extremely vulnerable.

And so, this whole area of the needs of hospitalized children is
very important and can have very long term consequences. And now
that I have you convinced about the utmost importance of this whole
field, because of the possible long term negative consequences, I
come to the question "Is this of any concern to those of you who
are pnot working in hospitals?"

Is This of Concern to People Not Working in Hospitals?

I am sure that my answer of "yes" will not surprise you at all, but
let me explain myself. First of all, you should be concerned
because children from your own centres may be admitted to hospital
and you should be aware of and care about the possible effects.
You should anticipate that he or she may want (and be encouraged
to do so) to play out his or her hospital experiences.

Secondly, even if one of the centre's children is not admitted to
hospital, it may be that another family member has to go to
hospital. You need to understand that hospitalization affects
every member of a family. Again, you need to be prepared for, or
even facilitate through play, a child's expression of concern,
fear, jealousy or confusion.

Thirdly, by virtue of your current roles, you are advocates for
children. I believe you must be advocates for all children
irrespective of where they are located...in other words, it is too
narrow for you to simply focus on children in early childhood
settings. This is especially so given that over half of all
children in hospitals are pre-schoolers.

-\
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Last but not least, I believe you must be concerned because of my
underlving commitment to "role blurring"“, What I mean is that we
all have to work together and support one another. If we focus on
professional territorialism, we may improve our professional
reputation but we will nct address the reality that children are
whole people.

Plus we need each other. The work we all do is difficult and,
given current economic pressures, things may get even tougher.
Joan Baez, a folk singer from my early 'hippie' days was asked why
she allowed herself to become pregnant given that the world was
such a mess. People said "You even sing about how bad things are -
why are you bringing another child into the world?" Her answer
was simple and profound...she said "Because we need help."

One of my favourite expressions is "We nourish from overflow, noct
from emptiness." If we don't support each other, we will all,
separately, become empty and unabie to help.

The other reason we need to support eacn other has to do with being
effective in bringing about change. I refer to the words of
Malcolm X, one of the great figures in the American civil rights
movement: "Power recognizes only power and all of them who realise
this have made great gains."

If we work together and support each other, our collective voice
will be bigger, harmonious and full of resonance - it will command
attention and respect. The current economic climate virtually
demands that we must work together for children because the voice
of fiscal restraint is so loud.

This leads to one more important gquestion that must be
addressed...can we afford to do the things I have talked about

today, such as having trained play staff in every hospital with a
paediatric unit?

Can We Afford Quality Care for Children in Hospitals?

I am tempted to answer this by simply saying "Can we afford not
to?" But let me take another approach.

I believe that there should bhe a determination as to what

comprehensive, quality paediatric care involves and then a
commitment to provide nothing less.

Do you think for a minute that a surgeon who believes that a wounc
needs 20 sutures would allow someone in government to tell him that
he can only use 10? Certainly not, because the surgeon would argue

that that could damage the patient and would represent inadeguate
care.
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Wwhat I've been talking about this morning is no different. Not
meeting the psychosocial and developmental needs of children can
also do damage and can also represent inadequate care.

Just because economic restraint is becoming the new government
ethic doesn't mean that government's choices are always right. In
fact, I believe that there is enough money in circulation in the
world to do good things. For example, in Canada alone, $18 billion
is spent on illegal drugs...that's an awful lot of money in
circulation. It's just a question of gaining access to it and
making choices.

Someone once said that "The economy is how we love each other
publicly® and another phrased the same sentiment more candidly:
"Wwhen the going gets tough, society is tested as to whether it
shares or whether it's each person for himself."

And so we have choices to make. As far as I am concerned, we must
invest in children from the beginning. In business terms, one is-
investing now for an ROI - :a return on investment. If we don't,
we will go into the 20th century with a generation of people ill-
equipped to deal with the complex problems we are now facing.

We need creativity - mediocrity will not do. We need strength of
character and courage of conviction - poor self-esteem will not
do. We need both optimism and compassion - despair and anger will
not do. We need people to be the best they can be - compronising
people's futures will not do.

one of my favourite people in the health care field said
"paediatrics is the specialty of potentials". I think that is why
so many of us are drawn to work with children...because you know
that what you do can make a difference in terms of a child reaching
his or her potential.

Conclusion

Believe it or not, I actually have some hope for the future. It
seems to me that people are beginning to understand how important
the total health and education of our children really is.

In fact, I have just received a copy of the report of the National
Commission on Children. It is titled Beyond Rhetoric and is
wonderful in that it reflects a strong understanding of how
important children are and how little time we have to do something
about improving their circumstances.

The Chair of this Commission was Senator John D. Rockefeller Iv.
His opening quote is worth sharing with you:

r)r.f
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"Too many of today's children and adolescents will reach
adulthood unhealthy, iiliterate, unemployable, lacking moral
direction and a vision of a secure future. This is a mersonal
tragedy for the young people involved and a stagger. g loss
for the nation as a whole. We must begin today to. place
children and their families at the top of the national agenda.

Well, Senator Rockefeller, I agree whole~heartedly. I applaud the
work of this Commission and I 3just hope it, along with the
concerns, energies and passions of all of you, will wake up the
whole world to the importance of children, be they in hospitals,
early childhood centres, home, school or exploring their
communities.

In closing, I would like to share with you one last guotation. It

is also from Beyond Rhetoric and was written by one of the world's
greatest writers - 'Anonymous':

The great events of this world are not battles and elections
and earthquakes and thunderbolts. The great events are
babies, for each child comes with the message that God is not
yet discouraged with humanity, but is still expecting goodwill
to become incarnate in each human life.

20
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CHILDREN’S EXPERIENCES IN CHILD CARE: DOES AGE OF ENTRY OR QUALITY OF CARE MATTER?

Caroliee Howes
University of Callfornia at Los Angeles

Most North American children now attend some kind of child cars arrangement
before they begin formal schoal at five-years-old. With more than 50% of North
American mothers retuming to the out-of-home work force prior to their child's first
birthday large numbers of our children are entering child care as infants. |
understand that New Zealand is experiencing similar demographics. As parents,
teachers, social policy makers, and as researchers these children who enter the child
care system as infants are particularly interesting. Qut-of-home group child care
initially appears to be radically different than our traditional ideas about child rearing.
Many of us in the audience spent cur own earliest years at home in exclusive mother
care. However many of us also have spent our own years as mothers or fathers with
our own infants in child care. Furthermore work by Kathy McCartney and Deborah
Phillips suggests that from an evolutionary perspective and when considering all
cultures, not just those which derive from a European tradition, most children have
experienced alternative caregivers and a peer group larger than siblings. Today | am
going to talk about some of my own research with children who enter child care prior
to their first birthdays. The majority of this work has been completed at UCLA with
my competent graduate students particularly Claire Hamilton, Cathy Matheson, Leslie
Phillipsen and Kirstin Droege. | was also involved in the USA National Chiid Care
Staffing study along with my co-Pi's Marcy Whitebook and Deborah Phillips and will
discuss some of the Staffing Study findings.

Children’s deveiopment

In trying to understand the experience of children in child care | find this model
useful. Lets begin at the bottom of the model, with the children. We are concerned
with the short - and long-term development of the children in child care. The buik of
this concem falls in the area of social and emctional development, particularly
attachment relationships and interactions and relationships with peers, and in
language development.

Attachmeni

Attachment theory suggests that the quality of the child's early caregiving
experiences with significant adults become internalized into working models of the
self and of relationships with others. Thus if you feel loved and as if your needs for
emotional and physical care are met you are more likely to feel that you are a worthy
person and have a positive orientation to others. The child who is securely attached
is more likely to explore new environments and thus have appropriate cognitive
experiences. The child who is securely attached also is more likely to act towards
others as if they will be friendly and positive and thus tends to have positive social
relationships with adults and peers. ¢

This theoretical orientation, of course, raises many questions about children who
enter child care prior to their first birthdays. The first set of questions concemns the
mother-child attachment relationship. The second set of questions concemns issues
of multiple and compensatory attachments.

s
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Mother-child attachments. Much of attachment research has focused on the mother-
child attachment as the most significant attachment relationship. Therefore one
concern about infants in child care has to do with the influences of early care on
mother-child attachment. In the late 1980's two researchers Clarke-Stewart and
Belsky analyzed combined data from US samples and concluded that children who
enter full time child care prior to their first birthdays have an elevated proportion of
avoidant mother-child attachments.

Four points are important here to modify this statement:

1 The increased risk of avoidant attachment is not large - approximately 9%

5 Most children who enter child care prior to their first birthdays are securely
attached to their mothers.

3 These findings may not hold true of all samples. | am working with a sample
of children born just about the time these findings of insecure maternal
attachment hit the popular press. In this sample children who enter child care
as older children are more likely than children who entered child care as infants
to be insecure.

4 We do not know what it means in the long term for a child who enters child care
as an infant to have an insecure mother-child relationship. The body of
research which informs us and does find consistent and strong relations
between maternal attachment security and latter pleasant or aggressive relations
with teachers and peers in schooi is almost entirely composed of children
without child care experience.

Alternative attachments Which brings us to the second set of questions. Within the
theoretical and empirical framework of attachment theory children early on form more
than one attachment relationship. Attachments are formed with fathers, and with
child care caregivers as well as to mothers. Therefore a child who enters child care
as an infant has at least two attachment figures to use in forming internal models of
self and other. The processes involved in forming internal working models when
there are more than one attachment figure is not clear from the theory. One
possibility is that the maternal attachment relationship because it is the most
pervasive and often most emotionally loaded becomes the dominant influence on the
child’'s representations.  Another possibility is that maternal and caregiver
attachments may be compensatory. Thus a positive maternal or caregiver
attachment may cormpensate for an insecure attachment. A third possibility is that
some developmental tasks may be more strongly linked to maternal attachments
while others are more strongly linked to caregiver attachments. At present we have
little evidence to support any one of these alternatives.

Intaraction and relationships with peers

The child who enters child care as an infant forms first relationships with peers
simultaneously with forming relationships with adults. For such a child peers are an
important part of the social matrix. There are almost always more peers than adults
in child care settings so in seeking out a social partner a child is more likely to
encounter a peer than an adult. Moreover the child must compete with peers for the
attention of the adult and possession of toys and other material resources of the child
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care arrangement. The peer group in infant child care is an intimate one. Children
learn to locomote, talk, and use the toilet in the company of peers. They sleep and
eat with peers as well as play. Thus it is not surprising that we find children in child
care to engage in more sophisticated behaviours with peers than we used to think
was possible. Infants and toddlers in child care engage in reciprocal social and
pretend play, comfort each other when distressed, and form friendship that often last
until the children are separated to go to formal school.

The literature on the sccial competence of children with peers of children who :nter
child care as infants is mixed. There are studies that suggest that these children are
mora socially competent and studies that suggest the opposite. When results are as
mixed as these it is usually because the story is too complex for simple answers.
Therefore the age the child begins child care appears as a poor single predictor of
the child’'s social competence with peers.

Language

We know that children become competent in using language to communicate needs
and ideas when they live in a language rich world. We worry about children who
begin child care as infants, before they are proficient at language, because they
could have fewer opportunities to engage in one-to-one interaction with adults and
because they spend large amounts of time in the company of peers who have little
language. The data thus far suggests that we have to think about two sorts of
language competence. One type is verbal intelligence such as is measured by the
Peabody Picture Vocabulary Test. This type appears to be best predicted by parental
factors particularly maternal education and to be relatively uninfluenced by child care
attendance. The second type of language development we have called adaptive
language. This is the ability to use language to communicate and is far more
susceptible, as we shall see to variations within the child care environment. There
are few studies that simply compare the language competence of children who enter
child care as infants with those who enter as language proficient children. If you look
at the child care as intervention literature there are a number of studies that suggest
that infant and toddler child care can serve as an intervention to enhance language
development in at risk children. Therefore once again we do not have a simple
answer to the question of whether early child care is detrimental to language
development.

In summary if we just look at the children’s development section of the figure and
know the age the child entered child care we can predict relatively little about the
child’s development. Age of entry by itself does not tell us much. This suggests that
child care for infants and toddlers is not a risk factor.

Relationships with adults and peers in child care.
Let's move up a level in the figure to include adults and peers as well as children.

From the child’s point of view these relationships plus the toys and equipment is
what is important. The infant or toddler doesn’t know that she is part of a large social
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experiment in alternative patterns of child rearing. She goes to spend the day with
her teacher Rosa and is in the same group with Jordan and Sara.

Aduits

Much as children’s relationships with their parents have a number of interdependert
domains or functional aspects children enroled in child care usually have muliti-
dimensional relationships with their teachers. Teachers function as playmates,
teachers, managers and caregivers. Several studies suggest that child care teachers
serve as playmates, engaging in reciprocal play with the children. Other descriptions
of children’s interactions with child care teachers emphasize the teaching dimension.
Child care teachers in group care settings are also child managers, making sure that
the children do not get lost, that the day flows smoothly, and that there is 2 minimum
of intra-group conflict. Finally, and most importantly for our purposes, children have
a caregiving relationship with their child care teacher. Concretely, the teacher is
responsible for feeding the child as many as three meals and two snacks; keeping
the child warm and dry; diapering, toilet-training, and/or handling toileting routines;
and putting the child to sleep at least once during the day. in a more abstract sense,
the teacher is responsible for keeping the child physically and emotionally safe in the
absence of the parent. By leaving the child at child care, the parent explicitly or
implicitly tells the child that the teacher is to be his or her main person until the
parent returns.

In our work we have been particuiarly concerned with the caregiving aspect of the
child care teacher’s role. Specifically we have been examining children’s attachment
relationships with teachers. There are three data bases that form the basis of this
work. One is the children of the US National Child Care Staffing Study. These 250
children were enroled in randomly selected child care centres in Atlanta Georgia. In
the United States child care is regulated by the State rather than the Federal
government. Georgia has some of the worst regulations and thus some of the lowest
quality care in the country. The second two data bases were collected in child care
centers and family day care homes in California where child care regulations and
quality are considerably better but still low compared to other parts of the world. One
of these consists of 72 children all enroled in child care prior to their first birthdays.
We followed these children through their child care careers, observing them every six
months until they entered formal school. The second data base consists of 100
children we first saw at 12 months and have continued following. They are now
seven years old. About one-third entered child care as infants, one-third as three
year olds, and one-third either entered child care as four year olds or never entered
child care. We have data on ali of the children at 12 months and 48 months as well
as observations made in their child care arrangement soon after they entered child
care.

We have observed teacher-child relationships in all of these children using an
Attachment Q-Set. This Q-set provides a summary score for the child's emotional
security with the teacher. We have also derived three categories of teacher-child
relationships from the g-sort date. These ere children who appear to be emotionally
secure with teachers, children who avoid their teachers, and children who appear to
B KC be ambivalent about their teachers. These ambivalent children act as though they




would like to be taken care of by their teachers but they don't trust the teacher to do
so. We have also time sampled teacher involvement in the day to day lives of the
children and rated teacher sensitivity. In the two California data bases we have also
measured mother-child attachment.

We find that the children who have secure teacher-child attachment relationships also
experience teachers who are involved with children, who engage them in reciprocal
play and who respond to their social bids and teachers who are rated as sensitive.
Furthermore the quality of the teacher-child relationship is independent of the quality
of the mother-chiid reiationship. Thus the quality of the child's relationship with the
teacher appears to be best predicted by the child’s direct experiences with the
teacher rather than by what the child brings to the teacher-child relationship from the
mother-child relationship. When we compare children who begin child care are
differert ages we find similar patterns. The nature of teacher-child interaction
determines the teacher-child relationship even when the children enter child care long
after establishing mother-child attachment relationshipc. These findings allow for
compensatory influences of mother and teacher relationships. Because teacher and
mother relationships are different and because teacher relationships are based on
teacher-child interaction the potential influence of teachers on children’s development
is great.

We have examined teacher influences on both social competence with peers and on
adaptive language. In examining teacher influences we consider the child’s
attachment relationship with the teacher, observed teacher involvement with the child
and teacher socialization of peer interaction. Teacher socialization of peer interaction
includes positive and negative mediation of peer contacts. Examples of positive
mediation are the adult move or verbally guides the child so that she or he is in a
good physical position for peer interaction, the adult explains the peer’'s behaviour
to the child and the adult removes herself from the interaction and monitors the peer
contact. Examples of negaiive mediation are when the aduit removes the child from
the peer contact with no comment on the peer interaction, the aduit tries to remediate
a peer conflict, the adult explicitly tells the children that they may not play together
and when the adult reprimands a child for an action directed to a peer.

In each of our data bases we find that the child’s attachment relationship with their
teacher predicts the child’s social competence with peers. In our longitudinal data
bases we find that he child’s first teacher relationship is more powerful in predicting
social competence with peers than are subsequent teacher relationships. So for
these children it is the teacher they had when they first entered child care, in many
cases their infant or toddler teacher, who is the biggest influence on latter social
competence with peers. In our studies where we have data on both mothers and
teachers we find that teachers not mothers predict social competence with peers.
These findings run counter to our intuitive notions of who should be most important,
mother or teacher. These findings of the pervasive and important influence of
teacher-child relationships are replicated in both Israel and in the Netherlands. These
findings of the importance of the first teacher-child reiationship also speak to the
importance for children’s development of making sure that our teacher, particularly
our infant and toddler teachers are sensitive and involved with the children.

-
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In our longitudinal California studies we did find some evidence for the influences of
teacher socialization of peer contacts on social competence with peers. Socialization
of peer contacts tends to be rather rare. Children who were playing with peers
tended to be left alone while the teachers tended to other children or took a moment
to chat or drink coffee. However we did find that children who received more
negative peer socialization were less competent with peers. This could be because
children who are less than competent with peers receive disproportionate amounts
of negative attention or it could be because negative mediation doesn’t work.

In a fourth study we did investigate relations between teacher involvement and
chiidren’s adaptive language. This study was of 48 children enroled in a model child
care center. Despite being a model child care center there were strong individual
differences in the intensity of teacher-child involvement. Children, in this center who
did receive higher levels of teacher involvement also had higher adantive language
scores.

In summary, if we turn back to our figure, we have some evidence to support
relations (the arrows) between teachers and children's development. Teachers who
are sensitive and involved with children are most likely to care for children who have
secure teacher attachment relationships, are socially competent with peers, and are
proficient in adaptive language. Teachers who use less negative mediation of peer
contacts are likely to care for children more socially competent with peers.

Peers

Lets now turn to the box on the diagram labelled peers. As we have said children
in child care have intimate ccntacts with a relatively small group of peers. In all of
our studies of young children in child care one very noticeable individual difference
is in how much the children hang out with or orientate towards these peers. We find
that some children act as though peers are invisible and either spend their time in
child care alone, in solitary activities, or with the adults. Otner children act as though
the teacher was invisible and spend their time only with peers. A final group of
children splits their time between peers and teachers. These early social orientations
appear to be important in predicting children’s development. Children who pay no
attention to peers appear to miss out on some critical learning experiences. It seems
that in order to become competent in engaging with peers you need to practice with
peers. Engaging with an adult does not provide the child with the same sort of
experiences. Children who scors high on adult dependency and low on social
orientation to peers do not appear socially competent with peers.

Children in child care peer groups begin to differentiate between friends and
playmates as infants. We identify these infant and toddler friendships by observing
shared positive contact particularly shared positive emotions between children.
Almost all of the children we studied in the longitudinal study of children who began
~hild care prior to their first birthdays had at least one reciprocated friendship.
Friendships formed by the time the children were two years old were highly likely to
persist, to be maintained throughout the preschool years. We found that the children

~ who formed these early stable friendships were by age four the most socially

competent of any of the children.
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in summary the peer group also appear to influence children’'s development,
particularly children who enter child care as infants or toddlers. Children who
orientate towards peers as opposed to withdrawing from them or ignoring them and
attending to adults appear more socially competent. Children who form friendships
as infants and toddlers and are able to maintain these relationships throughout their
time in child care aiso appear socially competent. These findings suggest that both
experiences of engaging with peers in general and of forming and maintaining a
relationship with a particular peer are important for children’s development.

The Child Care Environment

While for the children in child care their particular experiences and relationships with
adults and peers are most salient and most immediately important these relationships
and experiences are rooted within the child care envircnment. The child care
environrent plays an important role in determining the nature of adult and peer
interactions. Turning to our figure | have selected three aspects of the child care
environment as the most important: teacher education and training, child care quality,
and turnover.

In discussing these aspects | will primarily draw on data from the US National Child
Care Staffing Study. The Staffing Study was completed in 1988. We selected five
representative metropolitan areas within the United States and within each of these
areas we studied 45 full day, full year child care centers. The centers were randomly
selected to match the distribution of centers serving high, low and middle income
farnilies and urban and suburban area. The final selection of centers matched the
distribution cf profit and not-for-profit centers in the United States and reflected our
variability in State child care regulations. Within each child care center we randomly
selected three classrooms to observe and six teachers to observe and interview. We
also interviewed the child care center directors. The final sample included 675
classrooms and 1350 teachers. We interviewed teachers about their formal education
and child related training and observed their caregiving sensitivity. We observed
adult: child ratios and group sizes within classrooms and rated eacih classroom using
the Harms and Clifford Early Childhood Environmental Rating Scale. We asked center
directors about anriual turnover rates and individual teacher about their job histories.
Six months after our initial interviews we returned to the teachers to find out whether
or not they were still in their jobs.

Teacher Training and Education

in our work we considered formal education, how many years of school and whether
the teacher has graduated from a university to be distinct from teacher training,
whether a teacher had specific course work in early childhood education or a related
field. In practice it was unusual to find teachers with college degrees and no
specialized training in a child related field. It was also fairly unusual to find teachers
college degrees. In the 12 years between national surveys in the United States there
has been a decrease in the proportion of teachers with college degrees working in
child care. Likewise while most teachers reported that they had some specialized

training only a small proportion of the teachers has had 15 hours or more of child
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related training in the past year. Therefore compared to other parts of the world the
United States teaching staff is relatively low in education and training.

Nevertheless we found strong relations between years of formal education and
teacher sensitivity and effective teaching. Child related training was a strong
predictor of teacher sensitivity and effective teaching for infants and toddlers but not
for preschoolers. We have had two recent presidents in our country who suggest
that anyone can teach in a child care center, after all isn't this what grandmothers
and teachers have always done. These finding suggest otherwise. As Lillian Katz
has sloquently expressed teaching in child care draws on different skills and
knowledge than mothering. To have effective and sensitive teachers we need well
educated and trained teachers.

Chiid Care Quality

Child care quality is an important goal of most child care arrangements. We never
hear people say what | am trying to do here is run a mediocre child care center, just
the basics hera, no frills. However quality is expensive and often sacrificed because
of cost-cutting measures of public agencies or profit motives of private operators.

in our work we divide child care quality into structural quality and process quality.
Structural quality includes aspects of care that can be regulated. primarily adult:child
ratio and group sizes. Process quality includes the kinds of activities and caregiving
that happens within the child care arrangement. Process quality is difficult if not
impossible to regulate. Fortunately the two aspects of quality are closely linked. In
fact in a recent analysis we found that changing the preschool aduit: child ratio from
one adult for eight children to one adult to ten children lowered the classroom a full
scale point on the Early Childhood Environment Rating Scale.

Child care quality makes a difference for teacher child interactions. The Staffing
Study replicated a line of about twenty-five previous studies in finding that when
teachers had smaller groups and were responsible for smaller ratios they were able
to engage the children in more developmentally appropriate activities and to be
sensitive and effective in their teaching interactions. We also replicated a persistent
and for the researchers sometimes annoying finding that child care centers that hired
teaches with more formal education and training also had them teach with smaller
groups, better ratios and more developmentally appropriate materials.

At this point | want to talk about another one of our studies that looked directly at the
relative influences of child care quality and age of entry into child care on children’s
development. This was a longitudinal study that followed four groups of children
between the time they were toddlers and the time they completed kindergarten. The
four groups were: entered high quality child care prior to their first birthday; entered
low quality prior to their first birthday; entered high quality child care after their first
birthday; and entered low quality child care after their first birthday. Kindergarten
teachers rated both groups of children enroled in iow quality child care as having
difficulties in kindergarten. They were more distracted, hostile and unpleasant than

~ children who enroled in high quality child care. Our observations confirmed that

I\ children in low quality child care were less competent with peers than children in high
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quality care. Children who entered child care prior to their first birthdays and enroled
in high quality care looked no different than children enroled in high quality child care
aftar their first birthdays. However children who enroled in child care prior to their
first birthdays and enroled in low quality care were more hostile and distracted in
kindergarten than children who enroled in low quality care after their first birthdays.

In summary, quality of child care matters. Child care arrangements which high
standards are more most likely to provide child care environments which facilitate the
kinds of teacher-child and per interactions which lead to optimal child outcomes.
Quality may be particularly impcrtant to infants and toddlers. It may be that these
young children are especially viiinerable to the detrimental effects of poor quality
care.

Turnover

In the United States child care annual teacher turnover was 42% in the late 1980's
and our more recent regional surveys suggest that it is increasing to between 50%
and 60%. Turnover disrupts teacher-child relationships and ultimately children’s
development. In our longitudinal study of children who began child care prior to their
first birthdays we found that children who lost a teacher between 18 and 24 months
were more likely than children who did not lose teachers to form new-insecure
teacher-child attachments. In our study of the children of the Etaffing Study we found
that children enroled in centers with higher annual turnover rates spent less time
engaged in social activities with peers and more time in aimless wandering.

Children's experiences in child care are disrupted when they change child care
arrangements as well as when their teachers leave them. We find that children with
the most frequent child care changes are generally less competent in their
interactions with peers and teachers than children who experience fewer changes.
This seemingly simple relation probably masks a set of more complex relations
between child care changes and child care quality. While it seems obvious that if a

child is in a high quality child care arrangement it would be optimal to remain there..

However it is not as clear whether children in low quality care will benefit or be
harmed by child care changes. For example moves between low quality care would
probably be detrimental while moves towards higher quality care would be beneficial.
However we are far from understanding the thresholds of beneficial change. In other
words how much better does the child care quality have to become in order to make
change positive?

The same kind of argument can also be applied to teacher turnover. We can all
imagine or remember when teacher turnover was beneficial for a child. We do not
yet fully understand what happens to teacher-child relationships after a series of
insecure relationships or secure relationships. Our data does suggests that after
about age three children who enter child care as infants rely on their previous
experiences with teachers in forming new teacher-child relationships. That is the
child tends to form to same type of relationship with the new teacher than he or she
had with the old teacher. These findings again underline the importance of the infant
and toddler’s first teachers for their future development.
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Compensation of Teachers

Those of us who study child care, some of us who work in child care, and many of
us who are child care advocates think about child care only as an envirocnment for
children. In reality it is also an environment for adults as well. Teachers as well as
children spend their days in child care. The US National Child Care Staffing Study
was one of the first studies to examine child care from the point of view of an aduit
work environment as well as a child development environment.

Our findings documentad what those of us who have worked in the field know al too
well. In the United States chiid care teachers earn about half as much as comparably
educated women and about one-third as much as comparably educated men. The
average child care teacher earnings place her at the poverty line. If there were
sufficient spaces for subsidized children the children of the teachers would almost all
be in subsidized child care. And 40% of the teachers did have children. Our image
of chiid care teachers as either young single women or as supported by a more well
to do husband ars not coirect. Child Care teachers in our sample were supporting
themselves and their children.

Because child care teachers are responsible for their own and their families financial
support they have trouble remaining in chiid care. The most often cited reason for
teachers leaving their jobs was in order to earn a higher wage. Centers that paid
higher wages had lower turnover.

Centers that made a commitment to paying higher wages were able to attract the
teachers with the most education and child-related training. Furthermore child care
quality was best predicted by teachers wages. Centers who paid higher wages also
had better adult; child ratios, smaller groups, better Early Childhood Environmental
Rating scores and more effective and sensitive teachers.

Conclusions

Those of us who are child care advocates and child care researchers are living at an
exciting time. As more and more families use child care services, child care
becomes an important part of the public policy agenda. We have not answered all
the questions posed by child care and children’s development. We can however
reach some tentative conclusions. First children’'s experiences with child care
teachers and within their peer group matter for their long term development. Second
the age the child begins child care is in itself not very important. However and this
is the third conclusion; if children enter child care as infants or toddlers the quality
of those first child care arrangements and the nature of those first relationships with
teachers appear to be very important for their future social and emotional
development. And finally unless we improve the level of compensation available to
teachers in child care we will be left without a child care system that can nurture and
support children's development.
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THE TEACHER'S ROLE IN THE SOCIAL DEVELOPMENT OF YOUNG CHILDREN

Lilian G. Katz and Diane E. McCilellan

I. Social Competenca in the Early Years

Although definitions of social competence in young children vary, they generally involve the ability to initiate
and maintain satisfying, reciprocal relationships with peers. This ability depands cn many kinds of social
understanding and interaction skills.

Components of Social Competence

Saclal Understanding and Interaction Skllls. Much social understanding and many skills are needed to
maintain reciprocal relationships. Those children who have a basic knowledge of the language, norms, and
customs of their peers are more likely than others to participate competently in their peers’ activities.
Children's growing capacities for communication, discussing, negotiating, turn-taking, cooperating, articulating
preferences and reasons behind their actions, accepting compromises, and empathizing with others play a part
in social interaction.

Children who resist or reject classroom norms and procedures do so for various reasons. Uncooperative and
disruptive behaviors can be expressions of underlying emotional distress originating outside the classroom.
Resistance to classroom procedures may be a manifestation of children's increasing but poorly managed
autonomy (Crockenberg & Litman, 1990). In other cases, the resistance may be due to the developmental
inappropriateness of the curriculum for the individual. The activities may be too formal, academic, or boring,
or they may not be relevant enough to the child's experience. Sometimes either a permissive or an
authoritarian classroom ethos may lead to the manifestation ot social problems among chiidren whose social
functioning in other settings might be quite adequate. Some children create social disturbances because they
cannot perform the tasks expecied of them, and some cannot attend to the tasks because of their social
difficulties. Social difficulties in the class may indicate that some children are too young to spend more than
a few hours per day in a group setting or that the number of children with whom they must interact is too great
for their stage of sociai development. However, since participation in a child care group setting is the best
option available to their tamilies, teachers look for ways to minimize the stresses some youngsters feel when
surrounded by groups of peers for long periods of time.

The causes of early sccial difficulties vary widely. Some children are handicapped by an appearance or name
that is unusual among their peers. Some chikdren lack appropriate skills simply because of insufticient
opportunity to ieam and practise them. Teachers report that some children change residence so often that

their budding relationships are often broken, and opportunities to form real friendships have frequently been
thwarted. .

Teachers and caregivers cannot always discermn the underlyirg causes of the social difficulties they encounter.

However, many of the pedagogical and curriculum decisions that teachers make have an impact on the social
experiences of their pupils.

The research indicates that if children work or play aione primarily because they lack the understandings and

skills required for satisfying interaction with other children, particulary if rejected by them, intervention may
be required.

Sociabllity versus Intimacy. On the basis of currently available knowiedge of social development, we
suggest that it is not a source of concem if children choose to work or play alone, as long as they are capable
of competent and satisfying interaction with other children when such interaction is desired, appropriate. or
necessary. In general, isolation and withdrawai in mild form are probably not related to later life difficulties.
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Influences on the Developmaent of Social Competence

The development of complex peer interactive skills and the social understandings that contribute to social
competence is influenced by many factors. Among them are the opportunity to observe and interact with peers
and the guidance and support of parents, teachers, and other adults involved in a child's care and education.

The Role of Peers. One of the most importance influences on children’s social development is experience
within the family (Feldrman & Wentzel, 1990; Hartup & Moore, 19390). But not ali the children within a particular
tamily- achieve the same success in developing social competence because the family does not provide a
single environment. Therefore, the processes by which the children within the family acquire social
understandings and skilis are not easy to pinpoint. However, inasmuch as young children are spending
increasing amounts of time in group settings, their teachers are able to play a significant role in shaping a
child's experiences with peers.

The Recursive Cycle. Evidence suggests that differences in preschoolers’ social competence and peer
acceptance remain fairly stable well into the elementary years and beyond (Ladd, 1683}. Without some kind
of intarvention, children quickly assurne the social status and behavior they held in past groups when they find
themselves in new social situations (Dodge, 1983). This tendency is compounded by reputational biases that
have been formed by middle childhood and may make it difficult for a child to break out of an established
reputation even if new social skills have been learned (Bierman & Furman, 1984).

The long-range, persistent effects of early social difficulties may be understood as a recursive cycle
phenomenon. The principle of the recursive cyclie is that once individuals have a given behavior pattern,
responses to them tend to elicit more of that behavior. For example, children who are friendly, likabie, and
attractive tend to elicit positive responses in others fairly easily. Because they receive positive responses, they
become more friendly, likable, and attractive. Their opportunities to practise and polish social skills and learn
new onas increase, and a positive cycle continues.

Similarty, children who are unattractive, unfriendly, and difficult to approach or enjoy tend to be avoided or
rejected by others. In response to this avoidance and rejection, they tend to repeat the same patterns, often
with increased intensity, making them even more unlikable and unattractive. This seguence increases the
likelinood that these children will be avoided or rejected more and more often. Subsequently, their
opportunities to interact with peers and to practise and polish whatever skilis they do have gradually diminish.
Thus a debilitating cycle becomes well established. Such social patterns, once organized, become more and
more resistant to change with each uninterrupted recurrence (Cairns, 1986).

Children cannot break a negative cycle by themseives. Even adults who are aware of the need to modify their
social responses have considerable difficuity doing so. They may try reminding themselves to "count to ten
before speaking” or "bite your tongue” and may use other kinds of self-instructions with littie success. One
reason for the difficuity is that the pattems become so well learmed they seem to occur automatically. Another
is that social interaction results from largely unset-conscious behavior. Indeed, if we constantly monitored our
own social behavior, it might strike a talse note, seem affected, and be difficult to maintain for more than short
periods.

Eforts to break negative pattems of social responses require a great deal of thought and intentionality on the
teacher's part. We suggest, however, that one of the most important roles of a teacher of young children is
to intervene on their behalf when they seem to be caught in a negative recursive cycle and to help shift them
into a positive one.

On the basis of the research, it is reasonable to assume that, in principle, the younger the child, the more
easily parents and teachers can help him or her overcome social difficulties. Children experiencing such
difficutties during the preschool and kindergarten years can often be helped to shift into a positive cycle in a
matter of weeks. When assistance is delayed until the middle childhood or adolescent years, the chances of
successfully overcoming the difficulties are substantially more problematic.

Leamning through Interaction. Lika most learning during the early years, social skills are learned and
strengthened primarily through interactive processes. Social understanding and social skills - both adaptive
and maladaptive - are learned primarily through the give-anc-take of peer play and work. A child learns to
be a friend or a bully through experience with others. However, interactions cannot occur in a vacuum: they
have to have content. For sustained relationships to develop, the interactions between the participants have
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to be about something. In the case of young children, meaningful interaction is most likely to occur in the
context of activities of genuine interest to the interactors. Thus the nature and content of the curricutum for
young children is important to both social and intellectual development (see Katz & Chard, 1989).

Leamning through Observation. Many young children also leam social strategies from observing the
interactions of others. They are especially likely to adopt styles of interaction observed within the family
(Parke, 1990; Hartup & Moore, 1990). Many children are also keen observers of social life in the preschool
setting, taking note of what can happen; what works; who is potentially dangerous, hostile, helpful, accepting;
and so forth.

Socilal Compstence and Cuitural Diversity

All cuitures define appropriate patterns of interaction and feelings between adults and children, and among
children themselves. Cultures vary in how much and in what ways positive and negative teelings are to be
expressed in day-to-day social relations. Some cultures differentiate constraints and expectations for social
behavior depending on gender more than others do. Some emphasize cooperation, competition, obedience,
and other values more than others.

Teachers of young children cannot be expected to be familiar with all of the norms, values, and expectations
of each of the cultural groups represented by their pupils. But awareness that the-e are such variations can
go a iong way toward helping teachers correctly interpret a child's behavior, feelings and needs. A child
whose home culture encourages physical contact or the sharing of food between friends, for example, may
take others’ refusal to do so as a personal rejection. A teacher can help bridge the distance between the
cultures of the children involved by indicating that children are used to doing many things differently at home.
While the teacher can respect the cultural norms and values of social relationships a child brings to the school
setting from home, she can also help each child to feel comfortable, included, competent and integrated in the
classroom group, and the culture of the school.

Social Skills Training. During the preschool years, interactive skills are not easily leamed by means of direct
instruction in the form of lectures, lessons, workbooks, magic circles, bibliotherapy, or similar moralizing
approaches. It is doubtful that young children can be instructed in the discrete components of social
skilliulness in a way that can significantly alter their social competence in the long run.

Once chikdren have entered into a negative cycle, they need the help of an adult to break out of it. One way
of helping is to identify the problem and then, by thinking of onesel as teacher, coach, and friend, gradually
help them break the cycle. Mize and Ladd (1990) suggest that those who wish to identity the origin of a
problem and help children change their behavior should consider three questions: (1) Do these children have
the knowledge they need to be socially effective? Do they know, for example, that other children generally
do not want to be friends with children who hit? They may know that they lack friends and - having heard it
often enough - that hitting "isn't good", but have they made the connection between the two things? (2) Are
the children able to act in accordance with their knowledge? (3) Are they able to apply the social
understandings gained in interaction to future interactions?

As with most learning with young children, help in learning social skills is probably best carriad out informally.
There may be something to be said, however, for discussing and solving some problems away from the
troubled context or after the heat of the moment, when neither teacher nor child is feeling detensive or angry
over the incident in question. The usefulness of a postmortem analysis of this kind depends, to some degree,
on the child's age arni general ability to reflect on his or her own behavior.

These illustrations should not be construed as arguments against the usefulness of social skill training or direct
instruction in social skills. These methods may be useful for some children, especially if they are closely tied
to specific interactions and incidents. Rather, we suggest that intervention designed to change poor patterns
of social interaction is likely to be most effestive if it is offered in the context in which the faulty interaction
occurs. In other words, ai. important ingredient in fostering good peer relationships in young children is the
opportunity for them to interact about something significant in the presence of adults who, when necessary,
can suggest social strategies appropriate to the context in which they are to be applied.

In our view, the preschool and kindergarten years are the best time to help children establish a positive cycle
in their social relations. Teachers and caregivers can provide models of interactive skills, set patterns for class
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interaction, and provide help to chikdren who are in the process of acquiring and strengthening social
understanding and skills. The discussinn below offers teachers some principles and strategies related to this
important aspect of prometing children’s deveiopment.

iI. Generai Teaching Strategles

The principles and teaching strategies outlined below are based on our understariding and interpretation of
the evidence, our experiences as teachers, and our experiences with teachers of young children in a wide
variety of settings.

Optimum Teacher intervention

Conflict is inevitable among members of any truly participatory group of children; it should not, and probably
cannot, be completeiy eiiminated. The spontaneous and inevitable social problems that arise as children work
and play together put the teacher in an ideal position to advance children’s social development. While
intervention in children’s behavior is an important part of the te:icher's role, more is not necessarily better.
Achieving the optimum levei requires knowledge of each individual in the group and constant monitoring of
each one’s progress.

Teachers should intervene as little as possible, so that children can try to soive their own problems, but
frequently enough to ensure that no child is falling into a negative recursive cycle. Good decisions conceming
when to stand by and when to intervene depend on closely observing interactions and assessing individual
children’s abilities to resolve conflicts without adult help, assert and defend their rights, and engage in
satisfying and conctructive work and play.

Sociai Dlfficuities as Opportunities for Teaching

Sometimes social difficuities inthe early years are manifested in resistance to group processes and classroom
routines and rules. Such "misbehavior is best treated as an opportunity to teach children aiternative, more
effective ways of responding. While some social difficulties of children require help that ateacher cannot give,
it is always appropriate to provide a context in which individual children can learn effective ways of handling
their impulses and interacting with peers.

Respect for Chlidren’s Feelings

To support children's social growth, the classroom environment should be characterized by respect for
children's feelings. Some children are reluctant to participate in activities like storytime and physical exercises,
or in group activities like singing, drama, and movement. To respect a child's feelings oi reluctance to
participate does not mean the teacher agrees that the feelings are justified. For exampie, a teacher can
indicate that she accepts a child’s fear of a situation without agreeing that the situation is dangerous.

In case ¢f reluctance to join an activity, it helps if the teacher indicates that she understands the child may not
feel like joining in at the moment, but when the child feels ready, she will be glad to help. The teacher can
aiso offer suggestions about what the child can do while others are invoived in the group experience. This
strategy respects and accepts children’s feelings as valid, protects their use of autonomy, and minimizes the
likelinood that they will dig in their heels and transform their reluctance into stubbom resistance to the group
norms. This principle, which is psychologically and ethically appropriate, is likely to minimize the development
of a proverbial power struggle between teacher and child.

Crockenberg and Litman (1990) make a useful distinction between seif-assertion and defiance in young
children, the latter being negativism for its own sake and the former an expression of autonomy and
competence. Defiance signais deep problems with authority that deserve special strategies, appropriate to
the individual's psychosocial history. Crockenberg and Litman point out that authoritative (versus authoritarian)
parents are those who exercise control and make appropriate demands for mature behavior, but aiso listen
to their children and can be influenced by them. They report that "mothers who were effective in eliciting
compliance from their children and deflecting defiance were very clear about what they wanted, but in addition

\
.



38

to listening to their children's objections, they also accommodated them in ways that conveyed respect for the
child's autonomy and individuality” (p. 870).

In the case of reluctant children who are not just being defiant but who are exercising their autonomy, we
suggest accepting their feelings. As long as other aspects of their functioning in the class are satisfactory,
the teacher can encourage them matter of factiy to take their time and make their own decisions about when
they are ready to change their minds.

We observed an example of an appropriate and effective application of this strategy in the case of a four-year-
old who persistently refused to speak in the preschool setting, athough her parants described her verbal
behavior outside of school as entirely normal. Over a period of some months, the chiild's teachers tried to
modify this behavior by insisting that she could not have her juice and crackers unless she asked for them,
which she refused to do. Systematic observations of her behavior also revealed that other than at the daily
snack routine, no one spoke to her: we learn early to speak only to those who respond to us! The strategy
adopted was to say to her, in a calm and accepting manner, "Maybe you don't feel like talking right now.
That's O.K. You dont have to if you don't want to. But when you feel like &, let me know!" The child's
feelings were accepted as valid, and autonomy over her own behavior was supporied. Within a week, sii¢
discarded whatever reservations she had and entered the verbal give-and-take of the classroom group easily,
in spite of herselfi

We suggest that, as long as no danger to the child or to others is involved in the incident in guestion,
individuals should be allowed to have power over their own decisions, especially if a child is shy or self-
conscious. If a teacher attempts to coax, cajole, nag, or push individual children into a desired behavior, they
may feel intimated or threatened. Validating children’s feelings reassures them that they are understood and
respected and that help is available when it is needed or desired.

Authentlic Communication

A major responsibility of teachers is to help children with the transition from home to a group setting that has
its own requirements and routines. For many children, the adults who educate and care for them in the early
chilchood setting are the first important relationships outside their families. We suggest that the ethos of the
group is best if it is marked by straightforward and authentic communication about the norms, rules, and
expectations for participation in the group.

Establishing Credibility. in adult-child relationships, Credibility means that children perceive the adults to
rmean what they say most of the time. Usually the degree to which a teacher can help young children acquire
impulse control depends on how credible her suggestions, requests, and demands are and on whether the
signals she gives concemning her expectations and standards are reasonably clear rather than mixed,
confusing, or ambiguous. Credibility is strengthened when a teacher expresses her expectations simply and
directly. It is undermined when teachers say things like, "We don't throw sand”, especially when the child just
did! it would be preferable to say directly something like, "I do not want anyone to throw sand”, or *Sand is
not to be thrown: it is to be used with the spade and containers”.

Sometimes teachers mistakenly use questions as an indirect way to teach the rules. The tollowing real-life
examples illustrate the use of questions to tell children what is expected:
« A teacher responded to a child who demanded a place on her lap during storytime by asking, "How
do you think the others teel when you sit on my lap during storytime?”
« A teacher who intervened in a squabble over the use of glue, asked, "How do you think someone
feels when you grab their glue?”

« Intervening on behalt of an isolated child, the teacher asked, "Do you think we could ask Jake to play
with us?”

What could the child say in answer to the first question? If the child says, "I Don't care”, what could the
teacher say: "You should care”, or “That's not nice™? In the particular incident observed, it was reasonably
certain that the child did know how most of the other children would feel, but that he could not postpone the
strong impulse to be close to his teacher. Sitting on the lap of a reader is probably a very natural and
pleasant way for a child to enjoy a story, and very likely many of the children in a preschool would welcome
the chance to do so. Thus it wouid not help much to hint that the others would feel envious. It would probab.,
o he more helpful and credible to say, calmly and directly, "I know you like sitting on my lap at storytime, but
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| want you to wait until I've finished”. or "it's hard for me to read and see averyone with someone sitting on
my lap", or something similar.

What if the child in the second case responded with, "He doesn’'t mind™? What could be the teacher's
response? ‘When the teacher asked the child the question, what she really wanted to do was indicate that the
behavior was inappropriate. By asking the question instead, she undermined her credibility, and perhaps her
authority as well. Most children who are involved in incidents such as the one in question know how the
injured party feels, but this knowledge does not regulate their behavior. Asking a child in the heat of the
moment how others might feel when their rights, desires, or needs are disregarded is rarely useful. While it
may not hurt to urge a child to consider how the others might feel in many contexts, in those like the one
described it would be more helpful to remind the child that next time he needs the giue, he can ask others for
a turn to use it. If the child’s communication skills are weak, the teacher can suggest an appropriate phrase
for him to use. If a particular child is frequently involved in such incidents, it might help to stay close to
situations in which the proprietary behavior is likely to occur and to intercept it in progress and to suggest
alternative behaviors more firmly.

