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ABSTRACT

' A woerkshop designed (o familiarize teachers and
administrators with developmeéntally appropriate issues and practices
for use in early childhood education is desCribed in this presenter’'s
guide. The workshop is process-oriented, meaning that participants
engage in activities that require them to absorb and share new
information. Activities include: (1) presentation of introductory
material, resource information, and a summary; (2) exercises in which
small groups discuss developmentally appropriate issues and practices
and complete surveys about developmentally appropriate prodgrams; and
(3) sessions that provide an overview of developmentally appropriat.
issues and practices and cover the topics of classroom organization
and the development of a plan of action for improving developmentally
appropriate programs. The guide presents an oserall design and
purposes for the workshop and a training agenda that lists each
activity and the time and materials required for the activity. Also
included are individual instruction