Mow let us consider the third question, "Do you think we could ask Jake to play with us?” What can the
teacher do if the children say "No" or "He stinks" or "We don't like him"? A more effective approach would
be for the teacher to say to the chikiren, "I think it would be a good idea to ask Jake to join us™. The children
might still disagree and give their reasons. But the teacher has ctearly, honestly, and credibly expressed her
view of desirable behavior.

A similar probiem arises when teachers ask children who are squabbling about things like taking turns with
e~ uipment, "What could we have done about this?" or "What could you have said, Johnny?" or "What words
could you have used?" These are a type of interrogatory question in that children feel compelled to come up
with the answer the teacher wants. Interrogatory questions (i.e., ones to which the questioner already knows
the answaers) usually make respondents feel defensive. While the teacher’s intention to remind children to use
verbal approaches to resolving confiicts is appropriate, these essentially rhetorical questions are indirect.
Rhetorical questions like these are phony or unreal and make the teacher seem like a wimp!

A similar pattern is often observed when teachers say to children, "You need to sit down", or "You need to wait
till | call your name”. Most children understand the teacher’s message in these cases. But we question the
wisdom of attributing needs to children. There is a sense in which someone teling us what we need is
intimidating or threatening. We suggest instead that the teacher state her view of what is desirable by saying
something like, "Please sit down”, or "Please wait until your name is called”.

Credibility is also undermined when aduits use empty threats in attempts to modify children's behavior.
Sometimes a teacher threatens children who do not cooperate in a classroom activity, observe a rule, or carry
their weight with classroom responsibilities, by saying that they will not be allowed to #njoy some anticipated
special treat. For example, she may say, "You won't be able to have popcorn later it you don't come to the
reading group”, or "If you can't choose a book during our library time, you will have to stay behind while the
others go out to play™. In the first place, it is difficult to make the threat match the deviant behavior. Second,
threats are often too difficuit to camy out onlogistical grounds. Some children may sense that such threats
signal that a teachers authoiity is weak, and thus her credibility is undermined. Similarly, insisting that
children make apologies for offending others when they do not feel apologetic can undermine the authenticity
of the classroom climate. However, in such incidents a teacher might say something like, "if", or, "When you
feel sorry, | hope you will say so”".

Simple and Straightforward Explanations. Many teachers (and parents) seem to believe that a violation
of a rule shouid be followed by some kind of punishment. On the contrary, it is often equaily or more effective
simply to discuss the situation with the child. Maccoby (1980) found that the most effective parental discipline
was confrontation of the behavior in a nonpunitive manner. Parpal and Maccoby (1985) also showed that
young children were more likely to comply with their parents’ requests (e.g., to do chores) when the parents
had also been responsive to their children's requests, suggestions, and opinions.

The children of parents who emphasize discussion and who provide reasons when disciplining their children
are friendlier than those of parents who do not (Aronfreed, 1968, Hoffman & Saltzstein, 1967). However,
reasoning alone does not appear to be predictive of either positive or negative outcomes (Radke-Yarrow &
Zahn-Waxler, 1986; Crockenberg & Litman, 1980). Similarly, Baumrind (1973) found that neither
permissiveness nor strict authoritarianism was associated with happy, seff-confident chiidren. Rather, the
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confident children had a combination of warmth, demandingness, responsiveness, and firmness from their
parents.

Explicit Communication of Expectations. Teachers can help children acquire appropriate behavior by
making clear to them what is expected and desired in a straightforward and matter-of-fact way. For example,
some teachers try to get a child to attend quietly to a group time discussion by saying, "I like the way [anoiher
child] is sitting". .

Most children understand that the compliment to the other child is intended to alert them to actual or potential
negative evaiuations of their behavior. Essentially an implied comparison, the statement carries the message
that "I like the way Janet is sitting, but not the way Linda is behaving®. This strategy is unlikely to build a
classroom climate marked by group solidarity.

We do not wish to suggest that children should never be encouraged to engage in self-evaluation. Self-
evaluation is part of the process of achieving self-regulation (Stipek, Gralinski, & Kopp, 1930). We simply wish
to note that, in our observations of early chilzhood classes, this kind of attempt to coerce appropriate behavior,
when overdone, can undermine the devsiopment of positive and accepting relationships among classmates.

Furthermore, the cumulative risks of complimenting one child in order to change the behavior of another are
that children may learn that they are in jeopardy when another child is flattered. They may aiso learn that their
own worth and acceptability are only comparative. This comparative method may teach children to feel that
they are being put down when others are being approved. They may learn to take comfort in the criticism of
their classmates. Some children may become excessively meek in the presence of authority or fearful of being
pointed at in group situations.

A teaching strategy such as saying, "1 like the way Lesley is sitting”, may be effective in temporarily controlling
behavior and may initially reinforce good or acceptable behavior. Such comments may also be helptul in the
early stages of tsaching children to be aware of the group and the effects their vocalizations and movements
have on the group's goals and activities. However, our informal observation suggests that this strategy is often
used manipulatively, sometimes indiscriminately, and is typically applied to a few of the same children
repeatedly. All this indicates that the strategy is ineffective.

In other words, if this method of classroom management is used for about the first month of school and it is
effective, it should need to be used only rarely thereafter. But if the teacher continues to use the method
regularly, she does so because the technique is not effective. Again, in most cases, a ciaar, matter-of-fact
statement of the behavior expected shouk be: effective for young children. One of the main goals of guidance
and limit-setting strategies is to help children achieve internal impulse control. Any put-down method that must
be used over and over again with the same children is not achieving that goal.

A maijor feature of using the approach *! like the way Robin is behaving” is that it is designed to modify
behavior by comparing children and through the comparison to show up faulty behavior. in terms of building
a classroom ethos, frequent use of this implicitly comparative approach may undermine children’s capacities
to take pleasure in each other's good fortune, gifts, successes. It is preferable to say matter-of-factly, without
rancor or accusation, something like "Please turn around and listen quietly” to the child whose behavior
warrants it. Our emphasis on matter-of-factness stems from our view that teacher guidance of this kind, while
it is essential, shoukd not constitute a major focus of teacher-child interaction. Such actions by the teacher
should not be affectively loaded so that they become a big issue in the class.

Many teachers see the comparative method (e.g., "l like the way Kim is sitting™) primarily as a way of using
praise to reinforce desirable behavior. In principle, however, it is best to use praise sparingly. It is doubtful
whether children benefit from constant flattery and hearing repeatedly that they “did a great job™. In fact, this
approach may be counterproductive. Frequently, comments like, "l like the way you heiped Annie", may
suggest to the children that the teacher does not normally expect helpfulness.

In our observation, praise given too frequently is often intrusive and counterproductive to the development of

children's capacity to become deeply absorbed in social and intellectual pursuits. In addition, it teaches

children to focus on how they are doing rather than on what they are doing - a practice that in the long term

is associated with weak persistence and lowered self-confidence in children (Dweck & Elliott, 1983).

Furthermore, when praise is used too frequently, it is apt to lose its meaning. When it is not used enough,
o however, a few children may become dispirited and give up trying to meet teacher expectations.
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Some teachers make approving statement (such as, “| like the way Robin is sitting™) to each child in the group
in tum to ensure that no one feels left out. With a group of 20 or more, this is a questionable use of time.
A certain amount of order is liberating; too much may be stifling, and too little may impede realization of the
teacher's educational goals. The purpose of rules and routines is to make it possible for the really important
aspects of classroom life to go smoothly: the pursuit of intellectual, social, physical, aesthetic, and moral
learning goals.

While it is never necessary to be unkind, or to humiliate or insuit a child, it is sometimes necessary to be firm
or even stern in a one-to-one contexi. Children are unlikely to be harmed by firmness directed to them by
adults who clearly respect them and their feelings and with whom they have already established a positive
relationship.

Appropriate Use of Timeout. Informal observation indicates that a timeout or thinking chair is a common
strategy that teachers use with children who violate classroom norms, particularly by being aggressive.
Theories about why children exhibit inappropriate aggression fall into two general categories: the deficit theory
and the excess theory. Deficit theory posits that children are aggressive because they lack something: some
kind of social knowledge or skill, or sufficient impuise control. Some preschoolers, for example, may not know
how to express their needs or wants and so resort to bullying to achieve the™ objectives. It they learn
alternative skills with which to be assertive, their need for aggressive approaches can be substantially
diminished.

According to the excess theory, children are aggressive because they cannot cope with their high levels of
anger or aggression, and as a result their internal state pushes them to act out aggressively. It is thought that
the habit of being aggressive will be reduced by getting chiidren to control the excess anger or develop control
over their aggressive impulses. These two theories are not necessarily exhaustive, nor are they mutually
exclusive,

The thinking chair might be thought of as a generic solution that assumes that punishmenrt is aiways the most
effective response to unwarranted aggression. Anecdotal evidence suggests that the thinking chair is used
excessively and ineffectively in ways that demean children.

We have fourd no research that describes what children think when they are sent to a chair or their room to
think about their ur acceptable behaviour. One of the risks of timeout procedures is that they may cultivate
children’s taste for revenge. If this happens, and the thinking or timeout chair is used repeatedly with the
samne few children, its effectiveness in deveioping a child's capacity for impulse control is questionable.
Timeout procedures (€.g., a baby comer, timeout chair, bad chair) could be judged effective if they were rarely
used for the same child more than two or three times. Furthermore, timeout procedures used as punishment
humiliate chikiren and violate the principle of respecting and validating children's feelings.

Another major disadvantage of using timeout as punishment is that it does not teach a child an aiternative way
of responding to the situation at hand. It is therefore uniikely to strengthen social skills. In fact, punitive
timeout procedures often distract both the child and the teacher from the difficult processes of learning how
to solve problems in social relationships. For the teacher, the probiem is how to help a child change what is
often a chronic tendency to behave in seli-defeating, irritating ways that disrupt the rest of the class. From
the child's point of view, because the disruptive child is frequently rejected by others, his or her behavior often
leads to painful and difficult interaction with peers. The child and the teacher can both benefit from resolving
the problem and ending a cycle of misbehavior and punishment, which is likely to reinforce the child’s tendency
to misbehave, rather than change it for the better.

An appropriate use of timeout procedures is to withdraw disruptive children from the flow of action they seem
unable to manage so that they will caim down and regain control over their impulses. Such withdrawal, which
is very much like a timeout in a basketball game, is not intended as punishment. For example, a teacher
might say to a child, “Jane, | think a few minutes of rest until you are not quite so angry with Jill is a good
idea. Then the two of you can figure out how you can both have a turn on the slide. Let me know when
you're ready to work things out. Il be glad to help.” This strategy should be free of any hint of punitiveness.

Motlivating Children without Putting Others Down. Teachers and parents often try to motivate children by
implying that undesirable behavior means that they belong elsewhere. For example, we observed a teacher
chiding a first grader for inappropriate behavior by saying, "You're not in kindergarten now.” In this case, a
clear statement or description of the desired behavior would have been preferable. A comparative strategy
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of this kind is risky because it may undermine children's capacities to respond charitably to less mature
children and may encourage them to take comfort from others' troubles. This strategy may also teach children
to bacome disdairful of their own progress and previous efforts. We suggest instead that teachers strive to
create a classroom and school climate in which children learn to regard younger children in a positive light.

In such a climate, children learmn to take delight in seeing how far they have progressed and to accept and
respect where their younger peers still are.

The Disposition to Approach Social Conflicts Experimentaily

Many children have the understandings and skills to cope with social situations, but the disposition to use the
skiils is not sufficiently robust. For example, some children require encouragement to approach social
situations involving turn-taking and confrontations as problem-solving situations. In such situations a teacher
can help in several ways. Knowing from observation that a child who is being rebuffed is fairly articulate, she
might ask the child, "What have you tried so far?" She can discuss what the child wants to try next to soive
the probiem. If the child is inexperienced, very hesitant, or not very articulate, the teacher can help by saying
something like, "Go back and say, 'l want a tumn!’ If that doesn't help, let me know, and we can talk about
something else to try.”

If the teacher offers a strategy (e.g., "Tell Chris you want a tum”) without adding the suggestion to return if
it fails, and # indeed the strategy does fail, a child’s sense of incompetence may be increased. In our view,
adding the tag, "Let me know, and we can talk about something else to try", strengthens a child’s disposition
to approach sccial situations experimentaily without feeling cut off when first efforts are flawed.

The Content of Relationships

Sometimes teachers’ attempts to deal with children who resist the classroom rules and routines become
focused primarily on the undesirable behavior, the rules, and who will get the upper hand in the struggle.
Violation of a rule, especially when others’ rights or safety are at stake, must be addressed firmly, clearly,
matter-of-factly and expeditiously. However, long-term social development is most likely to be supported when
the teacher fosters a relationship with the errant child that centers on content otner than the behavior to be
changed. In other words, a chikd is helped when the teacher addresses the undesirable behavior firmly,
consistently, and straightforwardly, and aiso develops her relationship with that child around a topic or activity
of interest to the child. When the relationship between a teacher and a child is primarily about the child's
misbehavior, teacher and child become locked in a power struggle.

Hawkins (1986) points out that the child and his or her behavior constitute appropriate content for a
relationship between a therapist and patient. The content of relationships between teachers and pupils should
be pririarily about topics and activities unrelated to misbehavior, but reiated to intellectual goals of the
program. Similarly, the teacher’s interactions with the whole class should be mainly abeut what the children
are learning, planning, and thinking, as well as their interest in each other, and only minimally about the rules
and routines. One way to evaluate a class ethos is to assess the extent to which the content of teacher-child
interaction ccncerns the routines and the rules of behavior rather than the ideas, activities, and other
intellectual concerns.

Fostering a Sense of Justice with Ground Rules

Teachers can help create a prosocial environment in the classroom when they indicate that the expectations
and rules invoked apply equally to all children and that they respond to individual children’s needs as they
arise. For example, when the teacher indicates that hurting a playmate is not allowed, she could say
something like “/ don't want you to hurt «.m, and | don't want anyone to hurt you, either.” By adding the
second part of the statement, the teacher communicates a sense of concemn with justice. The messaci~ is that
the rule she invoked when she stopped the aggressor's behavior will be applied just as faithiully to protect the
child should he or she ever be a victim of the same behavior. Similarly, she might respond to a child who is
experiencing particular stress by taking that child on her lap. Then, if others demand a place on it too, she
can say something like, "Joey is having a really hard time today and needs my special help right now. On
a day when you are having a hard time ny lap will be here for you, too.”
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Some teachers fear that rejection of the second child's request for lap time will be perceived as unfair or
vnequal treatment. Research on parents’ socialization of their children's sense of justice (R~ss, Tesla, Kenyo,
& Lollis, 1990) found that parents "instill a sense of justice in their children to the extent that they respect their
children’s views, clearly explain the iogic of their own positions, and emphasize equality" in addressing conflicts
(p. 994). We suggest that it is important to distinguish bétween treating children alike and treating them
equally. Because children’s needs, feelings, dispositions, and behavior vary, it wouid be unfair to treat them
all alike. Instead, a healthy social environment is one in which children’s individual differences and needs are
responded to with equal concern and respect. In the second part of the two teacher statements suggested
above, the teacher conveys the idea that the children are in a just environment - one where all children’s
needs are taken with the same seriousness as they arise.

Appealing to Children’s Good Sense

Giving children responsibility for developing some of the classroom procedures and rules signals to them that
the teacher assumes that children’s motives are genuine and sensible. For example, if children are working
on a project, perhaps building a house together, and efforts are hampered by too many children working on
the project at the same time, the teacher can suggest that they develop a schedule so that small groups can
take turns working on it. If their schedule does not tum out very well, they can evaluate it, discuss the flaws,
revise it, and try again. If the adults make most of the decisions and rules governing social participation,
children are deprived of opportunities to use their judgment and exercise their good sense.

Studies of self-attribution processes suggest that when we address chikiren beliaving that they are capable
ot approaching social confiicts and problems sensibly, they are apt to think of themselves as sensible and
responsible. Such self-attributions make it more likely that children will manifest their problem-solving,
constructive, and other prosocial disposiions. Clearly, some chikiren are more sensible than others.
However, when teachers assume that children are usually motivated to engage in constructive and productive
activities, teachers are likely to support and strengthen the children’s dispositions to behave responsibly and
sensibly.

Character Deflnition

Most adults tend to define children’s characters very eariy. We define subgroups as "the quiet ones”, "the
noisy ones”, “the easy ones”, and "the difficult ones™. Or we detine individuals with such designations as "the
class clown”, "the whiner”, “the defiant one”, and so forth. To some extent, defining children’s characters is
a type of shorthand and serves as a way of avoiding information overioad. However, there is reason to
believe that children tend to bring their behavior into line with the way they are defined by those who are
significant to them. Rabiner and Coie (1989) speculate that one reason unpopular children experience
repeated rejection is not that they do not know how to behave in socially skilled ways, but that they expect
to be disliked and that this expectation prevents them from using the skills they have in their repertoires.

Rabiner and Coie (1989) reasoned that if they could induce rejected children to believe they were well-liked
by tkeir playmates, their behavior would become raore confident and skilled, and they would in turn by more
accepted by their peers. This was in fact what happened. The rates of acceptance by others did not change
for a control group whose seii-attributions were not changed.

Even adults have difficuity breaking out of the character definitions their families long ago agsigned to them.
We have heard many exampies of adults who feel quite capable and competent among their friends and
colleagues. When they visit their families, however, they are treated the way they were defined as children
(e.g., indecisive, clumsy, timid), and they behave the way the family members expect themto. If aduits cannot
resist the definitions of significant others, we can easily see that children would feel compeiled to behave as
they believe they are expected to. Children defined as class clowns might feel they let others down if they
fail to amuse one and all as expected! '

Teachers often hear from other teachers about a child who is particularly difficult. Teachers often deveiop
characterizations that cause them to focus on chiidren’s weaknesses and overlook their strengths. This occurs
even for children whose behavior is not particularty difficult. Because character definitions have the effect of
self-fulfilling prophecies, a teacher can help break a negative cycle by resisting the tendency to reinforce the
negative definition of the child. A strategy teachers have found heiptul is to imagine what particular children
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would be like without the difficulty that is causing the definitional problem. Thinking carefully and deeply about
these children, the teacher creates in her mind as full a picture as she can of how they wouid behave, what
they would say, how they would move, interact, and talk if they were free from whatever difficulties they have.
Once this picture of what the children could be like is fully developed, the teacher can then respond to the
children as she has imagined them to be.

Qur experience with this approach suggests that it is helpful because the new definition of a child’s character
heips the teacher notice positive behaviors she had been unaware of before. The negative definition of the
child’s character had caused the teacher to focus on problematic behaviors and be constantly on the alert for
their manifestation, so that she failed to notice the child's feeble and ineftective attempts to interact
competently. The positive characterization helps the teacher to respond to the child more positively, which
in turn increases the chances that the child will use his or her underdeveloped skills and thus shift into a
productive recursive cycle.

The strategy recommended here for helping chikiren with particularly difficult characteristics is another form
of appealing to children’s good sense as discussed above. In both strategies, the teachers’ expectations can
have a powerful effect on children’s behavior. And in both, the point is not to manipulate children, but to
realize how potent, though often subtle, the attitudes and statements of teachers can be in promoting or
discouraging the acceptance of "difficuit” children by others in the class.

Allowing Time to Ohserve

Some children require time and freedom to observe others in action before they attempt social interaction.
A child may seem to be spending inordinate amounts of time painting at the easel, when he or she is in fact
keeping one eye on the cther children and checking out what happens to those who play with this one and
that one, what areas of play might be the least stressful for a beginner, whom not to antagenize, or who might
be a pushover if a contlict arises.

Some children take longer than others to develop trust in adults outside the family. Children’s sense of trust
and affection for the teacher can form the basis of their desire to meet the teacher's expectations. If all other
aspects of children’s functioning raise no alarms, giving them time to observe and ease into group participation
is likely to be an effective approach.

Helping Children Cope with Adversity

Teachers help to educate children’s feelings and emotions in the way they respond to their manifestation
(Power, 1985; Leavift & Power, 1989). Thus one of the responsibilities of teachers is to help children
distinguish between what is a tragedy and what is not. A classroom climate can become very contentious if
many of its members treat every other reversal as a personal tragedy. Young children should not be
encouraged to believe that & is a disaster if they miss a tum with a toy. Children do not always have to get
what they want. When one chikd knocks down another's blocks, it is unfortunate and annoying, but not a
disaster; most structures can be rebuilt. If ircidents of this kind occur frequently, then other principles of
teaching and curriculum have to be considered.

Similarly, children do not have to be liked or accepted by ali the children in their group all the time. |If
individual children complain that another chikd does not like them, the teacher can acknowledge that the event

is regrettable and remind them that they have other friends; or she can let them know that she is glad they
are in the group.

On the other hand, when someone is suffering, is in real pain, is hurt, or is about to move away and be
separated from loved ones, it is appropriate to experience deep sorrow, and teachers can reassure children
that the sadness, though hard to bear, will subside.

If children make an inordinate fuss about not getting a tum with a toy or about accidental damage inflicted on
their work, the teacher can say something like, "I know you're disappointed, but there are other things available
for you to play with®, or "I agree it's annoying when your work is spoiled, but you can make it again." These
are the sort of statements teachers can use to validate a child's feelings without agreeing that they are
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appropriate. The use of such statements minimizes the chances of the classroom climate being marked by
excessive emotional outbursts.

The Teacher as Model

Because modeiing is such a powerful way of leaming, it is a good idea for the teacher 1o be particularly alert
{0 her interactions with the children (O’Conner, 1969, 1972). For example, when she is helping to resolve
contflicts or is making suggestions to children about their interactions with others, the teacher can make sure
she is interacting rather than lecturing. Sometimes the interaction will invoive finding out what happened and
what each child’s goals were when the corflict or problem occurred. Soliciting the children’s reaction to the
teacher's suggestions (e.g., "Would it help if you put up your buildings on opposite sides of the mat?”) is also
appropriate at times. As long as the question put to the children is genuine and not an oblique command, the
children can see this strategy as a model of how to approach conflicts. Not every suggestion needs to be
handled in this way. But soliciting the children’s ideas and remaining open to the cues in their behavior helps
the teacher to make informed suggestions. Solicit.ng information and ideas from children models aninteractive
style of relating to others and seeking solutions to problems.

Ili. Specific Teaching Strategies

Fostering Social Understanding

A number of the components of friendship-making skills have been identified. Extensive research comparing
well-liked children with those who are not well-liked indicates that social knowledge plays a significant role in
initiating and maintaining successful relations with peers (Gottman, 1983). Some children need help to
understand that some peers have experiences, backgrounds, desires, family routines, and poinis of view that
differ from their own. The following discussion covers strategies that teachers can use to bring about this
understanding.

Arousing Children’s Empathy and Altruism. in some contexts it is appropriate to stimulate children’s
empathic and attruistic dispositions. Suppose, for example, that a child has been waiting a long time for a turn
with a piece of equipment. When the teacher feels that the child who is using the equipment should yield it
to the child who is waiting, she can calmly say, "Robin has been waiting a long time, and you know how it
feels to wait." The second part of the statement is made in a straightforward manner that conveys no
accusation of meanness or shame or any other negative characteristic. Along the same lines, a strategy that
may be particuiarly important in the case of aggressive children is to help them develop some understanding
of the effect of their actions on other chilkdren and of others’ feelings in difficult situations.

Alerting Children to Others’ Feelings and Interests. In appropriate contexts it is helpful for aduits to alernt
children to others’ feslings and interests. For example, in the course of a discussion about pians for an
activity, a teacher might ask one child or several children what they think an absent child might prefer, or how
that child might react to the plans that have been developed thus far. This strategy differs from the one
discussed earlier where the teacher asked, "How do you think the others would feel if | let you sit on my lap?”
This question is an indirect attempt on the teacher’s part to decline the child’s request and is rarely intended
to develop understanding and insight. The strategy recommended here is intended to stimulate and
strengthen children’s dispositions to anticipate others’ feelings and to be aware of others' interests. When
teachers raise these issues, they convey the idea that general sensitivity to others’ opinions, interests, and
feelings is valued.

We observed a good example of the appropriate use of this strategy in a class of four-year-olds. The teacher
talked with them about four absent children who were expected to move to another school atter the holidays.
She began the discussion by telling them which children would not be retuming and saying, "1 think it would
be nice if our class gave them something to help them remember their time with us. Any ideas about what
we could do?" About haif of the group offered suggestions; most of the others reacted to the suggestions
offered. The discussio.- ended with general agreement that the children should prepare a picture for each of
the departing children to hang up in his or her new home. Further discussion led the grcup to divide
themsslves into four groups; each group volunteered to produce a picture for one of the departing ciassmates.
The teacher then led the whoie group in a discussion of what the group’s members thought each of the
departing students would find most interesting and enjoyable about their experience in the class. During the

)
4

o

-)—-L




46

" discussion, children shared their recollections of each of their absent classmates’ interests, favorite fieid trips,
and so forth. The pictures that the four groups enthusiastically produced were delightfuily detailed and
personalized.

This strategy need not be used only in the context of confiict. It is appropriate for any context in which a
variety of feelings and opinions are present - not just for contexts involving injury or crisis. The goal of the
strategy is to develop childreri's dispositions to speculate and to predict and anticipate the responses and
fealings of peers to various events and experiences.

Encouraging Aiternative Interpretations of Behavior. Sometimes children assign negative labels to peers
who are different or difficult or whom thay dislike. They may try to nickname a classmate as "weirdo" or "nerd”
or apply to the classmate the cuirent, favorite insult. A teacher can cultivate a constructive social environment
by encouraging the accusers to consider other ways of interpreting the labeled child's behavior. The teacher
might mention that the labeled child is new to the class or that the child's family does things differently.
Whether the teacher happens upon the carrect interpretation of the labeled child’s unique characteristics does
not really matter. The important point is to communicate to the labeling children that she expects them to think
about reasons for the differences among the children in the class, that she accepts the differences, and that
she expects the children to respect the differences.

From time to time, teachers are confronted with children who tend to disrupt large or small group discussioris
or work by making comments unrelated to the situation, and whose comments are described as "off-the-walil".
Unfortunately, such children are readily labeled by their peers as "weirdos”. In some such cases, the behavior
is the result of insensitivity to their peers’ interests and inability to read social situations accurately. In other
cases, the child changes the subject because he or she cannot contribute to it and feels left out. Others may
behave this way because they are way ahead of their peers on the subject and lack patience with those
hehind them. In each of these cases, the children need the teacher's assistance if they are to learn to
participate in group discussions in an appropriate manner by gaining insight into social situations.

In the first two cases, a teacher can help by offering suggestions about topics that might interest children or
by indicating topics likely to interest particular children. In the third case, the teacher can encourage the child
to be more patient and at the same time can validate the child’s feelings by indicating that it is sometimes hard
to wait when a discussion is going siowly. The teacher's remarks shoukd not be heavy-handed, nor should
they imply that the children are in any way seifish or mean.

Helping Children Discover Common Ground. The development of friendships can often be eased when
would-be friends discover interests, experiences, or preferences they hold in common (Gottman, 1883). A
teacher can prime the pump by indicating what interests or experiences one child hoids in common with
another child. These shared inierests may form the basis of a solid friendship. So, for example, a teacher
might say to a child, "Jenny also collects shells®, or "Jimmy is interested in dinosaurs t00." When a child is
eager to share news about a trip to the children’s museum, the teacner might say, "Don't forget to tell Jean
about what you saw. She went there last week.”

This strategy is consistent with the more general strategy of referring children to one ancther so that they
develop the disposition to share thoughts and feelings and to recount experiences to each other. This practice
can foster a pattern of frequent child-child interaction so that communication does not always have to be
directed to adults or pass through them.

Strengthening Interactive Skills

Approach Strategles. Some children find it easier to enter ongoing play groups when they are able to use
opening gambits. Depending on the child, the suggestion can be quite indirect or very specific. As suggested
in the discussion above, it individual children are making good progress in verbal interactive skills, the teacher
can discuss with them what they have tried and what they think they should try next. But in the case of a &hild
just getting started on interactive play and with few verbal skills, the teacher can be more diract. Suggestions
could include statements such as, "Go to Jane and say, ‘Can | work on this side of the building?" The teacher
shoukd model the appropriate tone for the request. A teacher who wishes to take a more indirect approach
could suggest that the child ask other children what they are planning, doing, or making. Children can also
ask how they might be able to help. it should be noted that approaches to groups are likely to be successful
it the approacher makes positive comments about what the group is doing.
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Verbal Approaches. Verbal skills play a critical role in social interaction, aven in the eariy years. Teachers
can help children develop verbal skills by indicating to the children ways in wn.ch they can state their teelings,
desires, and ideas clearly. The teacher's knowledge of each chikd provides a basis on which the teacher can
offer suggested phrases at the appropriate level of complexity. For one child, the suggestion might be, "Say
to Ann, ‘Please pass me that crayon’, or ‘| want to use the paint brush a bit longer.” For another child, the
suggestion might be, "Let Jimmy know that it bothers you when he makes the table shake.” In some cases,
it is useful to suggest topics for conversation. The specificity of the suggestions offered should depend on the
teacher's assessment of the child's competancies.

Turn-Taking Skills. Parents and teachers often urge young chikiren to share their possessions. But more
often than not, the appropriate behavior is turn-taking. A large part of social interaction requires tum-taking.
Conversations, discussions, carrying one's weight in the household duties, and using the amenities all invoive
some form of coordinated turn-taking. Tumn-taking involves being able to detect cues in the partner's behavior
indicating that the other is about to bring his or her turn to an end, disceming what moment would be the most
propitious to press for one'’s turn, and so forth. Mastery of these skills takes time and lots of experience.

One of the common complaints that young chikiren bring to their teachers is that another child will not allow
them to have a turn with an object or piece of equipment in short supply. As suggestad above, most of these
cases can be resoived by encouraging children to return to the situation and ask for a turn. The teacher
should indicate that if that does not help, the chiidren should come back and consider another strategy with
the teachsr. Children who resist the request to give & turn beyond a reasonable amount of time can be
reminded that others are waiting.

Two further considerations discussed above should be kept in mind here. One is that the type of incident in
question sometimes provides appropriate contexts for arousing children’s capacity for empathy and altruism.
This can be done by telling the individual children something like, "You know how it feels to wait for a turn for
a long time.” The basic prirciple here is to appeal to a resisting child's capacity for generosity and good
sensa. If this strategy fails, the teacher must intercede after a suitable waiting period by offering, without
rancor, a simple explanation such as, "I think Robin has waited long enough.” The explanation can be
followed with a friendly chat about other activities the child might find of interest. This will prevent such
incidents from becoming the major content of a resisting child's relationship with the teacher.

Negotlating Skills. Many aspects of social interaction involve negotiation among participants as to the
sequence, structure, and general give-and-take of the interaction. Successtul negotiation involves being able
to guess fairly accurately what will appeal to another child and being able to make a deal in which each
participant’s preferences or needs are considered (Rubin & Everett, 1982). Kurdek and Krile (1982) found that
sociometric status - which indicates how well individuals are liked by their peers - is related to skill in
developing compromises.

Many children benefit from help in developing skills for negotiating and compromising. For children making
progress in social participation, the teacher can discuss with them their ideas about possible compromises.
However, in the case of inexperienced or hesitant children, the teacher can offer phrases for the children to
use and can suggest some bargains that couid be struck. For example, the teacher could suggest to one child
that he or she say to another child, "I'll pull you in the wagon if you push me on the swing after.”

Suggested Reasons for Assertions. Studies indicate that well-liked children are more able than their less
well-iked peers to reduce tension in play by offering reasons for their insistence on their points of view
(Gottman, 1983). Sometimes a teacher can help oy suggesting reasons children might give for their stance
in a conflict. In research comparing popular children with unpopular children, the former used a soitened form
of rejection when resisting the efforts of another child to play or direct the activity. Hazen, Black, and Fleming-
Johnson (1982) found the popular children tactfully rejected their peers’ requests and demands. Such a
rejection might be expressed with words like, "I can't play right now 'cause | already started this game, but
maybe later, OK?" A squabble about who is to play the role of waitress might be diffused when one of the
children insists that she has to be the waitress "Because my mommy is one!”

Help for Bullles. Even in the preschool period, some children are capable of making their peers do things
against their will or preventing thern from exercising their will. Boys who manifest this pattern are usually
labeled "builies", while girls are described as "bossy". A teacher has to be concemed about both the bully and
the bossy child and those whose failure to resist may cause them to become easy targets for such aggression.
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While bullies appear to be strong and to get what they want from their social situation, they may nevertheless
feel unlikable and suffer from low self-asteem. Children who are persistently aggressive are usually a problem
to themselves and to others. This behavior pattem is highly correlated with tow sociometric standing among
peers, is the most stable over time, and is the most predictive of later life difficulties (Parker & Asher, 1987).
Coie and Dodge (1983) found the most highly stable behavioral traits among children who were described by
their peers as "disruptive” and "starts fights". Children rejected for these behaviors seldom outgrow them on
their own.

Children who are chronically aggressive or who bully other chiidren should be distinguished from those who
are appropriately assertive in defending their rights or who engage in a cartain amount of rough and tumble
play. In addition, a transitory period of more pronounced aggressiveness may be a step towards maturity on
the part of a child who has passively yiekded to others’ assertions or has habitually withdrawn to aduit
protection (Maccoby, 1980). Because aggression carries a high cost, it is usually discarded in favor of mature
techniques.

But aggression sometimes carries short-term benefits and is not always discarded. In one study, Maccoby
(1980) noted that three quarters of aggressive acts by one preschool child against another met with positive
consequences for the aggressors; that is, the aggressor got what he or she wanted. Furthermore, when
bullies succeeded in getting what they wanted, the chances of their using the same method in the future
increased. Children who continue to use aggression as a tool and fail to adopt more mature techniques within
a short period need help in breaking a potentially dangerous cycle. Some children may be motivated to
change their behavior if they are helped to understand the connection between their low social status and their
aggressiveness. Cthers require direct teacher intervention in curbing their aggressive impulses and in
unde:standing how their behavior atfects others.

Most children probably benefit at one time or another from heip in handling a bully. Some chiidren, however,
have particular difficulty in standing up to bullies. Dodge and Coie (1989) suggest that there is increasing
awareness of the role of the victim in a bully-victim relationship. Preliminary research suggasts that the bully
is not randomly aggressive toward other children, but frequently has favorite victims.

Teachers often attempt to modify bullying behavior by asking the bully questions like, "How would you like
someone to do X to you?" Questions of that nature ask young children to be more analytical and reflective
than they are likely to be able to be. Such questions usually yield a statement like, "I don’t care", or some
other noncommittal response. We recommend a twofold approach. The first part of the strategy is to teach
children who are being victimized by bullies how to respond to their demands gracefully. If victims respond
pugnaciously, they will surely fail, because bullies are usually good at getting their way. Counteraggression
sanctions bullies’ use of their preferred and well-practised style of interaction. Teachers can suggest to
potential victims that they can resist caimly.

Second, when appropriate to the competence of individuals in the incident, the teacher can suggest that they
let bullies or bossy chikiren know how they feel about them. For potential victims who are less articulate, the
teacher can offer a phrase to use, and she can model the graceful but assertive tone in which to use it. Thus
the teacher could say to a child protesting being pushed by a bully, "Say to Robin, ‘| don't like to be pushedi™
The tone should not hint at the ternptation aduits often have to just give the bully what he deserves! The
teacher should also explain to the bully how the victim feels. These expianations should not imply that the
teacher rejects the bully or bossy child. If this twofold strategy fails to diminish the bossy or bullying behavior,
the teacher must step in more firmly to reduce it as it unfolds.

Pairing Chiidren. In some cases, it is usefu! to pair a less well-liked child with a more popular (but not the
most popular) child when the children are to undertake a particular task. Such pairings should be made firmly,
not sentimentally, and without any hint to the more popular chikd that he or she is being a martyr and deserves
a medal. It the more popular child protests the assignment, it is a good idea to accept the protest matter-of-
factly, but insist firrnly and without fuss that the assignment be carried out expeditiously. The teachers
insistence conveys to the children involved, and possibly to those observing frcm the sidelines, that she
expecis children to work together even if they are not best friends and that chiidren do not necessarily have
to like each other to work together.

Tattling. From time to time, a teacher is confronted with a chiki who seeks attention through tattling or telling
tales about other children. Instead of accepting and acting on the information offered, the teacher can send
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the child back to the situation and ask him or her to remind the others about the ruies. Again, this suggestion
is bast made in a matter-of-fact tone.

in an unpublished pilot study with kindergarten chikdren, McClellan (1989) tound that tattling correlated
moderately with aggression. Anecdotal evidence indicated that children who tattled about one another tended
to respond aggressively to conflict and to tell tales about others at higher than average rates. Both tendencies
might be related te ineffective strategies for dealing with conflict. But in some cases, telling tales is related
to high needs for adult attention or approval.

By the time children are seven or eight years oid, teachers can help them understand when they should inform
the teacher that another's behavior is endangering persons or property. During the preschool and kindergarten
years, children are not yet able to recognize such instances, and adults must accept responsibility for
monitoring where the children are and the potential risks of the situations they are in.

Summary

various strategies have been outlined. Some of them address the range of general social difficulties that
teachers of young children inevitably encounter, and others address specific difficulties. As far as we know,
nothing works for ail children, and all of the strategies we have recommended can be overdone! Many
children with social difficulties require more specialized help than the teacher can provide. However, we know
from our own experience and the experiences of many of our students who teach young children that spending
a little time alone with a child - perhaps ten minutes a day for a week or two - can often help the child make
a big step in a positive direction. The time spent alone with the teacher, doing something simple and
pleasurable, often reassures individual children that the teacher really cares about them. Time alone is not
only valuable for the child; it can aiso help a teacher to focus on the child's positive attributes.

V. Provision ot Worthwhile Actlvities

Some activities are more conducive to peer interaction than others. The way teachers plan and arrange the
environment and play activities influences children’s opportunities to acquire and practise social skills. Many
of the behavior problems dealt with by sending a child to the thinking chair, for example, may be - at least in
part - due to an inadequate classroom organization or a curricuium that is unresponsive to the developmental
leve! and needs of the particular child. Structural concems that might influence the social life of the classroom
group include the class size, the kind of space used, the variety and types of equipment available, the
schedule of activities, teacher-child ratios, the age range of the children, and the content of the curriculum (see
Katz, Evangelou, & Hartman, 1990). Informal activities such as spontaneous dramatic play and group project
work (Katz & Chard, 1989), in which children explore and investigate a topic of real interest to them, build and
make things together, and report their work to each other, can provide important contexts for peer interaction
and genuine cooperation. The following discussion examines some of the aspects of classroom provision that
{acilitate positive social ceveiopment in the classroom.

Balancing Individual and Group Activitles

For the most pan, children acquire and strengthen their social understanding and skills in the context of
engaging in worthwhile activities with each other. The principle implied by this is that an early childhood
curniculum should strive to achieve a balance between activities designed for individual effort and those
requiring or inviting group cooperative efforts. It appears that most early chikdhood programs overemphasize
individual effort and products at the expense of activities in which cooperation is essential. Activities and tasks
in which interaction makes a real differance to what is planned, experienced, and accomplished should be
given as much attention as those designed for solitary activity. inthe early years, the time allocated to various
kinds of activities should be balanced so that opportunities for cooperative and spontaneous interaction and
dramatic play are available on a daily basis.
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Curriculum Approaches

Sometimes changes in the structure and content of the pregram have a greater impact on group and individual
social behavior than does direct intervention in an individual’s behavior. Although there is some evidence on
the relationship between curriculum approaches and social outcomes, it is not abundant. Bruner (1986) found
that children who participated 'in some sort of high-level inteilectual activity at some time during the day
increased the richness and compiexity of their spontaneous play. .

A recent study indicates that classroom structures and procedures can have enduring personal and societal
consequences. In a longitudinal study of the Perry Preschool Project, conducted by Schweinhart, Weikart,
and Lamer (1986), the long-term effects of three preschool programs on children from low-income families
were examined. Although different in other respects, two of the preschool programs emphasized helping
children develop positive social skills and provided a relatively informal context in which opportunities for social
interaction were plentiful. In the third program, which was formal, teacher-directed, rapid-fire, and drill-based,
tne child’s acquisition of sociai skills was not an articulated goal or value.

When youths who had attended one of the three programs were compared at age 15, littie difference in 1.Q.
or academic achievement was found. These youths significantly exceeded members of the control group in
1.Q. and achievement in school. However, unlike the first two approaches, the direct instruction curricuium
model appeared to be less effective in mitigating damaging effects of the low-income environment on chiidren’s
social adjustment. In terms of frequency of delinquent acte, chilkdren who had been in classes using direct
instruction were more like children with no preschool experience. They engaged in twice as many delinquent
acts as did members of the other two giups. These acts included five times as many acts of property
violence. Children from the direct instruction group engaged in the same levels of drug abuse and reported
the same poor family relations, low participation in sports, and low expectations for educational attainment as
did children with no preschooi experience.

Another difference between the program types involves children’s opportunity for control in their choice of
activity. Both the Perry Preschool and the traditional preschool consisiently offered children opportunities to
be self-directed in their choice of activity, while the activities were mostly teacher-directed in the direct
instruction approach.

Haskins (1985) found that preschoolers who had been in a formal academic program showed increased levels
of aggression in elementary school. Children in the control group, who attended a traditional preschool
program, showed significantly less aggression. Trese findings are consistent with other research (see
Johnson, Johnson, Holubee, & Roy, 1984) that suggests a positive relationship between indicators of
psychological heaith and educational models that encourage social interaction and development in students.
The findings are significant because they underscore the importance of providing adequate opportunity for
children to socialize and learn from one another in informal contexts.

Children who leam that they have the capacity and oppcrtunity to exert control over their actions early in life
may come to take responsibility for their own actions. Katz and Chard (1989) have suggested that an optimum
rather than a minimum or maximum amount of informality in the classroom be sought. A program has
maximum informality when it has few routines, little adult input and guidance, and wher: it rarely inciudes group
projects. Minimum informality occurs when a program imposes on the children many rules and routines and
a great deal of adult direction and little opportunity for chiidren to make decisions or choices. Thus one of the
most important elements in encouraging heaithy social development in children is the teacher’s provision of
an environment conducive to socialization by providing ampie time for children to socialize with one another
and to make choices and decisions about their play and work with guidance to facilitate productive, satisfying,
and interesting experiences.

Piaget (Kamii, 1973) emphasized the importance of peers in children’s social and cognitive development. it
is with peers that the child must confront the beliefs of those who see things differently. By hearing different
ideas and having their ideas challenged, children begin to reexamine them. Social interaction with peers is,
in Piaget's view, a natural source of paradox or disequilibrium, which stimulates social and cognitive growth.
If this is the case, then one could predict that children who do not experience a "normal amount of peer
interaction consistently over a number of years may evidence deficits in social cognitive development” (Rubin,
1983).
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Types of Materials and Activities

Some kinds of equipment, toys, and materials elicit considerably more complex social interaction among
children than do others. Sociodramatic play, house play, doll play, and play with blocks and trucks are more
likely to elicit peer interaction than play with puzzles, easels, paper, and clay.

Connolly and Coyle (1983) found that children who engaged in frequent and complex fantasy play with peers
were more popular and demonstrated greater social skill than did others. But it is difficult to know which
comes first - play experience or social skills. Researchers have also found that fantasy or pretend play is
more positive, sustained, and group-oriented than is nonfantasy play. Pretend play may be the activity where
preschool children have the greatest opportunity to practise social skills in a content area that is highly
engaging. Successful social pretend play requires the use of considerable skill because the child must
integrate two or more viewpoints - his or her own and those of other children - in a way that is acceptable and
meaningful to all and is consistent with the story line being enacted.

It may be that for children of this ay., ‘3ntasy play provides a significant framework for the practice and
refinement of social skill. Children who have skill in this area may thus have greater opportunity than others
to practise the cognitive and affective dimensions involved in social competence. Put in another way, pretend
or fantasy play can be viewed not only as a context of interest to preschoolers, but also as a skill in its own
right, the development of which may give preschool children a greater sense of play competence and may
make them more attractive play partners.

Because play is such a dominant feature of the preschool years and because social interaction is such a
dominant feature of play, it is reasonable to assume that the preschool years constitute a period in which
children are particularly sensitive to the development of social competence. If this is so, lack of opportunity
for children to interact socially in play during the early years may have a more deleterious effect than does
lack of opportunity for play at a later staga.

Conclusion

Human beings spend most of their lives in the company of others. The foundations of the capacity to function
effectively in social contexts are laid during the early years. The evidence suggests that the best time to help
children with this major developmental challenge is during the first half-dozen years of life. Once young
children begin to spend large proportions of their time in group settings, adults have a unique opportunity to
contribute to the processes of building a solid foundation for the children’s social leaming.

We suggest that social development be included in the assessments of individual children’s growth and
leaming throughout the early years. We also suggest that evaluations of the effectiveness and
appropriateness of eary childhood programs include observing the extent to which opportunities for social
interaction are available and appropriate teaching strategies are used. Evaluations should also address the
impact of the curmriculum model and materials used on children’s social development.

One of the main themes throughout this discussion is the importance of teachers speaking to children - even
young ones - as people with minds. We urge the use of warm, direct, matter-of-fact, and straightforward
speech with children. It is unnecessary to be sentimental at one extreme, or grim and somber at the other.
We realize that everything we have suggested can be overdone and that some suggestions contradict others
in certain ways. But there are no simple, easily applied formulas that solve the complexities involved in
teaching young children. Nevertheless, we are persuaded by the evidence, our experiences, and the
experiences of many colleagues that the early years are a propitious time to help children establish a firm
foundation in social relationships.
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BOFFINS IN EARLY CHILDHOOD SERVICES

Keynote address

Fifth Early Childhood Convention
Dunedin, 8-12 September, 1991

Anne Meade
Senior Lecturer in Education
Victoria University of Wellington

Nga mihi nui ki a koutou i tenei ra. E nga tangata whenua, tena koutou; e nga manuhiri ki
Aotearoa, nau mai, haere mai; e nga tauiwi 0 nga hau e wha, tena koutou. Tena ra tatou
katoa.

One of the delights of working in the field of early childhood education is that it is so
diverse that many disciplines connect with issues in the field. | want to induige my
delight by playing with some frajments of knowiedge, from a number of settings | move
amongst, in a Boffin-like fashio.; gather tiem together in order to analyse where we
seem to be in early childhood education in Aotearoa, New Zealand.

Gwen Gawith, an inspired New Zealand educator, wrote a book for students, calied Power
Learning, (1991). In it, she describes four categories of learner: The Boffin, The
Butier, The Builder, and The Baker.

it is The Boffin who caught my eye.

Boffins, Gawith says, "delight in unrelated fragments of knowledge for knowledge's sake;
interesting things happen when Boffins leam to put these fragments into a framework
and analyse them," (Ibid, p. 9).

| propose to play with some fragments this morning and then try my hand at some
connected knowing - to pick up the concept used by Anne Smith last night.

Bronfenbrenner

The first fragment is the corinection Urie Brofenbrenner made between public policies
and children's development. Brofenbrenner, at the second Early Childhood Convention in
1979, brought to us his theory of The Ecology of Human Development. It is based on a
vast amount of data on the conditions that foster the optimal development of children.
Bronfenbrenner boiled all the data down to two essential propositions.

1. "In order to develop normaily, a child needs the enduring irrational involvement
of one or more aduits in care and joint activity with the child;

and .
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2. “[This] (the involvement of one or more aduits in joint activity with the child)
requires pubiic policies and practices that provide opportunity, status,
resources, encouragement, stability, example, and above all, time for
parenthood, primarily by parents, but also by other aduits, ... both inside and
outside the home."

When speaking in New Zealand, Bronfenbrenner used the image of the Russian doil to
powerful effect. He reminded us that parent and child dyads need at least one other
support person - a third Russian doif - to enabie them to function effectively. Even that
is not enough, however. "Three-person systems also demand certain conditions for their
survival and to function best,” (lbid). This is where the other Russian dolis have an
influence. They represent informal social networks, and organisations (such as early
childhood services), which care for children. Al of these are affected by conditions
resulting from social and economic policies, which may damage or support the child and
those closest to her.

This leads me to ask the question: do we have such social and economic policies? it would
be fair to say that New Zealand was making good progress towards socia/ policies that
were supportive of young families in the late 1980s. They included income policies such
as Family Support, greater assistance with heaith care costs, the extension of the
Special Education Service to preschoolers with disabilities and improved policies for
early childhood education

But we are also experiencing economic policies w.ich have very ugly consequences for
those tipped out of the labour market. We have ...creasingly become a divided society.
Those who are in full-time paid jobs are working far longer hours, as our employing
organisations become lean'n'mean. This leaves us with too littie time for family and
friends. Without time, we cannot engage in that important “joint activity with children”.

Those who belong to families where no one is in paid employment are likely to be having
a hard time surviving. Findings from Glen Elder's research (1974) is worth repeating.
He found that one of the most powerful influences affecting the development of adulits who
were children in the Great Depression was parental unemployment. Children who were
then under 10 years of age suffered marked long-term bad effects from their parents’
unemployment.

Just what sort of time bomb are we sitting on in New Zealand? With over 10%
unemployed and over 25% of Maori unempioyed?

it may depend on whether we biame the victims. (Do we?)

it may depend on the level of financiai stress that is associated with unempioyment.
(How are we doing in this respect?)

it may depend on the support systems available to families. (Do we foster community
networks?)

Within this context, it my belief that people in early childhood services are making a
significant contribution to building communities, and supporting families. Through this
you could be improving the long-term survival of children. | shall argue later, you get
no recognition for building networks because it is in conflict with the current economic
ideology which is premised on individualism.




Different cuitures have distinct blueprints

This year, another Bronfenbrenner observation has become more vivid for me. It is the
second fragment that | want to share. He said,

Within any suiture, or subculture, settings of a giver. «ind tend to
be very much alike, whereas between cuitures they are distinctly
different. It is as if with each ... cuiture and subcuiture there
existed a blueprint for the organisation of every kind of setting.
Furthermore, the biueprint can be changed, ... and produce
corresponding- changes in behaviour and deveiopment,” (1979,
p.4)

Within any culture, settings of a given kind tend to be very much
alike, whereas between cuitures they are distinctly different. It is
as if with each ... subcuiture there existed a biueprint for the
organisation of every kind of setting. Furthermore, the blueprint
can be changed, ... and produce corresponding changes in behaviour
and development,” (1979, p.4)

This year, | included in a university course content about early childhood education in
other countries in the South Pacific. Studying the provision of preschool education in the
Cook Islands and in Western Samoa, | noted that the biueprint for early childhood
services dominant in New Zealand was not adopted by our Pacific Island neighbours,
despite considerable opportunities for them to jearn our methods. For example, there
has been little enthusiasm for kindergartens in Western Samoa even though the first
kindergarten was established in Westem Samoa about 20 years ago. However, a new
model for eariy childhood services has just been shaped by the indigenous people of
Western Samoa, and its popularity is growing by the month. | predict that now that the
setting and culture are more in harmony, and a blueprint has been established based on
Samoan beliefs and values, there will be corresponding changes in the development of
Samoan chiidren.

Thase who attend the hui in 1981 and shaped the vision for Te Kohanga Reo decided that
in order to change the achievement patterns of Maori children a move away from the
‘blueprint’ for mainstream early childhood settings was required. A new blueprint was
established. The ensuring positive changes in behaviour and development of Maori
children attending nga kohanga reo are now well known.

Less than five years after the first kohanga reo was established, some Pacific Isiand
communities in New Zealand began to devise their blueprints for ianguage groups, such
as Aoga Amata.

| believe that Maori and Pacific Islanders' theoretical and practical understanding of
ecology of human development outstrips those of many policy makers who are trying to
impose uniformity on ail early childhood services.

There is one thing, at ieast, that we can be thankful for in this area: the 1989 decisions
to leave the management of early childhood services as they were prior. Imposing
something like a board of trustees on kohanga reo and Pacific Island language groups
would have been entirely inappropriate. As well, sensitivity was shown in the
arrangement whereby Te Kohanga Reo was able to negotiate its own guidelines for
charters. But, there has been a stumbling biock: the regulations. What chance is there of
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kohanga reo maintaining their biueprint, (their kaupapa), when they have to conform to
standardised minimum standards?

| will return to this question later in my taik. Meanwhile | want to pick up another
fragment now which supports the theory and practice of cuiturally different blueprints
for early chiidhood settings. :

OMEP: ECE to fit indigenous views of chiidhood and upbringing,

OMEP is a World Organisation for Early Childhood Education. A 1991 paper outiining an
OMEP Development Programme says

The focus on education and care at this age level cannot be separated from the
context in which young children are living, (which indicates that all work for
young childdren should be conducted in an integrated way, taking into account the
cultural, local and personal initiatives and preferences).

... know(ing] the cuiture of socialisation and childrearing in the target countries,
.. is a precondition for setting up a child care project in line with incigenous
conceptions of chiidhood and upbringing,”

Te Kohanga Reo is a world leader in terms of an indigenous people setting up movement
which operates in line with their own conceptions of childrearing and whanau
development.

This demonstrates the obvious - that those who Know each culture of socialisation and
childrearing best are those who actualiy belong to each cuiture.

In Education to Be More (1988), the Meade committee stated that three elements are at
the heart of ali early childhood care and education services:

- features which are in the interests of the child - that is, good-quality services
which meet the rights and needs of the child,

- features which are in the interests of caregivers,

- features which are in the interests of cuitural Survival and transmission to
succeeding generations.
(Ibid, p.6)

We were quite clear, too, that cultural transmission was not just for minority cuitures,
Early educators put a lot of time into socialisation of children and socialisation is largely
cultural transmission by another name. :

Talking about the features still, the Meade report continued,

“It is essential for all three elements to be present in every early childhood care
and education arrangemnent. If any one of the three is championed at the expense of
the other two, then the service will be unacceptably inadeguate. Achieving the
correct balance is crucial,"

(Ibid).

| believe that an indicator that balance exists between the three elements is growth. The
growth of Te Kohanga Reo has been at an exponential rate. In 9 years, 616 nga kohanga
reo have been established, (Manatu Maori, 1991). Maori leaders recognise also that
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language and cuitural transmission is not the whole story. Te Kohanga Reo is about the
empowerment of parents and whanau and the children's leamning is a priority. The three
features are indeed in balance.

Another fragment now, on a different tack.

Framework for Quality Assurance: Diversity Please

irene Balaquer and Helen Penn (1990), from the United Kingdom, make a useful
distinction between quality assurance and quality practice.

Quality assurance is mostly the responsibility of government policy makers. Quality
practice, on the other hand, is mostly the responsibility of early childhood staff and
parents in local centres and home-based schemes.

Generally, quality assurance is created through the mechanisms of regulations and
provision of training for early childhood teachers. In New Zealand, we have an additional
mechanism - charters. in some other countries, accreditation of early childhood
facilities serves a purpose similar to charters.

The literature on good quality childhood education, (eg, Smith & Swain, 1988;
Farquhar, 1989; Kagan, 1990), says that a handful of features come through over and
again as benefiting chiidren. What we saw with the introduction of the Education (Early
Childhood Centres) Regulations, 1990, was government attention given to all those
features pin-pointed by research that could be handled by the state. This was
encouraging for early educators and reassuring for parents; it showed that the state was
concerned for its youngest citizens.

Although some centres had trouble finding resources to meet minimum standards in
time, especially when Cabinet imposed a moratorium on discretionary grants for months
and months, and aithough some found one or two requirements to be excessive, few
disagreed with the idea of standards to provide assurance. Therefore, the backwards
steps announced in the 1991 Budget has raised anxieties.

| have only one major criticism of the regulations as a mechanism to implement quality
assurance. in the Education (Early Childhood Centres) Regulations, there is little or no
cognisance of the different blueprints needed for the success of early childhood services
for children from different cultural backgrounds.

Government is taking note of the fact that different blueprints apply where early
childhood education occurs in homes and is developing a Code of Practice for home-based
schemes. Why not recognise the different blueprint for Te Kohanga Reo and promuigate a
code of practice for them? Obviously, this needs to be devised by Maori. And, by
corollary, why not further codes for Pacific Isiand language groups? The Education
Amendment Act (1990) does not limit the number of codes of practice.

Without some diversity in providing for quality assurance, th=t is in accord with
different cultural blueprints, the state is in danger of inhibiting the development of
kohanga reo and language groups and, more importantly, the children and adulits in them.

As an aside, | want to comment that there could be another similar threat on the
horizon. The Ministry of Education has recently let a contract for the
development of national curricuium guidelines for early childhood services.




Maraaret Carr and Helen May from Waikato University are working on these
guit.ilines. They have insisted on multiple curricuia with different cuitural
groups in charge of their own.

Why must there be different curricula? Because, in the curricula resides
cultural and knowledge, (Meade, 1990a): However, | want to ask, will multiple
curricula survive the implementation stage (especially given the unresoived
issue of what to do in muiticuitural settings).

Devaluing of the charter concept

I have a major criticism of the devaluing of the charter as a part of the quality assurance
model. My criticism is of the Statement of Desirable Objectives and Practices,
promuigated on 6 December, 1990, and distributed to early childhood services via the
Education Gazette on 14 December (after most centres had finished for the year).

What is the relationship between charters and the Statement of Desirable Objectives and
Practices meant to be? in one part of the Gazette notice the Statement is described as the
core of charters. (I thought that is what licenses and codes of practice are?) in the next
sentence, the Statement is described as a framework. Confused? | am, and so Jre many
others.

The law permits (but does not require) the Minister of L ducation to gazette a statement
of desirable objectives and practices. This option has been adopted. | have several
criticisms of what has happened to the charter guidelines in their revised format.

1. Nowhere does the Gazette notice make it clear whether or not Te Kohanga Reo are
exempt from these new charter guidelines because their Trust negotiated its own
charter guidelines. There are many references in the Statement to every
chartered early childhood centre,

Thus, | wonder whether the use of the Trust guidelines varies from district to
district, and whether some liaison officers are taking the Statement into kohanga
instead of the Trust charter guidelines?

2. There is an increase of central control over the content of the charters. The
Early Chiidhood Management Handbook had a mix of requirements and things that
management had to pian towards. Now, there are over 60 objectives and practices
listed in the Statement. They are deemed part of charters. Thus far more of the
charters are prescrived by government. Why wasn't the former division of
requirements and plans retained so that centre planning and ‘ownership' could
continue?

Listen to the language in the Introduction to the Statement of Desirable Objectives
and Practices for Chartered Early Childhood Services:

"These objectives and practices are deemed to be part of the charter of every
chartered early childhood centre ... and are to apply to the management and staff
of every chartered early childhood service ... {my emphasis]

"The way in which these objectives and practices are to be met, together with any
.other objectives and practices particular to an early childhood service which do

-
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not run counter to the objectives and practices as set out in this statement, shall
be set out in the charters of each early childhood service.”

The objectives in the Statement are often more like content prescriptions than
developmental principles and strategies. The word ‘plan’, a key word in the
Management Handbook indicating a developmental approach, is far less evident.

3. It is difficult to tell how much the requirements themseives have, in fact,
changed between the iManagement Handbook version and the Statement of
Desirable Objectives and Practices. We arg toid "the modifications ara minimali
and do not alter the substance of 1he original requirements”. However, changes in
substance have been uncovered b' many people: for example, the section
regarding the Treaty of Waitangi. Centres and liaison officers are finding it
challenging to work out whether a r* arter written under the old guideiines
conforms to the new.

4. Charters were submitted in mid-1990. Awareness of the Statement did not seem
to surface until about Easter this year, and even then centres were not adequately
advised that its existence meant revisiting their charter. This has meant
inadequate opportunity for revisions to be worked on by all concerned: parents,
staff and management.

The process of charter writing was to be and has often been the enormous strength of
charters. Now, however, people's reactions are that charters are a bursaucratic
nuisance, rather than a constructive tool for growth and development.

| also have a major criticism of the way the Statement of Desirable Objectives and
Practices has been introduced. Not only has there been too little time for revision but
focal partnership has been disregarded. ! have heard many examples where liaison
officers have gone in with a Statement and said to centre staff, "Don‘t worry about ycur
charter, just sign that you will do what it says here." The parent-staff-management
partnership is being ignored.

The 'sign here' approach makes me angry. Research (Meade, 1985; Smith & Swain,
1988) shows that staff goals strongly influence child outcomes. The staff will not ‘'own'
the Statement's objectives uniess given the chance to work through them. Moreover,
they may stop reflecting on goais and objectives, because there are now over 60
objectives given to them by the govemment. Who would want to create more of their
own? This takes me back to my earlier confusion about the Statement being a core or a
framework (the skin). The picture that is emerging is that it is the whole ‘apple"

The charter development process was significant in the lives of centres in 1899, in
building closer relationships between staff, parents and management, and in order to
clarify centre goals and objectives. Where parents and staff have worked together,
outcomes are more significant for chiidren and other family members, (eg, Consortium,
1979, Athey, 1990). The 'sign here' exponents discount (even nullify) the significance
all that hard, but good constructive wOrK. Such officers are operating from a separate-
knowledge model, whereas many centrés how have connected-knowledge and want to
make sure that everyone stays connected, (Smith, 1991).

if handling of the Statement has come t0 the point of officals saying "Don't worry about
your charter ...", why have not decision-makers seen that the Statement has become a
Juggernaut and the Statement is a major problem?




Does this picture indicate that the decision-makers have reflected on their policy
sufficiently? Did they know why they made the changes? Did they consider how liaison
officers were to implement it? Did they consider the later review process? | believe
not.

My personal view is that the structure in the Management Handbook shouid have been
retained with cnly minimal requirements deemed part of charters. The majority of
charters should comprise centre or scheme plans so that early childhood services have
plenty of opportunity to add their own "stamp”.

| think the confusion that | have described above demonstrates that our poficy makers
need to pay more attention to ‘know-why', the theory of policy practice. In the next
fragment, | want to make the case for eary childhood professionals also having 'know-
why' as well as 'know how', (Athey, 1990).

Framework for Quality Programmes: know how, and know why

| want now to challenge early childhood staff. | want to ask you whether you are

reqularly conscious of the 'know why' of your actions as well as of the 'know how'? Many
of you have heard me on other occasions make a plea for ‘adult-erated piay’. When you
get involved in children's play, however, you need to know why you are there. 'Know-
why' needs to be based on study and on reflection according to Chris Athey (1980).

The truth of this was born out in Nancy Bell's recent research (1989). She found that
less qualified staff used their own personal childhood experiences rather than
professional understanding as their guidelines where analysis and evajuation was not
ongoing.

| believe that we are weak on extending young children's thinking in New Zealand early
childhood centres. Last week in Wellington, Lilian Katz treated us to an inspiring slide

show from her recent trips to preschools in Reggio Emilia in Italy. The depth and extent
of those ltajian children's thinking evident in their art was amazing.

We seem to have a real 'kiwi cringe' in this country about aiming and taking action to
enhance the cognitive development in preschoolers. Why? | think part of the explanation
is that we have been influenced by educational leaders such as Susan Issacs and Gwen
Somerset to back away from ‘teach and test' approaches to education. It is good that we
have never adopted the psychometric teach and test' approach, nor been obsessive about
[Q gains. However, in avoiding 1Qs, have we overlooked the importance of skilfully
handling children's growth in cognition? | think we have. As well, we seem to have
thrown out all evaiuation, perhaps for similar reasons.

| would argue that we need to develop or reconsider our conceptual frameworks about
what good early childhood is. If we are to ‘know-why" early childhood education is good,
then we must undertake more assessment, but the assessment needs to focus on the
effectiveness of programmes.

This year, NAEYC has published "Guidelines for Appropriate Curriculum Content and
Assessment in Programs Serving Children Ages 3 Through 8" (1991). These guidelines
do not emphasize assessment of children; rather they emphasize evaluating how well a
programme is meetings its goals. This doés not mean that children are not considered,
but, rather, where they are assessed, it is for the purposes of pianning for their
learning and for communicating with parents.
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These guidelines merit study in New Zealand, and adaptation to suit our different
cultures. The Minister of Education has a strong interest in assessment. Early childhood
professionals need to articulate their principles of assessment which will enhance early
childhood education in this country. Otherwise we may be hoist with inappropriate
approachies. As well, given the propositions | advanced eatlier that different cultures
have distinctive blueprints for early childhood services, it is important that we accept
that different cuitural groups wiil develop their own ways of assessing their
programmes.

In the Present and for the Future

Lilian Katz is more eloquent than | in saying it is easy to get children to do all manner of
things and that they can do many things, but should they?

“When we were working on the Meade report, | became exasperated at the number of

times decision-makers wanted to know what were the long-term benefits of early
childhood education, without showing a similar ievel of interest in the here-and-now
benefits. | think that parents and staff assess early childhood services in terms of
present as well as future value. Itis those who are interested in economic outcomes who
concentrate most on future values.

How often have you asked yourself whether your actions are in the best interests of the
child in the present and for the future? Asking both parts of the question must be
integral to0 a 'know-why' approach at the local level for quality programmes.

It is time for me to start correcting some fragments together, like a Bofffin.
Bronfenbrenner and OMEP advised us on culturaily appropriate diverse blueprints. |

have argued that to do so needs diverse Frameworks for quaiity assurnace and diverse

Frameworks for quality programmes. | believe the interests of children In the present

and for the future have not been served by the Statement of Desirable Objectives and
Practices being steam-roliered over the top of charters collectively devised by staft,
parents and managers. It could mean the death-knell of different blueprints for
different cultures unless minority cultures stay away from bulk funding and charters. It
will certainly mean the death-knell of different blueprints for different cuitures if
national curriculum guidelines (in process) comprise one set of guidelines only and they
are deemed part of charters. Early childhood curricula are about socialisation, and
socialisation is about transmission of culture. Given the awful tale of what happened to
charter guidelines when they became part of the legal framework, my plea is that early
childhood curricuia never became part of objectives and practices.

New Right Ideology

| have been asking myself why so much attention was focussed on early childhood
education in the 1991 round of reviews - four review teams out of a total of 17/18
reviews in the education system were concerned with facets of early childhood
provisions. This too has stimulated me 1o be like a Boffin, and try and leam by putting
some fragments into an analytic framework.




If you have read Harvey McQueen's The Ninth Fioor (1991) - a personal story by Prime
Minister Lange's education speech writer - you will find that early childhood funding
was a really contentious issue between David Lange and Roger Douglas. Spending on early
childhood education was certainly not favoured by Finance Minister Douglas, even though
the magnitude of the increases being considered was only raising expenditure from 2%
of Vote Education to 3.5% of Vote Education - a $86M increase in a full year from a Vote
which totals about $4 billion. :

What seems to be happening in 1991 is a re-run of earlier ideological struggles, with
early childhood education as the ‘meat in the sandwich'. Early chilc*>ood education was,
and is again, an arena where ideological conflict is being worked out. The significant
aspect of the struggle is indicated by Minister Shipley being reported eartier this year
as considering re-introductioning the care and education separation.

Michael Apple (1989) talks about an ideological shift in common sense that is currently
occurring where the New Right is reconstructing our ideas about inequality. He says that
sites of struggle are where different groups with distinct poiitical and cultural visions
attemnpt to define what means and ends of society are to be. Early childhood education is a
site a struggle. The struggle is between those of us in the field and Treasury and their
ilk.

It is clear to those of us in the early childhood sector that women and Maori formed a
coalition in the 1980s for the advancement of children, women and Maori. That coalition
- because of our shared goals and cooperative approach got a foot in the door and managed
to obtain some very advantageous decisions for early childhood education from the Fourth
Labour Government, (Meade, 1990b). This was no mean feat given the unequal position
of young children, women and Maori.

Part of the recurring struggle seems to be because the New Right are trying to move
away from a people-oriented focus.

Treasury criticisms that the early childhood policies are too economically expensive are
a load of rubbish given the relatively tiny proportion of the Vote spent on early
childhood education. Sweden spends 2.0% of GNP on childcare - the same proportion as it
spends on Defence!

Could it be that the gains made by early childhood education are too ideologically
‘expensive'? The New Right assert that people are only motivated by self-interest to
gain wealth, status and/or power. People involved in early childhood organisations
demonstrate that they are motivated to do hundreds of hours of work for children {often
not their own) for minimal status and power and no weaith. in other words, aitruism
exists.

The New Right assert that services are only really effective whern individual choice is
maximised. Maori involved in Te Kohanga Reo demonstrate that whanau coliective action
produces really effective services.

The New Right assert that equity principles are in conflict with excelience in the
classroom. Early childhood teachers demonstrate that child-centred developmentally
appropriate programmes (where individual afl-round development is pursued at the
same time as a curriculum for the group) can combine equity and excelience.
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The New Right assert that competition is the way to improve quality. Early childhood
organisations have demonstrated that cooperation and collective action have brought
about the changes known to be associated with quality early education.

in other words, early childhood educators demonstrate the falseness of many (most)
claims made by the New Right. We get no thanks for our collective success - only
reviews and more reviews,

Michael Apple (Ibid) distinguishes between 'property rights' and 'people rignts’. He
suggests that when the conflicts between groups are intense, those interested in
property rights (usuaily the dominant groups) are ctaiming restoration or expansion of
their perogatives. Does this ring a bell? | detect a number of examples of this push in
the Statement of Desirable Objectives and Practices, in the Employment Contracts Act,
and in the Budget decisions which reduce quality, and reduce infant places in childcare,

with concommitant effects on women. 'People rights' in early childhcad education are
being chipped away.

My question is: could it be that dominant groups fear that the Before Fe policies have
advanced the perogative of women too far? The signs are there that early childhood
services have encroached into dominant groups' power domains, and those groups don't
fike it.

When early childhood people have acted like Boffins and put their fragment together into
a shared framework, we have been able to make good progress towards quality early
childhood education that works for children in the present and for the future. When New
Zealand early childhood organisations developed a shared agenda, they were able lead the
Westem world in doing away with the damaging care/ecucation dichotomy. When Maori
developed a shared framework, they led the world in providing their own distinctive
biueprint, Te Kchanga Rec, that fits their aspirations for Maori children.

Currently we are being tempted to consider competition. Tenders are called for some of
the Early Childhood Development Unit's work. This is very worrying. | believe that the
path of competition lez ; towards inequality and to the loss of attention to the distinctive
needs of Maori and other ethnic and cuitural groups. We have recently attained a much
more equitable system. if we collude in moves 10 divide us, we will have to take
responsibility for backwards steps. We must continue to work together within a
framework which is in the interests of children, of caregivers and the maintenance of a
caring society.

If | am right that we are very threatening to those who have traditionally been the
dominant groups, there will be further attacks on the sector. The future attacks may be
on:

- quality early childhood education for chiidren,

- early childhood education assisting women furthering their qualifications as part
of a positive labour market policy,

- women using early childhood services to participate more fully in New Zealand
society and,

- those who are offer altemative blueprints for early childhood services to
maintain their cuiture and fanguage.

We must continue our seeming-irrational collective involvement to counteract New
Right public policies and practices. The proven value of our cooperative action based on
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shared goals and understanding is what is provoking the attack. We know why we were
successful. Let's go on proving the value standing together. Ignore the calls for competion
and act with solidarity.
This brings me back to the whakatauki of early childhood conventions:

"Kahikatea tu i te uru."
Alone and isolated kahikatea can be uprcoted. With their roots interwined together they
grow to be forest giants. Let us become giants in this increasingly hostile world. Let us
join together on the ground and allow growth in diverse ways above the ground.
No reira, tena koutou Katoa.
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ANAU AKO PASIFIKA PROJECT:
PACIFIC ISLAND EARLY CHILDHOOD EDUCATION PROJECT

Teupoko Morgan, Field Director

Tena Koutou, Nga Uri a o koutou matua tupuna o Kaitahu.
Tena koutou, Nga Uri o te Waka o Takitimu, Kurahaupo, me a tatau nei waka katoa.
Tena koutou, Nga Matua o koutou i hikoi nei i runga i te mata o tenei whenua

Ko koutou o ratou Ahi Ka

E tupu nei, e whakaaro hia nei kia ratou -
No reira, tena koutou, tena koutou,
tena koutou!

Talofa lava. Fakalofa lahi atu. Kia orana. Malo e lelei. Ni Sabula. Talhoa Ni. la Orana. Greetings inthe
seven languages of the seven island groups from the Pacific: Samoa, Niue, Tahiti, the Cook Islands, Tonga,
Fiji and the Tokelau Isiands.

The Anau Ako Pasifika Project is a home-based programme in early childhood care and education for Pacific
islands communities. The programme provided another option in early chiidhood education for Pacific Islands
tamilies in the three areas where it operated: Auckland, Tokoroa and Wellington. The programme, funded
by the Bernard van Leer Foundation, completed three years of operation on 31 March 1991.

Historical Background

The Anau Ako Pasifika project was developed in coilaboration with the Bernard van Leer Foundation, an
international phitanthropic institution based in the Hague, in the Netherlands. The development of the project
involved the former Department of Education, the Pacific islands Polynesian Education Foundation (PIPEF)
and the Pacific Women's Counci! (PACIFICA).

The Bernard van Leer Foundation concentrates on the development and support of informai, low-cost,
community-based projects in early childcare and education for socially disadvantaged children from birth to
eight years of age.

The seeds for the New Zealand project were sown in December 1985 when Mr Jim Ross, the then Assistant
Director-General of Education, visited the Foundation. He met Dr Freddie Wood, Director of Programmes, and
other officers of the Foundation at the Hague, and proposed during discussions that Pacific isiands people
fiving in New Zealand ouid be considered by the Foundation as groups requiring assistance under their
programme.

The following year, preliminary discussions were held in New Zealand between PIPEF, PACIFICA and the then
Department of Education. The directors of three divisions of the then Department - Maori and Pacific Islands
Education, Research and Statistics, and Early Childhood Education - decided to take on the formation of a
proposal to meet some of the needs of the Pacific Isiands children in New Zealand.

A group of four people representing these three divisions in the Department was formed to prepare and
present a proposal to the Bernard van Leer Foundation. Dr Freddie Wood visited New Zealand and assisted
the group to finalise the structure and form of the proposal. .

“Anau Ako Pasifika" is a composite of several Pacific Islands languages and was put forward by members of
PIPEF and PACIFICA to provide a title for the project which was clearly identifiable as being Pacific Islands.
The word "Anau” is a Cook Island word for family, "Ako" is a Niuean, Tongan and Samoan word which means
focus on learning, and “Pasifika“ means the Pacific Islands way.
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Why an Early Chlidhood Education Programme?

Early childhood education was identified as the appropriate focus for an intervention programme to ameliorate
and remove educational and social disadvantages. It has been well documented in educational and
psychological research literature that children’s experiences during the earliest years of life are probably more
critical for satisfactory adult development than those of any other period.

The basis for this diaiogue is laid during the preschool years when language is developing rapidly and young
children are in the care of aduits who know and respond to their uniqueness and who converse with them
frequently.

At the time of writing the original project proposal, enrolments of Pacific Isiands children in early childhood
institutions were low; among four year olds, less than 50 per cent of Pacific Islands children in New Zealand
compared to 60 per cent for Maori and 85 per cent for European (Pakeha) were enrolied in a recognised early
childhood education programme. Furthermore, for Pacific Islands children, enrolments in the main early
childhood institutions (Kindergarten and Playcentre) were not increasing, but have decreased.

Objectives

The following specific objectives were established for the programme:

1. To develop a home-based intervention to alleviate educational and social disadvantages faced by
Pacific Islands children, the programme to be developed in fuli consultation with and be acceptable
to the respective Pacific Islands communities (the primary focus for the Bermard van Leer Foundation
contribution to the project).

2. To strengthen existing Pacific Isiands language nests/community early childhood centres and tacilitate
the establishment of new centres (the primaiy ‘ocus for the Department of Education contribution to
the project).

3. To include, as an essential element of the project, a training programme for mothers, the tutors

serving the home-based programme and the teachers/supervisors working the existing language
nests/community early chiidhood centres.

4. To foster improved health practices and nutrition.

5. To encourage the general sharing of parenting skilis.

6. To reinforce positive self image and the development of confidence in the chiidren.

7. The positive acceptance of the maintenance of the mother tongue and the development of
bilingualism.

8. The positive acceptance of culturaily different practices in the educative process.

Project Administration, Co-ordination and implementation

To achieve the objectives established for the project, an administrative structure was set up to administer and
implement the programme. This consisted of three main groups: the Anau Ako Pasifika Trust, a Project Co-
ordinating Group and the Fieid Team.

Anau Ako Pasifika Board of Trustees

A special purpose trust made up of six trustees, two representing each of the Department of Education, PIPEF
and PACIFICA, was set up to administer the funds made available by the Bernard van Leer Foundation.

The Board or Trustees has oversight of the project, monitoring the work of the tield team to make sure that
the funds from the Bernard van Leer Foundation are being used to further the aims of the project as set down
in the Deed of Grant.




Figure 1. Project Organisation
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Fleld Team

in line with the original project proposal, ten Pacific Islands women (2 full-time and 8 part-time workers) were
employed to implement the home-based programme. Five Pacific Isiands ethnic groups were represented in
the Field Team: Samoan, Cook isiand, Tokelauan, Tongan and Niuean.

At the beginning of the project there was a relatively slow ‘sefting up’ phase, which resulted in the project
becoming two-thirds operational in November 1988.

Monitoring and Evaluation Methods

The ‘action research model' provided the theoretical and practical framework for the monitoring and ongoing
evaluation of project activities. The research was largely formative and qualitative in emphasis, focusing on
the effectiveness of processes and strategies used. owever, data for summative evaluation have also been
coliected. As well, some qualitative data are available to supplement the more gqualitative information which
has been gathered.

Baseline Data Questionnaire

The questionnaire was designed to provide information about the following topics:

- strategies and processes used for identifying and making the initial contacts with families who
participated in the project;

- factual information about the families, such as ethnicity, number of people in the household;

- safety aspects of the home environment and the availability of physical space for play;

- language(s) used in the home;

- utilisation of ECE centres and other support services such as the Department of Social Welfare,
Housing Corpcration, public health services, and the public iibraries;
parents’ attitudes to languages (the mother tongue and English) and beliefs regarding language
learning strategies: and

- parents' beliefs and values with regard to the care and education of young children.

The use of the questionnaires and checklists led to training sessions with the Research Officer. Home Tutors,
who were required to collect data and information from the families came into the job with little experience in
research.

Training Courses

Regular training courses were held, emphasising the following.

to identify and highiight the skills, knowledge and experiences of individuai team members to meet
the demands of working with families (children, parents, aunties, uncles and grandparents), community
groups and government agencies;

to discuss effective ways and noneffective ways of working with families, language groups and other
agercies, through the sharing of experiences and ideas;

child development - sharing information on the deveiopment in early childhood education and
particularly the changes affecting Pacific islands {anguage groups;

to discuss and evaluate research techniques and procedures;

to view resources developed by Resource Officers and discuss ways in which they could be used in
the homes as well as in group sessions;

to discuss and establish the place, need and useiuiness of evaluation and the research techniques
employed for data collection;

to identify and give tangible support to the needs and concerns of individuai members; update and
clarify administrative requirements and changes;

language development and learning strategies;

choices for children; ensure that children iearn to make choices;

respecting confidentiality of information collected from families;

the need to give parents confidence in their abilities as parents as well as educators;

the need to observe children and not to stereotype them;
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the empowerment of parents to ha ‘e access to the resources needed by their children;
communicating sensitively with paople who may perceive the field team as judgemental and
authoritarian;

time was needed to explore, reflect about the job; the need to get a focus on the project from both
a personal and professional viewpoint.

Training courses specifically for Home Tutors and others for Resource Officers were held, to meet the
particular demands of their work.

Home-Based Programme

One of the unique features of the home-based programme was that it was an education programme for the
whole family. Home-based in the conventionai sense means working with the child and mother or primary
caregiver, whereas in Anau Ako Pasifika it is an education programme for the whole family (i.e. extended
family). The main focus of this project was the provision of a home-based early childhood education
programme. The emphases of the programme run by each. of the Home Tutors were many and varied
depending on individuai families’ circumstances. Working in the field revealed that there are many ways of
conducting the home-based programme. In general, there were three main steps for Home Tutors to follow
in order to provide the home-based programme. First, the Home Tutors needed to identify families likely to
benefit from the programme. Second, they needed to establish coritact with families and, thirdly, to carry out
home visits in order to provide the education programme.

Languages Used In the Homes

A major objective set out for the Project was the ‘maintenance of the mother tongue and the positive
acceptance of the development of bilingualism’, therefore it was important to collect some data on the
language(s) used in the home environment. (n addition, information which might reveal some of the important
determining factors affecting the maintenance of the mother tongue and the development of languages were
collected from famiiies.

Parents in the home-based programme expect their children to:
*  maintain the language and culture as a form of seif identity;
be sharing, caring, leamn to respect parents and others, particularly older people, and respect other
people’s properties and the environment;
have a good education, more specifically to achieve at a higher level than that of the parents, thus
enabling them to get a good job;
have good manners, be obedient, polite, honest, kind and self disciplined;
learn English to help them understand topics which are taught in schools;
be helpful in the home and outside of the home;
be committed to family responsibilities and commitments;
learn Christian vaiues;
get aiong happily with other children and adutts; and
be happy and accept whatever is available at home.

Links with Language Groups and Other ECE Services

The appointment of Pacific islands Co-ordinators in late 1989 and in early 1990 provided Pacific Islands
communities, particularly language nests, with a much needed focus. Co-ordinating the development and
monitoring of the progress of language nests became the responsibility of the Pacific Islands Co-ordinators
who provided and continue to provide community workshops on various aspects of early childhood education.
The field team has worked together with community groups during workshops initiated by Pacific Islands
Coordinators. Anau Ako Pasifika complements the work of language nests in communities.

in October 1990, the Anau Ako Pasifika staff in the Central and Northern Regions (6 members) were invited

by the National Manager for Pacific Islands Early Childhood Education (ECDU) to meet with Managers of
ECDU and Pacific Isiands Co-ordinators. This important link has encouraged and heiped the field team to

-
ot
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broaden their understanding of wider developments. t, too, has helped to iessen the professional isoiation
that can occur with field work.

Anau Ako Pasifika Promotes the Concept of ‘Parents as Teachers’

The project facilitates and enabies parents and families to add their skills, knowledge and confidence to make
responsible choices and to carry them out. This process of empowerment encompasses the chiid, the parent,
the extended family and the community.

As well as home visits, group discussions and workshops are held for the sharing of ideas on resources,
appropriate children’s piay activities but, most of all, to recognise people as important resources. Their cultural
knowledge in music, dance and story telling become a focus for ‘sharing'.

Resources

Natural materials which reflect the cultural backgrounds of children are emphasized and are widely used during
home visits and group discussions. Natural materials provide learning experiences for Pacific isiands children.
There is the deveiopment of understanding of early maths concepts as weli as increasing oral language ability.

A wide variety of materials are available. Some are mentioned below.
Oval shaped shiny brown ‘kaka’ seeds
Walnut shaped grey candle nut seeds, ‘tuitui’
Circular tamanu’ seeds, varied sizes/small, flat, brown ‘pine’ seeds, for coilage
Cone shelis, variety of sizes
Cowrie shells, varying colours
Cats-eye, circular in form, varying sizes
Dried ‘utu’ (barringtonia) seeds, sometimes used in place of a hall
Dried miniature gourds, varying sizes, varying textures
Varieties of mixed shells
Clam sheils, variety of sizes
Percussion instruments
Large ‘patai’ bean pods, for music
Coconut shakers
Varieties of coral stones, different patterned textures.’

As well as the materials from witnin the cultures, the varieties of natural materials from the richness of the New
Zealand environment are included. Through experimentation, children explore with materials that are familiar.
The words of simpie chants, luilabies and songs are emphasized and enhanced by the rhythm of seed clicks
and Yokere’' rhythms; all patt of the ethos of the cuiture.

There are designs, shapes, patterns, order, texture in the natural materiais; children create and recreate and
are guided through discussions by the Home Tutor and the mother.

Appropriate resources identified for home-based work kept Resource Officers moving to Resource Centres,
factories, and shops for bulk waste materials before tuming these into play activities. Visits to playcentres and
kindergartens atforded opportunities to observe the wide range of equipment and play materials. Culturally
appropriate sets of pictures, cardboard puzzles, varieties of cards, objects which heip chiidren's mathematical
concepts to develop. Simple aiphabet and story books in Pacific Isiand languages were produced. These
were samples which encouraged parents to make their own collection.

Learning for young children in the home-based programme is the result of interaction between the experiences
with materials, ideas and the people in the home.
Characteristics of the Familles in the Programme

By 31 March 1991, 192 families (with 270 children between them) had been extensively invoived in the home-
hased programme. A further 84 children moved to language nests after oniy one or two contacts from the
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Home Tutor. In the case of most of these 84 children, parents were either encouraged by the Home Tutor
to take their children to language nests or another ECE centre because she was not able to include them in
the home-based programme. In some cases, the distance between the Home Tutor's base and the families’
homes did not allow the Home Tutor to continue to visit. In other cases, the child was the only child at home
during the day, therefore parents decided to take the child to a language group, kindergarten or to both of
these services simultaneously in order to ensure that their child had company of his or her own age.

Outcomes for the Chiidren

For the 270 chiidren who were involved in the home-based programme, Anau Ako Pasifika provided the
stepping stone to language nests, kindergartens and other ECE centres. For a few of these 270 children,
Anau Ako Pasifika provided the only option for early childhood education.

The richness of Pacific Island language rhythms found in chants, poems and rhymes has been the gift from
their parents and family members, freely shared during home visits. These activities help the children when
they progress to language nests. The children’s social development is enhanced through the interaction with
parents and grandparents and with other children in group sessions. Manipulative skills, experiences with art
materials and enjoyment of movement and dance in outdoor activities help the development of muscular
coordination and confiderce.

During home visits and small group sessions, the children’s listening skills are attuned to the language
environment surrounding them. Children create and recreate sounds and try out their skills in verbalisation
in an environment of cultural warmth with strong feelings of identity. Familiness, togethemess, give both a
challenging as well as supportive and nurturing environment. Children learn to express their needs verbally.
The courtesies of social i~teraction, ability to say a simple prayer, to ask questions and to respond to queries
are natural learning points during a home visit. Children are motivated to play their part in the church’s White
Sunday programme, the culmination of disciplined leaming by supportive parents. Children also develop
confidence and increase their language ability through the many experiences with indoor and outdoor play.

When Home Tutors visit, they are not just filling a gap, but leaving parents and caregivers more confident and
capable of making the most of their skills and strengths. Observing tutors work with children helps parents
to realise and become more aware of their own roles as educators of children. Commonly held views of
“teachers as the experts" changed when parents became more aware and increased their knowledge of the
variety of activities and resources which they could prepare for their children.

Participation in the home-based programme helped farnilies to come out of their shell and inciude their children
with cultural groups. Families who needed to find out about their cultural background, values and ideas were
helped and encouraged by Tutors (particularly Niuean and Tokelauan families) to increase their involvement
with cultural events by running, for exampie, group sessions with their children. Parents/families meet up with
others in similar circumstances to themselves (often families get very lonely and isolated from their own ethnic
groups) and by so doing gain confidence and increase their skills. Parents’ confidence was shown also
through their increased use of support services such as the Department of Social Weltare, heaith services,
public library, polytechnic and other agencies. A few mothersbecame supervisors of language nests and took
on training courses in early childhood such as the New Zealand Childcare Association/PACIFICA field-based
training.

Anau Ako Pasifika has given the parents the opportunity to talk about the importance of the maintenance of
the mother tongue. Parents benefited by having someone (especially the Home Tutors) who would listen and
help them confirm for themselves the need to pursue the use of the mother tongue in their interaction with the
childrer. The importance of the mother tongue as a medium for formal instruction and learning in
developmental activities has been the focus ¢f home-based and group sessions.

Anau Ako Pasifika concepts and the use of community paraprofessionals have raised the consciousness of
families and increased parent involvement in the education of their children in the homes and in raising their
awareness and participation at primary schools. Anecdotal evidence points to the programme having very
positive effects on the personal development of parents in taking a personal interest and closer involvement
in the education of their chikiren through quality interaction with them. Parents are encouraged to be
responsible to their communities and to involve community resources in meeting the educational needs of

Y
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Anau Ako Pasifika childreri. Parents, through their involvement in the Anau Ako Pasifika Project, are
advocates for their children.

Sewing the seeds for family awareness of what they themselves can accomplish - encourage, praise and
share in the chiid's world of music, drama experiences, story telling, listening, questioning, solving problems,
appreciating nature.

Measured against the research findings, the limited number of families visited, the home visits at the real $ace’
of the project revealed the real joy, spontaneity and exuberance of Pacific Island children. The mother's
enthusiasm and concentration as she observed and interacted with her child brought out the Pacific Island
language which gave life and light to the self-esteem and confidence of the child. We see children in homes
learning intuitively - becoming cognitively engaged with the wide collection of resource materials. We observe
them learning from within the cultural perceptions enhancing their well-being, their inner selves, and self
esteem.

We thank the Bemard van Leer Foundation for this rare opportunity to work with Pacific Isiand families and
children. We thank the generosity of Pacific Island families for their welcome into their homes, of all field
workers.
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QUALITY IN SERVICES TO YOUNG CHILDREN - THE EUROPEAN APPROACH

Keynote Address: Fifth NZ Early Childhood Convention

Helen Penn
Research Fellow, institute of Local Govemment Studies, University of Birmingham.

I'm very pleased to be here in Dunedin. | was in Wellington about 18 months ago and was so impressed by
all the ecucare developments, that | was keen to retum and see how it was working out in practice.

In this talk today | propose to discuss some of the work taking place in the European Community about Quality
in Services to Young Children.

Britain is part of the European Community and her legal, fiscal and cultural connections with Europe are
becoming more important than those with the Commonwealth and America. The European Court at the Hague
is already a kind of European Supreme Court, and can - and has - adjudicated on a number of issues,
including equity issues, over-ruling British courts. Next year, 1992, we will become part of the free European
market, which means in theory any citizen of the European Community has the right to work anywhere within
it, protected by a common set of working conditions and social support which will apply everywhere and which
is a good deal more egalitarian than our present government finds tolerable.

In the European Parliament the British Tory party sits and votes with the neo-fascists, because no other
caucus will accept them. So in European terms Thatcherism has been a kind of joke, a perversion. Similarly
America is an abberation, for its economic and cultural standards are too untypical to be relevant to European
concems.

In terms of early childhood education in Europe, there is a tradition of publicly funded publicly run services,
coherently organized and well- financed. For instance, France provides full-time nursery education for more
than 95% of three and four year olds, and for 40% of two year olds. Spain has an educare system. The
Ministry of Education in Spain is responsible for all education from 0-16 and it is planned as a continuous
pattern throughout the different stages of schooling. All those working with young children must now undertake
a three year teacher training course.

Throughout much of the European community private and veluntary services to young children (at least for
over threes) are uncommon because state systems are so widespread. It is almost impossible to transiate the
word ‘voluntary’ into French, Spanish or ltalian because it so strongly signifies the Catholic church.

The European Commission, that is the Civil Service of the European Parliament, took early childhood
education on board fairly early on.

In 1986 the Directorate of Social Affairs, Employment and Education, under its equal opportunities programme,
set up the European Childcare Network. Networks are a common way of working in the EC. Generally they
consist of a co-ordinator, and represcntatives or "experts” from each member state. They collect information
about their sphere of interest, disseminate it, and act as a ginger group, both at EC level, and within member
states, to promote the issues with which they are concemed. The European Commission supports the network
financially, and considers recommendations for action which are put forward from the networks. They are not

exactly official bodies, tut they are an informal way of working across member states, and ofter: wield some
influence in their field.

In 1988 the European Childcare Network produced its first review of childcare services across Europe. Each
expert from each member state produced a national report which reviewed data about services in as
systematic a way as possible - a difficult task given the paucity of statistical information in some countries. The
data was then collated and produced as a European report with recommendations. The Network then launched
a number of action projects, very small scale experiments, undertaken jointly with sympathetic govemments
or local authorities. For instance | was involved in a Men as Carers action project in Glasgow; other projects
have been about granny care; anti-racist childcare; working in rural areas; and so on. There has also been
a small scale exchange programme, whereby administrators and workers from different member states go on
exchange visits.
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In 1990 the Neiwork organized four “technical seminars® on key issues in the development of early childhood
services - training, (the Hague); men as carers,(Glasgow); rural developments,(Athens) and on quality in early
childhood services,(Barcelona). Each seminar which lasted for three days was for invited researchers,
practitioners, and in some cases polticians, from each member state who were working in the field of the
seminar topics. The work on quality, which the EC is about to publish, was an outcome of the work on quality.

This year, the Childcare Network produced an update of its review of services and revised its
recommendations. The intention is to get them included as part of the social charter, although the political
machinations of the British Govemment, which is opposed to them, may delay their adoption. The
recommendations arg: ,

*  hammonizing employment leave and early childhood services to make it easier for parents to combine
work and paid employment. These include matemity leave; paternity leave; parental ieave for either
parent during infancy; and leave for family reasons.
the setting of realistic targets for the expansion of publicly funded services determined by a formula
related to national income and levels of need.
ti:2 development of locally based high quality and coherent services for children up to at least age 10.
the assurance of appropriate pay, conditions, fraining and support for ail early childhood workers.
monitoring progress to meet objectives.

EC financial aid for the poorest regions.

- - - -

The recommendation stresses that all early childhood services do not have to be identical. Local developments
to meet local needs are important, within the overall framework. Oni the other hand, workplace provision is to
be discouraged, as a form of segregation of chikiren.

The EC Document on Quality

This is the context for the work on quality, to be published by the EC. it arose from the Barcelona technical
seminar on quality. The work on quality is an attempt to provide both a philosophical and a practical framework
to explore and improve the quality of services for young children throughout Europe.

it argues that quality is not an absolute and detinable attribute; nor is it a matter of devising more sophisticated
methodology to measure it accuraiely. On the contrary quality itself varies according to the values and beliefs
of those running the services, working in them, and using them. The issue is to articulate those beliefs,
reconcile them between the different interest groups involved, and justify the beliets in practice. it would be
difficult to take any other approach in Europe, given the diversity and range of European provision, from
Britain's pre-occupation with regulation and avoidance of child abuse, at one extreme, to the warm and robust
attitudes of adults to children in southem Spain, at the other extreme.

The European document on gquality takes an open ended and questioning approach to quality. The extent to
which we question what we are doing and why is sometimes limited; how often do people question themselves
deeply about what they believa? In other words, it is the process of questioning and leaming which is stressed,
as well as the end resuit.

This is a much more time consuming, complicated and ambitious way of finding out about quality than
accreditation, of having a checklist or an observation schedule, and giving marks out of 10. It is not directly
concerned with minimum standards, that is on laying down guidelines about the basic levels which must be
achieved. Nor is it concerned with comparisons and norms, that is how one nursery compares with another
on a given scale. Instead it asks a broader question: whiat is the most we hope for in looking after and
educating young children? The EC document is therefore more of a discussion and training docurnent rather
than a prescriptive exercise.

The document also acknowledges that nurseries or childcare settings, whether pubiic or private, do not exist
in isolation. So it also asks questions about the system which supports them, the local and governmental
systems and structures which make it easy or difficult for them to exist and to transiate their values into
practice. The EC document is also concerned with quality assurance with how early childhood settings are
supported, financed and monitored.
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In this short space of time | can only dip into the document, and give you an indication of the areas which it
covers. First of ail, it makes a statement about the rights of children. What should young children be entitled
to in the services they recaive.

Vaiues

The document suggests we should respect the rights of the chiid:
* to a healthy life
* to spontaneous expression
* to be esteemed as an individual
* tc dignity and autonomy
* to seli-confidence and zest in learning
* to a stable leaming and caring environment
* to sociability, friendship and co-operation with others
* to equal opportunities irespective of race, gender or disability
* to cultural diversity
* to be part of a family and a community.

Quailty of Services

The EC document then goes on to discuss what kinds of services could ensure that these rights can be
translated into practice. it suggests that there are ten "hlocks™ or quality areas which could be usefully
discussed. "Ten" is an arbitrary number, since the blocks inevitably overiap and interconnect with one another.
Moreover, different groups might choose to focus on certain blocks rather than others in expressing their
values. However it provides a model or framework for further elaboration. Each of the blocks in tum carries
a set of questions. The ten blocks are:

* Accessibility and usage

* Environment

* Learning activities

* Relationships

* Parents’ views

* Valuing diversity

* Community

* Assessment

* Cost benefits

* Ethos.

Let's look at one of the blocks, parents’ views, 1o give you an indication of the way in which the questions are
posed.

Parents’ Views. This set of criteria explores the nature of partnership between parents and those looking
after and educating their children. We have used the word "parent” but we are conscious that this word is
gender-blind and generation blind and that useful distinctions might be made between mothers and tathers
and other close relatives. We are also conscious that parents are not a homogenous group like professionals,
but are as diverse as their children.

- Are there ways of measuring parents’ opinions or views about the chikicare setting?

- Do parents feel welcome?

- Do parents have enough time to leave their child at the beginning and greet their child at the end of
a day or session?

- Do parents feel they have enough information about the progress of their child?

- Are parents able to give information about the progress of their child?

- Are parents informed about the daily activities and routines and the reasons for them?

- Can parents comment on or contribute to these activities and routines?

- Can parents stay and join in mealtimes or some other activity of the nursery or childcare setting?

- Are parents involved in discussing or setting the curriculum or programme for the nursery or childcare
setting?

"
g
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- Can parents be invoived in the management of the nursery or in the selection of staff or in the
financial control of resources?

Quallty Assurance

After outlining the ten blocks on quality of services, the document goas on to look at quality asstrance, and
suggest a further ten quality assurance blocks. These are: '

* policy

* legislation and guidelines

* financing and resources

* planning and monitoring

* advice and support

* staffing

* training

* physical resources

* research and development

* integration and co-ordination.

Again, questions are asked about each quality assurance block. For instance the block on research and
development poses a number of issues.

Research and Development

Research is traditionaliy a rigorous examination of spacific contexts or events. It can aiso be seen in a broader
context of encouraging and supporting staff and parents to systematically explore aspects of practice in their
own nurseries or childcare settings which are probiematic or warrant further development, for instance
bilingualism; or the use of art or puppetry as a means of expression.

- Who finances research programmes for young chikiren?
- Who decides the criteria for research programmes

- How are the criteria arrived at?

- Who decides the methodology?

- How does research relate to policy?

- Who undertakes the research?

- How do researchers work with practitioners?

- How do practitioners work with researchers?

- How are the results of the research disseminated?

- How is research linked to training?

This gives an indication of the aprroach, format and contents of the EC document on quality. Whilst it deals
with the technicalities of working in services, it is also a political document, political with a small p. it holds out
ambitions of what can be accoriplished. If Portugal, the poorest country in the European Community, can have
a programme of expansion ¢! publicly funded early childhood services, so ~an richer nations like New Zealand

and Britain. In the last resort providing services and assuring their quality is not merely a professional or a
financial issue, it is a political one.




KEl HEA TE KOMAKO E KO ?
EARLY CHILDHOOD EDUCATION
A MAORI PERSPECTIVE

Hutia te rito o te harakeke

Kei hea te Komako e ko ?

Kimai ki au

He aha te mea nui 0 te ao ?

Maku e ki atu

He Tangata, He Tangata, He Tangata

Pluck the centre shoot from the flax bush
Where will the Bellbird sing ?

Ask me

What is the most important thing in the world ?
1 will say

It is People, It is People, It is People.

[ Aupouri |

Fifth Early Childhood Education Convention Dunedin. New Zealand
Arapera Royal Tangaere. 1991.
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INTROGUCTION:

Early Childhood Education - a Maori perspective - is not just about very young children, Maori
children, it is about our heritage, about the survival of our language, about the Maori peopie's
struggle for self determination.

Therefore the question that we as Maori pecple will necd to ask is

Kei hea te Komako e ko ?
Where will the Bellbird sing ( for us ) ?
i
The whakatauaki from which this saying is taken reminds us of the importance of caring for the
centre shoot of the flax bush so that the plant will grow strong, flower, and the Bellbird will be
attracted to its nectar. One of the rewards for this care is the joy of listening to the beautiful voice
of the Bellbird.

Take care of our young and humanity will sing.

Early Childhood [=ducation has always been an important time of life for the Maori people. The
child from bifth, epitomises the preciousness of life and the specialness of women emphasising
our strong tie to the land. [Pere,1986]. it is no mistake that the Maori word for placenta and for
land, 'whenua’, are one and the same. it tells us of the responsibility that we have to our land,
Papatuanuku, to people, and to life itself. Just as the unborn child relies on the placenta for
nourishment so too does the child born into the world rely on the land.

‘Whenua ki te whenua' 'Placenta to the land'
‘Whenua ki te whenua' 'Land to the placenta'

Hence the placenta is returned to the land to compiete the cycle.

This very understanding of the depth of meaning of life and importance of the need to nurture
the child's many dimensions with the appropriate food, is the philosophy of Early Childhood for
the Maori.

« b
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The imparting of this sustenance to the child begins from the time that the child is known to exist
in the mother's womb. The physical wellbeing of the unborn child is entrusted to the entire family
who are responsible for caring for the mother. This responsibility is taken seriously to ensure that
the mother's rieeds and cravings are catered for. The unborn child is housed in an environment of
love received from its family and it is important that the mother experiences the least amount of
stress, so that the development of the child's character is not marred, - so that the child will be
contented and easily satisfied,- so that it will be in tune with its people and its environment.

You may ask what has this to do with Early Childhood Education. | say that to understand a Maori
perspective of this important area one needs to understand the depth of feeling that the Maori
people have for their very young. These special people are not only linked to the future but more
importantly they are linked to the past, for they have come into existence only through the
whakapapa or geneology of their ancestors.

The very young child was often seen with other important members of the family, the elders, who
were usually the grandparents. it was not unusual for the elders to share their knowledge,
experience and stories of the tribe. * There is a very special relationship in Maori society between
the very oid and the very young. ' [Ritchie, 1970, p50.] The child's character and personality was
shaped and not only did s/he acquire the values of the culture but also learned to socialise and act
according to custom. The one main thing was that s/he learned that s/he was an accepted
member of the whanau always surrounded by love and support.

This is but a brief insight into the Maori philosophy for Early Childhood Education. It is based on
the importance of people within the extended family, where as an harmonious unit in tune with
the land, the child was abie to develop and grow.

The Maori child was a free sprrit.

| remember my own childhood as being one where | was well loved by my grandparents and
allowed to experience the joys of Papatuanuku, her trees, her waters, the animais, her very
shape. By my grandparents and parents side | learned to respect her bounties. | learned to love
her and appreciate her beauty. | learned to roam and play with her. | learned to feel her presence.
This was my Early Childhood Education.

§
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HISTORY:

From the time of contaet with the European the Maori people were fascinated with their
technology and believed that to understand the knowledge of the Pakeha and to have access to
this knowledge one needed to read and write. These two skilis seemed to hold the key to the
Pakeha's power.

The Missionary schools, pre the signing of the Treaty of Waitangi, produced Maori people who
could read and write in two languages. There is ample evidence of this in the library. After the
signing of the Treaty, schools for Maori people were under the Protectorate Department, the
equivalent to todays Ministry of Maori Affairs. In 1867 the Native Schools and the Education Acts
were passed by government and eventually Maori education was transtfered to the Department of
Education. The hard line approach of the newly formed settlers' government 1o the assimilation
policy , coupled with the massive loss of land and the inability to combat the new 'Pakeha
ilinesses' saw Maori self esteem and morale soon dwindle away. The denial of the language for
the rnext one hundred years, within the education system, ensured that its status and apparent
worth were lowered.

It was thought that providing education in Engiish only, would produce Maori people who would
be "successful*. By the 1960's Maori children's rate of failing in schools was high. The Hunn
report stated that Maori people had the worst heaith and education in New Zealand. The fauit was
placed on the inadequacies of the family, and not on the inadequacies of the education system
which gave rise to a strong sense of guilt and a need to try to rectify this situation. According to
McDonald, (1970, p 137,) the inadequacies were defined as the inability for disadvantaged
children to learn many of the things that the middie-class child learns at home, and the inability to
‘use language as a tool for Iegrning'. Preschool Education was seen as a way of compensating for
these deficiencies and giving the Maori child a sound foundation for school.

The Maori Women's Welfare League Conference in 1961 saw the importance of preschool
education and encouraged their members to actively promote the benefits of this for Macri
children.

84
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The Maori Education Foundation in its first Annuél Report, 1862 p7, stated that a considerable
share of its energy and funds would be devoted to encouraging ‘intellectual growth in the
preschool child' and supported this move by appointing a preschool officer, Alex Grey. Many new
groups mostly Playcentres,were established mainly in the Northiand, Waikato, Bay of Plenty and

East coast and ,was carried out by Maori women.

Out of this developed groups called family preschool, or family play groups, where similar to
Playcentre, mothers attended the sessions with their children. In the Waikato, these groups,
formed a collective calied the Maori Family Education Association. Many of the preschool groups
in the above areas consisted mainly of Maori families. Some of these groups had the Maori
language present in their programme but at varying degrees of introduction.

By 1968 5.2 percent, [1133], of ali children in kindergarten, and 9.0 percent, [1161] of all
children in playcentre were Maori, [McDonald,1970]. in a survey conducted by Richard Benton
(1978). he confirmed that many Maori children were growing up with little or no knowledge of their
language. At a Kaumatua Hui, organised by the Department of Maori Affairs, 1979, concern was
expressed that the Maori language was rapidly becoming extinct. They affirmed the importance of
the language with the statement

" Ko te reo te mauri 0 te mana Maori."
“ The language is the life principle of Maori mana."

From that meeting it was decided that the very young Maori child must be taught the language by
drawing on the resources of Maori language and information found only in the small numbers of
fluent speakers and elders who were Ieft [Meade. 1988]. Thus was born te Kohanga Reo. the
Maori language nest, where Maori children under five, would be totally immersed in the Maori

language programme basad on a Maori view of the worid.

No one anticipated the enthusiasm of the Maori families, and the way that they took hold of the
philosophy.

'It became a focus for Maori deeply concerned with the impending loss of
spoken Maori. * [Hohepa 1990]




The first Kohaiiga Reo was opened in A;:ril_1982. at Pukeatua Kokiri, Wainuiomata, Weliington.
Within a year and with very fittie funding 107 more centres were established. By the end of 1983,
267 centres catering for aproximately 3000 children were operating. [Department of Maori Affairs
1984]. According to the 1991 Ministry of Maori Affairs Report on Maori Education, by the end of
1990, 616 kohanga were established. As stated in this report [ibid p4} over a quarter of ail Early
Childhood services were Kohanga Reo, and, since the numbers of Maori chiidren attending other
Early Childnood Education services had not dropped then it could be assumed that Kohanga
Reo was attracting Maori children who were not previously attending any Early Childhood service.
"Kohanga Reo have, therefore, contributed to ciosing the gap between Maori and non-Maori
participation rates in Early Chikihood Education.” (Ministry of Maori Affairs, 1991, p3).

The success in the establishment of a vast number of kohanga in such 4 short space of time was
due to the dedication of the Kohanga Reo National Trust in conjusiction with the energy and
commitment of the Maori peopie. Here at last was a movement established by Maori people, for
Maori people, and, determined by Macri people.

MAORI IN EARLY CHILDHOOD EDUCATION:

Before the birth of Kohanga Reo, the inclusion of anything Maori in the Early Chiidhood
programme was linited to a selection cf songs, 'stick games’, poi and some 'crafts’. Very rarely was
the greeting ' kia ora' heard. The advent of kohanga raised the level of awareness of early
childhood education, '‘Maori style', and certainly raised a certain ievel of curiosity and speculation
amongst the more well established groups. According to Cook (1985 p54 ), ‘the early childhood
world was generally incredulous when informed that it was planned to have 117 centres in
operation six months later.'

However it was the presence of Kohanga and the 'deprogramming' of Maori people throughout
the country, so that they would understand the many foided pupose behind the movement,
which returned, tc Maori women, such as myseif, the open pride in being a Maori. Kohanga Reo
forced me to recall my Maori view of the world. This is not an easy process when one is used to
thinking communicating and negotiating in a monocuftural, Pakeha world.

[RS!
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As Kohanga grew in strength and established itself as an 'organisation' that the Maori people
wanted, then so too did Maori women in other Early Childhood Education organisations grow in
strength. These Maori women throughout Aotearoa supported and even fought for the
rightness of Te Kol-anga Reo. They spent many hours explaining and sharing their culture with
their pakeha friends. Not only did these women work and fight for the ‘rightness’ of Early
Childhood Education but they also remembered their obligations to their own Iwi and spent many
extra hours with their people. Many have learned or re learned the Maori language and, in
choosing to straddle the two cultures, continually juggle the two culiural world views.

Alongside these Maori women stood the women of Early Childhood Education - Pakeha and
Pasifika women, who saw the vision of Kohanga and the strong desire for Maori people to
revitalise the language and determine their owr future.

At a Lopdell inservice course, 'Taha Maori in Early Childhood education' September 1988, the
challenge was put by the Maori women to their Tau Iwi sisters to stand beside them and not only
support Kohanga Reo but aiso to acknowledge the Maori people as Tangata Whenua. In order to
do this it was necessary for Tau Iwi to acknowledge the true intentions of the Treaty of Waitangi.
To honour the Treaty of Waitangi we require that all Early Childhood policies
and provisions be consistent with the principles of partnership, power and

participation which are embedded in the Treaty.[National Residential Course
1988]

and
We believe that in honouring the Treaty of Waitangi and Tangata Whenua we
are also honouring Early Childhood beliefs, concepts and values. {ibid]

and
We recognise the capacity of Early Childhood people to address and resolve
wider issues in society because of a commitment to create and sustain

learning environments that develop a positive concept in each and every
child.[ibid]

(
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Representatives from most of the early childhood organisations were at that course and from it

were put forward eight areas to consider. These were

1

Programmes and Charters - a commitment to the promotion of the Maori langu age and
culture.

Monitoring of the ECE programme - through the Education Review Office and a
National Early Childhood Runanga Group for Taha Maori .

Qualifications - recognition of Kohanga Reo training.

Representation - Maori people represented ai all levels of decision making and
particularly during interviews of staff for early childhood and students for early
childhood training.

Advertisements - in Maori as well as English and the equity policy of the Colieges
stated.

Teacher Recruitment - a paid Tangata Whenua representative on the
recruitment/selection/interview committee.

Training - a course similar to Te Ataakura, (Secondary) be established for ECE.

The requirement for ECE people to attend anti racism and Treaty of Waitangi courses.
Resources - an urgent need for a basic supply of Maori resources, as well as an
establishment of an affordable ECE Maori advisory service to help implement taha
Maori in centres.

The introduction of taha Maori into the early childhood programme had certainly taken a huge

step since the suggestions that were made in the two working party reports on Kindergarten and

Chiidcare Training, 1986. In these two reports the Treaty of Waitangi was not mentioned and the

Maori cuiture was hidden in the multicutturai section of the curriculum.

The Social Equity Policies of the 1984 - 1990 Labour Government gave strength to the need to

address the concerns and issues which affected minority groups of New Zealand society. As part

of the policy this government also attempted to redress Maori grievances under the Treaty.

The Meade working group took the terms of references of the Social Equity Committee seriously
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The Meade working group took the terms of references of the Social Equity Committee seriously
as many of the members were aware of the history of Early Childhood, and that this sector of
education understood what inequity was. Education To Be More [1988] brought together the
recommendations, reports and dreams of many early childhood people. (May 193G, and personal
experience).

its holistic view made clear that Government support for Early Childhood Care

and education was not about providing good quality education for the under

fives, but also about supporting women, and in the case of Maori and
Polynesian communities, it was a question of cultural survival.f May 1890].

For the Maori people it was also about the right to determine their own future for Maori children
and to have a share of the resources and power so that Tino Rangatiratanga’,( seif determination)
would be achieved.

The Government response to the Meade Report was Before Five.{1989] which was followed by
the Implementation Task Forces. These groups' role was to put into place the government
policies of Before Five . The 'Poutokomanawa’ (centre poles) of early childhood were specially
selected and brought together to work alongside government department representatives.

As a member of one of those groups | found the atmosphere exhiliarating, knowing that aithough
there was an extremely tight time frame, the vision for Early Childhood was within grasp and
coupled with this the pathway to a bicuitural future.

Maori people with years of experience in early childhood, were represented on all the
implementation units. Afthough some had contact with Kohanga Reo none of the Maori people
officially represented the Nationai Kohanga Reo Trust. When' questioned about this oversight it
was explained that it was not in the terms of reference of the implemenation Unit to act on behaif
of Kohanga. However many people invoived in the implementation process were very aware of
the affects that decicions made for early childhood would have on the Kohanga movement,
particularly the group working on the Buik Funding. The working groups did consult with the
Nationai kohanga Trust and this certainly happened on several occassions, where funding issues
were concerned.
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WHERE ARE WE NOW ? :

Much has happened within early childhood in the last decade, from a Macori perspective. The
challenge that was issued at the 1988 Lopdell course set off a chain reaction of commitment
towards addressing Tikanga Maori and the Treaty of Waitangi. Although some of this commitment
may have been driven by the fact that under the requirements of the charter agreement with the
Ministry of Education, a centre was required to show a management pian with regards to the
Treaty, many of the organisations accepted the challenge with genuine sincerity.

In 1988 at its annual conference the New Zealand Childcare Association made a commitment to
the Treaty of Waitangi. Not only did it adopt the philosophy of working towards bicufturalism but it
also looked at its structure, its staff and Area Training Supervisors, and its training course. It
actively recruited Maori people into its organisation and established a runanga to support these
people.

At the Playcentire National Conference in Hamilton, 1989, three resolutions were passed, a
commitment to the Treaty of Waitangi, a commitment to biculturalism and the establishment of a
Cultural Working Party. In 1990 a booklet was produced by that Working Group on Cultural
issues. Every Playcentre in New Zealand now has a copy.
The book states its second guiding principle as being ;

Playcentre has made a commitment to becoming bicultural and honouring the

Treaty of Waitangi. In order to work out what this partnership may mean,

consultation with Tangata Whenua must be the highest priority through this
process. [Working Party on Cultural issues 1990]

A Maori runanga was also established to support Maori people within Playcentre.

Within the Combined Early Childhood Unions of Aotearoa is the position of National Maori Co-
ordinator, who is at an important level of decision making. The kindergarten and childcare Maori
staff within the early childhood services have been meeting since 1986 so that they may discuss
issues concerning Maori in ECE. The New Zealand Federation Kindergarten Union have made a
commitment to honouring the Treaty of Waitangi.
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Barnardos New Zealand have made a commitment to bicuituralism and have organised Treaty
workshops for staff.

The six Colleges involved with training students for the Diploma of Teaching ,Early Childhood
Education, have also made a commitment to the Treaty. Aithough each college is at a different
level of development towards this commitment, Tikanga Maori, Te Reo Maori and the Treaty of
Waitangi are an integrai part of the Diploma.

As the three year diploma was regarded as the ‘benchmark’ for all Early Childhood Education
training, the New Zealand Qualifications Authority who had based the core curriculum on the
recommendations from the Childcare Training Lopdell course 1986 found it necessary to include
Tikanga anc Te Reo Maori, and, a moduie on the Treaty of Waitangi.

The Early Childhood Development Unit, (ECDU), is the baby of the Meade Report. The
implementation working group of Before Five had the opportunity to develop a structure which
would reflect a Maori and Pakeha perspective, side by side. The ECDU as well as having two
Board members who are Maori, also has a Maori person at the National Management level. This
person's title is ‘Te Kaiwhakau o te Tiriti", the Keeper of the Treaty. in the eleven districts there is
one Maori Co-ordinator position . One of their roles is to advise Early Childhood services and
provide inservice courses on Taha Maori . From these eleven Maori co-ordinators is eiected a
National Maori Co-ordinator who oversees the Maori kaupapa for these staff and gives support to
Te Kaiwhakau o te Tiriti. The ECDU has not only given support to working within two cuitural
dimensions, Te Iwi and Tau Iwi, but has aiso actively introduced a structurai framework so that
Tangata Whenua are present at decision making ievels.

| am aware that the announcements from the recent budget has put a strain on the Early
Childhood organisations. There is a warning here, for - the continual chipping away af the early
childhood structure to adhere to a free market, new right policy will chip away at the very core -
our philosophy,
- what early childhood education people have worked for over many years.
- our right to determine our philosophy for ourseives.
our Tino Rangatiratanga
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To work together in a partnership is not an easy task. There is bound to be pain but there will also
be the joy of discovering new knowledge. The journey is difficult.

WHERE TO FROM HERE ?

At present the future for Maori education is ambiguous and confusing.

The Ten point plan for Maori education developed by the Ministry of Education states that it wants
to foster increased participation rates of Macri children in early childhood education programmes,
(point 3 ). Provide resources to support Maori language initiatives at early childhood primary,
secondary and specifically Kohanga Reo level, (point 7 ) and provide support for research into the
needs of pre-school children graduating from Te Kohanga Reo and into the effectiveness of taha
Maori programmes in mainstream education (point 8)

Yet the draft copy of the National Curriculum for Primary and Secondary schools has had all Maori
words removed and has Maori language alongside other foreign fanguages. Yet the agenda of
the Government is to promote success of the individual, encouraging individual competitiveness.
This new right policy is supported and promoted by the big businesses in New Zealand. However,
according to Marshall, Peters and Smith (1990), it * undermines the 'group rights' anc interests
implicit within Maori culture.”

'The potential outcome of these new right views on education would be further

assimilation of Maori, and death for Maori language and culture.' ( Marshall, Peters.&
Smith. 1990)

This government has not shown that it has a genuine commitment to acknowledging the Maori
language, even though it is now an official language of New Zealand let alone acknowledging the
Treaty of Waitangi.

One message says that there will be support for taha Maori in mainstream early childhood and
support to Kohanga Reo with particular assistance for Maori children so that they may achieve.
The other message says that within the charter the Treaty is optional.
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To support taha Maori without it being a form of tokenism in early childhood anc in education,
one must recognise the Maori people as Tangata Whenua. One cannot do this witnout 'knowing'
the story, Maori and Pakeha, of this country, and therefore one cannot escape from ‘knowing
about' theTreaty of Waitangi.

We cannot go back to the days of just Maori songs, pois and crafts. To do this would be culturally
oppressive. This form of action alone will not give rise to better cultural understanding and
sharing. Maori people are still struggling for their physical , mental and spiritual ‘weliness’. There
are not enough Macii people in the decision making areas. We are still reliant on the support of
Tau Iwi to repair the pain of one hundred and fifty years, together.
"The consequences of the full implementation of new right ideology into New
Zealand education and schooling is frightening enough, however it is the inherent
assimilation and cultural annihilation tendencies embedded in the new right policy
that requires all New Zealanders to respond strongly and vehermnently to policies of
this type, and to reject them. The acceptance of these policies is to embark on a

dangerous journey: the uttimate outcome for Maori and for New Zealand as a whole,
would be social and cultural catastrophe.'( Marshail et al 1990 )
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Early Childhood Education is one area which has the strength ta give support to the place of
Tikanga Maori in New Zealand.

Where is it now in your list of priorities?

Early Childhood Education is rich because of its diversity. Each organisation acknowiedges the
specialness of individual children and the right to have access t0 quality care and education which
is developmentally and culturaily appropriate.

Are you in danger of being assimilated in a free market new right cufture?

Early Childnood Education people have had a history of struggling for equity whether it be class,
gender or race related.

Is the clock being turned back?

Early Childhood Education people having experienced these inequities have developed a
common bond.

s it still there?

Early Childhood Education people in New Zealand are acknowledging Maori people as Tangata
Whenua and are committed to working towards a bicuitural New Zealand.

But is time running out?

Early Childhood Education peopie are not afraid to stand by their commitment to guality
education and to the true intent of the Treaty of Waitangi.

Will this still be the case tomorrow?

100




96

Early Childhood Education people can afford to look back to the past, but cannot afford to return
to the pasi.

Kia Tupato, Be Careful.

As a Maori Early Childhood Education woman | do salute the Early Childhood Education
movementof Aotearoa. Qur strength, your strength, together we will watch the kakano grow, and
we will hear the Beilbird sing.
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STARTING WITH EACH CHILD: THE CHALLENGE OF
PROGRAMMING FOR UNDER THRFES

Anne Stonehouse

Facuity of Education, Northern Territory Univérslty
Darwin, Northern Territory, Australia

[This paper is written simiiarly to the way it was presented; hence its informality.]

What happens to under three year olds in chiid care has been an enduring interest
in my professional life. It has been a challenge to think of how to talk about such a
topic to peoplie who have different amounts and types of interest in care for babies
and toddlers. | assume that what we all have in common is the recognition that the
need for care for this age group is increasing, that the quality of that care is
important, and that there are relatively fewer people with expertisa with this age
group than with over three year olds. Those of you who work with the age group
may aiso feel that there are fewer sources of support and resources and lower
status for those who work with the very youngest children.

Wtiile | will be addressing care for under three year oids at a fairly practicai ievel,
the topic does reiate inn an obvious way to the conference theme, the impact of
social change on families, in that because of changes in society, there Is increasing
need for care for very young children. Secondly, within our profession, there is
increasing recognition of the need to provide appropriate experiences for this age
group, recognition that keeping them safe and happy is not sufficient. it was not so
long ago that in many centres there was a discrepancy hetween the quality of care
offered to over threes and under threes, with better and more equipment, greater
attention to programming, more highly qualitied staft, a larger amount of space, and
often consequentiy higher imorale and greater enthusiasm arnong the staff working
with older children. Although | cannot speak for New Zealand, my impression is that
fortunately those days are mostly over.

Abcut my title: As it had to be indicated to the Conference committee long hefore |
had thought in any detail about what | wanted to say, it does not fit exactly with the
theme of my address. When | began to think about what | wanted to do with the
topic, | almost wished | haa called the address “"A Home Away from Home* or
“There’s No Place Like Home", for several reasons. Firstly, they convey the notion
that nothing can replace a good home and family in child’s life. Secondly, they
suggest that chiidren’s services, particularly child care, should try to emulate the
characteristics of a good home experience, a point so often made that it qualifies as
a cliche, but one weil worth reflecting on. The danger however, in such a title is that
listeners might infer a belief on my part that their own home is the best place for
children to be, and therefore view this as an anti-day care talk, which it most
definitely is not. My address is not about the controversies around whether in the
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best of all possible worlds every child would be at home with a parent who wants to
be there. | used to believe that, but | am not so sure any more. What | do believe is
that chiidren have a better life when their parents have a choice about working
outside the home when their children are young or staying at home with them, and

that a critical component of having a real choice is access to affordable high cuality
child care.

in addition, the titles might be seen as refiecting an anti-day care centre and pro
tamily day care home perspective, which they do not. Each of those sottings has
unique strengths and chalienges in providing quality experiences for babies and
toddlers. However, when they are good, family day care and centre based care are
very similar in the experience they otier to babies and toddiers, and both should be
available for parents to choose from.

So the safe option was to leave the title as it is, because whatever eise | might want
to say about programming for babies and toddlers, | would always say that effective
programming must begin and end with consideration of the individuality ot each
child.

Definition of Programming

My definition of programming is as broad as it can be: what aduits do and do not
do that affects the daily experiences of babies and toddlers. So it obviously foliows
that my definition of the program is broad, encompassing every aspect of the child’s
experience in care: routines, interactions with adults and other children, the physical
environment, arrangement of space and materials, as well as what is commonly
thougnt of as the program, namely the activities or experiences provided tor the
children. My definition is troad because | believe that the times that in some
programs are ieft unscrutinised, not thought about, "throw away times", convey
more powerful meanings to chiidren than what might be labelied conventionally as
the program or curriculum.

One of the major obstacles to good practice with young children is that the program
is sometimes viewed as consisting of a few "special" activities initiated by aduits or
set up by adults at specific times during the day and for a restricted amount ot time,
sometimes in an otherwise fairly sterile environment, and the rest ot the day is
devoted to routines and so-called "free play", meaning that nothing is planned,
nothing is set up, and aduits lapse into custodial chiid minding. The common claim
that "Every day we do two or three activities" should be replaced by "Every day we
offer hundreds of opportunities for babies and toddiers to get involved with people,
equipment, and materials in ways appropriate to them". The program happens all
the time that at least one child is present.
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Compon f Quali

There are some widely acknowledged determinants of quality which 1 wili only
mention: attention to group size and age range, space (amount and arrangement),
numbers of staff and statf qualifications. in only mentioning these, | do not mean to
give the impression that they are insignificant. Quite the contrary, as attention to
them is critical to the provision of experiences of high quality to young children.

In the rest of this address, | will discuss some iess obvious but essential
components of a good program for babies and toddiers, or, for that matter, for
young children of any age. Not surprising, these have mostly toc do with the adults
in the program. The essence of what makes the difference between appropriate and
inappropriate practice, what makes the difference between a program of high quality
and low quality, is the skill, sensitivity, and professional judgments of staff. The
interactions between aduits and children are the most important part of the
curriculum. Greenman (1990) goes so far as to say that in child care settings the
aim should be to set up the environment in such a way that children can engage in
self directed experiences, for the explicit purpose of freeing the aduits to engage in
high quality interactions with individual chiidren. It is in the context of those
interactions that the most powerful teaching and learning take place.

Agreeing about Aims

Programming well for under three year olds starts with being clear about goals or
aims. | do not refer here to aims such as getting children to be able to use the toilet
independently, drink from a cup, or point correctly to body parts. Neither am |
referring to keeping children safe, happy, and busy, a set of fairly common aims
beyond which some children’s services never go.

It is crucial for staff who work together to have a united view of what they are
working toward. Yet sadly, discussing aims is an unattainaule luxury in many
children’s services. There is consequently liitle sense of common purpose and team
work, and people give contradictory messages to children, confusing them at least,
and possibly making them teei insecure.

The sorts of aims that must be decided on are what | would call 'macro’ or 'mega’
aims, the big ones, ones about the kinds of people we are trying to help children
become. | have made a list of aims for my own children, aged seven and ten, by
way of illustration. It is in fact a list that | would have for all children.

1. Liking for themselves, or, to use our jargon, high self esteem

2. Self confidence, courage, and resilience that allow them to take risks, to
"have a go", to learn from but not be devastated by failure or criticism

3. A view of themselves as part of a local and world community,

compassion and a sense of responsibility and caring for their feilow
human beings
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4, A conviction that they can change things, have an impact, make a
difference

5. Optimism, hope tor the future
6. A love of learning that lasts a life time
7. Openness, a critical questioning approach, but devoid of any cynicism

8. Willingness to persevere
9, A sense of humour, the ability to have fun and to laugh

10. Something that they are passionate about, vitally interested in.

| would suggest that it is worthwhile for staff who work with babies and toddiers to
think about the big goals or aims they have for the chiidren they work with. Of
course, the next step would be to look at practices in the program that promote or
impede the achievement of those aims.

Starting with Each Child

The most important starting point for good practice is acceptance of and respect for
children in general and for each individual child. This requires examination of our
own biases about cultural differences, gender differences, individual differences,
taking a good look at the children we like less than others and asking ocurseives
why.

Goffin (1989) wri.2s that respect for early childhood itself is a critical starting point;
that is, accepting it as a stage or series of stages in their own right, with speciai
characteristics, strengths, and needs, rather than an unfortunate deiay between birth
and maturity, with the outcome that we push children, we focus on trying to make
them be the way we want them to be in the future rather than letting them be the
way they are now. This is what developmentally appropriate practice is all about.

We know that each age brings a set of chalienges for the adulit, that these
challenges are a part of normal development and wiil be resolved with maturity and
careful teaching. Yet sometimes two year olds are made to share because we worry
that it we do not make them share now, they will always be selfish, or made to sit
still in groups because they will need to be able to do that later. Babies and
toddlers are sometimes pressured to "eat properly" or use table manners because
we think that if they use fingers now they will never use cutlery. | call those
examples of the "Fix it now or it will only get worse syndrome". We must accept
children “acting their age" (Stonehouse, 1991).
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There are particular problems with toddiers, who are often viewed as being "“in
between* babies and preschoolers. Sometimes they are placed in an environment
that is more appropriate for babies and is therefore boring (Stonehouse, 1988).
Gonzalez-Mena (1986) has written that many descriptions of toddiers come from
comparing them with older children, and the resuit is a negative view of toddlers’
behaviour, a deficit model that emphasises what toddiers lack. She says that "when
teachers or parents think of toddlers as miniature preschoolers, we invite problems
because our expectations are not appropriate* (p. 47).

The most common cbstacle to appropriate programs for babies is the view that the
aim should be no more than to keep them safe and happy. Often they are boring for
staff, who do not plan anything, do not change anything, and every day is just the
same.

Programs must be matched to skiils and characteristics of under threes. if we are
good observers, babies and teddlers wili tell us what they should be doing. What
are they telling us when they engage in quintessential under threes’ behaviours
such as sucking the crayons and textas we give them, mounding the paste up and
treating it like finger paint in a collage activity, getting up in the middie of a story
and roaming around like teenagers cruising around on a Saturday night, taking food
from each other’s bowis, or transporting every biock from one side of the room to
the other and waiking away when the task is completed? To work effectively with
them, we need to be able to read them, so much more important than reading books.
Those of us who work directly with babies and toddiers must trust ourselves and the
children and let them tell us what and how they want to iearn, what they need to do,
and the way they want to do it.

! said previously that we should know what we are aiming for, and now | am saying,
"Focus on the present. Make up your mind, you may say to me. | mean both.
Good practice starts with clarity about where we want children to get to, buit with a
firm acceptance that children are living their lives now, not preparing to live their
lives in the future.

We have an obsession with preparing children for the future: piay-group should
help them get ready for kindergarten or pre-school, kindergarten or pre-school is
preparation for primary school, and so on. Perhaps we shouid start preparation for
old age and dying in the newborn nursery and work from there! | would assert that
the best way to prepare children for the future, for a variety of futures since we do
not know what the future wil! be, is to meet children’s needs and focus on their
strengths in the present.

Going Beyond Developmental Appropriateness

The notion of developmentaliy appropriate practice has obviously had a major
impact in the United States, and is being talked about increasingly in Australia. |
have some concerns about its Australian transiation. As with anything, but
particularly ideas, the further they are removed from their original source, the more
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likely they are to be distorted or oversimplified. The notion of developmentally
appropriate practice lends itseif to being prescriptive about what is okay and what is
not. It is simplistic to reduce something as complex and creative as working weill
with children to a series of "do’s and don'ts”, a list. To the extent that we do that,
we stop looking at children, the context, and ourseives.

To say that what we do with children must be developmentally appropriate Is to tell
only part of the story. Yes it must be developmentally appropriate, but it must also
be appropriate in at least three other ways: humanly appropriate, cuiturally
appropriate, and individually or uniquely appropriate. Now the NAEYC Statement of
Developmentaily Appropriate Practice (Bredekamp, 1987) embodies those notions,
but the term 'developmentally appropriate practice’ used alone may suggest
erronecusly that it is sufficient if an experience or a material fits with the
deveiopmental levei of the group of children or even with that of an individual child.

By humanly appropriate | mean that what we offer children must support the human
values we want to instil and nurture in them. For example, we would not allow them
to engage in activities that harm the environment. While painting a live tree or
squashing bugs might capture their interests and match their developmental skilis,
they are not appropriate activities in terms of human values. As a contrasting
example, skills of negotiaticn, compromise, and peaceful resolution of conflict can
be nurtured in babies and toddlers through our interactions and interventions --
humanly appropriate practice.

Let me give you a powerful example of the result of humanly appropriate practice. |
saw this in a group of under three year oids, where the children receive much
affection and cariig of the highest order. A not yet three year oid, without being
asked, was staying beside, and patting in the gentlest way her baby brother, who
was distressed because his father had just ieft. Even though an adult was not
involved in that interaction, her caring and gentleness | am certain were the resuit of
practices she had observed and had no doubt experienced herself.

By culturally apprepriate | mean that what we do with children needs to fit in some
way with their broader experience and embody respect for and acknowledgment of
their cultural and family background. To the extent that we build links to the child’s
lite outside our programs, we make a positive impact on the child. To the extent that
we ignore, deny or de-vaiue the child’s life outside our programs, we harm the child.

| would add that it is both culturally and humanly appropriate to assist young
children growing up today to be comfortable with cultural diversity, not to feel
threatened by it, and to see it rather as a positive enriching dimension of their lives.

By individually or uniquely appropriate | mean that what we do with a child must
make sense and be right for that child. For example, it may be developmentally
appropriate to think about helping a group of two year olds start learning to use the
toilet, but for a particuiar two year old, that may be individually inappropriate.

A second dimension of the notion of personal or individual appropriateness is that
good practice happens (usually that is, we could all think of some exceptions) when
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aduits do something with children that they are excited about, whether it is cooking,
dancing, gardening, or a number of other interests. | have seen rather unusual or
unorthodox experiences offered to under three year olds, experiences you would
never find in a list of developmentally appropriate experiences, in ways that made
them appropriata on ali four counts.

So, in addition to DAP, which is what the Americans call developmentally
appropriate practice, we have HAP, CAP, and UNAP. It begins to sound like a Dr.
Seuss book! So what | am suggesting is that developmentaliy appropriate practice,
humanly appropriate practice, culturaily appropriate practice, and uniquely
appropriate practice ail add up to professionally appropriate practice.

Using Power Appropriately

Some eariy childhood professionais feel uncomfortable with the notion that we have
power over children. There is o doubt that we have power, and the younger
chiidren are the more power we have. In some of the early and most influential
writing about professional ethics, Katz (1978) lists our power over children as one of
the main reasons that we need a code of ethics, for where there is power there is
the potential for abuse of power. At an obvious and basic level we are bigger and
stronger than children are, and we use our superior size and strength to move them
and remove them and to gain their unwilling compliance. We use our greater
knowledge of the world to assist and protect them. We use our control of material
resources to shape their experience, to motivate, reward, and sometimes to punish
them. We use our priorities to shape children’s experiences. | am not suggesting
that these are inappropriate uses of our power, but simply support for the assertion
that we have it and that we use it.

While | would not suggest that we abdicate our power, | am suggesting that we hand
over some of it and use that which we retain on behalf of children rather than over
them or agzinst them. This requires confidence in children and ourselves.
Unconfident peopie cannot let go of power and control. It is useful to reflect on the
programs and staff that we know and the degree to which power is handed over to
children. It can be seen in the way babies and toddlers are physically handled, and
in fact in the extent to which they are given physical autonomy, such as being given
the time to seat themselves in a chair instead of being picked up and inserted.
Handing over of power is evidenced in the degree of fiexibility in timetables and the
extent to which programs are individualised. It can be seen certainly in ways aduits
respoi:d when a deterniined toddler digs her heels in and says “No" with all the
resolve she can muster. | assert that no one should work with young children who
has a personal need to have power over someone, who has little power over other
arenas of their lives.
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Avoiding Rampant Teaching

This phenomerion could also be called teaching gone berserk. This is where there
is a compulsion to make experiences "educational”, using that term in its most
conservative way, meaning serious, adult controiled, and related if possible to
identification of shapes, colours, numbers and letters. There is litile concern in this
serious business for relevance, spontaneity, or meaning. We have all seen some
potentially wonderful experiences and interactions devastated by the adult’s
compulsion to teach something. You have probably heard the story about the two
girls painting at the easel, one of them new to the group. The old timer says to her,
“Listen, let me give you some advice. Try to finish your painting and hang it up
before the teacher comes around, because she’ll make you tell her about it".

We have all heard the artificiai inane questioning of toddiers by adults: What colour
is that? Where's your nose? How many biscuits do you have there? What's your
name? Is Mummy at work? These nort-authentic, meaningless questions with
obvious answers must cause toddiers to wonder about the mental capacities of the
adults who work with them, and have such thoughts as, "Gee, I'll be glad when she
jearns her colours and doesn’t have to always ask me!" Teachers in the terminal
stages of teaching gone berserk hardly ever smile or have a good belly laugh. They
are deadly serious and earnest. if what is happening in programs for babies and
toddlers is not mostly pieasurable for both children and adults, then something is
wrong.

I have seen rich child directed pretend play stopped in order to pressure almost
three year olds to participate in required structured table activities, or two year olds
being given adult initiated instruction in the use of scissors - - teaching gone
berserk.

People who work in child care, especially those who work with babies and toddlers,
may feel particularly pressured to be seen to be doing something worthwhile in
parents’ or the community’s eyes, so they resort to compulsory group times or
product oriented activities so there is something to take home to Mummy. i even
heard of one centre where the under threes were making Christmas decorations!
Now if that were handled in a child centied way, | am certain that invincible toddlers
would hijack the activity and make it into something that suited them, but it is not a
particulariy appropriate activity for aduits to plan for that age group.

Katz has a wonderful story in her book Engaging Children’s Minds (1989). She
writes of two children who are cutting out autumn leaves, which have been drawn on
coloured paper by the teacher, on which they have been instructed to draw faces.
These will be attached to icy pole sticks, and these puppets will become players in a
piay about autumn. One child says to the other something like, “You know, this is
really dumb, but my mum will just love it". We need to ask ourselves why we are
offering the experiences that we offer in programs for under three year olds. If the
answer frequently is because the staff are bored, to please the parents, to impress
the director, the adviser, or the management committee, instead of because they are

developmentally, humanly, culturally, and uniquely appropriate for the children we
work with, then something is wrong.
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Gimmicky activities are often resorted to by adults to cope with their own boredom
and lethargy, but they project that boredorn onto the children to make it legitimate.
The more we understand and are excited by chiidren’s development, the less we
resort to experiences and materials that have only noveity value. More specifically, i
wouid say that there is an inverse relationship between staff’'s understanding of
toddlers’ development and the number of products of so-cailed craft activities in the
lockers tor children to take home.

Babies and toddiers do not get bored with open materials that can be used in a
variety of ways. What drives them to persevere, expiore, and experiment are the real
activities and materials used by peopie important to them. | saw a good exampie of
this recently. A student offered finger paint to a group of two to three year olds,
who were moderately interested. Some paint inevitably dropped on some of the
chairs around the table, which were then put aside to wash. When the soap, water,
and scrubbing brushes came out the chiidren engaged more enthusiastically in the
cleaning up than they had in the original activity. The cleaning up was a superior
experience on all counts to the finger painting.

Children are eager to conform the older they get, so they will iearn to like such inane
and inappropriate activities as colouring in or stenciis, or they wiil demand and
appreciate an adult drawing for them or creating modeis to copy with ciay,
especially if they know nothing difterent. Consequently it is important trom the
beginning to encourage and support their own efforts.

Katz (1988) warns us that we cannot judge the worth of an experience simply by
whather or not the children become involved. She writes:

It is also important to realise that children are extremely eager to please
adults and will willingly do mindless things. The fact that children enjoy
doing something is not a reason for them to do it. Enjoyment is not a
goal of education, it is a goal of entertainment. The goal of education is
to engage the mind, whatever the age of the student. When we teach
well, learning is enjoyabie, but this is not the goal, it is a by-product.

(P- 4)

Programming Through the Environment

The best programs | have seen are ones where care has been taken to set up a rich
environment, one that invites children to partake of materials and experiences that
they have chosen. | do not mean necessarily a costiy or luxurious environment, for

some of the best programs | have seen have been offered in far less than opulent
settings.

Greenman (1990) says that the program is the environment. The best programs for

babies and toddlers happen where there is variety for children to select from, and
the adults are free to support, assist, encourage, and have those all important
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interactions with children. Aduit conducted experiences shouid form a relatively
small proportion of the experiences available to the children.

Being Partners with Parents

Early childhood staff have traditionally prided themselves on their close
relationships with parents, and by and large we do a much better job than do our
coileagues in primary and secondary schools. However, in the light of contempcrary
society and its impact on family life, we need to look critically at relationships with
parents. We need to move away from measuring our parent participation in terms of
the attendance at parent meetings, or the amount of money raised at fetes, or
whether the management committee has its full complement of members. We need
to move toward the establishment of a mutually supportive partnership, with open
communication, respect, lack of judgment of each other, and good will. It is well
documented in the literature about parent involvement in schools that what parents
want is a relationship with the teacher, that is, with the person or persons who work
closely with their child. | am certain that this is true for early childhood services as
weill, particularly those for children under three. And yet, by and large, the ways we
devise for parents to be involved are more likely to give them a link to the institution
than a direct means of forming a relationship with the people who work with their
child. A parent-staff partnership in an early childhood setting is a matter of spirit,
of attitude. It does not require huge time commitments, participation on committees,
attendance at fund raising functions or meetings.

Linking what happens in the program and at home, open sharing both ways of
information and concerns about and pleasure in the children, assisting sensitively
with separation, parents feeling welcomed and valued partners in the program --
these things do not just automatically happen, but must be programmed for.

It is so easy to ignore, to criticise, to patronise, to undermine, to exploit parents.
Quite specificaily, | would suggest that it is highly unlikeiy that staff who believe that
it possible, every mother should stay home with her baby or toddier, will develop a
positive supportive relationship with mothers who have chosen to work for reasons
other than financial necessity, and these attitudes should be explored in the procsss
of hiring staff.

Rita Warren (1977) writes of the almost inevitable feelings that develop in early
childhood professionals:

For all of us who work with young children, the number one
occupational hazard is a tendency toward "child-saving”. Chiidren are
little and vulnerable and usually appealing, and it is all too easy to slide
into seeing ourselves as new and better parents to the children in our
care. ..We may too easily slip into seeing the child’s parents as
uncaring and unknowledgeable or judge them by harsh standards which
do not take into account the parents’ own needs and vulnerabilities.

(pp- 8, 9)
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Parents may get the biame but not the credit. What Is the first thing most staft say
when a toddler suddenly starts biting any exposed flesh she has access to or
refuses to sleep or is distressed at separation: "l wonder if something’s going on at
home?* 1 !1ave never heard an early childhood professional say first, in such
circumstances, "I wonder if there’s something about me or the program that's
troubling her". ‘

Early childhood professionals and parents are in a bind. While we advocate for
higher standards and strive to present a professional image and provide quality
experiences for children sc that parents will feel secure leaving their children with
us, we aiso want parents to be involved and to maintc.a their responsibility. One of
our biggest challenges as early childhood professionals is nurturing and sustaining
parents’ beliefs that they in fact are the major influence on their child, that they are
the child’s most important person. A day care centre director said to me recently:
"] try to ensure that my staff and | develop attachments to families, not just to
children”. :

There is a danger that we are inadvertently pressuring parents into seeing
themselves as needing to be bogus early childhood professionals rather than good
parents. The challenge for early chiidhood professionals is to support parents in
their child rearing role rather than seeing themselves as paid substitutes for parents
and to try to influence Government policy and the design of services to reflect this
philosophy. Unfortunately, at present our services are not funded in a way that
allows priority to be given to partnerships with parents, so by default we find
ourselves functioning more as second rate substitutes for parents than as
supporters.

Caidwell (1984) has described child care in the following way:

Professional child care is a comprehensive service to children and
famiiles which functions as a subsystem of the chiid rearing system and
which supplements the care children receive from their families.
Professional child care is not a substitute or a competitor for parental
care. To some extent, professional child care represents a version of
the extended tamily which has adapted to the sociai realities of the
modern world.

(p. 4)

Attending to Our Own Professional Development

It is increasingly recognised that our practice with children will not be good if our
own needs are not being met. The work environment of early chiildhood
professionals, as well as the broader context in which we work, our salaries and
working conditions, influence in a major way the quality of our work with children.

i1y
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| have never seen a program of high qualily for chiidrzn where there was not a
positive atmosphere for staff. | should add parenthetically, however, that the
converse is not true. That is, adult centredness in programs does not automatically
ensure child centredness. | have seen programs where the staff wer2 having a great
time but the children were not.

Professional deveiopment is a lifelong process. It involves participation in in-
service eduzation activities and engaging in further study, but it goes far beyond
that. While ones own professional development must be motivated and directed
from within, it can obviously be supported or impeded by the work place. There
have been and to sorme extent still are a number of factors that impede professionai
development of earily childhood professionals, particularly those who work in care
settings. For those who work with very young children, there may be the additional
tactor of lack of vaiuing or recognition that what they are doing requires as much
skill and sophistication as does working with older children. There are still those
unenlightened people who beliave that work with babies and toddiers is simpler and
less demanding than work with older children. They have obviously never tried it!

We each need to look at ourselves periodically and reflect on our own professional
development. We have all seen early childhood professionals who, it appears, have
fossilised. That is, they have, in their view, all the answers, and there is nothing
more, in their view, that they need to know. There are others who appear to have
gone to sleep professionally, who appear to do the same things day after day, rather
joylessly, on automatic.

We must advocate for conditions that facilitate our own growth and development. It
is not just that we deserve it, children deserve it too.

Conclusion

To finish, | want to go back to where | started, with the notion cf good programs for
babies and toddlers having features in common with good homes. A selective list of
what that means from the child’s view follows:

1. SOME PEOPLE ARE PERMANENT, ALTHOUGH THEY WILL MOT BE THERE
ALL TIME, AND OTHER PEOPLE ARE IN AND OUT.

2. | AM KNOWN, MY LITTLE PECULIARITIES, LIKES AND DISLIKES ARE
APPRECIATED OR AT LEAST TOLERATED. | AM TREATED AS SPECIAL,
ACCEPTED AND VALUED AS A PARTNER.

This applies to everyone, not just children. Home is where people, not just
children, can he themselves. There is no one right or best way to work with
children, and we have to be careful in professionalising our work that we do
not homogenise and sterilise caring for babies and toddlers. Authenticity and
integrity of activities and experiences were discussed previously. Those
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qualities must apply to human interactions between adults and children. |

have known and worked with lively, animated, energetic talkative people who
were exceilent with babies and toddilers, and | have aiso known quiet,
reserved, undemonstrative slow moving ones who were equally as good.
Diversity is a strength.

I HRVE SOMETHING THAT IS MINE.

It may be just a photo, a face washer, a special place to sit for lunch, or a
locker, but it is personal.

I CAN BE SOMETIMES ON MY CWN, SOMETIMES WITH OTHERS. | CAN GET
AWAY TO HAVE SOME PEACE AND QUIET SOMETIMES WHEN ! WANT TO.

WE COME TOGETHER SOMETIMES, BUT WE ARE OFTEN DOING "OUR OWN
THING".

| FEEL SECURE HERE, | BELONG TO THE PLACE AND PEOPLE.

Appropriate rituals create a sense of group. Such practices as calling
toddlers’ attention to someone who is away, weicoming someone back, doing
things together such as setting the table or putting things away, encouraging
children to help and comfort one another are critical parts of the curriculum.

THERE IS A COMFORTABLE ROUTINE, BUT NOT REGIMENTATION. THE
ROUTINE IS FLEXIBLE, IT VARIES. THERE ARE SOME CHANGES IN SPACE,
MATERIALS, AND ROUTINE BUT THE EXPERIENCE IS PREDICTABLE
ENCUGH TO GIVE FEELINGS OF SECURITY AND EMPOWERMENT.

Some child care centres run more to a schedule than many public transport
systems. Most good homes do not. Confident workers with babies and
toddlers will "loosen up” the time to the extent possible. They will think in
terms of large "chunks" with a minimum of artificial breaks or empty times.
They will view children doing different things at any one time as desirable
rather than as a threat to their control.

THE ENVIRONMENT IS RICH AND THERE ARE LOTS OF OPPORTUNITIES TO
INITIATE THINGS MYSELF. THERE ARE LOTS OF GOOD THINGS TO "MUCK
AROUND WITH" LIKE TOILET ROLLS, POTS AND PANS, PLACES TO HIDE,
THINGS TO FIT MYSELF INTO, SPACE TO PRACTICE MY LATEST ATHLETIC
PURSUIT. THERE IS TIME TO DO MY OWN THING.

THERE ARE LOTS OF TIMES WHEN | AM LEFT ALONE TO CHOOSE WHAT TO
DO IN A RICH ENVIRONMENT, WITH PEOPLE ACCESSIBLE TO HELP,
SUPPORT, GIVE A CUDDLE, MAKE SUGGESTIONS, AND GIVE
ENCOURAGEMENT. | AM NOT UNNECESSARILY INTERRUPTED OR
"PROGRAMMED".

pams
.
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Escalona (1974) writes the foilowing about the tempc ot toddiers:
By and large, toddlers have a hard time fitting their rhythm
to that of the caretaking aduit in the group -~ far more so
than in the family where, as the aduit does his work, the

toddler is allowed to busy himseif as fong as he does not
cause trouble or get into danger.

(p. 36)

THERE ARE A VARIETY OF PLACES TO GO WITHIN THE SPACE.
SOMETIMES WE STAY AT HOME, SOMETIMES WE GO OUT.
THIS PLACE IS COMFORTABLY MESSY.

WE DO THINGS BECAUSE THEY ARE INHERENTLY INTERESTING OR
BECAUSE THEY NEED TO BE DONE. WE LEARN THINGS AND DO THINGS
FOR A REASON OR PURPOSE. PEOPLE DO NOT TALK IN ORDER TO
PROVIDE VERBAL STIMULATION BUT BECAUSE THEY HAVE SOMETHING TO
SAY.

THE ADULTS ARE THERE BECAUSE THEY WANT TO BE.

There are fewer people in the world who can de a good job with babies and
toddlers than with over threes. It would be hoped that centres would be
staffed with people who want to be there and for the right reasons.

Curry and Johnson (1990) write about the need for adults to act in
collaboration with children:

Children need coaches -- adults who realise the full
implications of their efforts on the child’s developing sense
of self, and act accordingly -- rather than cheerleaders. ...
At the heart of coaching skilis is finding goodness of fit
between adults and children.

(pp. 92, 93)

Robert Frost wrote "Home is the place where, when you have to go there, they have
to take you in" (Lathem, 1969, p. 39). With regard to early chiidhood programs, i
would hope for substantially more than that for babies and toddlers and their
parents, and for that matter for staft in those proarams. | would hope that they
would want to go there and they want to take you in!
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THE IMPACT OF CHANGE -
AGAINST THE ODDS

Paper presented by Clare Wells to the Early Childhood
Convention, Dunedin September 1991

Tena koutou

Nga mihi mahana kia koutou

E nga mana, e nga iwi, e nga reo

Tena koutou, tena koutou, tena koutou katoa

I am very pleased to have the opportunity to speak to the
convention about the Impact Of Change. My experience and
therefore my perspective, is as a worker in the early
childhood sector, and I intend to focus on changes that
have affected those working in the childcare and
kindergarten services.

Te set the scene, I believe it important to look briefly
at broader social and economic policies and influences -
the role of women in society, their employment needs and
the value placed on the work they do. It is within this
context that the provision of early childhood education
is viewed, and the response towards those who provide it.

Traditionally, women have been viewed as taking a caring
role in society - caring for children, the elderly, the
sick and so on - ‘it is a natural instinct’. To a large
degree, this attitude has been reinforced, with the most
significant demonstration being that of employment equity
- the value plerced on the work of women. This wvalue
translates to pay and employment conditions and the
attitude society holds generally about the nature of the
work women under :ake.

To quote from the Royal Commission on Social Policy
1 - Today most women are primarily members of the paid

workforce, who take time out for child bearing and child
rearing, and other caring work. Even at those times ...
they are doing unwaged work in the household and often in

the community ... This unwaged work is not an ‘optional
extra’. Society needs it so all other human activities
can take place ... Economists have suggested that in

developed countries the value (of unwaged work) could be
equivalent to at leaste 30-40% of the Jgross national
product.

Although the Royal Commission findings place a high

degree of economic importance on women and the work they
do, and acknowledge their role in society as being
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in a ‘caring’ role - are still seen as being there
because they like it, ‘it’s natural’ and that it is
something women would do anyway - Whether thzy were paid
or unpaid.

For years women have undertaken the task of changing this
attitude. The task has been approached from many angles,
but two significant approaches have come from the
employment needs of women and from the ‘revaluing’ of the
work undertaken by women in ‘caring’ occupations.

The employment needs of women are largely attributed to
the nature and expectations of the work they do, the
responsibilities women has outside working hours, and the
growing trend of women being the sole income earner.

The revaluing of women’s work has arisen from the shift -
albeit minimal - in recognition of the social and
economic contribution made by 50% of the population.

Although the theory and reality of employment equity is
an interesting and topical subject, I do not intend to
explore it further, but it does form a strategic part of
the overall picture of womens economic and social
contribution, and relates closely to the attitude and
therefore the position, of those working in the early
childhood sector.

As the move towards recognition becomes more widely
accepted, so to does the development and provision of
services and requirements to meet those needs.

Politically, these issues have been bandied around the
corridors of power for years, and have resulted in some
changes in support of the arguements. For examnple, the
introduction of the Parental Leave Act; industrial, and
health and safety regulation; and of course the recent
example and the most short lived piece of legislation in
history, the Empioyment Equity Act. Against the Odds, the
political maneouvering achieved some success.

Political ’interference’ - as 1is the view of somne
commentators - cannot achieve the tflexibilities’
required - particularly in relation to the labour market.
rcentralisation’ and ’‘bureaucratic control’ - it is
argued - leads in fact to excessive restrictions to the
detriment of economic gain. However, Wwithout the
centralised approach via legislation and regulation - so
history documents - neither success nor a change 1in
attitude, would have been achieved.

It is against this backdrop, that the impact of change
for workers in the early childhood sector can be seen
most clearly.

The development of services, although not restricted by

any means to the early childhood sector, did see a rapid
growth in recent years. The provision of early childhood
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services was seen as desirable objective for a range of
reasons as well as being regarded as an employment issue.

If people are to participate in paid employment, they
need a service which meets their needs and the needs of
their child. And although <here has long - been many
informal arrangements and the provision of services such
as kindergartens, playcentres, etc., these only met in
part, the damand for services which enable
parents/caregivers the opportunity to participate in long
term and full time employment.

The increase in the demand for childcare services, has
grown steadily - most notably during the past 10 Yyears.
This happened at the same time as the attitude of society
towards childcare gradually changedl to become more
accepting, as the role of women economically and socially
came to the forefront of the political agenda, and as the
employment needs of women gained recognition.

This change in attitude, mainly due to the intense
political and public lobby, further raised the awareness
of not only the need for early childhood services, but
also the benefits of quality provision. As we all Know,
the benefits are documented far and wide. However, the
'matural instinct’ theory still pervades, and it has
created a myth that still exists in many quarters. The
myth that early childhood education and early childhood
care are two separate issues.

Although the provision of full time, long term early
childhood care and education di4 not fit well with the
more traditional and persistant attitudes, the increasing
demand for services - for whatever reason - fostered the
perception that childcare had a custodial rather than
educational role. Against the 0Odds, the myth has been
dispelled - although not completely.

If the two are in fact inseparable and education holds
a ’higher status’ than care - such is the fickle theory
of some - then to discuss early childhood in an
educational context raises the issue of government
responsibility, and in turn suggests a cost.

This is the rational of government advisors who tried to
steer the government away from accepting responsibility
and tried to keep the myths alive.

A graphic illustration of this, is documented in the
briefing papers to government from Treasury in 1987,
which state

2 - That children who attend the various forms of early
childhood institutions are far too young to appreciate
the longer term benefits and costs of the education and
care ... they receive
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The paper consistently raises the custodial versus
educational role of services reinforcing the myth in the
minds of the decision makers, and raises the question of
the amount of government involvement and the need for
regulation. It also notes the voluntary contribution
within the sector, the interests of ‘private’. providers,
and it challenges the evidence relating to the benefits
of early childhood educaticon, saying

2 - The debate ... tends to be emotive and can at times
generate more heat than light ... there is still little
objective evidence of the long term effects ... which
lead to assertions ... based on intuitive judgemet and
over extending the application of (available) research
data.

Treasury does however concede that

2 - The first few years in a child’s life are crucial for
their subsequent development

and goes on to state

2 - The main issue (in relation to early childhood) ...
is the balance between institutionalised provision and
family care

As the arguement came <forth from Treasury in the mid
1980’s, the ‘emotive’ debate did succeed in applying the
'heat’ to government. Many of Treasurys arguements -
Against the 0dds - did not win favour at the end of the
day, much to their chagrin.

During this time, the shift from the custodial to
educational role of early childhood accelerated, most
noticeably with the transfer of administration and
monitoring of childcare services from the Department of
Social Welfare to the Department of Education. As the
debate became more public, so to did the expectations on
those who provide it.

Having established - well more so than in the past - that
early childhood education is a valued and important part
of society, the focus then centred on quality and a new
debate emerged.

There is a consensus arnoung educationalists that the
provision of quality early childhood education relies on
a number of .factors, which include skilled and
experienced staff, good staff:child ratios, appropriate
group size, developmentally sound programmes, and
recognition of both the employment and professional needs
of those working in the sector.

Early childhood may have reached a turning point, but
validation of what constituted quality provision was not
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reflected beyond the rhetoric. The myth prevailed and did
not rest easy with the expectations for quality.

As the recognition of early childhood education increased
so to did the comparisons between what was being offered
and therefore what was being gained within the sector.
The kindergarten movement as the most long standing
‘formal’ service was seen - and still is - as being
better off than anyone else. The successes achieved in
the kindergarten service were only realised after a
hundred years and the acceptance that early childhood
did, in fact, belong in the mainstream education sector.
Nothing fell into the ‘lap’ of the kindergarten service
from generous benefactors - it was hard fought for and
hard won Against the 0dds.

As a consequence many of the provisions available to
education across the board were also made available to
the kindergarten service. Kindergarten teachers were the
first in the early childhood sector to undertake pre-
service training provided by the government, and to be
paid directly by government. As such, this group was
included in the ’state sector’ and thereby subject to
state sector regulation and conditions of employment. As
‘state sector employees’, kindergarten teachers assumed
many employment conditions that were won as part of a

state wide clainm. With training requirements and
employment conditions being of a national standard and
application, and with kindergarten teachers being

accepted as part of the state which included policy
development, kindergarten teachers were able to move
forward as a national collective group in the interests
of quality early childhood education and in the interests
of those who provided it within the kindergarten
movement.

For childcare workers, the history is quite different.
Childcare workers were employed in a variety of centres
under various employment conditions, with a range of
qualifications and experience. Childcare was seen as
being a purely private sector operation, and although
f government had some responsibility, it was definitely
: not in the area of employment conditions.

é Minimal requirements set out in legislation, regulation
and policy, were subjected to broad interpretation, which
in turn directly affected the nature of the work
undertaken and the environment in which it took place.
Although recognition of the work status and employment
: needs of women, and the need for quality provision of
" services was gradually becoming acceptable, in a women
| dominated occupation, the inequities were particularly
] startling. And although there were many who did work to
; address these inequities, there were equal numbers who
i did not, and there are dozens of examples available of
[ the conditions  workers, and children they were
i responsible for, were subjected to - workers being paid
i $1.80 per hour, poor supervision of children, no formal
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agreements regarding pay and conditions, no sick leave,

long hours without a break, and so on - and this was less
than 10 years ago.

It was Against the odds then, of a wage freeze,

isolation, exploitation, intimidation and employer

resistance, that childcare workers achieved union
representation and legally binding employment conditions.

Even though industrially workers were represented on a
collective basis and had gained protections under an
Award document, the variation continued, and given that
we are speaking of only six years ago at this point, the
fact that wage rates ranged from $4.25 per hour to $5.28
per hour for a first Year untrained worker, this
variation 1is an example of the reality of employment
equity, and the status of women and of +he childcare
service.

As public awareness grew for the continued provision of
quality early childhood education services, so to did the
arguement against recognition. Treasury picked up on the
theme and commented that

2 - Early childhood services have been a matter of public
interest and concern for many years ... (and) in recent
years, public interest has been increasing. Pressure for
the allocation of additional public resources to early

childhood services is coming from a number of directions.

Treasury had noted that early childhood education was a
significant employment issue as well as an educational
one, and therefore the community of interest in this
provision extended far beyond the early childhood sector.
This factor, anticipated Treasury, would play a
significant role in the political debate and as such, ran
the risk of being acceptable. Treasury’s comnment was
guite true, and they knew the fiscal implications should
the government concede to pressure.

Alongside of this, there was the progressive move towards
deregulation , devolution and privatisation. The move
towards reduced government intervention and the
application of market forces. It seemed to Treasury and
other government agencies, that this growing trend was in
fact being negated in the early childhood sector, with
government policies reflecting an increased centralised
approach. For those holding the purse strings, this was
an alarming trend.

The lobby for early childhood continued and the call for
more government responsibility and intervention
increased. At the same time there was another strand of
policy making in the of fing which would result primarily
in government reducing its role in state affairs in
relation to employment.
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In 1987, all workers whether in the state or private
sector came under one piece of legislation - the Labour
Relations Act - and for kindergarten teachers the added
bonus of the State Sector Act. This substantially
altered the method and regquirements of industrial
negotiation and the representation of workers in the
process. Childcare workers had Award coverage -
kindergarten teachers did not. The legislation required
kindergarten teachers to codify their employment
conditions into ar Award document and required their
representative body - the Kindergarten Teachers
Association - to become registered as an industrial
union. It removed the ability for a sector wide approach
and left kindergarten teachers out on their own. The
State Sector Act also required employers to be good
employers and set the ground rules for employers to
follow. Needless to say, these rules paralled closely
those already established in the private sector.

Employers and workers operating in the private and state
sectors were covered broadly by the same legal
provisions. From a Treasury point of view this would no
doubt lead to the acceptance by government that they no
longer had a responsibility in industrial matters of the
state - a point of view fostered and nurtured by those
favouring the market approach. If this view does not
succeed in one area of policy making, history documents
it being relitigated in another.

Another player in industrial negotiations in relation to
the kindergarten sector, was the State Services
Commission (SSC). Although the SSC had always had a hand
in industrial matters, their role was in conjunction with
the Department of Education and not directly as advocate
on behalf of government. Under the State Sector Act, the
SSC took on the responsibility as advocate and the
legislation reduced the involvement of the Department of
Education in negotiations. However, SSC’s interest went
beyond industrial matters into the arena of educational

policy, and at a time when both educational and
industrial policies were changing, the SSC made sure it
was involved in both. SSC had an ally

in Treasury and together they challenged the government
and relitigated the myths in a effort to save the public
purse.

One of the key areas of new policy around this time was
the shift to implement the three year early childhood
education pre-service training. Against the 0Odds, this
policy won favour with the government and the staged
implementation was set to begin in 1988, replacing the
one and two year childcare and kindergarten training
programmes.

Treasury commented on this pclicy change as following

2 - ... an increasing trend of professionalism ... which
may have costs as well as benefits ... The costs of
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professionalism can be such that they exceed the benefits
gained.

Treasury was stating quite overtly, that one of the Kkey
areas in the provision of quality early childhood
education, that of training, should be regarded as an
economic rather than educational consideration. By
applying economic considerations, Treasury was denying
the level of skill, responsibility and experience needed
in the sector, relitigating that early childhood
education was primarily a caring, custodial role and that
those who provide it, naturally have the skills to do so.

In 1987 also, the government attempted to straddle the
balance between governnment intervention and
responsibility, and community empowerment - appeasing the
critics of government control at the same time as
appeasing the advocates for public provision of social
services. A flurry of activity to refom education,
welfare and health services took place with indecent
haste, under the watchful eye and guidance of government
advisors and private sector interests.

Against the 0dds, the development of early childhood
policies continued and was realised in 1988, with the
release of Education To Be More. This report acknowledged
the benefits of quality early childhood education and set
out strategies to ensure gquality provision would be
available in the future.

The report was largely accepted by government and
resulted in new policies being developed via the Before
Five document. One significant omission in the policy
document which was an initial recommendation of Education
To Be More, was the loss of the partnership requirement -
the requirement for workers, parents and management to
work together in decision making.

Before Five established a flurry of activity as working
groups were established to refine, finalise and implement
the new policies.

Although the acceptance and implementation of these
policies confirmed the desire and objectives for quality
provision, they also served to streamline the
requirements for all early childhood services. For a
policy that originated in the celebration of diversity
and flexibility within the sector, it in fact reduced the
urique nature and diversity within the early childhood
community. Although not the intention, outside influences
saw this be the case. For the kindergarten service, the
policy change was telling.

I recall a Treasury offical commenting to me at this
time, that kindergartens won’t be around in two Yyears
time. Policies that applied to all and the inequities -
particularly with regard to funding - that existed,
created a furtile ground to win the arguement for a
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reduction in government intervention - after alli
government had a minimal role in relation to other
services, why should the kindergarten service be any
different.

It was Against the Odds then, that government increased
funding to all early childhood services in 1989. Although
the myth prevailed amoung the decision makers, government
conceded to implement a staged process for increased
funding to all early childhood services over the next
five years.

This being the case, government had accepted the need for
increased funding to support its policies. However it did
not clearly state its objectives for the funding, except
to say it was to provide for quality outcomes. An
accepted definition of what the quality factors were, was
absent.

Establishing the intention of the funding met with the
most resistance within the <context of industrial
negotiation. The increased pressure on government to
remove itself from the industrial arena meant that
arguements to improve the conditions of workers,
particularly in the childcare sector, were difficult to
maintain. Against the 0dds, the arguements were supported
by a number of employers, but for some they were not.
Overall there were improvements with training assistance
and opportuniity, in conditions of service and in wages,
but the variation continued dependant on the level of
commitment and +the interpretation of what constituted
quality. The opportunity to address the empolyment
inequities within the sector was present, but at the end
of the day, the inequities were reaffirmed.

Within the kindergarten service, things were taking a
different turn. The SSC was heading towards setting in
place comparable requirements for kindergarten teachers,
and establishing the rights and powers of employers to
manage in much the same way as in the private sector.
Devolution and local arrangements were the catch cry of
the time and any advance to remove government
responsibility could only be an advantage to a government
looking for cost constraint.

although the kindergarten service was subject to the same
educational, administrative and employment processes as
the rest of the sector, it managed to retain a number of
policies that were peculiar to its operation, and
furthermore, managed to retain a degree of government
responsibility. History showed that the involvement of
government provided strong arguements which resulted in a
number of achievements and also kept early childhood on
the agenda as education. This factor was the motivation
for Treasury and other government advisors to reduce the
level of responsibility to the lowest common denominator,
noting that if government had a responsibility there
would be a cost and there was always the risk of
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political pressure. Furthermore, there were the
additional features for the kindergarten service of the
direct payment of teachers salaries by government, the
central, national negotiation of employment conditions
and the recent requirement. of compulsory teacher
registration. These three areas implied direct government
responsibility.

At this time, training had also become an issue of
intense interest in relation to the three year traning
policy being implemented and to the objectives stated as
part of the new policies to achieve a standard
requirement. The development and implementation of the
equivalency proposals dismayed government advisors. The
costs, rational and benefits were constantly bought to
the attention of the decision makers. However, Against
the 0dds a system was set in place.

1990 - election year - and in the early childhood sector,
the turmoil and disruption was beginning to settle down,
and the anticipated growth and development of quality
early childhood education was becoming a reality.

It was not long however, before the vision was shattered,
with the announcement of a review in government policy,
and the serious economic crisis.

In Decemeber 1990, the newly elected National government
established the means of dismantling the achievements so
recently gained. Relitigation of many of the old
arguements was rampant and as it has turned out, won
favour.

As well as announcements of reviews in every area of
education and in a number of other social policy areas,

there was also the complete removal of industrial
policies and the establishment of a deregulated
industrial environment, said to offer choice and

flexibility, without the interference of Unions. The
removal of existing industrial relations policies
signalled the opportunity available for employers and
workers to negotiate individually. Given that this
legislation was introduced in the context of the pressure
to reduce government intervention and to cap expenditure,
it is nothing short of an attempt to divide and rule, and
reduce employment conditions. The Employment Contracts
Act will have the effect of returning workers in the
early childhood sector to the conditions of the past -
and we have seen it beginning to take effect. Against the
Oodds - after hard won battles for the recognition of
protection of employment conditions, particularly as they
affect women - the new government dismissed the evidence
in favour of arguements touted by its advisors and
predominantly, by the private sector business community.

The opportunities under the Employment Contracts Act have

been expounded far and wide, and the influences on
government as a result of its review processes and

P PN
1 3.

124




findings, ihdicate a move back to days gone by. And
Treasury provided arguements to support the move stating
in their Briefing Papers to the Incoming Government in
1990, that

3 - ... tight regulation of premises, equipment and stafrf

drives up cost ... Tightening regulations on the
qualifications of staff Is likely to reduce the role of
volunteers and have a substantial influence on cost and
availability ...many of the existing regulations are
likely to raise the pay of staff.

As part of the review process the SSC further submitted
that they have

4 - ... serious reservations (with regard to the
equivalency policy) ... because it has a potential to
pose significant fiscal risks ... (it) does not recognise
the industrial ramifications

And the SSC expand on their reservations noting the

4 - ... substantial ... downstream pressures on the wage
pill ... that the policy ... deemed to be equivalent to
kindergarten teachers should create expectations for pay
parity ... (it) gives industrial arguements to the Union,

and makes it that much more difficult to retain costs.

Governments advisors also turned their arguements, in an
effort to make them more acceptable, towards that of
helping those those can’t help themselves, and resulted
in the re-emergence of targetting and user pays theories.
These theories, linked with the acceptance of reduced
government intervention and responsibility, and the
desire to reduce overall cost, serves to corrode the
policy in early childhood, and for the kindergarten
service, seeks to reverse the original policy and have
the kindergarten service become identical to that of
other services at the level of +the lowest common
denominator.

The review of funding to early childhood highlights this
quite openly stating that

5 - ... a model of mixed targeting and universal funding
meets governments objectives

However, the review team notes that in order for this
model to be ‘fair and efficient’ a redistribution of
funding would have to be made. The first part of this
move is to reduce the funding to under two centres, and
the second is

5 - ... reducing the subsidy for kindergarten (which)
will involve a move to purely bulk funding

As we have seen as a result of the very recent government
Budget, the policies set in place to enable quality early
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childhood education have been at best challenged, and at
worst, an attempt to undermine all that has been
achieved. Against the 0dds - the establishment of new
policies, the weight of public support and the
acknowledgement of the Dbenefits of quality early
childhood education both in a social and economic context
- the government has ignored the evidence and intends to
keep early childhood in its place.

In conclusion, the fact that I have concentrated on the
influences of government policy, by no means undermines
or reduces the substantial moves made in programme and
curriculum development, biculturalism, mainstreaming and
equity issues.

What I have presented, highlights the need to be aware of
the influences on, and manipulation of, early childhood
education. We should not be fooled into complacency or
acceptance.

Whether we like it or not, early childhood education is a
political issue, and we are subject to the whims of
political advisors and commentatorsnow, more than ever.
The agenda is set, and the objectives quite clear.

The reduction in funding, the effects of the Employment
contracts Act, the changes to training requirements, the
removal of reglstratlon, the shift towards bulk funding
are examples of how government advisors will achieve
their stated objectives. One educational theorist
recently suggested that governments moves serve to
remove all responsibility from the state and create a
marketised educatiun system, and further served to drive
women back into the home.

The impact of change on workers in the early childhood
sector, both professionally and 1ndustr1ally, has been
enormous. Working to change policies in the first place,
to develop appropriate and equitable outcomes, and to
assert the importance and value of the work we do has
been undertaken by a very strong and determined group -
of women mostly. Against the 0dds of free market economic
theory and the arguements put forward by the private
sector for more autonomy, control and flexibility, early
childhood education looks as if it has come full circle
in the past 10 years and the commitment of those whe
provide it has become somewhat tenuous. The reassuring
aspect however, is that the commitment does exist, and
for my part, understanding and acknowledging the
influences on us as workers 1in early childhood may
provide a temporary set-back, but knowing what we do,
and experiencing the realltles and Dbenefits of &sound
educational and employment policies, we will have the
energy to carry on to achieve goals so recently within
our grasp.

No reira
Tena Koutou, tena koutou, tena koutou katoa.
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AFTER-DINNER SPEECH TO FIFTH EARLY CHILDHOOD CONVENTION,
DUNEDIN TOWN HALL, SEPTEMBER 10, 1991

Mary Varnham

| don't suppose there are too many people who are invited to give an after-dinner speech to a group cf people
on the basis of having poked the borax at some of them in a newspaper columi.

Some of you will know that | wrote a column in the Evening Postin June. The Evening Post sub-editors titled
it “For childcare parents: trial by Charter*. Not a bad title, aithough ! would have probably called it “torture by
Charter” since trial suggests some sort of orderly process. The charter process was not orderly.

The column was based on the experiences of parents at my children's childcare centre, Polyhigh. | wanted
to name it "Who killed Laura Lambie?", after a parent who volunteered in October 1989 to head up our charter
writing group. A year and a half later the only way she could escape was not by dying (thank goodness) but
by getting pregnant and disappearing into Wellington Women's Hospital.

| came into the process rather later in the piece. | kept seeing these haggard looking parents slumping into
corners all over the piace, collapsing into the sandpit, burying themselves up to the neck in playdough. And
when | asked them what was wrong they could only moan pitifully words like "charter” and "Lockwood Smith".
Actually, moan is an extremely polite way of describing their attitude.

To ease their suffering | cheerfully said not to worry, | was a writer, {'d take the charter over and finish it. And
| sat down one night with all the material - the guidelines, the handbooks, the letters from us to the Ministry,
the letters to the Ministry from us, the drafts and aitered drafts, and altered drafts of the altered drafts, the oid
instructions and new instructions. And { couid not believe the sheer political and bureaucratic incomipetence
of it all. And behind it the apparent belief that parents had endless amounts of spare time with nothing better
to do with it than produce endless drafts of charters - under threat, of course, of losing funding for their centres
if they didn’t comply. :

Fortunately ! didn't have to get pregnant to escape. | was lucky enough to be able to vent my feelings in the
newspaper column | write. | reaily wrote the column for the sake of the parents at Polyhigh who'd endured
the charter writing process. | thought about half a dozen people would understand what | was on about. To
my amazement | had a huge response to the column, not just from childcare parents and workers but from
people in all parts of the education system who were similarly aggravated by what was going on.

So when Pat Irvine asked m> to speak here tonight | thought it was probably going to be a form of
punishment, but | must say that so far it's been remarkably unpunishing. | even had the chance this afternoon
to act as dominatrix to a couple of members of parliament and that was most enjoyable.

But | must admit when | first heard from Pat ! thought the conference organisers must have mistaken me for
Bill Ralston or Andy Haden, or one of those other illustrious after-dinner speakers who swan round the country
in Stretch limousines, chargig people thousands of doilars for the privilege of being shouted at in irascible
tones.

But when they toid me the fee | knew it must be me. They even asked me to hitchhike down and stay in a
youth hostel. Times are tough but this is the first after-dinner speech !'ve ever given. It's very good of you
to have all come along here tonight to audition for the part of the audience. You're doing very weli so far.
Please keep it up.

This has been a year of firsts for me. | did my first ceiebrity debate a few weeks ago. A celebrity, by the way,

is a person who is famous for being famous. | mean, does anyone know what Gary McCormick actually does?
[ J

Celebrities are also, as | discovered, people who can tell appallingly bad jokes, truly dismal jokes, and still

make people laugh. I'm going to be trying to achieve celebrity status tonight.

I'm told you have to have jokes in after-dinner speeches and !'ve got one prepared: How many ministers of
education does it take to walipaper a room? {t depends how thinly you slice them.
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But to get back to the debate, it was a terrifying experience. You sit up on there on funny little chairs and tell
yourself that it hasn't been well advertised, nobody knows about it, hardiy anyone will turn up - and suddenly
you look around and there's not an empty seat in the house. There are people sitting on the floor. There are
people sitting two abreast on arm rests. There are people hanging from the overhead light fittings.

| now know how Gilbert Myles and Hamish Mcintyre must have felt in a National party caucus meeting. And
all the speakers ahead of me were hysterically funny - David Lange, Pam Corkery, Denis Welch - hilarious
types, cracking one joke after another, slagging off at politicians. It was almost as exciting as being at a
Kelburn dinner party.

And | was sitting there rubbing my shoes together to polish them under the seat and laughing my head ofi and
| suddenly thought, Why am | laughing - I'm naxt!

It was fike the feeling you have when you're pregnant - which for any of you out there who don't know is the
process during which human capital resources maximising normally non-subsidised work units are developed
for full and active participation in the free labour market.

When you're pregnant you naturally bask about in a time of wonder trying to emulate a Lux soap
advertisement from the '60s with a negligee and a budgie. And then suddenly one day the terrible truth hits
you - the baby has to get out somehow! And it's too late - there's no going back. That's how | felt. It's me
next - there's no escape.

It's a funny thing, fear. Joan Rivers - an American comedian | like a lot - wrote a book called "Having a Baby
Can Be a Scream”. Good title. In one of her one-woman shows she talked about the definition of courage
(and you might spot the fact that I've changed this a little to add local interest). She said, "Give a soldier a
gun and tell him to go out and kill people. Is that courage? No! Give a boy a rugby ball and have him bend
over in a huddle with a whole lot of other men and try and kick it through their legs? Is that courage? No!

“I'll telt you what courage is", Joan Rivers said. "Courage is making an appointment to see the gynaecologist -

and showing up”. After that she had a searing description of what women have to endure during a
gynaecological examination, but I'll leave that out in case there’s anyone here from the Concerned Citizen's
Association or The Colour Purple Scanning Society, whose honorary patron is none other than our own
minister of education Lockwood Smith.

Lockwood Smith has just been visiting Malaysia. Apparently he went to see what penalties he could come
up with for people caught smuggling 150 grams or more of Alice Walker novels into the country. After Dr
Smith read “The Colour Purple”, he faxed the purpie passages to journalists around the country. Exciting
times. | rushed out and bougnt a fax machine and waited for Dr Smith’s faxes to arrive. Nothing. Dr Smith
has yet to communicate with me.

The subject of the debate was that money is the root of all education. | was on the negative side. By the way,
to digress still further, our team would definitely have won if we hadn't had Tom Scott. Tom is a wondertul,
warm, furry person, but ‘vhen it comes to debates he's a disaster.

He told a story about his kids in the morning, just off to school, saying: Dad, quick, give us $400, we've got
to have $400 dollars. What do you need it for? Honestly Dad, we're going to miss the bus. It we don't get
to school soon and buy the dope, the teachers’ll get it all.

Well, that more or less proved the other side’s argument, that money is the root of all education. And certainly
that is undoubtedly the point of view of the people who are now in charge of the education system in the
sense of providing economic advice.

| refer of course to the hand-turned ltalian wine rack and marble skating rink set at No. 1 The Terrace.
Wellington, by the way, for those of you who haven't been there for a while, is getting a distinctly Romanesque
appearance. Gibbons may have to be disinterred to write The Decline and Fall of Lambton Quay.

Not only have we got all this public service marble, but the SOEs are into it too. Across the road from
pariiament, in front of Electricorp House, we now have a $2 million mini-colosseum for Electricorp employees
to munch their sandwiches in. I'm expecting Jim Bolger to start appearing at caucus meeting in a toga: “Et
tu, Gilbert?"
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| have long been fascinated by Treasury's views on early childhood education. in 1984 Treasury didn’t seem
to be too interested in early chikdhood education - it didn't even mention the subject in its briefing papers to
the incoming Labour government.

This was probably because Treasury believes that "demand for education is substantiaily derived from the
need to acquire labour market skifls” and it hadn't occurred to them yet that pre-school children couid make
a usefui contribution to the economy.

We were talking about this recently at my children’s childcare centre because if the government switches
entirely to a user subsidy system with no buik funding to centres, it's going to be hard for centres to stay afloat
financially. (I don't need to tell anyone here that.)

And we thought that perhaps we could get the children to make persian rugs, or assemble transistor radios
or go up chimneys. ChildCorp. Someone suggested pickpocketing could be brought back. We could have
Fagan Enterprises.

| am indebted to Phillide. Bunkle meanwhile for the following littie nugget on Treasury thinking about childcare
funding which appeared in one of their reports. '

“The question of equitable access to childcare for working mothers”, Treasury says, "is essentially one cf
public policy - whether affirmative action is required to assist the life chances of women".

Well, we could ail agree with that. But they go on -

"The assumption is not just that the benefits of child-rearing do not compensate for the disadvantages in terms
of loss of external work and educational opportunities, but that the public has an obligaiion to compensate for
that net disadvantage from what would be (without the compensation) the result of an irrational desire to have
children.”

“Or, in the case of unplanned children, that the public should compensate parents for the unexpected net loss.”

Well, I've heard children called a lot of things in my life, and I've called them a few things myseif, but "resuits
of irrational desires” and “unexpected net losses” would have to be a bit of a world beater.

Who writes this stuff? Are they human beings? Should they be allowed out?

There seem to be two keys to understanding Treasury's irriiable and anachronistic approach to pre-schooi
education. The first is their belief that education is a private good, not a public good. In their report to the
Minister of Finance on the Meade report in September ‘88, they stated:

"We are less optimistic than the working group about the extent of benefits [of early childhood education] to
society as a whole. Most benefits would seem to accrue to the children themselives and their families and thus
the case for higher general subsidies seems rather weak.”

Fortunately the Labour Govemment took no notice of this odd statement, which has been refuted not only by
many studies but also by common sense and ordinary observation, two qualities that don’t seem to be heid
in very great esteem by free market theorists.

The second of Treasury's blind spots is its sophomorish belief that the law of supply and demand can be
Jpplied to absoiutely everything. If people demand childcare, it will be supplied - and at a price they can
afford. if they can't pay the price, they don't really want it enough.

This is a pretty crude summation because Treasury’s ideas are inevitably trapped in such a tangied mass of
verbiage that coming to grips with them is like trying to comb out a hawthorne hedge.

There is a person in Treasury whose job is just to "transiate” Treasury jargon into words that cabinet ministers
can understand.

Anyone but Treasury can see that the need for childcare is usually inversely proportionat to ability to pay for
it. The people who need it most are the people who can afford it least.
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Treasury has, from time to time, grudgingly accepted that - for example, in its 1990 briefing papers to the
incoming govemment. (From devoting no space to childcare in 1984 it devoted a whole page in 1990 - this
increased attention is a worry.) . :

And its answers to the problem of how to make it affordable are carbon copies of the answars that are being
applied in all other social sectors -

1. Keep wages down. Treasury could hardly contain its indignation at the idea that early childhood
workers might get better pay: "Many of the existing regulations are likely to raise the pay of preschool
staff, largely at the expense of their clients and the taxpayer.”

(Has anyone else noticed, by the way, that more and more the idea is being put about that our taxes
aren't supposed to pay for anything? | aiways thought we paid taxes for social services like haaith
and education, and security services such as police and the army.

But i, as is increasingly happening, we pay for these things on top of taxes, what are the taxes for?
I'm expecting soon to get a letter from the police saying they'll only protect our street if we pay $1000
a year, or $500 if you've got a Kiwi Card.)

2. Answer No. 2: Use untrained staff or, better still, volunteers - and not just to write charters. Treasury
stated this unequivocably in its 1990 briefing papers: "Tightening reguiations on the qualifications of
staff is likely to reduce the role of voiunteers . . ."

As a parent of three children with, so far, nine years’ continuous involvement in childcare, | am
undoubtedly better qualified than anyone in Treasury on the subject - and | have to say that the longer
I'm invoived in childcare, the more convinced | am that trained staff are vital for quality childcare.

There seems to be a disturbing attitude on the part of Treasury towards childcare as something anyone can
do. Or, more specifically, as something which shouid really be done by women for nothing. I am always
deeply suspicious when | hear the word "volunteer" issue from the lips of an economist. Nine times out of ten
the words "unpaid woman" shouid be substituted. But of course if you try to make this substitution you will
probably be told you're being emotive. It is more "neutral” to talk about volunteers.

What is going on here? What do the free marketers really think about early childhood education? |If their
ideas are adopted - and there is every sign they are - what will happen?

| would argue that their view owes more to the 1950s than to the 1990s. | woulid argue that they see early
childhood care and education as economically unsound. It is better, especially in a recession, for women to
stay at home and look after the kids. The state doesn't have to contribute to the cost of childcare, the mothers
don't take up jobs that others can do and the net effect on the children is the same - or better.

They are prepared to rake an exception for what they call in their 1990 papers "disadvantaged"” children. But
iney haven't got a lot of time for early childhood education otherwise. *QOur understanding of the research
literature is that for most children the social and educational advantages of attending early childhood services
are not particulariy significant in comparison with home care.”

What an absolutely ludicrous statement. You aimost have to admire the applomb with which they dismiss the
entire history of early childhood education and every known fact about child development, not to mention two

centuries of struggles for women'’s rights, studies by criminologists, numerous government reports and good
old human experience.

As a parent | find it deeply disturbing that these sorts of statements are being used to push an economic
viewpoint under the guise of educational expertise.

in my calmer moments | sometimes ponder what books these people read. | imagine Lesley Max's "Children:
Endangered Species?” would be pretty high up the list. |found this book interesting and can agree with a lot
of what Lesley Max has to say. But, la:nentably, her views on childcare are highly guestionable.

When she says of staff in childcare centres: "They might do better than an angry disaffected mother but they
surely can't be expected to provide for a small child what a loving and competent mother wouid", | could not
agree less. For nine years | have observed first-hand, staff in childcare centres doing just that. Cur family
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has been able to survive as a group of happy, cooperative individuals and | have been able to follow my
career and uftimately to stand here tonight and give this speech because of their efforts.

But the glorious motherhood myth dies hard - the idea that anyone can be a "good” mother if only they are
taught how. And good mothers are the ones who stay home with their kids. The last time this idea was being
actively pushed was in the 'S0s when women had to be persuaded to give up the jobs they had taken up in
the war and return home.

| am deeply suspicious of a scheme like Parents as First Teachers. What is it trying to achieve? If it is trying
to help the learning and development of preschool chikiren, why not do this by helping them attend an early
childhood centre, Kohanga Reo or Pacific Island language group? Why not create more incentives for such
places to be set up where they don't exist. A million dollars was allacated in the Budget to pilot Parents as
First Teéachers. It's not a vast amount of money but it would have helped set up quite a few urgently needed
childcare centres.

Why not help mothers by taking the children off their hands for a few hours every day and at the same time
giving their children quality care and education? | can honestly say | have never met a mother, no matter how
loving and competent, who doesn’t want more time to pursue her own interests.

| recently launched a report produced by the Society for Research on Women on motherhood over 30, and
the most memorable thing that emerged from their research was that women - almost without exception -
wanted more time for themselves, not only to pursue their interests and careers but to preserve their heaith
and sanity.

| am ¢ynical enough to bet that if we woke up tomorrow and found New Zealand had suddenly had a dramatic
economic reversal, business was booming and there was a shortage of labour, Dr Smith and the Treasury
would just as suddenly find other theories and ideologies they liked better, theories which shcwed that children
were much better off in pre-school centres away from the home, that the home environment was as desirable
as tooth decay and that loving and competent mothers were far too likely to smother their children and wreck
the national economy into the bargain.

Cynical manipulation of women's labour is the one intervention even non-interventionist governments can't
resist.

But women are strong. We don't go away and we don't give up. All over the world we are dumping our
children in childcare centres (or leaving them with aunties or nannies or the woman next door) and trundling
off to work of another sort.

But wait, the free marketers haven't done with us yet. If the aim of education is to prepare people for the
labour force, it's never too early to start. Why have kids messing around with | ‘dough and pegs when they
could be learning computer skills and Japanese? Why have an unexpected net loss when you could have
a potential net gain?

Th2 greatest threat to childcare now is probably not the troglodytes of Treasury - the "new right" who,
according to Anglican thec!ogian Don Cupitt, actually represent the last gasp of a dying conservative order
trying desperately to hold onto its power in the face of much stronger forces such as feminism,
environmentalism, peacism and the demands of indigenous people for their rights.

No, the greatest threat may well be the carnivores of commerce who are producing and pushing structured
academic programmes and tests for under fives. If New Zealand follows what's happening in the US, we will
soon have work sheets and achievement tests for two year olds. Four year olds will have to pass an exam
to get into kindergarten and 5 year olds into school. There will be a whole new problem for Simon Upton's
on-again off-again public health system to deal with: baby bumout.

As a parent | look askance at such developments. But others sadly may not. Experience in the United States
has shown that it is parents just like me - university educated, two income families with less time but more
money to spend on their children - who are the most enthusiastic about turning their children into miniaturised
eggheads with executive stress.
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In Australia recently | saw reports of a study on early childhood by specialists at the Louisiana State University
under Dr Craig Hart. They had looked at kindergartens where children, instead of puttering about with finger
painting, dress-ups and water play, were sitting at tables working their way through a structured curricuium,
The results of this study would surprise no one. The children exhibited classic symptoms of stress. They bit
their nails, twisted their hair, jigged nervously and cried their hearts out. No wonder.

The National Association for the Education of Young Children in the United States told the reporter that
achievemnent tests were being used to stream pre-schoolers. Even more loony, children were having to sit
a test before they were allowed to start school. There are now kindergarten drop-outs, children branded as
failures before they even set foot inside the door of a primary school. You can imagine what that must do to
a young child's confidence and self-esteem.

This is undoubtecily the next big debate which will hit earty childhood education in New Zealand and of course
it has already started. | think | recall hearing the Minister of Education talking at one stage about testing pre-
schoolers. | thought at the time | must be dreaming. Now I'm not so sure.

if you believe that education has only one purpose - to prepare people for the work force - then pressure
cooker pre-schools are a natural development. They are a naturai corollary of new right economic thinking,
which only goes to show, in my view, how bankrupt such thinking really is.

| hope all of us here will resist such developments and allow our under-fives to be - gloriously, freely,
inventively and endearingly - children.

Thank you.
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Paper presented to the Fifth Early Childhood Convention, Dunedin, New Zealand. September 1991.

A Preferred Child Care Education Service: The
Quality of Te Kohanga Reo

SARAH-EVE FARQUHAR and KARINA LAWS
EDUCATION DEPARTMENT, UNIVERSITY OF OTAGO, DUNEDIN.

If a Martian family had visited earth a decade ago th~y would have been shocked and astounded to
find that New Zealand, with its internationally high reputation in early childhood care and education,
did not seem to be sensitive enough or doing enough to recognize the cultural needs of anyone else
but Pakeha people (Fenwick, 1984). Under the Treaty of Waitangi (1840) Maori and Pakeha people
are supposed to be partners in the control and equal sharing of resources. Until recently Maori
parents did not have a genuine choice of early childhood service.

A revolution in the early childcare education field began in April 1982 when the first Maori, initiated
and operated, centre opened. It was called a Kohanga Reo {language nest). Such was the success
nd need for this model of early education and care that a new movement was henceforth born. By
e end of that year about 30 more had been establishied and this rose to 612 nationally in 1990.
Recent statistics indicate a high Maori participation rate in Te Kohanga Reo (Ministry of Education,
1990). In 1989, 97.5 percent of children at Kohanga Reo were Maori. Approximately 45 percent
(8,503) out of the 73 percent (10,589) of Maori children enrolled at some form of early childhood
centre, attended Kohanga.

The intention of this paper is to explore what it is about Te Kohanga Reo programmes that make
them a genuine choice of service for New Zealanders. Quality in early childcare education can be
defined from a social-cultural perspective (Farquhar, 1990) and this paper sets out to identify and
discuss the quality characteristics of Kohanga Reo through the eyes of parents and teachers.

Description

Te Kohanga Reo are early childhood centres for the care and education of young
children and a service to families. They may be in a variety of settings such as a
schaol building, a community house, a privately owned home, a church hall, and
on a Marae (Maori meeting place). Most provide full daycare although rany are
open part-day. They are licensed to operate by the Ministry of Education, and are
required to have charters approved by the National Te Kohanga Reo Trust to
receive government funding assistance.

The English equivalent of "Kohanga" is "Nest" and "Reo" is "Language". The concept
of the "nest” provides a vivid visualisation of a place where growth is nurtured
through love, care, and interest in development within the wider context of
Maoridom as a whole.

This paper is included in this publication with the express permission and blessing of Mark
Laws and the whanau of Te Kohanga Reo 0 Araiteuru. Mark Laws is Tumuaki o Te
Kohanga Reo o Araiteuru, Kaitiaki o Te Mara Toroa Tino Rangatiratanga Unit, Kaitiaki
Rangahau o Te Tari Maori o Te Whare Wananga o Otakou.
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There is no doubt that Te Kohanga Reo has been a great success story for
Maoridom. For example it was noted by Ranginui Walker that some 1,000 people
attended Turangawaewae Marae for the Kohanga Reo conference in January 1984.
At the Maori Educational Development Conference in March 1984 Maori were
urged to withdraw from the existing educational system because it was failing
Maori peorle and also to establish alternative schooling according to the Kohanga
Reo model. Walker (1985) explains that centres benefit parents in providing them
with opportunities to learn and practice Maori language. Te Kohanga Reo enables
and empowers parents to articulate their needs and choose what is culturally best
for them and their children.

The Cultural Dimension and Kaupapa ot Philosophy of Kohanga Reo

The cultural dimension constitutes the principles of immersion of children in the
Maori language (te reo rangatira) and culture (nga tikanga) and whanau
development. At the heart of the movement is the desire (and urgency) for self-
determination (mana motuhake) to ensure language and cultural survival.

TE REO (LANGUAGE)

Maori is traditionally an orzi language. It was the European missionaries who
developed a written language.

in the 1970s research indicated that spoken Maori was in danger of becoming
extinct (Benton, 1979). Most native speakers were over 40 years of age and in
many tribal areas there were few Maori s eakers under 40 (Benton, 1979).
Although about 20 - 25% of Maori were abie to converse in Maori less than one
percent of Maori five-year-olds were able to. The problem is exacerbated by the
age structure of the Maori popuiation. There are about four Maori children to
every Maori over 45 years of aée. Moreover, kaumatua (grandparents and great-

randparents) make up only about three percent of the population. Most

aumatua live in rural areas and country towns while the majority of Maori children
live in the main urban areas.

The loss of spoken Maori seemed inevitable (Ka'ai, 1990). From the late 1800s
until quite recentg spoken Maori was banned in primary schools. Children were
even administered corporal punishment for disobeyin%‘(particular!y in the earlier
colonial days). The attitude of Maori people towards their own language was
negatively affected by educational policy and the negative attitudes of many
teachers (Ka’ai, 1990). The mastery of English came to be viewed by most Maori

arents and elders as a means to gain access to the new (pakeha) world of
institutionalised education, health care, money, and standing in the community.
They reinforced learning of the English language in their children; to the expense of
promoting their own first language.

The Kohanga Reo movement has as its primary objective to ensure the survival of
the Maori language and to promote its use through immersing children before they
start school in a rich language environment. It is strongly believed that the most
effective way of teaching language is to focus on childrer during their most
receptive years and to provide support to families, agencies, and other institutions
which have contact with the developing Maori Iearnlnﬁ child. To this end, itis
advocated that children attend from birth. A saying which shows the emphasis on
language teaching, through interaction, from a very young age, is:
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"Whanau ana te Tamaiti, Me rarau atu, Whakamau te u, Kei reira ka
Timata te korero Maori"

(When the child is born, take it, put it to the breast, speak Maori at
that point) :

NGA TIKANGA (CULTURE)

Te Kohanga Reo were designed to foster the values of the whanau. The concept of
"whanau" describes the traditional family arrangement of parents, grandparents,
relatives, and others who are or accepted as members of the family, and each
share responsibility for children’s care and socialisation. Whanau values include
aroha (love) and manaaki (can'n%, sharing and empathy). This is considered
important if children are to develop a sense of identity and pride in being Maori.

An integral component of nga tikanga Maori is spirituality (taha wairua). Te
Kohanga Reo aim to instil a sense and appreciation of the spiritual in children.
Touching another’s head, for example, is not permitted as the head is the most
important part of the body and tapu (sacred). Karakia (prayer) is said naturally by
both children and aduits as part of the daily programme. The importance of
children, people and life is taught. Care of the soil, animals, plants and all livin
things is communicated to children through interactions and the use of natura
materials in play and cultural activities (Halkyard, 1983).

WHANAU DEVELOPMENT

The principle of whanau development is central to the operation and success of
the Kohanga Reo (Tawhiwhirangi, 1989). The Maori educational experts, the
kaumatua %grandparents), koroua (male elders) and kuia (female elders) are
considered to have a central role in providing guidance and tutelage. All members
of the whanau are collectively responsible for%(ohanga operation, from
programming to administration, and involved in decision-making. This provides
opportunity for a range of skills to be learnt, for example: catering, administration,
gardening, maintenance and teaching. Parents are often involved in adult-learning
programmes to ensure that they also learn Maori alongside their children.

The model of whanau development requires that all members of the Kohanga Reo
whanau actively participate in learning together, collectively sharing the
responsibilities for running their Kohanga and the work to be done. A report of a
government review team in 1988 expresses two concerns about the abill?/ of some
Kohanga Reo to do this. First, in some Kohanga Reo only a small group of parents
share the responsibilities; which does not facilitate whanau development. Second,
women have been doing most of the work and have had the most involvement.
Tawhiwhirangi (1989) suggests that while the women have been carrying the load,
the men are being left behind in their learning, and the whanau (including
children) have not benefited from their skills and interactions.

MANA MOTUHAKE

"Te Kohanga Reo is a contemporary example to New Zealand Society
of how the principle of Tino Rangatiratanga (Self Determination) as
expressed in the Treaty of Waitangi, can be implemented in practical
terms" (Te Kohanga Reo Task Force, 1989, p. 4)

T I TP
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Because of a history of assimilation, marginalisation, and non-recognition of the
principle of dual heritage of Maori and European under the 1840 Treaty of
Waitangi, Mana Motuhake is a major objective and Eart of the kaupapa of the Te
Kohanga Reo programme. Maori autonomy is sought through the movement by
empowering Maori to control their children’s socialisation and education ..id to
influence education content and context in New Zealand society (Douglas and
Douglas, 1983; Tawhiwhirangi, 1989). In this way Maori have taken greater control
over their own language, lives and futures to decide what they want for
themselves and demonstrate pride in being Maori.

Early Education

According to Ka‘ai (1990) pre-school preparation in the context of Te Kohanga Reo
kaupapa ma?/ help children to escaFe the cycle of poor educational outcomes, low
occupationa Frospec’ts, and juvenile delinquency. Te Kohanga Reo is aimed at
developing bi inéual and bicultural children who can interact competently in both
Maori and Pakeha worlds. Because Te Kohanga Reo attempts to positively
influence children’s "collective cultural future" (Smith and Swain, 1978, p. 129) a
F?ajor goal is to prepare children academically and socially for school as well as for
ife.

For her Master’s thesis research Ka’ai (1990) explored the hypothesis that a
"distinct Maori pedagogy where practical skills of the child are developed at the
social and cognitive level" exists which will facilitate entry of Maori children into
school on an equal basis with Pakeha peers (p. 10). From her observations she
argued that the more that school classrooms adopt an immersion programme like
Te Kohanga Reo the less likely children will experience a mismatch in pedagogical
processes.

So what is the educational experience of Te Kohanga Reo like for children? A
description of a typical daily programme of a Kohanga Reo at Massey is given by
Edmonson (1984, p. 4 - 6):

"9.25 am: Shoes are removed at the door and mothers bring their
children in, settle them and leave. The children are greeted and
given instructions and settled by the Kaiako (teacher) in Maori. A
prayer is said. An action song demonstrating Earts of the body is
sung as well as other children’s songs. The children are then settled
at the tables. Here they count and recognise colours with the use of
blocks and dough. The Kaiako is constantly talking to the children.

10 am: All the equipment is cleared away and the children wash
their hands in a basin. Grace is said and the children have hot milo
and biscuits.

10.25 am: The children have free play now.

10.45 am: A picture story book was read to the children. Then
newspaper hats were made for each child. The Kaiako, seated at the
same level of the children, produced fruit and vegetables from a bag
and these were named by individual children.

11.15 am: Pieces of apple were handed out and good manners
stressed.

15
ju-t
);.
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The quest for quality: Fusion of goals, beliefs, and resources

Te Kohanga Reo does not facus solely on meeting children’s developmental needs
as do, for example, most kindergartens and playcentres. The special cultural
dimension of Te Kohanga Reo means that the quali of the service should not be
judged in comparison to or evaluated with other early childhood services.

In the quest for quality some debates and issues have arisen. These reflect
different emphases and meanings attached to early education philosophy and
appropriate practice.

One issue is the quantity and variety of typical preschool type activities in a
Kohanga Reo setting. The range of equipment that is available, or used, may be
minimal (Douglas and Douglas 1983; Bennett, 1985). This is because value is
placed on people and interactions rather than on things and purpose made
expensive equipment. For example it is reported that some:

"Kaitiaki speak with scorn of Pakeha institutions for preschools with
their structured programmes, masses of equipment ... that’s not
natural" (Dasler, 1982, p.39)

Alternatively, it has been argued from the parents point of view that preschool
activity set-ups typical of the kindergarten, playcentre, and childcare programme,
can be important if they are to feel that their children are getting a good early
education:

"Some parents get a bit edgy at the lack of pre-school ‘equipment’.
They feel their children may miss out, because of the bare
surroundings, emphasis on natural materials and no toys, and that
they many not be well prepared for school" (Tu Tangata, 1986, p.
11).

According to the international literature on child development, Douglas and
Douglas {1983) argue that Te Kohanga Reo seems to provide a "restricted play
environment" that does not promote all asFects of children’s development They
caution Kohanga Reo whanau to be careful not to do this.

A second issue is the style of teaching. According to an article in Tu Tangata
(1986) there can be comparatively little emphasis placed on children’s
spontaneous learning in the context of interactions with peers and play situations
in some Kohanga Reo. Children tend to be taught Maori in a repetitive and rote
manner. It has oeen suggested that in the long-term such methods of teaching
could result in children who are passive, non-experimental, and lack initiative
(Douglas & Douglas, 1983). However, other researchers have pointed out that it is
much too early to make conclusions such as these. Te Kohanga Reo are a
relatively new child care education option and the movement is still developing.
Researcrl evidence does not show that any one curicula method is better (gmith
and Swain, 1988). Furthermore, Bennett (1985) mentions that an emphasis on
rote learning is consistent with the ’prodigious feats of memory’ usual in pre-
European settlement times.

et Y
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A third issue is that of teacher qualification. Research has shown that trained
teachers are critical for ensuring good-quality child care education. Paper

ualifications, obtained through a training course can raise the professionalism of
the work for staff which could ultimately benefit families and communities.
Qualifications serve the purpose of indicating what knowledge and skills teachers
have. This can be usefu?in ormation in the process of selecting suitable teachers
and planning the on-going development of teachers. In Te Kohanga Reo
preference is often given to two personal qualifications over forma qualifications:
age (over 35 years) and language fluency (native Maori speaker). The Government
Review Team (1988) reports that the general belief is that teachers need only be
fluent in te reo to provide the input basic to Te Kohanga Reo kaupapa.
Tawhiwhirangi (1989) argues that it is important for fluent speakers to be working
with children and families because otherwise the "more powerful English language
will take over”.

A fourth issue is the kind of setting that is best for a Kohanga Reo. This issue has
arisen out of discussion on how best to speed up the growth of numbers of Te
Kohanga Reo centres. Tawhiwhirangi (1989) has argued that home-based would
save costs and sE‘eed up the process as compared to building or renting rooms for
more centres. She has also suggested that Kohanga Reo should be Marae based
because otherwise children may develop more aroha (love) for other (pakeha)
institutions and not look after their Marae when they are older. A problem of
Marae based and home-based Kohanga Reo however, is the ability to assure
minimum health and safety standards, as defined by government early childhood
centre licensing regulation. For example, on the Marae it would be inappropriate
to give children individual bedding and cots when the usual practice is to gather
together on mattresses on the floor to sieep.




Carrying out this project: Research issues

This research has been done largely from a Pakeha, university based perspective.
We feel it is important to explain this, the process, and the reasons why.

From the start of her research on the question of quality in early childhood
education and care, Sarah a pakeha ex-kindergarten teacher post-graduate student,
wanted to include at least two Kohanga Reo in her sample of different early
childhood services. She was informed by a university Maori kaiarahi and some

eople at the local trust training branch of the National Te Kohanga Reo Trust that
ittle research had been done on Te Kohanga Reo and that such research could be
difficult to carry out. Had she opted to focus only on kindergarten, playcentre, and
childcare centres this would have been devaluing Te Kohanga Reo as a legitimate

art of the early education sector. She considered it important that Kohanga Reo

e part of the study and that the quality of Kohanga Reo be examined specifically
from a cultural perspective. .

Karina, a Maori women, with involvement in Te Kohanga Reo as a parent and
through her husband’s involvement in the local trust training branch, was
interested in the project. Karina worked with Sarah to assist in making contacts
with Te Kohanga Reo whanau and to collect data.

ObtaininF permission to study and for the collection of information from parents
and teachers proved to be considerably more time consuming and a much longer
process than at the other types of services. One reason may have been that this
was an academic study, which included rather than focused on Te Kohanga Reo.
Suspicion of written communications and the questionnaire approach was felt.
Karina tried to communicate through her personal involvements in both Kohanga
Reo that we were genuinely interested in Kohanga Reo as a distinctive and Maori
early childhood service. Another reason is that the Kohanga Reo came into the
project after the methodolo%y had been developed and was being implemented in
the other types of centres. There had been comparatively less consultation with
Kohanga Reo leaders on initial decisions about the research aims and design. An
alternative to this top-down methodological approach, would have been a bottom-
up methodology to secure greater commitment and interest in the research.

We acknowledge these problems in writing and presenting this paper. We hope
that this acknowledgement will Erovide some insights and useful guidance for
others who wish to study Te Kohanga Reo.
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METHOD

Sample

Permission to carry out this research was first sought through the local branch of
the National Te Kohanga Reo Trust. The district representative informed the other
South Island branches.

Copies of a panui (pamphlet) outlining the nature of the project and a written mihi
by the researchers was sent to the secretary of the whanau at four Kohanga Reo.
This was followed by telephone calls to the secretary and kaiako. It took some
months to negotiate permission for study at two Kohanga whose secretaries had
indicated during preliminary conversations with Karina that they would probably be
able to and likely to participate. The two Kohanga Reo will hereafter be referred to
as "K-Ra" and "K-Rb" to help to prevent their identification.

At K-Ra the panui and discussion about the study was carried over to a second
whanau meeting a month later. This next meeting was postponed because many
of the whanau members were out of town attending a tangi (funeral). About seven
weeks after the panui was initially sent, participation in the study was agreed upon
by the whanau committee. A letter of confirmation was to be sent to us. Karina
contacted the secretary a couple of weeks later when the letter did not arrive and
it appeared that they were instead waiting for us to say when we would be
starting.

When we first contacted the secretary at K-Rb she explained that it was in semi-
recess and running only one day a week by the parents until their new teacher
started in a few weeks time. We were advised to wait until the new teacher had
settled in before making further approaches. Copies of the panui and an enclosing
letter about the project were later sent to the secretary, and a follow-up telephone
call confirmed the willingness of the whanau and teager to participate.

DESCRIPTION OF THE KOHANGA REO

K-Ra is located in a central city area, in a converted family home building. The
children are divided into two classes, one comprising of infants and toddlers and
the other of over two-year-olds). A teacher is responsible for each group. One
teacher is a fluent speaker of Maori and the other speaks Maori but does not
regard herself as fluent. A few parents assist on a part-time basis in areas such as
cooking and cleaning. There is a hard core of parents (about five to six) who attend
whanau meetings and respond to needs for assistance. The roll varies from
between 18 to 25 children a week; some are part-time atteriders and others full-
time five days a week.

K-Rb is located in a semi-rural area at a Marae. There appears to be a high rate of
unemployment in this area. Many parents are able to give time to be and help at
K-Rb. The teachers and her one assistant (kaiawhina) are not fluent speakers of
Maori and both English and Maori is spoken with an emphasis on Maori. There
does not appear to be kaumatua participation in the programme but the elders of
the Marae maintain a general interest in it. The kaiawhina runs a mini-bus service
so parents need not make the trip. Approximately 17 children were enrolled.
Usually only about three-quarters of the number of enrolled children are in
attendance ‘at any one time. K-Rb is open three and a half days a week.

1oy
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TEACHERS

Two (of the three) teachers participated in this study. A teacher at K-Ra had
reserved thoughts about this study and sharing what she was doing in Te Kohanga
Reo. The two teachers, one from each Kohanga Reo, who participated in the
study, worked an average of 27 hours a week (Std Dev. 4.24). They were both
Maori, aged over 35 years, mothers, with no formal training in early education and
care, and no high school qualifications.

FAMILY AND PARENT CHARACTERISTICS

A total of twelve families participated, eight from K-Ra and four from K-Rb. Their
children had been attending for a mean of 21.33 months (Std Dev. 17.57). The
majority of children were described as Maori {(83%), one as a Pacific Islander and
one as Pakeha.

Haif of the families were nuclear two parents families. One family was an
extended family, with grandparents in the same household and regarded as playing
a central role in child raising. Five families were single-parent families. In all
families though, it was the mothers who seemed to hold the major responsibility
for child care, as they stated this in response to a question on the questionnaire
and they were the ones who completed the questionnaire. Most mothers (N =
10) were engaged in outside-of-the-home employment or tertiary study for part or
all of the time that their children were at Kohanga. Some mothers (N = 5) used
the time that their children were at Kohanga to participate in leisure activities
outside of their home or to take a break at home. Half of the mothers (N = 6) also
chose to stay at their Kohanga Reo at times.

At least five of the families lived on considerably less than the average income in
New Zealand, with a gross income of between $10,000 - $20,000 in the last year.
Three families had an income of between $20,000 and $30,000 in contrast to one
family that reported an income of $50,000 plus. Three mothers declined to state
their family income.

Four out of twelve mothers did not hold any high school qualification. Most
mothers (N = 9) did not have a post-school qualification. Two mothers held
tertiary-level diplomas or degrees and one held a trade certificate.

The majority of families (N = 10, 83%) relied only on their Kohanga Reo for
providing early education and care. One child attended a Tongan Language Nest,
and a mother took her two children to a playcentre one morning a week because
she was a supervisor there.
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Procedure

RESEARCH QUESTIONS _

This paper addresses the following research questions:
1. What are parents impressions of their Kohanga Reo?
(a) What do they like most about their Kohanga Reo?
(b) What changes or improvements would they like?

2. What goals and principles of early education and care do parents and
teachers expect their Kohanga Reo to meet?

3. What do ﬁarents and teachers generally focus onin appraising the
quality of Kohanga Reo?

4. How important are various research derived indicators of good-quality for
parents and teachers in the context of Te Kohanga Reo kaupapa?

5. How well do the Kohanga Reo met each of these indicators of good-
quality as judged by parents and teachers?

QUESTIONNAIRE

Two questionnaires, one for teachers and one for parents, were prepared as part of
the larger study of "Quali%/ in Early Childhood Centres". The questionnaires were
modified for Te Kohanga Reo in two ways. Some of the language was changed to
improve the clarity and meaningfulness of the questions and some of the words
and phrases were changed to te reo Maori.

The questionnaires were long (ten typewritten pages) and usually took between 45
minutes to one hour to complete, depending upon the length and frequency of
discussions with the researcher(s) about the intention of the questions or about an
answer to a question. The first two pages of both questionnaires contained both
open-ended questions and questions which asked people to indicate their
preferences from a variety of listed choices. The bulk of the questionnaire asked
people to rate items related to goals and indicators of good-quality by simply
placing a circle around an appropriate number or score. The last page asked
parents and teachers for some brief details about themselves (for example, their
education and how long they have been at Te Kohanga Reo).

DATA COLLECTION AND ANALYSIS

Approaches to data collection varied slightly between the Kohanga Reo. This was
mainly because of differences in how the two Kohanga Reo whanau regarded their
involvement, their relationship with us, and because we wanted to cause as little
actual disruption as possible in gathering data that would be fruitful from a
research point of view.

..;;_v.)\}




At K-Ra a whanau meeting was arranged at which it was agreed that one of us,
Sarah, would discuss the study further, distribute the questionnaires, and be on
hand to answer queries which people might have as they individually work
through the questionnaire. Four parents came to this meeting; a disappointing
turnout for us and the secretary of the whanau committee. Informal feedback
suggested that it may have been better if Karina or a Maori person had gone
instead of Sarah as the parents had interpreted her presence as being for the
purpose of "keeping an eye on us". Karina attempted to set up a time for another
whanau meeting with the secretary but it was difficult to find a time that was
convenient to most members of the whanau. After a few weeks of discussions to
sort out a time, Karina came up with the idea that perhaps it would be better if she
spent some whole days at K-Ra to catch parents as they came and went, and to
free anv parents who were helping in the Kohanga to complete a questionnaire.
Karina spent about a week doing this. At the end of the week she felt as if her
requests for completed questionnaires had started to take the form of nagging. A
similar reaction was encountered in K-Rb. (This was a good learning experience for
us, as explained on page earlier).

At K-Rh, a parent volunteered at a whanau meeting when participation in the study
was first discussed, to take responsibility for distributing the questionnaires. Karina
had said that she would like to do this herself in the same way that she had done
in K-Ra but the whanau committee agreed with the parent that it would be
urnecessary for her to make daily trips out. Two weeks later Karina phoned and
was told that the questionnaires had not yet been distributed. KarinaPhoned
again, after discussion with Sarah, and neﬁotiated to spend a couple of days at K-

Rb to personally approach parents and collect completed questionnaires.

At K-Ra Karina gave koha of large children’s story books and her time in assisting
with the children. At K-Rb Karina gave practical assistance in helging with the
children and became involved in providing advice and guidance to the whanau
who were attempting to write a charter as required by the Ministry of Education.

The personal apE‘roach to handing out and following-up questionnaires helped to
get a slightly higher response rate than miEht have otherwise been possible. We
also became aware of comprehension problems in some of the terminology used
in the questionnaire. For example, one parent turned to the teacher and asked
whether they had a "programme" and what a programme was. The personal
approach meant that Karina was usually on hand or readily available to provide
explanations and any clarifications.

Parent and teacher answers to the open-ended questions were analysed by listing
their various responses, looking to se«: how many others made the same
responses, and categorisiiig responses that were the same. Answers on rating

uestions were analyzed using a statistical computer package SSPSx to calculate
the means and standard deviations.

144

N




145

FINDINGS

Parents impressions about their Kohanga Reo
(A) ASPECTS THEY REALLY UIKE

Parents described a number of aspects about their Kohanga Reo which they found
appealing. Their descriptions are summarized in Table 2.

The location of K-Rb appealed to all K-Rb parents, and some also listed that they
liked it beczuse it operated in the Marae and they felt close to their grandparents
who were buried there. Two parents from K-Ra stated that the opening hours and
the flexibility of how they could use the hours suited them.

More parents at K-Rb compared with K-Ra made positive statements relating to the
nature of early care and education provided. Most parents at both Te Kohanga Reo
praised the emphasis on teaching and learning of the Maori language and culture.
Only one parent (at K-Ra) Eraise the quality of early education care. Most
parents, however, stated that they really liked the social environment and
atmosphere of warmth and friendship of their Kohanga.

TABLE 1.
Parents’ Statements On What They Like About Their Kohanga Reo

K-Ra K-Rb
DEMOGRAPHIC

Location
Marae based
Kaumatua buried in grounds

O an

ADMINISTRATION
i Hours are suitabie
1 informal "you don’t have to get your child here

by a certain time everyday"

PROGRAMME
1 Quality of early education and care
1 Natural resources used in activities
3 1 Children learn culture, reo, and watiata
3 Maori language is always used
SOCIAL ENVIRONMENT
2 Relaxed atmosphere
3 2 Feels like home ("sense of belonging”, "caring
atmosphere”)
2 2 Children make friends
1 Opportunities for parents to meet others
4 Kohanga Reo provides an extended family
3 Warm friendly teachers
1 Dedicated teachers ("not just interested in wages”)
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(B) THE CHANGES AND IMPROVEMENTS PARENTS WOULD LIKE

Ten parents mentioned at least one need for change or an improvement that they
would like to see i~ the service or pregramme of tgeir Kohanga Reo. These ar.
summarized in Table 2 below. Parents concerns came under the areas of:
administration, teachers, physical environment, programme, and whanau
involvement.

Funding and financial management was mentioned as a concern at K-Ra. One
arent said that the instability of the Kohanga Reo affected her and other families.
amples of this instability was the recent challenge of operating without a teacher
and relying on parent help, and now being faced with the need to develop a
charter to secure government funding:

"We face major problems which are almost insurmountable,
however we stumble dlong until the next one".

A parent at K-Ra mentioned the need for a policy to be developed and made
known to all parents on how they should react to a child other than their own who
misbehaves:

"The most difficult situation occurs when a disruptive child’s parent is

p}l;glsdent but does not point out the unacceptable behaviour of their
chila".

Four different parents expressed concerns relating to the need for staff trainin§ in
child education or changes to *1e way in which teachers interact with the children.
For example one parent suggested that teachers should be trained so that they:

"... know how long children can sit still and learn in a formal way".

The concern for teacher training seems to be tied in with the range of concerns
that were expressed at K-Ra about the children’s programme and teaching
approaches and at K-Rb about the whanau learning programme.

Finance and staff training could be factors possibly affecting aspects of the physical
environment which a few parents suggested improvements on.

At K-Ra the programme appeared to be of greater concern to the parents than at K-
Rb, on the basis of the number of parents who gave suggestions or made
comments on the need for improvements in organization and content. The lack of
activities or range of activities was a concern amongst some parents as was the
appropriateness of activities, for example:

"Especially the older ones get bored without specific activities".

The emphasis on parent involvement in the daily programme may mean that
sometimes the children miss out on attention or adequate supervision. A pertinent
point made by one parent was:

"When there are more than three or four adults they all talk together
and the children run wild".

At both K-Ra and K-Rb some parents suggested that more parents and whanau
members (other than the "hard core" who were usually always giving their time or
participating) could become more involved in helping out in the daily programme
and running of their Kohanga Reo.

15y
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TABLE 2.
Parents’ Suggestions for Improvements Needed in their Kohanga Reo
K-Ra K-Rb
ADMINISTRATION
1 Need expert advice on financial matters
1 More funding
1 Instability of the Kohanga Reo
1 Policy needed on how parents should manage
the behaviour of other children
TEACHERS
2 1 Need teachers trained in early education
1 Teachers needs to be more motherly and even-handed
PHYSICAL ENVIRONMENT
2 More rooms, facilities, to cater for children
1 1 Need more toys and equipment
PROGRAMME
1 More organized programme
1 More flexible programme
1 More variety in daily activities
2 More learning programmes for over four-year-
old children and less play
1 Encourage pro-social behaviour (e.g. manners, sharing)
1 Children should always be supervised
1 Relaxed Maori conversation among whanau
instead of lessons
2 Total whanau involvement in learning te reo

alongside the children
WHANAU INVOLVEMENT

1 Need Kaumatua support

1 More whanau support to reduce committee workload
1 More parent participation to help in the programme
1 Whanau needs to be more supportive of parents

who "have problems", "are working and can’t
fully participate"

Goals and principles of Te Kohanga Reo
Parents and teachers were asked to rate the importance of different goals and
principles of Te Kohanga Reo programmes. Table 3. shows a range of goals that
were rated as very important and three goals only that were as slightly less
important.
The two most important goals, on which parents and teachers all agreed on, were:

(i) the promotion of te reo rangatira and nga tikanga,

(i) providing a programme that recognizes children’s developmental
differences including their interests and individual learning styles.

The next two most highly rated goals were to do with meeting children’s social-
emotional needs.

b
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It is interesting that two seemingly incompatible goals were rated highly, namely:
promoting normative behaviour (i.e. fostering compliance with adult/ group
expectations) and encouraging independence and self-reliance in children. The
social compliance goal was rated slightly higher though, than the individualism
goal. The fostering of inteliectual abilities and the teachir;F of pre-school

reparation skills (such as writing one’s name) were rated as comparatively less
important to goals of promoting social, cultural, and language development. The
inclusion or teaching of cultures and languages other than Maori was rated on
average as the least important goal. The standard deviation for this item, however,
indicates a wide range in opinion about its importance.

TABLE 3.

The Means and Standard Deviations of Parent/Teacher Combined
Ratings of the Importance of Various Goals for Te Kohanga Reo
Programmes

(4 = very important, 3 = important, 2 = moderately important, 1 = not important)

Promote Maori cultural /language development X = 4.00 (Std.Dev. 0)
Provide a programme that recognizes
children’s developmental differences X = 4.00 (5td.Dev. 0)

Provide warm loving care X = 3.93 (5td.Dev. 0.27)
Provide a safe and secure environment X = 3.93 (Std.Dev. 0.27)
Promote development of self-confidence X = 3.64 (Std.Dev. 0.49)
Encourage peer relationships X = 3.64 (Std.Dev. 0.63)
Promote normative behaviour X = 3.64 (S5td.Dev. 0.63)
Meet children’s individual needs X = 3.64 (5td.Dev. 0.50)
Promote aesthetic development X = 3.64 (S5td.Dev. 0.50)
Promote language development X = 3.57 (Std.Dev. 0.57)
1 Encourage independence and self-reliance X = 3.43 (5td.Dev. 0.76)
Help children to relate to adults X = 3.43 (Std.Dev. 0.76)
Work in partnership with parents X = 3.36 (Std.Dev. 1.01)
Promote physical skill development X = 3.29 (Std.Dev. 0.73)
Entertain children X = 3.29 (5td.Dev. 0.73)
Promote conceptual /intellectual development X = 3.29 (Std.Cev. 0.73)
Provide parents with support and friendship X = 3.21 (5td.Dev. 0.89)
Promote moral development X = 3.14 (5td.Dev. 1.03)
Parent education about child-rearing X = 3.00 (Std.Dev. 0.96)
Teach pre-school skills X = 2.86 (S5td.Dev. 0.95)
Promote learning of other culture(s) and
languages X = 2.79 (5td.Dev. 1.05)

N
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Parent and teacher beliefs on what indicates quality in Te Kohanga
Reo

Two types of questions on %ood-quality child care education in the context of Te
Kohanga Reo were asked. This section presents responses to the first question
which asked parents and teachers to define and describe in their own words what
they considered were the key characteristics of a good-quality early childhood
centre.

The parents descriptions of good-quality Kohanga Reo are summarized in Table 4.
Parents emphasised factors for ensuring:

(i) children’s happiness,
(i) a good-quality programme (Maori ianguage teaching)

(i) whanau/community involvement (specifically in terms of securing the
co-operation and commitment of members of the whanau).

The teachers at each Kohanga Reo both referred to parents and family as being
central to a good-quality centre. One teacher also stated "he whare pai” (a ood
building), "tamariki" (children), and "wahi takaro pai mo nga" (good play for all).
TABLE 4.

Parents Opinions On Factors That Indicate Good-Quality Te
Kohanga Reo )

NUMBER
OF PARENTS

CHILDREN’S HAPPINESS
The children are happy
An atmosphere of aroha (love)
A schedule of daily routines is followed
No physical punishment or threat of using it
Tasty kai (food)
EACHERS
Personal qualities of the teachers
Teacher has status as an elder
Trained teacher
ROGRAMME
Maori language is taught and emphasised
Teaching of traditional skills, knowledge (e.g. waiata, poi)
Supports children individual learning needs
Involved adults ("do not just sit around talking together)
Children can choose their own activities
Prepares 4 year olds for school (e.g. "taught to be
independent, to tie own shoe laces")
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PHYSICAL ENVIRONMENT

1 Layout of space
1 Quality of equipment
1 Mixture of quiet and noisy areas

WHANAU/COMMUNITY INVOLVEMENT

Whanau works together (has the same aims)

Whanau provides parent support (understanding, sympathy)
Supported by kaumatua

Interest shown by community volunteers

aan o

Parent and teacher ratings of the importance of various components
of good-quality child care education suggested in the research
literature

The section presents responses to the second question asked. This question gave

arents and teachers a set of pre-determined items derived from the research
iterature and asked them to indicate the importance of each for ensuring good
quality child care education in Te Kohanga Reo using a rating scale of 4 (very
important) to 1 (not important).

Table 5. shows a summary of the items and the means and standard deviations of
teacher and parent combined ratings of th. > importance of these. Two criteria were
rated as very important by everyone:

(i) teachers show children they care about them, and,
(ii) teachers are responsive to children.

A number of other criteria relating mostly to children’s social-emotional needs,

hysical needs including health and hygiene, and play needs were rated high in
importance. The items rated as being of least importance were: qualified teachers,
teacher professionalism, a planned written programme, and home visiting.

It should be noted that parents and teachers rated centre characteristics (namely:
qualified staff, group size, staff:child ratio, staff stability) which research has shown
to be strongly related to the quality of programmes for children as less important
on average than other (presumably more cultural and social based) characteristics.
The majority of empirical items of ﬁood quality were still rated however as
important by the parents and teachers.
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TABLE 5.

Parents’ and Teachers’ Beliefs on the Importance of Various Items of
CGood-Ouality Early Fducation and Care and their Ratings of their

Kohanga Reo on these

MOST IMPORTANT

Teachers show children they care about them

Teachers are responsive to children

Sensitive settling-in process

Children’s physical needs met

Stimulating/interesting play activities

Developmentally appropriate activities

Teachers are warm and caring people

Clean building, facilities, equiptnent, toys

Personal hygiene rules taught

Children’s health needs taken into account

Parents contribute to decision-making

Non-sexist behaviour and language

Individual, small and large group activities

Family values and customs supported

Teachers work together as a team

Parent contact with centre encouraged

Biculturalism promoted

Teachers play with the children

High ratio of teachers to tamariki

Teachers model good health and hygiene

Children supervised at all times

Teachers experienced with young children

Awareness of different cultures promoted

Toys and equipment safe and maintained

Environment allows special needs children to
fully participate

Outside professional assistance used

Balance indoor and outdoor activities

Regular outings and excursions

Provision for sick children

Parents and families made welcome

Balance child and staff initiated activities

Parents regarded as joint partners

Parents informed of philosophy and practices

Notification of infections/diseases

IMPORTANT

Community members participate in programme

Home like pleasant atmosphere

Sufficient toys, equipment and resources

Peer group stability

Aims based on child and family needs

Teachers do formative programme evaluations

Teachers undertake refresher training

Physical environment supports teachers needs

Friendship and support for parents

Stability in staffing

Group size not too big

Clear pathways between activity areas

Excessive punishment not used

Reports on child activities and progress

* IMPORTANCE ** RATING
MEAN (S.D.) MEAN (S8.D.)

4.00 ( .00) 2.93(.27)
4.00 (.00) 2.77 ( .44)
3.93(.28) 2.70( .48)
3.93 (.27) 2.85( .38)
3.93(.27) 2.31( 48)
3.93(.27) 2.50(.67)
3.93 (.27) 2.85( 38)
3.93 (.27) 3.00( .00)
3.93(.27) 3.00 (.00
3.93 (.27) 2.93 (.28)
3.93 (.28) 3.00(.00)
3.92(.28) 2.58 ( .67)
3.86 (.36) 2.77 ( 44)
3.86 (.36) 2.69( .48)
3.86 (.36) 2.62 ( .65)
3.83.(.39) 2.64 (.51)
3.79(.58) 2.75( .45)
3.79.( .43) 2.92 (.28)
3.77 ( .44) 2.20(.79)
3.77 ( .60) 3.00(.00)
3.71 (.47) 2.58 ( .67)
3.71( .47) 2.69(.63)
3.71(.61) 2.54 (.66)
3.69 (.63) 2.42 (.52)
3.67 (.49) 2.08(.79)
3.67 ( .49) 2.46 ( .69)
3.64 (.63) 2.31(.75)
3.64 (.63) 2.92 (.28)
3.64 (.93) 2.25 (.99)
3.64(.63) 2.75 (.45)
3.62 (.65) 2.42 (.79)
3.62(.51) 2.42 (.90)
3.58(.67) 1.92 (.79)
3.57(.85) 2.77 (.60)
3.46 (.66) 2.80 (.63)
3.43(.76) 2.54 (.52)
343 (.94) 2.23(.84)
3.29(.83) 2.85(.38)
3.46 ( .69) 1.64 (.67)
3.39(.77) 1.50 (.67)
3.39(.96) 1.80(.79)
3.36(1.01) 1.58 ( .67)
3.36(.84) 2.62 (.65)
3.33(.65) 2.46 ( .82)
3.31(.95) 2.55 (.69)
3.29(.83) 2.84 (.66)
3.23(1.30) 2.39 (.96)
3.22(.98) 1.85 ( .90)
2 Y
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Supervisor/Teachers provides good leadership ~ 3.17 (.94) 2.09(.83)
Parent education on child-rearing provided 3.15(.90) 1.83 ( .B4)
Teachers have parenthood experience 3.14 (1.17) 3.00 ( .00)
Physical environment supports parent needs 3.00 (1.00) 2.25(.79)
MODERATELY iIMPORTANT )

Qualified teachers 2.86 (1.23) 1.58 (.79)
Written schedule of routines and activities 2.75 (1.06) 1.58 (.52)
Professionalism considered important 2.64 (1.28) 2.09 ( .94)
Teachers visit children and families at home 1.92 (1.08) 1.58 (.79)

* 4 = very important, 3 = important, 2 = moderately important, 1 = not important.

** 3 = met, 2 = partially met, 1 = not met.

Parent and teacher ratings of the quality of their Kohanga Reo
Parent.and teacher combined ratings of how well they felt their own Kohanga Reo
met each of the criteria of good-quality are shown alongside the importance ratings
in Table 5. There appears to be minimal disagreement among parents and
teachers in their ratings of quality on each criteria (Standard Deviations ranging
from 0 to .99, with most being below .5).

Only five criteria were rated as being fully met in both Kohanga Reo (fully met,
Mean = 3):

(i) teachers model good health and hygiene,

(i) children are taught good personal hygiene rules,

(iii) teachers are experienced through being parents themselves,
(iv) parents contribute to decision-making,

(v) the building, facilities, equipment, and toys are kept clean.

Out of the criteria rated as very important or close to (Mean scores 4 to.3.92), it
seems that parents and teachers felt that:

(i) the teachers could be more responsive to the children,

(i) the process for settling new children into the programme could be more
sensitive,

(iii) the play activities could be more interesting and developmentally
appropnate,

(iv) there could be greater emphasis on non-sexist language and behaviour.
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The criteria that were rated as being important and moderately important but
which were perceived to be around the partially met mark in reality (i.e. 2.5 to 1.5)
were: -

- the ratio of staff to children,

- the safety and maintenance of toys and equipment,

- provision for special needs children,

- use of professional assistance/services,

- Brovisions for sick children,

- balance of indoor and outdoor activities,

- balance of staff initiated and child initiated
activities,

- parent-teacher partnership,

- parents informed of philosophy and practices,

- adequacy of play resources,

- programme aims developed from an understanding of
child and family needs,

- formative evaluations of the programme carried out,

- low turn-over of staff,

- excessive punishment is not used,

- regular reports to parents,

- good leadership provided by the teacher in-charge,

- parent education on child-rearing,

- physical environment supports parent needs,

- qualified staff,

- written schedule of routines and activities,

- teacher professionalism.

Discussion

Of the 612 Kohan% Reo in New Zealand the results of studyin%two South Island
ones are presented. Te Kohanga Reo has a distinctive quality - being predicated on
a cultural basis different to traditional pakeha playcentre, kindergarten, and
childcare services. This is particularly illustrated by parents and teachers ratings of
the relative importance of the various components of good-quality child care
education supported in the literature. Many of the empirical indicators of good-
quality child care education are important in Kohanga Reo but excellence tends to
be defined more strongly in terms of aspects related to Maori aspirations, culture,
and language.

People are considered to be the greatest resource and influence on the quality of
Te Kohanga Reo. The major cultural dimensions of quality in Kohanga seem to be
an emphasis on:

(i) learning and teaching Maori language,

(i) human relationships and socio-emotional well-being rather than on
equipment and facilities,

(iii) the teachers’ personal qualities rather than on professionalism and their
educational record,

(iv) parents as learners and parent involvement at both programme and
administration levels,

(v) the development of a whanau system within the Te Kohanga Reo
setting, including children, families, teachers, and kaumatua.

LEVRY.
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It appears that parents (in particular) and teachers do not want Kohanga Reo to
assume the role of preparing children specifically for entry to schooi (for example:
teaching pre-academic skills). Ensuring that children are immersed in te reo Maori
and nga tikanga appears to be much more important for children and families and
for the purposes of Kohanga Reo. Nurturing children’s cultural knowledge, identity
andJm'de in being Maori seems to be a much more valued path to ensuring
children’s success at school and as members of society.

Clearly value is placed on working as whanau; on parent involvement as learners,
administrators and helpers to the teachers. However, the data suggests that
éreater parent commitment and involvement is needed and wanted. The

overnment Review Team {1988) noted that whanau development can not be
facilitated unless a large number of parents and others associated with a Kohanga
Reo actively share the responsibility.

One way of achieving greater whanau involvement couid be through tachniques to
increase parents enjoyment and motivation for learning alongside their children.
For example, a parent suggested that instead of "lessons" she would prefer more
relaxed conversation. A reality of today’s society is that some parents simply
haven't the time to give, and this is an issue which may increasingly threaten the
principles of whanau development and whanau based operation.

It is important that teachers are fluent in te reo Maori and nga tikanga Maori. The
degree to which the kaupapa of Te Kohanga Reo can be realised depends on this.

Comparatively little importance was placed on staff training and formal
qualifications but the research literature suggests that the personal (and cultural)
qualities of teachers alone can not guarantee a good-quality programme. Teacher
training, and other teacher variables such as team-work and professional
behaviour, can help to ensure the standard of programme quality. Parents made
fewest positive comments on and made most suggestions for improvements in
programme areas related to children’s experiences. Parent and teacher ratings of
the quality of their Kohanga Reo may have been higher had the teachers ha
specialized training.

The response of the two Kohanga Reo whanau was classic whakama (resistance
and shyness) to research. It was difficult for us to communicate that we did not
have a hidden agenda of making claims, making judgments, or inappropriate
comparisons to other early childhood services, that would %o against what the
Kohanga Reo movement has been working to achieve. Only time, trust and the
development of methodologies and ability to engage in research that is truly Maori
research will help to overcome this.

Problems of using traditional academic research approaches were encountered.
The questionnaire method, although personalized somewhat by the presence and
availability of a researcher to discuss questions and to assist (if asked), was found
to not be'a very rewarding process or an attractive technique for parenis and
teachers. The methodology of this study could be refined and the research
questions investigated in a larger more diverse sample of Kohanga Reo. Future
studies could document and evaluate progress towards higher quality from both
cuitural and educational perspectives, an examine relationships between
government licensing regulations and Te Kohanga Reo kaupapa and practices.




Conclusion

The data presented here has statistically and qualitatively shown that there is a
high degree of con'gruency between people’s as;firations and the pedagogy of Te
Kohanga Reo. Te Kohanga Reo are the preferred early childhood service option
even though parents may not be totally satisfied with some aspects and some
problems are noted.

Te Kohanga Reo does provide Earents with a genuine choice of early childhood
service. Parents and teachers have clear views on what constitutes good-quality
and the personal/cultural qualities of the teachers and the programmes seem to
be, as important, and more important than many of the traditional indicators of
good-quality early childhood services.

Greater whanau involvement and pasitive attainment of the other attributes that
define excellence within the system of care, education and Maori pedagogy
preferred by parents and teachers is possible. Parents comments and ratings
suggest that teacher behaviour, knowledge, and professionalism have a major
influence on quality. The provision of culturally relevant in-service training

opportunities about child development, child care, administration, and work with

parents, for those who are unlikely (because of age or cost reasons) to do a pre-
service qualification course are essential.
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EARLY INTERVENTION AND TE KOHANGA REO: WORKING IN PARTNERSHIP

~ Marie V. Flavell, District Adviser Early Intervention
Special Education Service, Tai Tokerau District, Northtand

E Nga whaea
Nga mihi maha kia koutou aku hoa
E koa ana taku nga kau kei konei maua

Ko Hori, Ko Lindy, i tenei hui.

Greetings to you my colleagues
My heart is indeed happy to be here with
George and Lindy at this Convention,

| come from Northland, Te Hiku o te ika a Maui, the tail of the fish of Maui.

As the tail of the fish moves so does the rest of the fish follow, and it is no
accident that we are here today speaking about our partnership with Kohanga
Reo, because it was Sir James Henare, the Ngapuhi from Kawiti in the North,
who, with Mrs Tilly Reedy from Ngati Porou first had the idea of Te Kohanga
Reo - or language nest - the place where the young children would learn the

Maori language, and stand tall with pride in themselves and their people.

The Kohanga Reo movement is one of the greatest influences on Maori
infants and young children growing up in Aotearoa in the 1990's. At present,
there are roughly 2,000 children attending 87 Kohanga Reo Centres in the Tai
Tokerau District. it can, therefore be expected that about 200 of those
children will have special needs at some time during their early childhood
years. Understanding and enhanci.g the needs of these children and their
families can have beneficial effects on a sizeable proportion of Maori Society

and, consequently, on New Zealand as a whole.
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| work for the Special Education Service as the District Adviser in Early
Intervention catering for the needs of families and teachers where their is a

young child with special needs.

The partnership between the Early Intervention Service and Nga Kohanga
Reo in Northland has proceeded along various channels.
1. Our Amokura, Don Ngawati, organised for representatives from our
Special Education Service District Management Team and local Field
Staff to be invited to attend the Runanga Meetings of all the District
Tribal Committees — 13 in all. These meetings, which where usually
held on the local marae, gave us an opportunity to hear local concerns.
Issues raised were their children's language, problems imposed by
isolation, resentment at nct being able to have a say and a distrust of
Pakehas going in and telling them of what's good for them.
We let the people know
who we were
what we did
how we could assist them help their children with special
needs
Our message to them,
"We have transport and will travel — to work with
individuals or groups, in homes, in Kohanga Reo or other
early childhood settings.”
We had great difficulty in explaining that we were NOT the Ministry of

Education.

2. We have worked with the Iwi Transition Agency to ensure Kohanga

Reo representation on all our Early Intervention Management Teams.
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3. We were delighted to have 3 Kaiako selected for the Towards Inciusion
Programme. This was a national inservice training for regular teachers
to help in the inclusion of children with special needs in mainstream
education, and gave teachers skills in probiem solving, writing
individual Developmental Plans, and practical help and support
through networking with S.E.S. staff and other teachers.

4. Glen Stephens, our Adviser on Deaf Children, is doing some splendid
work with the local health processionals on the Glue Ear Programme.
This problem is rife in Northland, and the combination of education and
treatment targeting the under 3's through the Kohanga Reo is already

having spectacular results.

5. Some of our Early Intervention Staff and | worked with George
Cherrington in providing a series of workshops for the Kaiako and
Kaiawhina in the Whangarei area on topics related to the identification
and teaching of children with special needs. This scheme is about to

be extended into the Mid and Far North regions.
The whole proess of working with the Kaiako and Kaiawhina has been very
exciting for me. They picked up the ideas up very quickly and we shared

many worth while experiences.

| have since been and visited some of their Kohanga Reo and | am impressed

to see the creative ways the workshop ideas are being put into practice.
However, we are still at the icebreaking stage - there is much to learn.

| will now comment on some issues of concern.




| fear the administration of the regulations will straight jacket the whoie
movement. Kohanga Reo are being forced to make changes in buildings,

equipment and programmes which are contrary to their kaupapa.

We need a person on our Early Intervention Staff who has a knowiedge and
understanding of Tikanga of Tikanga Maori, preferably a fluent Maori speaker.
This would obviously improve communication between S.E.S. and the

Tangata Whenua.

There are issues in the language area. When Rosemary Hargreaves was
Acting District Speech Language Therapist earlier this year, she noted that
speech—-language therapy assessment and programme materials are all in
English - there is a need to formulate tests and programmes which reflect

cultural differences and where appropriate, in Maori.

Rosemary also identified that a child with a language difficulty will have a
problem in every language. It's hard to expect such a child to learn more than
one language. Care needs to be taken to chonse the most appropriate
language as the t2aching medium. This can create a dilemma ih some
situations, particularly if a child is taught Maori in the Kohanga Reo, and

English is spoken at home.

Some parents want English for their children as well, and some are afraid
their children will feel lost when they start primary school. There are a
growing number of bilingual and total immersion classes now operating in
Northland schodls. Gordon Dryden reporting on Total Immersion Classes on
television the other night showed that these children pick up the major

language within about one year. Further more he reported on a serious
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breakdown in communication in families where the mother tongue is not

taught, as the generation cease to talk to each other.

My focus with regard to the Kohanga Reo is catering effectively for the

learning of children with special needs.

This means setting up the learning environment so that these chiidren are
exposed to experiences that are meaningful and relevant to the ctiild's life and
developmental age. So that they utilise all their senses. Not only what they
see and hear, taste, touch, and smell. Bob Samples in his book "Open Mind
Whole Mind" talks about other, senses through which children leamn -

temperature, pain, repetitive movement, imagery etc.

Rita Walker in her inspiring workshop showed how Kohanga Reo kaupapa
utilised nature and the universe as it's curriculum. Children need to talk about
the things they touch, and the things they experience. The resuiting language
becomes a functional language leading to creative ideas. Children can talk
about "What happens next', “What if', rather than just the rote learning of

colours and numbers.
So they are encouraged to interact with people and objects.

Although | believe in self-motivated play, and that children should be given
opportunities to make choices, children with disabilities need more guidance,
encouragement and specialised teaching. They need accepting and loving
staff, and accebt children Kohanga Reo certainly do. Show me a Kohanga

Reo that refuses entry to a child because he is too young or too old,

B £
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resources not in place, no letter from the association, no psychologists report

| believe that the local Tino Rangatiratanga are looking to designate a suitable
person to specialise in special needs for Te Kohanga Reo that we can help to

train.

At present in Tai Tokerau there is a recegnition that with the education of
children with special needs, it's in the best interests of the children, and their
families to use people who have the skills and experience, no matter what

their culture.

| would hope that we can encourage suitable Maori applicants to do the
"Education of Children with Special Needs in Early Childhood" Course at
Auckland Teachers' College - so that in the future they can design their own

services.

My vision is that the partnership will deepen, and strengthen, as | still have

much to learn, about aroha, mana, manaki, mauri and wairua. The Tangata

whenua have gifts and insights which | am only just beginning to understand.
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KARAKIA

E tupu e rea

IngaraoteAc

Ko tou ringaringa
Ki nga rakau o te Pakeha

Hei oranga mo tou tinana

Ko tou wairua
Ki te Atua

Nana nei nga mea Katoa

Grow o tender child in the days of your world
Your hands to the implements of the Pakeha
As a way of life for your body

Your spirit to the Almighty God who is the giver
of all things.

Noho ora mai a tutaki noa a te wa

A

C U
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in n Bllingual Programmes In A r W n

Tony Holmes

E rangatira ma, e ngatangata whenua o Aotearoa tena ra koutou.
E nga hau e wha, tena koutou, tena koutou, kia ora koutou katea.
Te whakatauki o te hui nel, "Toi te kupu, toi te mana, toi te whenuat"

During 1988 and 1989 | visited early childhood language programmes for indigenes in Wales
and the US to compare them with developments in Aotearoa. In looking at early childhood
language programmes | have focussed on the under 5's but it is necessary to consider
childrens’ progress into the primary school to at least age 8 to provide an adequate perspective
on language aquisition. By indigeneous | mean those peoples who define themseives as such.
That is, Maori in Aotearoa, the Welsh in Wales and Native Americans or American Indians in The
US. Firstly, | will define and describe what | mean by a bicuitural and a bilingual programme, their
desirability and advantages. Secondly, the background leading up to current situation in
Aotearoa. Thirdly, what | found out from my visits to Wales and the US. And lastly, what | leamt
from these programmes.

A bioutural and abil )
Why are they desirable? What are their advantages?

Joan Metge defines a bicultural programme as one intended to promote an acknowledgement
of the way in which the people of each culture live their lives, communicate with each other and
make sense of their world - their system of symbols and meanings, values, behaviour, attitudes
and language. (Metge, J, 1980) This was the intention of the Taha Maori programme(Dept of
Educ 1984). When the programme involves the learning of the minority language the
programme would then become a bilingual one. That is, a bilingual programme would be one
intended to promote bilingualism either by the predominant use ot a minority group language
{immersion or single-medium) or by the use of two languages (or dual-medium) as the media of
instruction, i.e. the curriculum is taught through the languages(Ho!mes, J, 1984). In Aotearoa
the kohanga reo are an example of the first type, some primary schools' bilingual classes are
examples of the second. Even where the teaching is completely through the minority language
the programme is still detined as bilingual because the language of the dominant culture is
usually in use before and after school or centre time, during breaks, in the community and
maybe at home.

in Aotearoa bilingual programmes are desirable so that all Maori children can learn their language
and about their culture. These programmes attempt to address what the Waitangi Tribunal
described as the "dismal failure” of the education system in catering for the needs of Maori
children (1986). The Maori language is a unique taonga or treasure of a people whose only
home is here in Aotearoa. It is the only and essential vehicle for the transmission ot Maori values,
skills, knowledge, history, poetry and song- in short, the culture. Only te Reo can fully express
the Maori way of life, represent and symbolise the cuiture, and aliow the cufture to be
realised(Fishman,1984).

The beneticial outcomes of extended teaching through the child's native language have been
documented by Jim Cummins, a recognised world authority on bilingual education. The longer
a child is exposed to, and taught in his/her first language, the greater are his/her chances of high
academic achievement, a positive self-image, and cu'tural security when a second language is
introduced. The native language should be used as the principal medium of instruction
througout the early childhood and school years, and cuiturally appropriate content, materials
and methods should be used. The second language can then be progressively introduced
from around age 7-8 years until it becomes the more widely used language of instruction, but
the native language continues to play a major role in the school and the community. Generally
speaking, at least 5-6 years are needed to achieve mastery of both languages. ( Cummins,
1982).

These programmes are advantageous not only to Maori children but also to Pakeha and other
tauiwi children. This knowledge can enrich us both individually and as a society. We can develop
a deeper appreciation and understanding of Maori language and culture, and more positive
cross-cultural interpersonal relations. Maybe the disruption and sadness over the claim, or was it
theft, of Billy T James body need not have occurred? We would aiso have greater access to
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literature and other cultural treasures, and it would help in our progress towards a multicultural
society.

Children who have sucessfully experienced bilingual programmes can read and communicate in
two languages. There is strong evidence from.a number of countries that when their
bilingualism is valued and regarded positively, these children often surpass the cognitive,
creative, and academic achievements of monolingual children, i.e. bilingualism does not
impede the aquisition of academic skills, but enhances them.

(Benton,1977, 1989; Cummins, 1981).

So the advantages can be summarised as increased rights of access by Maori to their language
and culture-the social justice argument, individual and societal enrichment, and more
harmonious cultural relationships, and enhanced academic achievement.

2. The history of subversion of Maori educational initiatives.

This history of Maori education has been one of the danial of Maori rights and educational
needs through the subversion of Maori aspirations. Edut ational policies, many formulated and
implemented with the best of intentions, have had disasterous consequencies. Because
teachers transmit and legitimate the ideology of the dominant cuiture to their students, they
help determine the way students think, feel, and behave. Traditionally our education system has
been seen as having a liberal ideology with egalitarian goals. Equaiity of opportunity appeared to
mean that anyone, whether Maori, Pakeha or other tauiwi, could “"get on” with ability and hard
work. The longtime hidden class and race divisions, the notion of the classless non-racist
society, and the relative affluence of the full-employment economy helped to conceal the true
nature of NZ society. Analysis of the deepening economic crisis together with the rise of Maori
and women's activism over the last 30 years, has exposed the inherent social contradictions in
our society and within our education system. The dorminant ideology, aithough powerful and
pervasive, has been challenged and forced to renegotiate in order maintain the consent of
those who remain subordinated to Pakeha control.

The so-called "problems” of minority students have been described by Jim Cummins (Cummins,
J, and T Skutnabb-Kangas, 1988) as " manifestations of institutionalised racism, ethnicism,
classism, and linguicism in society rather than just educators' lack of sensitivity to students’
needs.” Cummins argues that the power structures in society must be seen as a fundamental
causal factor in minority students educational .ailure, and that the interactions between teachers
and minority children reflect this power structure, Strategies for change are therefore futile
when when developed from a liberal ideological framework.

This view is supported by Judith Simon (1984) who documented Maori educational policy and
its outcomes from 1960 t01980. These polices, although developed to serve Maori interests
became ideological in the hands of teachers and acministrators, and served instead the
interests of the Pakeha in maintaining Pakeha dominance. For example, the integration policy
of the Hunn Report(1961) which superceded the long-standing policy of assimilation. The new
policy while claiming to support egalitarian principles and to value and preserve Maori culture
actually maintained the practice of assimilation. Statistics revealed Maori educational under-
achievement, and the Maori child became a "problem.” Cultural deprivation, the deficit ideology
used to explain this under-achievement, concealed the extent to which the education system
caters for Pakeha interests. By focussing on the problem child, for example, through early
intervention in the form of increased provision of early childhood education for Maori children,
the ideology concealed bias in the system. The concept of cuitural deprivation was replaced by
cuttural difference (NZEI Report, 1967) which shifted the responsibility for under-achievement
from the victim(the child) to the school and the education system. In 1974 the Department of
Education changed its policy from one of tolerating "cuftural difference to the valuing of "cuftural
diversity’-a multicultural policy-and also said that the responsibility for change was with the
Pakeha. Maori language and cuiture was to be included in the curriculum at all stages. Taha
Maori(the Maori perspective) introduced 1984, has also suffered the same fate. It was to be
integrated across the total school curriculum, but became just an element within the curriculum.
In contrast, Taha Pakeha ig the curriculum in the sense that it dominates the whole of centre and
school life. These programmes strengthen the Pakeha, because in claiming to fulfit Maori
needs, this policy ironically involved itself more with the educaton of Pakeha than with Maori.
Like other programmes, its potential to develop Maori self-esteem and cultural pride, and
bicultural Pakeha, has been lost. Its failure is a Pakeha responsibility. Maori were not given a
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strong role in the decision making process involved in the development or implementation of
the policy. All these policies have been ideologically subveried to conceal that we have failed
to address Maori-Pakeha power relations.

Maori disenchantment with these Pakeha processes has iad to the demand for autonomous
control over their own educational development. The first move was the creation of Te Kohanga
Reo in 1982. At that time | was working at Kokiri Pukeatua in Wainuiomata with Jean Puketapu
where the first kohanga was set up in part of an old clothing factory. This grass roots whanau
movement was established with help from the Dept of Maori Affairs but largely built
independently of government support. This movement has succeeded in teaching the
language and culture to Maori children because it provides a total Maori environment for
learning. Te Reo is the medium for education. This initiative was partly spurred on by research
which indicated that the language would soon be lost. Since 1982 over 700 kohanga reo have
been established by Maori communities and approx.imately 10,000 children currently attend.
This compares with the 70-80,000 children in all other early childhood centres. Sadly, most of
these children move on to primary schools which have little or no provision for continuing their
education in Maori. Most five year old Maori primary school new entrants who are fluent in their
native language lose most of w hat they have learned in the first 6 months at school. When my
younger son first went to school he was impressed by his new friend from kchanga who could
speak Maori. This child was used as a living language resource in the new entrants class, but
lacking support and being the only Maori speaker in the class, his language quickly disappeared.
The Te Kohanga Reo Review (Sept 1988) reported that "there is widespread dissatisfaction
with schools’ inability to provide for the continuation of the kaupapa, and lack of value accorded
the Maori langauge and culture.” Since 1977 only 11 hilingual schools, around 100 bilingual
units and classes in schools and very recently a small number of Kura Kaupapa Maori have been
set up to cater for this need. This has resulted in about 5% of Maori children (Benton, 1989)
attending schools in which Maori will, or will eventually, have the same status as English.

3 Indi Bilinqual Early Childhood P 0 Wal | the US

In Australia, North America, Wales, Ireland and in Scotiand, English language and Anglo-Celtic
culture is dominant, and English is the first language of the majority of the native peoples. Like
the Maori in NZ, the coionial history of these indipenous peoples has been one of dishonoured
treaties, warfare, land seizures and near culiura’ genocide. The American Indians and the
Australian Aborigines, like the Maori, were expected to die out by the 20th century.
Subsequent educational policies in all these lands have been assimilationist, and the use of
English in schools was enforced by threat of, and use of, corporal punishment.

From the programmes | saw overseas there is good news and bad. My visits to the Pueblos,
Navajo, Moutain Ute and the Lakota Sioux reservations found programmes which were
assimilationist in practice. There was no evidence of the successesful programmes supporting
Navajo language and culture in reservation Head-Start pre-schools reported in the journals in
the late 70s and early 80s (Spolsky, B, 1982). it was only on the Crow reservation around Pryor,
Montana where | found most of the children speaking their native language as their first
language- around 85% of them. The language is widely used in the home and supported in the
pre-schools, the schools and the community. Crow speakers do not defer to English in the
presence of non-Crow English speakers. This is a strong measure of self-esteem and the status
of the language. But even here in one of the probably few remaining heartlands of Indian culture
parenis are increasingly using their poor English to teach their children rather than through their
own language. This results in poor language skills in both languages.

Now almost all of the EC programs for American Indians are federally funded through the Head-
Start program. Although these programs now claim to actively support native cultures and
languages-they were initially set up with a deficit ideology to give Indians a "Head-Start" in the
Anglo-American education system-in practice the attitudes and behaviour of the majority of
teachers | observed (both Angio and Native American), the inadequate provision of resources,
and the structural and financial constraints imposed by Head-Start, and the Bureau of Indian
Affairs (BIA) ensured that these programs remained assimilationist, ie "transitional” to English
language usage and Anglo-American culture.

For example, at the Navzjo i{ead-Starts | visited children were assessed using the Head-Start
Measures Battery-a series of narrowly focussed tests oriented towards "school learning” and
administered by requiring ifie children to sit for long testing periods. As has been described by
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Zigler and Raver in their May1991 article in Young Children those children who have been
sucessful in these tests have been those who had been given curricula which matched the
tests. This "teaching to the test" is bad enough within one culture but when standardised tests
are applied cross-culturally there can be no "right” answers for the children to succeed. | was
shown tests which used "The Three Bears and "Littie Red Riding Hood" in the language
section for Navajo children. Other tests involved perception, maths, science and family and
social networks. None appeared to make any concessions to the native cuiture. Concern over
these and similar measures involving the mis-use and cultural inappropriateness of these types
of standardised tests has also been expressed by the National Association for the Education of
Young Children and the National Associaticn of Early Childhood Specialists in State Depts of
Education(Hymes 1988). The only conclusion which | could draw is that the tribal identity, and
the mana of American Indian children continues to be undermined so that they can be educated
tor life in Anglo-America.

it is clear that the good intentions of policymakers have most often become discriminatory in
practice and in many places continue to destroy native languages and cultures. Part of the
tragedy has been that many of the native peoples themselves have rejected or dismissed the
importance of maintaining or learning about their own language and cuiture becuuse they
believed that their own and their childrens’ future would be best served by learning about the
tanguage and culture of the dominant society. Parents wanted their children to learn English
and the Anglo way because they saw their life chances improved by this. But at the same time
this meant the exclusion of the very nature or essence of these people-their language and
culture- from the school and from public lite. In the US, without full Indian self-determination |
don't see that further decline and loss of American Indian languages and culture can be
avoided.

By contrast, in Wales, Welsh control over educational resources has enabled fuli
implementation of bilingual policies in community pre-schools, nursery, primary, and secondary
schools, and tertiary institutions. Wales has has made enormous progress in recent times in
promoting its language and culture. Aithough the Welsh were colonised 700 years ago,
inequities sWl remain and many of the people feel that their country is still oicupied. For
example, outside the Gwynedd County Education Offices there is a slate monolith topped with a
sculptured eagle and inscribed with a celtic cross and the words *To the last Prince of Wales,
1282.* Opposite is the door of Caernarvon castle with a notice stating that the castie is the
property of Her Majesty, the Queen. The dominance of English resulted in a decline in the use
of the native language up to the 1960s. Since that time there has been growth mainly due to
school and pre-school bilingual programmes.

Welsh speakers are predominantly found in Gwynedd and Dyfed the most northem and western
region of the country. In these "heartlands”, which can be compared to parts of te Tai RawhitVE
Cape area and te Tai Tokerau/Northland, more than 60% of the people speak Welsh. In the
Anglicised and industrial SE only 10% do.

The first Welsh-medium school was set up in 1939, and the first official school in 1948. The end
of the 50s and the early 60s marked the beginning of the rise of Welish-medium education.
These schools follow a similar programme to the Maori bilingual schools. They are predominantly
for children with English as their first language. Welsh is the single-medium for teaching in the
junior years. English is introduced at age 7, i.e. the programme becomes dual-medium with
40% of the curriculum is taught through English by age 11. Overall there are no adverse effects
on achievement in English.

There are also several hundred bilingual schools where Welsh is the medium of instruction for
40-50% of the school day. Again there have been no adverse cognitive or linguistic effects
compared to monolingual English curricuium control groups, but for these children the level of
Welsh attained was lower than that in the Welsh-medium schools.

In Wales, as in the rest of Britain, many children attend Nursery Classes or Schools from 3 or 4
years oid. Some Nursery groups are Welsh-medium, some have teaching in Welsh. But the
Mudiad Ysgolion Meithrin (MYM) /Welsh-medium Nursery Schools and Playgroups Association
is the dynamic force in Welsh-medium pre-school education. These are Welsh immersion
programmes for children whose first language is English(only 5-10 groups out of over 400 are
in communities where Welsh is the children’s first language) All the teachers are fluent Weish
speakers. Between 1944(The Education Act) and 1965 Welsh-medium preschool education
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was wholly voluntary, and provision extremely fragmented and confined to industrial S Wales
and Mon/Angelsey. The increased status of Welsh-medium education in the late 60s resuited in
over 70 groups by 1970. In 1871 these groups united to become Mudiad Ysgolion Meithrin.
Welsh Office (ie government) funding has been provided since 1975 and by 1985 there were
433 schools, and 199 parent-toddler groups catering for nearly 6,000 children. From these
figures you can see that the Kohanga has grown at a phenomenal rate since 1982, faster than
the Ysgolian Meithrin, but the difference is that in Wales children can continue their Welsh
education in bilingual schools.

In Wales the most significant developments which have relevance to the NZ situation can be
summarised as:

1. Welsh language is available in all schools(i.e. from age 3 in nursery classes). Welsh is part of
the new National Curriculum and every school child will receive some teaching in Welsh.

2. Establishment of Language Centres for English speaking immigrants. These centres provide
immersion in Welsh for children from age 7-11(4-6 year olds go straight into school) for a short
period of intense language instruction to enable them to integrate into the life of the local Welsh
school and community. This also prevents these new children from undermining the language
programme with too much English usage. The centres are well resourced, with specialist
language teachers, a generous teacher-student ratio(1:10) and small groups. This sort of
exposure to a second language is a most effective method to aquire Welsh. Progress is rapid
and the children move to the local school after only one term competent and confident enough
in their new fanguage to cope in the classroom.

3. Growth of government support for Mudiad Ysgolian Meithrin-

Welsh-medium pre-school language nests.

4.Financial incentives for students and teachers being trained through the medium of Welsh.

5.Welsh used as the language of examinations.

Welsh is one of the languages of examinations. There is a Welsh Exarninations Board. In 1985,
34 "O" level subjects, 37 CSE options and 16 "A" level choices were sat by more than 7,000
students. (TLS, p 3, 23.1.85)

6.Extensive publishing in Welsh-children's books, novels, and textbooks through the Welsh
Books Council (350-400 books each year, about 100 of which are childrens books) and The
Welsh Joint Education Committee(40-50 textbooks each year) A highly efficient cooordinated
system from schools’ orders through publishing runs to delivery to schools ensures that print
needs are met.

7. Extensive "prime-time” TV and radio in Weish.

Welsh is prominent in the media, in Welsh-language feature films, and TV films-one or two have
made it to NZ. There is also TV and radio news, childrens’ programmies, schools programmes,
and further education programmes, including about 4 hrs "prime time" TV from 6-10 pm each
day.

8. Parents desire for their children to learn Welsh, and learn through Welsh. Welsh parents have
seen the positive effects of bilingual education, and are no longer fearful about the effects on
their children's educational achievement. They are convinced of the benefits of a bilingual
education for their children.

4, What can we leam from these programmes in Wales and the US?

In Aotearoa we have a number of advantages which make our bicultural goals more easily
attainable than in many other parts of the world. We have two flourishing major cultures. The
cultures of many other colonised peoples have been so decimated that they are unlikely to
survive. Maori have tribal cultures and language dialects that are mutually intelligible- there is
one Maori language.. In other countries there are often many different indigenocus languages.
For example, this contrast is clear in comparing Wales and Aotearoa (1 language ) with the
American Indians and the Australian Aboriginals(100's of tribes and languages).

Now this is good news for the maintainance of the language, and in terms of the production of
resources, but unless the programmes serve the true interests of the minority group, and are
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perceived in that way by the indigeneous community themseives-not those of the majority as
perceived by maijority group educaters, as has mainly been the case up to the present, they
have little chance of success. And they must be backed up by adequate resources to see them
through. (Look at the Welsh resources just described.)

This brings us back to the question of social justice and to the Treaty of Waitangi. Because
Maori and the Crown are unable to agree on the rights conferred in Articles 1 and 2 of the Treaty
they are unable to agree on the fair allocation of educational and other resources. Maori claim
that in 1840 they had agreed to a partnership with a Pakeha minority which retained Maori
sovereignty and possession of their taonga. Since that time Pakeha have become the majority
and have used their democratic power and force of law to alienate Maori from their language,
their cufture, and their land.

From the Welsh experience it is clear that real progress is possible by providing for Maori control
of their own educational resources. In the US and in NZ bilingualbicultural educational intiatives
have been constrained and undermined by successive governments and their agents. Te

Kohanga Reo has challenged all of us to provide for the needs of Maori children beyond early
childhood and into primary education and beyond. :

For the small number of children from homes where the first language is Maori, and for Kohanga
Reo children, the most effective school education is through the medium of Maori language.
(Benton, R, 1988) Following kohanga reo, it is imperative that bilingua! primary programmes
are available to at least Std 3, or about age 8, i these children are not to lose their knowledge
and proficiency in the langauge, and have their self-esteem and academic potential diminished.

To achieve these goals substantial additional numbers of primary schools would have tc set up
bilingual units, cr Maori communities would have to establish more Kura Kaupapa Maori. What is
clear is that the altemative of submersion back into a totally English environment after Kohange
Reo-which is what happens to most of these children- actually places these children at greater
risk. They have built up strengths in Maori and now find themselves in an environment where
their Maori is suppressed. The negative effects on achievement and cognitive growth are
compounded. The transition to, or back to, English results in assimilation to English
monolingualism. Many of the American Indian programmes demonstrate this.

Our own government is clearly non-supportive. The latest draft curriculum document (Draft
National Curriculum of NZ-a Discussion Document, MoE 1991) no longer refers to the Treaty or
to partnership. The Charter Treaty requirement has now been removed, and, aithough many
centres and schools are still honouring their charter, this move has made it easy for others to
abandon the Treaty. Schools are expected to "provide” for Maori language teaching but gone is
the "committment” to integrate tikanga Maori across the curriculum. The curricuium itself has
been displaced and narrowed to accommodate a science/technology bias which will ease the
introduction of standardised testing and which at the same time further marginalises the arts and
the teaching of Maori language and culture. This will certainly adversely affect bicultural goals
and programmes. How long wili it be before the early childhood curriculum comes under the
spotlight.? Up to now early childhood centres have retained autonomy over their curriculum. We
are now vulnerable. Could early childhood end up with a narrow curriculum and teach to the test
like the Head-Start Measures Batteries? Michael Apple, a visiting US professor of education,
warned us about becoming, "a tool of conservative politics™ back in 1983. In 1991, Apple's
concerns are beginning to be realised.

As well as these constraints the setting up of language units within primary schools is fraught
with additional difficulties. With the government's intention to fund schools at a minimum level
there won't be sufficient funds to support existing programmes, and | believe that not many
schools will choose to spend on a Maori language programme. Even though the language
programme could be justified on equity grounds (i.e. biculturalism in education is concemed
with the rights of access to educational resources. It is a Treaty issue and a principal equity issue
in education) it would be at the expense of other programmes within the school. Couple this
with de-zoning and there exists the possibility of “white flight" where parents may choose
another school which doesn't "waste" its resources on “that Maori stuffl* This could have
serious consequencies for the viability of schools.

So although Picot suggested that Maori would "have considerably more scope” to influence
education through the creation of charters which reflect their needs,” in practice this has not
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happened. The democratic process has defeated, and wili continue to defeat, minority Maori

_interests, and frustrate the working out of the Treaty partnership. | think that the only viable and

certain means of meeting Maori aspirations for the teaching and maintainace of te reo and te
tikanga is through institutions with a Maori pedagogy or kaupapa Maori, that is Te Kohanga Reo
followet by Kura Kaupapa. With our support Maori will overcome the structural and financial
constraints imposed on them by government, and will not suffer .rom prejudicial attitudes, and
the discriminatory treatment which has been well documented by researchers like Judith Simon,
Alison St George, Courtney Cazden and Marie Clay.

Our role is to firstly find out how best to support Maori seli-determination in education, so that as
Wally Penetite has said, "Maori children can repossess their own language and custom by
relearning on their own terms what it is that belongs to them." Secondly, to take responsibility in
working for a bicultural education system, including bicuitural programmes in our own centres
and schools. Maori are, after all, already bicultural, some are bilingual. Pakeha and other tauiwi
are the ones who need to become bi- or tri-cuitural. And, thirdly, to be advocates for a bicultural
Aotearoa by working with parents, policy makers and politicians.

No reira, kia mau, kia u, kia kaha ra, ki nga tikanga rua o Aotearoa.
Tena ra koutou katoa.

T N e O PRV
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PARENT INVOLVEMENT AND SELF-MANAGEMENT IN AN ABORIGINAL PRESCHOOL

Dianne Roberts
Director-Teacher, Minimbah Aboriginal Preschool, Armidale, NSW

Abstract

(a) Objective: The aim of this workshop presentation is to describe the practical steps taken, winen an
all-Aboriginal preschool attained sefi-management, to build staff confidence anc initiative and to increase
parent involvement. Opportunity for questions and small group discussion will be given.

{b) Summary of Content: The newly appointed Aboriginal director will describe the nature of the
preschool community, her need to get to know the families and gain their trust, and her staff development
efforts. Next will be an account of the activities which were planned to provide scope for parent involvement
and parent-staff interaction, the outcome being a shift from practical help to some feeling of emotional
involvement among parents.

Help from the local TAFE college resulted in the running of a workshop series designed to build parents’
awareness and skills even further, with the aim that some mothers would decide to undertake training for a
Child Care Centificate.

Now that this preschool has been autonomous for more than four years, the flow-on benefits will be
mentioned, as well as the next steps which need to be taken.

(c) importance: Some arguments against parent involvement are that parents, especially poorly
educated ones, have nothing to offer, that only highly trained people should be involved in curriculuny, teaching
and administration, and that contlicts from the community will be introduced into the preschool, causing division
and disharmony.

This presentation aims to show that by involving parents at an appropriate level, they make a valuable
contribution to the preschool, they increase their own knowledge, skills and seif-esteem in the process, and
some come to place a higher value on the importance of education generally.

(d) Theme: The need for improved parent involvement in an Aboriginal preschool following from the
policy change from outside control to self-management.

in this workshop presentation | plan to describe the steps we have taken in Minimbah Aboriginal Preschool
in country New South Wales following the shift in 1987 to self-management. We now have an all-Aboriginal
staff and management commitiee. As you can see, | am the last person who could try to be a ‘new broom’,
sweeping in quickly with changes that parents, staff and children would find too much to cope with. instead,
| set my mind on what | wanted to achieve in the long term. Then | moved slowly, step by step, as each
opportunity came, to build staff confidence and initiative, and to give parents space to become involved. They
became involved not Anly on the management committee but also in the day-to-day running of the school.

| will start by setting the scene and giving some background information about the community where our
preschool is.

Armidale is a rural city with a population of 21,500 people. For mcre than a hundred years it has been an
important educationa! centre, with boarding schools, a teachers’ college and a university. Over the past twenty
years, since | have lived there and worked in the Aboriginal preschool, the Aboriginal “opulation has gradualy
increased from about 600 people to about 1,200 at present.

Most families live in government or privately rented housas throghout the town, while there are twenty-four
households on the small Reserve on the edge of the town where thie preschool is located.

At present there are only four people in regular employment from these twenty-four Reserve housenolds.
Educational achievement is still very low among these Reserve people, though it is gradually improving among
‘towr?’ families.
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The young parents of our preschoolers at the present time were among the first children to attend the
preschool in its early days. Minimbah Aboriginal Preschool was started in 1963, run by the Save the Children
Fund with a non-Aboriginal director. Under the present govemment policy of self-management the preschool
was handed over to a local management committee of Aboriginal parents in 1987, when | had completed by
Diploma in Teaching and was appointed the first Aboriginal director.

The present enrolment at the preschool is 60 children, including five non-Aboriginal children. There are 10
Aboriginal staff members, most of whom are employed on a part-time basis.

The children who are sent to our preschool are taking their first steps outside of their families into the wider
community. | felt that my first task was to build the parents’ trust in me, as an Aboriginal person taking on the
full responsibility of running the preschool. 1then set out, in a very subtie way, to design activities for parents
that would raise their awareness and make the children’s adjustment to preschool smooth and easy.

At first | was blinded by blocks and hindrances met by earlier teacers and others working in the school. |
had to start from ‘square one’ by sitting and thinking: ‘What would happen if 1 fail, as an Aboriginal person?’
| then realized that | faced a challenge. Although | had worked in the preschool as an assistant for eighteen
years, it was a new situation to me once | became qualified. My fear: Will the Aboriginal people accept me?
Will non-Aborigina! parents still send their children to the school? 1 still felt an outsider here. | needed to get
to know the people in the Armidale Aboriginal community in a more active way.

To get to know the people of the community | needed to get the centre operating in a way that the parents
felt comfortable with - comfortable about coming into this environment. | had to set up the school and have
the staff working as a team. This had been my vision for many years. | wanted to move from:
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Another shift | wanted to make was from a vertical hierarchical structure where the Director took all of the
responsibility to a horizontal participatory structure where responsibilities were delegated and shared. My
method was to ask every person who works in this centre to take responsibility for their own teaching or other
duties and tasks. | often stressed to staff that I'd always be there and available, for advice. ! also realized
that because | am a Koori {(Aboriginal), | knew and understood what was happening in the community, for
example, conceming factional problems. | knew, t0o, how my people operate and manipulate.

This in tum gave me the opportunity of saying to parents that if there is a problem with a staff member, please
come and discuss the matter with me. The hardest thing | had to explain to parents was that | had no control
over, or responsibility ior, staff members outside of working hours. (Mission managers in earlier times had
control over people twenty-four hours a day.)

Once the staff knew we were operating as a team, then this team effort led to a freeing up of staff and a
welcoming to anyone who came to the preschool.

My next aim was to get parents into the school, bypassing any problem that existed between parents and staff
members that originated outside the school. Any outside differences between staff members had to be left
'outside the door’. Making’ is clear from the beginning avoided any problems later. 1 needed to be both firm
and understanding.
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At the start of each term, at our first staff meeting, the importance of teamwork was siressed. Kinship loyalties
are still a big reality and staff members have leamed to sidestep conflicts and help each other out when an
. awkward situation arises over welkcoming someone intc the school.

When | felt it was the right time that parents would feel welcomed into the school, | started thinking about new
programs or activities that would be suitable for our centre.

What was going to be beneficiai to these parents and other relatives? | knew that older relatives want the best
for their children and grandchikdren, so by getting their interest, they wouid pass it on to the next generation
of young parents. | believed that the local adults had every minute of the day available to participate in
programs, to come 1o the school, to do things that | was interested in. it came as a big shock to me to reaiize,
when | started cut planning the time, that these parents already had their agenda set out for the whole day
while their children were away at preschool: time for going down town . . . for playing bingo . . . for playing
cards . . . their social activities were just as important to them as setting up a program within the school
envircnment was impc:iant to me. The first thought in my planning was to design something that wou.dn't
clash with their social/leisure activities.

The next step was to arrange a social function, at night. This was the children’s Christmss play performance.
| decided to hold this away from the centre because it seemed to me that most Aboriginal people still
perceived schools in a negative way.

Previously the preschool had always provided the costumes for the Christmas piay. | decided to send a note
home to the pa-ants asking each parent to design their child's costume, at the same time knowing that quite
a few of these parents would not be able to afford to buy materials for their costumes. 1then invited parents
to come in and use the preschool equipment: cardboard, scissors, textas, staplers etc. So without them
realizing it, several of the parents came and asked myself and the other teachers for advice on how to make
the costumes. There were only a few parents who used the preschool equipment, but all parents on the night
of the play had costumes made for their children.

| was astounded, as were other members of staff, to see how skilful and creative these parents were. Many
comments related to the mending of the breakdown between the home and the school environments that had
occurred. Teachers were saying, ‘Isn't that a delightful starl . . ' Parents were standing there feeling very,
very proud.

On the night of the play at least one representative from each family in the school came to the performance.
Parents were talking openly to all members of staff. | introduced ali members of staff to the parents and
explained which group each person would be teachirg in the following year.

After that night | felt that the barrier between the parents and the preschool had become a bit lower, and that
| would still have to work very carefully to build more confidence in both the parents and the staff.

Meeting mothers down the street iater was my ideal opportunity to comment on the costumes that they had
made. ‘Who did you get to make ihat magnificent angel costume?’ | asked one mother. 'Oh, | made it', came
the shy reply. Out came the further information from this mother that she had a sewing rachine at home, so
| started to think about what sewing we needed at school. The first things were table cloths. Aprons needed
to be mended. Curtains were needed for the dollies' comer. This young mother then came out to the school
and measured up for six small table cloths which she made at home, brought back to school and enjoyed
seeing the children eating from the cloth-covered tables. Her child boasted about ‘what my Mummy made’.
The sewing was one means of getting that mother and several others involved. They were also able to repair
some broken loys.

Following from the Christmas play, ancther mother offered to knit a children’s cardigan in black, red and yeliow
(the colours of aur Aboriginat flag) which she then donated to be raffled. The Mothers' Club provided the
monsy to buy the wool and they raised $172 from the raffle. Several other similar etforts followed from this
one.

| thought, ‘Now this is my beginning of getting parents to come into the school." It came at the end of my first
year as Director.
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For the raffle mentioned above | gave one of the mothers the preschool cheque book to go and buy the wool,
stating that it was important to bring back a receipt so that it would be clear | wasn't robbing their committee
and that | was feaving them the responsibility for their funds. When the mothers brought the receipt back to
schoo! | showed them how it was then pasted onto a piece of paper showing the names of the parents who
bought the wool and the amount spent.

| have described this because to this day | have never once needed to ask any parent to go back to a shop
to get a receipt. Again | felt that some parents were starting to feel involved. | have been able to show
parents how they have spent $50 to buy drinks and chips for resale and have made only $5 profit. | have
explained how they could look for cheaper brands, to cut costs and increase profits. This has been very, very
successful because each time | asked parents to arrange a function or to do something, | always chose
parents who were friendly with one another. Even organizing a simple raffle has involved up to five parents
and has involved them in meaningful tasks. | believed now that these parents woukd feel confident in coming
to the centre on a regular basis.

Because there were four staff members who were going away regularly to do their Child Care Certificate
course, | now needed to have someone working for me to fill the gaps. | asked parents to voiunteer their time
to come in and work while the student staff members were awa,. After observing the parents who came over
several weeks, | felt that the job that they were doing was at a standard where they were able to carry out
tasks and prepare themselves in a practical way for enrolling in the Child Care Certificate course themselves.
| realized the need for this because we were regularly having new parents. This voluntary help served as a
pre-orientation program for those parents who decided to later enrol in a course.

When the parents came into the school | found that | was spending a lot of time telling them what | wanted
themto do. | decided then that | would plan a series of five one-day workshops, on pupil-free days, that woulkd
teach or make parents aware of what needed to be done in our centre. | approached the local College of
Technical and Further Education through the Child Care Co-ordinator, and discussed a program that would
be suitable for these parents. | knew that quite a few of them may have difficulty in comprehending too much
written material - so the more practical the program was, the better it would be. For example, we showed
them how to make playdough, how tc set up a playground for the three-year-okd group, or for the four-year-
olds whose needs are different.

When notices were sent out 1o the parents | clearly stated that there would not be very much written work.
In discussing it with the TAFE lecturer, we decided that we were going to use gross motor skills and would
also work on language development. We would use only a limited number of formal terms so that we would
not frighten parents off. This strategy seemed necessary and proved to be effective.

The workshop series was open not only to the mothers but also to the fathers and any other interested family
members. Several fathers and grandmothers attended.

In one workshop we demonstrated one role of a parent on the preschool's management committee through
setting up a role play. In discussion with the ‘secretary’ and ‘president’, the responsibilities of the treasurer
were described. They talked about the jobs that the treasurer must do in the day-to-day running of the
preschool and in preparing for each monthly meeting.

For one workshop we took participants on an excursion to Tamworth, a bigger city 100 kra away, to visit
another all-Aboriginal preschool. One aim of mine here was to provide the opportunity for interaction between
staff and parents by al'owing a couple of hours for shopping after the preschool visit.

We wanted parents and others to see a preschool operating where there was an all-Aboriginal staff. They
immediately comnpared the Tamworth preschool with their own, which they now came to feel was very good.
The flow-on was that for the first time they came to feel that iMinimbah was thelr preschool, and something
to be proud of. Up until then | felt they had been detachied. So parent involvement was increased at a new
and different level. Some emotional involvement now went along with practical involvernent.

After the first three workshops, people started to come in and work for me when student staff were away. The
response to my requests for relief help was overwhelming, and the work was voluntary in the beginning. This
further suggested to me that the level of involvement had increased significantly. 1didn't have to detail the
task’ because other staff were now open, confident, ready and able to use their initiative to do this.

N
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Choosing the relief staff members relates back to knowing the local community. When two permanent staft
members were going off for training | needed to choose either two replacements from the local Reserve who
were friendly with cne another, or two people from the town.

Our regular bus helper who was also our fee collector was going off, so we now needed a parent to act as
bus helper. Parents had seen and realized how careful and how accurate ‘Verna' had been in collecting thelr
money so they now knew what was required of them in handling other people’s money. They now ‘got the
message' about responsibility with money from the other side. They now wanted also to be trusted. An
exercise book is kept in the bus where the helper records the names, dates and amounts after opening
envelopes and counting the money. It can then be checked when handed in at school.

When parents saw a staff member explain this fee-collecting task, someone not able to read and write came
to me, quietly and without embarrassment, and offered to do an alternative job. It seemed | had gained her
trust.

From the workshop series ! gained a better idea of parents’ capabilities so | was able later to match willing
parents with suitable tasks where they could experience pride and success.

At the later workshops we asked for an evaiuation sheet to be filled in so that | could encourage (or push)
those | felt were able to enrol in a training course. People who couldn't fill out the evaluation sheet came and
asked me to write down for them what their thoughts and ideas were. | felt we had achieved enough sense
of security for these people to acknowledge their limitations and still want to contribute their practical suppost.

There is a recent event that | would like to include in this description of community input to our preschooi.

For all sorts of reasons, guite a large number of Aboriginal people appear in the local court, usually on minor
offences, for which the penalty is so many hours of community service. Several months ago | was asked to
provide a community service placement for a young local woman who had been charged with offensive
behaviour, assault and damaging property. This was a big challenge to me, because not only dic¢ | have to
face the parenis of the children in the preschool if | took her, but also other families from the Aboriginal
community, including my own, whe had all experienced factional problems from this giri and members of her
extended family. Other Aboriginal organizations had already been approached and had refused to take on
‘Julia’ (not her real name).

At that time | was trying to work out how to get the members of her faction to become involved by sending
their children to the preschool. | wondered how | could break down the wall of misunderstanding that
separated them from the rest of the Aboriginal community. it seemed that no matter what was said or done,
members of that clan took it the wrong way.

It only took me one day to decide that | would giv5 tulia an opportunity. She then worked eighteen hours a
week for about three months to complete her sertence. She started with the task of getting to know the staff.
She learned to camry out many day-to-day tasks and related very well o the children. Staff members gradually
acknowledged that Julia was a nice persori.

At the end of the period, Julia’s own reporting back to her parole officer was that she was a worthwhile
person, a new discovery to her. One outcome was that she volunteered to go to a residential hostel where
an alkcohol rehabilitation program is offered. Enrolments from several families from that clan have now
followed. This means that children are now having opportunities that they were missing out on before. Now
when | meet members of that clan they always smile and say ‘hello’, perhaps chowing that they no longer feel
so much anger and rejection.

Over the years | have heard arguments against parent involvement. One of these was the negative
expectation from some non-Aboriginal people and some Aboriginal staff members that you cannot get
‘biackfellers’ to school. Others thought that Aboriginal parents had nothing to offer. My experience has proved
this to be untrue. '

| have found that by giving parents opportunities and building their trust, they have done what they were able
to, to contribute to the preschool. My basic idea was to equip these parents with knowle:3ge and skills of how
the wider system operates through their growing understanding and invoivement in the running of thelr
preschool. Some parents have become more aware of the value of education and have been abie to assess

od e
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the social development of their own children in relation to non-Aboriginal children of the same age, and in
terms of their readiness for school. (I could begin another story there . . .)

One hope that | have for the future is that when | retire, another Aboriginal person will be qualified and ready
to fill my position. | hope there will be people qualified for similar positions in other Aboriginal preschools.
There is still some way to go for Aboriginal parents in Armidale and in other places to want responsibility and
to want fo be accountable for the successful management of our preschools. ‘Until they want i, it won't

happen.




THE GREENLANE EXPERIENCE

Carol Bolton
Hospital Play Specialist, Greenlane Hospital

wWhat We Had - The Early Years

Since the middle of the 20th century there have been enormous changes in the care of children in hospital.
Personally and professionally | have experienced these changes. As a hospital play specialist at the
Greenlane Paediatric Cardiology unit since 1979, | have baen involved in a unit where dramatic changes have
occurred.

In this unit in the early years, for the most part, families were able to provide daily care for their children.
However, parents were accommodated at the nurses’ home. Open visiting b other members of the family
was accepted. In special situations bedside accommodation for a parent would be provided for children who
were not breastfed. Parents’ beds for children who were in the “nursery” - birth to 6 months - were provided
in separate bedrooms. Parents were encouraged to attend the consultants’ rounds, and while many did so,
only a few families participated as full members of the health care team.

The hospital play programme had been initiated by Auckland Playcentre personnel in a voluntary capacity.
Early correspondence notes that the original period was for a 12-month period and after that time the Hospital
Management would review the play programme and the funding requirements. Sessions were provided for
mornings only.

In 1979 when 1 joined the staff of this wr rd, play supervisors - known by other team members and parents as
*play ladies" - were employed by the Hospital Management. Both supervisors worked from 9am-12.30pm
weekdays, during the school term. The play programme was provided in the room that served as the
playroom, diningroom and parent room. The play programme was based on the freeplay model! influenced
by the training of the play supervisors.

Apart from a modei medical kit and a toy hospital, the programme did not address the needs of children and
their families in the hospital to have preparation for surgery, or medical treatments, or access to play
resources, or information to assist children in understanding what had happened.

At that time, we were just beginning to have access to the overseas literature on the emotional and
developmental needs of children in hospital. The ward had a multidisciplinary tearn modei of care for the
heatth care professionals. In Robin McKinlay's “The Care of Children in New Zealand Hospitals™ she noted
this team approach In the support of families in hospital and felt that this approach could well serve as a model
for other hospitals.

However, in 1979, as a member of this team, | was in awe of the "medical professionals in the team” and
initially participated in only a limited way - | accessed information and answered queries.

The play supervisor's role, created in 1978 by the Department of Health (kncwn as Pre-school Activities
Ofticers officially), was seen by other professionals as providing play opportunities to keep children under five
*happy" - this generally meant not crying. Within the team, at that time | worked in this model.

Once the play supervisors began the move from the "play ladies” role into an educational model, we reaiised
that play could assist children to further understand their hospitalisation. We were beginning to move to the
therapeutic model . . .

In 1979 the first national inservice course for staff working in programmes for young children was coordinated
jointly by the Children in Hospital Liaison Group (CHLG) and the Department of Education. This course
supported the development that therapeutic i..ay programmes wera essential services and not “the icing on
the cake" for children. Through the CHLG, play staff gained access to overseds literature on therapeutic play
programmes in Britain and the USA.

At this time we lacked full understanding of how our commitment tu a therapsutic model would impact on the
role of play in hospital, the skills we would require for this commitment, and how this decision woukd impact




179

on other members of the health care team. It was fortunate that this commitment was made at a time when
nursing staff were also re-evaluating their role in partnership with families. An environment, positive for
creating change, had been created.

Members of the multidisciplinary team provided personal and professional support for the piay staff during the
transition to a therapeutic play programme. The change of focus within the multidisciplinary team was to
family-centred care. Parents and health care professionals were beginning to learn to work as members of
the same team.

In 1987, Joseph Williams, Assistant Professor of Therapeutic Recreation at the University of Southern
Connecticut, made a study visit to New Zealand. He chalienged the professional commitment of New Zealand
piay staff and their professional title of hospital play supervisors. In an overview of therapeutic play
programmes in the USA, he outlined the major goals of these programmes, the philosophy, and the major
components of these programmes i they wera to succeed in meeting the special needs of children in hospitai:

1. trained play specialist

2. &quipment and resources

3. play environments

4. acceptance and understanding of the role of the programmes by other team members.

Following his visit, piay staff travelled on study leave in Britain, the USA and Australia. Valuable inservice
education was accessed. This study leave reinforced our professional commitment to therapeutic play
programmes.

Attendance at the Association for the Care of Children’s Heaith Conference and the Child Life Council for the
past two years also provided a unique opportunity to gain inservice in all aspects of programming for children
in hospital. Attendance also provided professional contacts with other developed programmes.

Developing the Greenlane Model

Accepting that professional challenge meant evaluation of the total programme. The major aims of a quality
therapeutic play programme for hospitalised chikiren and young people are to:

- provide a safe and stimulating play environment;

- provide a programme which recognises the importance of play for growth and development;

- prepare children and their families for hospitalisation and procedures so they may develop coping
mechanisms in advance of the experience;

- provide an opportunity for children to further their understanding of their iliness, treatment and the hospital
environment;

- through medical play, help the chikd to express misconceptions and to understand his/her iliness,
treatments and procedures;

- provide outlets to express fears, anxieties and anger, and, with assistance, to attain resolutions;

- provide activities that keep children in touch with their home base as part of their support system;

- support the involvement of parents with the care of their children during treatment, and encourage the
parents’ involvement in the play programme;

- provide a play programme that recognises the special needs of siblings;

- provide information through observations that is ussful to the treatment and care of the child;

- function as a member of the team caring for the child, and establish a working reiationship with all staft
with whom the child will have contact.

What We Needed - The Middle Years

Evaluation of the strengths that were supportive of the programme development show that there were Six
significant factors:

1. A muttidisciplinary team - focus from the team was moving to the FAMILY-CENTRED MODEL OF
CARE.

2. Employed play staff (two 0.5) with an allocation of funding for equipment and resources.

3. Both play staff rmembers were committed to the same goal - developmerit of a therapeutic model play
programima.

0
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4, An environment supportive of positive change ir: the care of children in hospital. Medical, nursing,
administrators, other support services, and the school teacher were already involved in working as a
team. The changes that would impact on their services had a forum for discussion. Changes to the
existing ward routines were able to be examined, implications considered in respect to the focus of
the child and family needs, and a result achieved that utilised the strengths of the team, and could be
sustained.

5. Play staif had access to the library/inforration and support of the CHLG on the psychosocial needs
of children and their families in hospital. There was the opportunity for ovaerseas inservice.

What were the developments that needed to take place within the hospital if the major aims of a therapeutic
play programme were to be achieved?

1. Inservice. Play staft had to further develop their skills to facilitate these developments. Through the
contact already outlined, and completion of a course on "Therapeutic Communication for Children and
Adolescents”, staff were able to gain valuable inservice. The lack of appropriate inservice opportunities on
the emotional and developmental needs of children is a significant issue that must be addressed in paediatric
heatth care in New Zealand.

2. Professlonal identity. Play staff had {o establish their professional identity, both personally and within
the health care and education systems. It was important to find a common name to identify the unique
features of these kind of programmes and their professional workers to ensure clear recognition of their
purpose, and to ease communication throughout the medical field when discussing them. In line with
developments in Britain and Australia, the title HOSPITAL PLAY SPECIALISTS was selected.

3. Service for All Children. Programming at the hospital had to be considered in respect of ail the
children in the hospital, not just the chiidren in the paediatric cardiology ward. (At an inservice planning
meeting, 13 areas of contact were identified in the hospital - inpatient, outpatient, service area such as Xray,
blood and specific test clinics.) While it was not possible with existing resources, nor to this date possibie,
planning and yr ~dy evaluation of the programmes must consider this factor. This need must stay on the
agenda, otherw._a services for all children will not be on Administration projection and development files.

4. Resources. Development of the specialised play equipment resources required for the preparation
programme for surgery and treatments, as well as recreational activities on the ward for older children and
siblings.

Resources for children in areas other than paediatric cardiology need to be addressed.

In my travels overseas | have seen that Kiwi ingenuity has equipped us well in the development of medical
play equipment.

Play staff were also faced with extending their play resources at a time when budgets were being closely
examined.

The skills as a resource person when a playcentre Mum came to the fore.

We have also more clearly identified what donations are helpful to the programme. We have several projects
that would not be possible without comimunity support.

The need for calico teaching models to extend the pre-operative programme is an example of creative support:
A CWI member, working as a volunteer in the hospital, cbserved a situation where a child
wanted to keep one of the six dolls that we had made ourselves for the development of the
pre-operative preparation programme. She noted my brief hesitation before giving the child
the doll, and later queried why | hadn't wanted to give her the doll. When | explained that it
wasn't a question of not wanting to, but that in giving it to her | was in the difficulty that |
couldn't make them as fast as the children needed them, her “"give me the pattern and | will
see what | can do” led to 1400 dolis. -

The support of the CWI is a vital factor in this essential programme for children in hospital in Greenlane.

isy
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Development of the day stay play programme, where there was no funding in the setting-up budget for play
resources, was overcome by the members of the Hospital Auxiliary who provided funding for this project.

5. Understanding and Acceptance. Development within the hospital of an understanding and
acceptance of the value to play to children in hospital and the delivery of play, to be fully accepted.

In areas where there is no delivery, staff pressure for such delivery is supportive of developments to access
funding for programming. Interestingly, originally nursing staff, in particular, feit uncomfortable of being critical
of the lack of delivery. They saw the workload we were already completing, and felt that it was not appropriate
to press us "personally”. This is not a personal issue. identifying gaps in service supports play staff in their
advocacy with management to achieve more effective services. | am confident that in our department we are
making the most effective utilisation of all our resources. However, if discussing my priorities can facilitate
better services, | feel confident to examine these issues.

A component of the cardiothoracic course now is a module on "Pain is Everybody’s Businaess® - nursing staff
must examine the role of the hospital play specialist in relationship to this statement, observe pre-operative
play preparation, and examine how phildren utilised this play preparation when having surgery.

The 1980s - What We Have

Hospital play specialists provide play programmes for children in the paediatric cardiology ward and the day
stay surgical unit. A proposal has been developed for a supervised play programme in the ORL adult/children
ward. This will be operational as soon as the "Before Five” funding legislation is passed, and the programme
chartered. Play opportunities are available in the three main outpatient clinics. Areas where children have
contact are including in their decor, stimulation of interest to children, and not just appropriate to the under
fives age group. For example, in the outpatient cardiology clinic, the examination room is an inside room.
As part of the decor, children in the cardiology ward made a mural. Using creative materials, the outside was
brought inside. The theme of a pond with trees covers the area at the head of the bed, down the wail, and
mobiles of appropriate birds etc. hang overhead. Soft toys that fit the theme are scatterad in the room.

Hospital play specialists provide a component of the health care of children in the hospital as doctors, nurses,
social workers and teachers provide other components.

In the children’s cardiac ward, when chiidren are admitted they are usually, after admittance, brought directly
to the playroom by their nurse. A period to give children and their parents time to settle after arrival at the
hospital has been found to help children cope with the initial examinations and routines. When they are
required to go to their rooms, toys from the playroom go with the family. (As part setting-up of individual
rooms, a plastic basket with a smali selection of activities has already been placed in the bedroom.) The
hospital play specialist or the school teacher will, within the first 24 hours, begin with the child making a record
of their stay in hospital in a hospital diary book. Together with the making of their hospital dollteaching model,
valuable information on how the child sees their hospital experience is gained by hospital staff, through the
play specialist. Children and parents also gain information on the hospital, and how staff see the family role
in the ward.

Children are encouraged tc "souvenir” for their books. This provides visual tools to help their friernds at home
understand what has happened in their time in hospital, as well as items that they can use to play "hospital®
at home.

Some parents of babies and toddlers will make books for their children at home, or for when their child asks
about how they got their scar.

Children will attend either the hospital school programme or the play and recreation programme during the
day, and the variable for this will be the child's emotional wellbeing, and the impact of their medical care.
Parents are encouraged to participate in both programmes. Programme planning by play specialist and schoo!
teacher includes at least once-a-week creative craft activities that will involve children and their parents.
Exciting murals, specific interest days, themes are displayec! throughout the hospital as a result of this
planning.
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Art is a central component of the programme in this ward. Because of the therapeutic programme, often art
work has a medical or emotional slant. The constant access to resources in the ward, together with the
teaching of appropriate skills, empowers tha children to express their feelings. Art is also a form of relaxation,
builds self-esteem, and can provide a shift in focus from the medical condition.

For school-age children and long-stay patients, regular programmes in the occupational therepy department
are planned. This allows children and parents respite from being constantly in the ward environment.
"Cooking for Health” is a regular Thursday moming activity. Children then bring back their "goodies” to share
with parents and staff, except hamburgers - there is no way these are shared.

Special events are celebrated on the ward, and in the summer ward BBQs frequently happen. Hospital play
specialists also coordinate with the Heart Children’s Support Group, the annual Heart Children’s Day.

The weekly team meeting assesses the delivery of all services to families. Muttidisciplinary teamwork is
valued, and all members fully participate. The priority of chikiren’s needs for each day must be assessed,
taking into consideration the impact of their medical care on that day. There is need for flexibility and
understanding of the strengths within the health care team, as well as respecting the parents as the constant
in the life of the child within the hospital.

Parent bedside accommodation is provided for all parents who wish to stay. Alternative accommodation is
provided at ths staff residence. A recent development has been Te Kainga Atawhai within the hospital ground.
The development of this "house of loving™ has added a very special development in the care of al. families.

The programme provided in the inpatient units meets all the aims of a therapeutic programme. All children
and their parents receive support and preparation in the cardiclogy unit for cardiac surgery.

Siblings’ needs are considered in the daily assessment of priorities in the wards. The needs of these children
are often a focus of the weekly support meetings between parents, social worker and charge nurse in the
cardiac unit. Hospital play specialists have presented sessions for parents on dealing with the needs of these
children. Preparation for the surgery of their brothers and sisters, especially when the child having surgery
is a new-bomn baby, is a priority in service delivery. It must be recognised both in hospital and in the
community that the developmental age of some siblings will place them more at risk emotionally than the child
having surgery.

The programme by the hospital play specialist in the day stay surgica! unit must recognise the special needs
of this unit. Children are admitted for insertion of grommets, or miror ear and nose surgery. Children must
process in a very short period of time an amazing amount of nev: information at a time of known stress when
they are admitted to day stay units. In Greenlane they move quickly through five different rooms in this unit.
They must also achieve separation from their parents. They can often be “frequent” patients, both at
outpatients and for surgery.

Research by Quintan and Rutter (1976) and Douglas (1975) shows that children under five years of age who
have had more than one admission of more than a week's duration, or repeated hospitalisation, are at risk
emotionally and developmentally. Play, second only to the continuing presence of a parent or supportive
adults, can minimise the negative effects of stress.

Children who have hearing difficulties are particularly vulnerable without access to play. Verbal instructions,
limited attention and deveiopmental delays can add to the stress experienced by these children in hospital.
Priority programming is essential for these children. Play is a crucial component in this unit as a means to
reduce stress in children prior to the induction of anaesthesia. The play specialist is also the parents’ support
person during the time of their chiki's surgery. Children and parents are provided with information, and the
opportunity to play through events to achieve mastery in advance of events.

Children and parents wait together in the playroom inside the theatre complex, and adjacent to the theatre.
Before children waik through with the nurse to the operating theatre, they saat their parents. They already
know that this is whare the nurse will come as soon as the child wakes from tteir special sleep. Parents will
support their children in the recovery room as soon as tiie medical condition is stable and the child has
awareness of their surroundings.

189




Evaluation by nursing staff after the first year of operation of the unit, by a questionnaire to patients, found that
parents were overwhelmingly positive of the service. Almost all mertioned the play preparation’s benefit to
the welibeing of their children’s recovery.

The Future

Greenlane Hospital staff, and the children and parents who come to hospital, must further develop the
partnership of health care that will give children a positive hospital experiance.

The coping skills that chikiren utilise are life skills - ones that can help them master other difficulties.

Play programmes, provided by trained hospital ;iay specialists, are essentiai components of all children’s
heaith care in hospital.

P -  provides a normal environment in the hospital
L - lessens the impact that children may experience in hospital
A - allows a child to work through strange and new situations and develop coping skills
Y -  yields RESULT.
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f play in assisting childr iring extensive hospitalization”

n with their illn its treatment and their hospitai erience.
Marianne Kayes

Hospital Play Specialist, Play and Recreation Department
Auckland Children's Hospital

Walk into any children's ward in New Zealand and it is immediately apparent that the child's
surroundings and experiences are very different from that of a child in his or her home. The
hospital environment is an alien one, where children's familiar routines are interrupted, and where
they are surrounded with strange - and often frightening - people, equipment, sounds and cmells.
Newly acquired skills and behaviours may be interfered with, and opportunities for play and
exploration are severely curtailed or non-existent. Toddlers may be kept in their cots for long
periods because their physical safety cannot otherwise be assured. Children are subjected to a
number of new experiences, at least some of which are likely to be invasive and painful. They
may be separated from the people who are familiar and important to them. Loved and trusted
adults may refuse to give them anything to eat or drink and or may permit strangers to perform
procedures which the child experiences as distressing. They may even forcibly restrain the child
for these procedures. Children may be in isolation, shut in individual rooms without toys or
stimulation, or, conversely, they may be overwhelmed with noise and activity. They will
overhear numerous conversations, which may or may not be related to them, and will see other
children in various states of distress, often without knowing the reason for their distress. They
will witness a number of treatment procedures - IV insertion, nasogastric tubes, plaster casts - and
may have no way of knowing whether the treatments that they see are planned for them.

There is now ample research to demonstrate that hospitalization has considerable potential to cause
long-lasting emotional damage. (Vernon, 1966; Douglas, 1975; Quinton & Rutter, 1976; Golden,
1983; Thompson, 1986) We know that the experience of being in hospital is, of itself, a major
stress for children which is additional to the stress of the illness. Children respond to this stress
in various ways, according to their age, their personality and emotir.ial state, their previous
experience of hospitals and separation; the nature of their illness and treatment; the environment
they experience in hospital; and the attitude of those caring for them. (Barker, 1974; Beuf, 1979;
Simons, Bradshaw & Silva, 1980; Thompson and Stanford, 1981).

It is not surprising that developmental regression is common, and that emotional withdrawal may
be adopted as a way of shutting out experiences with which the child is ill-equipped to cope.
(Gibbons, Martha, Blechar, 1985; Thompson & Stanford, 1981, pp.18-22; Thompson, 1986)

We also know what we need to do to assist children to maintain their normal development and
their emotional wellbeing while in hospital. We know that we can make changes in the
environment and in the way we structure the experience of being in hospital so that it can become
a positive experience for the child and for the family. There is no doubt that, for the young child,
the most important thing we can do is to make sure that the child has the support of someone
important to them (usually a parent or another family member). If a familiar person cannot stay
with the child, then the child needs a "substitute” caregiver who can provide continuity as far as
possible.




185

Next to the presence of a parent or familiar adult, most studies have identified access to play
activities as the most significant intervention. Play is an integral part of a child's life. It may
often be pleasureable, but it is not frivolous. In a strange environment such as hospital, play has
a "normalizing” effect. It is the natural medium of experience and conflict resolution for children
and can mediate between the child and experiences which might otherwise overwhelm them. In
hospital, play becomes a "lifeline” to the familiar world of home, family and familiar activities.
Play is something that children know how to do, and know how to do well. We know that the
provision of therapeutic play programmes provided by trained staff makes a difference to
children's anxiety levels and to their understanding of illness and treatment. (Clatworthy, 1982;
Thompson, 1988; Wolfer et al, 1988)

The case studies that follow iilustrate the experiences of three children who have participated in
the play programme at Auckland Hospital. The aim:. and and theoretical and conceptual
framework of this programme are described in some detail elsewhere. (Matthews, 1991) 8y a
coincidence, all three are boys who have been admitted forsurgical procedures. There is nothing
particularly unusual about their circumstances and there is certainly nothing unique about the way
in which they have used play to cope with their anxieties associated with their hospitalization and
treatment. Current staffing levels mean that only about one third of the children admitted have
access to the play programme, and only a very few are able to participate in individual sessions
with a hospital Play Specialist to prepare them, through play, for anticipated procedures. We do
not have sufficient staff to work with children having surgery on a day-stay basis or children
receiving treatment or tests as outpatients, although we endeavour to do so if we receive a referral.

Case Study (Day Stay surgery):

Timothy (3 years) required minor surgery as a day stay patient. However, a grandparent
had recently died in hospital and his Mum had been to hospital for the birth of a baby
sister. During this time, his sister had had an emergency admission and Timothy stayed in
hospital with his hospitalized sister, a well sister and his father. His parents reported that
Timothy had refused to be examined at outpatients’ clinic and was talking about hospitals
as places where people died. They said he was so frightened of hospital that they could not
persuade him to enter the building. They phoned to ask for help in overcoming Timothy's
anxiety before admission.

Arrangements were made for Timothy and his family (including his sisters) to come to the
hospital playroom (which he could do without walking through the building) "just to play”
3 days before his booked admission. Timothy's parents had read him a book about
hospitals, but the storybook child's admission and treatment were very different from
Timothy's situation.  When Timothy arrived in the playroom he immediately wanted to see
the toy castle and soldiers which were in the storybook playroom! He was enthusiastic at
the suggestion that he and I make a cardboard castle together. However, Timothy would
not participate in medical play or take any part when I played through the anaesthetic
procedure on a calico doll.  He was happy to try the anaesthetic mask on his father, but
would not wear i, or the hats and mask, himself.
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While the paint on his castle was drying, Timothy came very happily with me (his parents
following) to the ward where he would be, and I pointed out the things that were most like
home - the playroom, his bed, the kitchen, bathroom, etc. His parents expressed a wish to
be with him while anaesthesia was induced and I suggested they talk to the charge nurse to
ensure that this was arranged. We also visited the ward where Timothy's sister had been.
Timothy's sister was able to say hi to the nurses who had looked after her and give them a
thankyou card she'd made.

On the morning of Timothy's admission I met them in the ward playroom. Timothy took
me to his bed to show me the castle, leaving his parents in the playroom. We played
through the theatre procedure with the hospital Playmobil set. When the little boy figure
got to the operating room Timothy turned away from the play and began playing with the
toy railway. We made a circle of the track, and a siding which headed towards the
hospital. I dressed in the theatre hat and mask and pretended to be the doctor waiting for
the little boy to come to hospital. Timothy accepted the suggestion that the little boy might
come on the train and he put the small figure in a carriage. However, he took the train
round and round the track, not up the siding towards the hospital! We played a game of
the doctor listening for the train - hearing it get closer and closer, then hearing it going
away. Eventually Timothy was able to bring the train to the hospital. We told the train to
wait right outside, ready to take the listle boy home again. Timothy was still reluctant to
participate in playing through the anaesthetic, but watched again while his father held the
doll and I role- played the doctor giving the dolly his special sleep medicine while dolly
had his operation, and then waking him up again.

Post-op I played briefly again in the playroom with Timothy before he was discharged. He
was confident and happy, and his parents reported that all had gone well.

Timothy's age, and his pre vious association of hospitals with death, with acute illness, with
separation from his mother and with the arrival of a new baby, made him particularly vulnerable
to the potential ill effects of hospitalization. For his family, too, their recent experience of
hospitals had been of sadness, stress, anxiety and separation. Wisely, his parents recognised his
vulnerability. Timothy's anxiety evidenced itself as avoidant behaviour - his inability to involve
himself directly in medical play or preparation, and in his initial inability to take the little boy
figure to hospital. By enabling him to approach the experience in gradual stages it became a
positive one for the whole family. Timothy was able to learn that there were many things in
hospital which were much like home - that his family would be with him and that there were fun
things to do. Given sufficient time, he was able to regain some control over what would happen,
to clarify in what way his surgery would be different from what had happened in hospital in his
previous experience, and to familiarise himself with the sequence of events. We were also able to
identify that the anaesthesia mask was likely to be very distressing, and so to ensure that his father
was with him to support him during induction. His sisters, too, had the opportunity to participate
in medical play, to widen their understanding of hospitals, and to learn about and share in
Timothy's experience.
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Case Study (Extended stay with post-surgical complications):

Tommy (6 years) is developmentally delayed. He had commenced school on his 6th
birthday with support from a teacher aide. Only about three weeks after commencing
school he required emergency surgery. Complications developed which required his
admission to an adult Intensive Care unit, where he stayed for two weeks. Tommy had
had no preparation before admission, nor had he had any play activities post-op. English
was his second language. When I first made contact he was lying very still, silent and
wide-eyed. However, at the mention of "playdough* his hand shot out to grab it, but he
made no attempt to use it other than to hold and squeeze.

Between play sessions Tommy continued to spend much of his time lying still and silent in
bed. By the fourth session, however, he seemed happy to have his bed raised so he could
play with dried beans, cars and trucks, and containers for pouring. Concerns had been
expressed about his regression, both in play and in behaviour (he was bedwetting, which
was not thought to be a result of the surgery). Tommy spoke occasionally, but too quietly
for me to pick what he was saying. His play was at the level of a toddler - filling and
emptying the various containers, shaking them, and banging them together. His expression
was sombre and intent.

Other staff were expressing concern that Tommy had been avoiding contact, turning his
head away, telling them to go away, and seemed very withdrawn. The nurses said they
were having difficulty in persuading him even to sit up in bed other than for very brief
periods. The schoolteacher mentioned that he had been very distressed on the previous day
when his drip was reinserted.

At the next play session I brought an assortment of real and play medical equipment, plus a
wistful looking dog puppet ("Pup”). Tommy drew may attention to the 1V in his hand. 1
said I guessed it had Furt, to which he nodded. I introduced the Pup to Tommy's gorilla
and suggested that maybe gorilla would like to try out some of the doctor things. Tommy
smiled when Pup found it hard to sit still. Gorilla tried on the surgical hat and mask and
Tommy again drew attention to his drip. 1 asked Tommy if maybe Pup would need a drip
too. Tommy thought he would, and watched intently as I inserted it. Tommy would not
wear the theatre hat, mask or gloves, nor would he help with insertion of the drip, but he
did respond to my request for help in choosing which of Pup’s hands to use, and in helping
with cleaning and taping.

Tommy asked what other doctor things I had. He explored the bag, finding the ecg buttons
and sticking them on Pup's chest. I said maybe Pup had a sore tumnty and would need an
operation to fix it, like Tomny, to which he nodded agreement. We then played through
the operation. At this point Tommy became very involved and active in the play, directing
how Pup would have his anaesthetic (through his IV), showing me correctly with a biro
where the opening would be to fix Pup's tummy and covered it with a dressing. 1 said
maybe Pup's operation was all over and it was time to wake kim up. Tommy hesiated,
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then asked for another dressing which he placed over the first. He put the mask on Pup
and shook him gently - "Wake up Pup, wake up Pup". He removed the mask, leaving the
ecg buttons. He then played for a long time with the drip, making it faster and slower. As
water soaked into Pup it began to drip out around the bottom of the puppet. Tommy
pointed this out and I reassured him that it didn't matter. He laughed at the suggestion
that it looked like Pup was wetting the bed.

During the doctors' rounds Tommy became quiet and tense, clenching his drip hand very
tightly on the bed. When they'd gone, I pretended to talk for Pup and Tommy made Pup
move. He took over the speaking for Pup, saying "I don't like the drip, I don't like the
drip. " Isaid I guessed Pup hoped it would be taken out soon, and Tommy moved Pup's
head up and down for "yes". I suggested that maybe it would be taken out when Pup was
drinking and eating well again and getting better. Tommy said it was time for Pup's drip
to come out. He hela the cotton wool and sticky tape while I removed the drip, and after a
little more play he staried to take the dressings off. 1 commented that it seemed like Pup
was getting better and was nearly ready to go home. Tommy agreed he was. At this point
visitors arrived, Tommy greeted them enthusiastically and suddenly got up, swung his legs
over the bed and tried to walk unaided to a nearby chair. Tommy and the visiting child
laughed when Pup waved goodbye to gorilla and I took him "home”".

In every following play session, Tommy repeated the operation and Pup getting better,
each time adding a little bit more to the game. Each time Pup got well and went home,
and each play session was followed by increased physical activity on Tommy's part.

In the ninth play session, Ton:my played through the surgery, but left the IV lure in Pup's
"arm”. At the ward meeting, staff had expressed continuing concern about his reluctance
10 eat or drink, what they perceived as his lack of concentration, and his unwillingness to
do any school work.

At the next session Tommy commented that Pup still had his drip. "Pup won't eat”,
Tommy said solemnly. He had had a blood test that morning and repeated this on a calico
doll. Tommy wouldn't draw a face on the doll, so 1 drew a sad one with tears. Tommy
said the "ows" very loudly for the doll.

By the eleventh play session, Tommy had become very assertive - requesting specific items
of equipment. He again pretended to do a blood test, and insert an IV. When the IV was
taken out Tommy said the doll would not need tears any more and asked me to draw a
happy face on the reverse side. He again wanted to play operations, but by this time
could list all the equipment needed. Tommy put the mask on Pup, and said for him, "Take
it off. Take it off." His Mum commented that this is what Tommy had said in the operating
room. Tommy drew a face on another calico doll - this doll was Pup's visitor. Again Pup
got completely well. This time when Pup had recovered from the operation Tommy asked if
Pup could run round and play with his friends. I said I was sure he could, so Tommy
made Pup dance and cuddle the visitor doll. Tommy then called out across the room 10 the
school teacher that he was ready to do some schoolwork. This play session absorbed him
for an hour and a half and seemed to mark the end of his need to repeatedly play through
the surgery.
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Tommy's vulnerability related to the emergency nature of his unexpected admission, with no time
for preparation, and the frightening circumstances of the early part of his hospital stay. In
addition, his developmental delay and poor language skills increased the likelihood that he would
have misconceptions and anxieties that he might have difficulty expressing. Tommy responded to
the stress of what was happening by withdrawing, and by reverting to more babyish behaviour.
Very withdrawn children, who may seem to be too unwell to play, often respond surprisingly
quickly, as did Tommy, to familiar play activities. In working with Tommy, play became a
"bridge" to form a relationship of trust with the Hospital Play Specialist. Playing "for" Tommy in
the early stages and reflective listening techniques acknowledged to Tommy that his feelings of
distress were acceptable and to be expected. Role playing his experience, using toys, enabled him
to proceed at his own pace in approaching aspects of his experience which were distressing.
Through play he was able to reassure himself that he would indeed get better, resume his
friendships and former activities, and - most importantly - go home. (For a comprehensive guide
to playing with children in hospital, see Petrillo and Sanger, 1980.)

Case Study (Congenital problems requiring repeated corrective surgery):

Stephen (4 years) has had nvo operations on his feet and other operations on his ears. He
has spent time in plaster following foot surgery and again following a broken leg. He
walks on the sides of his feet and they give him considerable pain. He requires corrective
surgery which will involve inserting metal pins and rings into his lower legs and feet.
These pins will remain for 3-4 monihs, and then he will be in plaster for 6-8 weeks.

Stephen was referred to the Hospital Play Specialists by his orthopaedic surgeon because of
his fear of doctors and hospitals, and his refusal to be examined. His surgeon did not
consider that the surgery could proceed until Stephen was emotionally able to cope.

At his first visit to the playroom Stephen initially clung to his Mum. He responded t0 a
request to help me find some things to play with and became involved in setting out the
train track. From time to time he glanced at various items in the medical play corner, and
as he did so I named the pieces of equipment in a matter of fact manner and briefly said
why they were used. He didn't approach or ask any questions. His train crashed off the
track. 1 wondered if there were any people on the train - maybe they were hurt and would
need to go to hospital. Stephen made a playdough person and put him in the hospital bed.
He was then easily encouraged to play with the hospital playmobil, and commenced to
explore the medical play equipment. He found the rubber anaesthesia mask and wanted to
take it home for his monkey. I suggested he take the plastic one instead, and some
operating theatre hats and masks for him and his sister. At first he refused these, but then
changed his mind and took a hat and mask. He asked if he could come again to play with
the train and the hospital things.
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At the next visit, rwo weeks later, Stephen’s mum commented that he had played a lot at
home with the theatre things. Stephen came down the path to the playroom as quickly as
he was able. He became engrossed with water play with syringes and tubing, and with the
1V equipment. He asked for the hospital people (the Playmobil Hospital set) and asked a
lot of questions about the uses of the various pieces of miniature equipment and fumniture,
and where they should go in the toy hospital. He made playdough people for the hospital
and a playdough monster "to scare the people in the hospital”. Suddenly he switched his
attention to the sand. He repeatedly buried the toy cars and motorbikes, pretending to "rev
up" their engines to get them out.

Stephen chose to paint at the start of the next session - one of his paintings was of a blue
snake-like monster. When he tired of this I suggested he might like to play with the plaster
bandage. He drew a face on the calico doll. His mum asked if dolly had a happy face. 1
said maybe dolly was a bit worried about gerting plaster on his feet. Stephen said very
definitely, "No, he's angry”. I said maybe he thinks it's just not fair, and Stephen nodded.
He plastered both of the doll's feer with several layers of plaster bandage, then immediately
tried to remove the plaster by cutting it off with scissors. I reminded him to tell dolly that
the plaster had to stay on for a long time while Dolly's feet healed. Stephen took the doll
home, still with the plaster.

1 had the toy medical kit out on the table when Stephen arrived for the fourth session, and
also had "Pup” (the sad-eyed dog puppet) on the table dressed in the doctor's hat and
stethoscope. Stephen commented on Pup's sad face and I said maybe he was wondering
what was going to happen. Stephen took Pup's blood pressure, listened with the
stethoscope, and generally played through the routine checks, temperature taking etc.
(These were all procedures with which Stephen had refused to comply.) Stephen picked up
the anaesthesia mask, holding it to Pup's face first, and then his own. He responded
happily to the suggestion that Pup would need some special medicine through the mask
while Dr Stephen fixed his feet. Stephen dressed in the theatre hat and mask to do the
"operation”, insisting on doing it all "by myself™. He then asked to repeat it on the doll.
He drew a face on the doll, who was again angry. He played through the anaesthesia
procedure, then proceeded to give the doll lots of pink medicine. This spilt down the doll's
tummy and Stephen commented that it looked like blood. Dolly needed lots of injections,
for which I was asked to say increasingly loud "ouches". He wanted to take the miniature
*machines” home, but his Mum suggested they could make some together. He also asked
for a medical kit and stethoscopz. For the remainder of the session he played with two toy
ambulances, putting people on stretchers. At one stage he commented that the little person
was dead. Near the end of the session he asked if it was time to go. He said he didn't
want to go, but nevertheless left quite happily, asking for the ambulances and Pup for next
time. This was the first session spent entirely in medical play.

I had fingerpaint ready at the start of the fifth session. Stephen wus a little reluctant to
touc.. it at first, then became deeply engrossed in making swirly patterns and, later, an
angry face. He made a "gooby monster” out of the fingerpaint. We played ar guessing
what would make the gooby monster go away, then Stephen's fingerpaint-covered hands
became the monster and I pretended to be scared. He took the wooden people off the
playroom shelf and played that they were stuck in the fingerpains. All the figures were
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dying or dead. He smeared fingerpaint all over them, and then put them in a bowl of
warm water. They were all drowning except for the little boy figure. He incorporated a
miniature swimming pool in the play - sometimes the figures would float “vith a toy
lifejacket, sometimes they couldn't have the lifejacket and were drowning, He chose
various vehicles to come to the rescue of the people. None of these were any good at
rescuing. I suggested he could try the ambulances, and he accepted this, using the
stretcher to rescue some of the figures. His pla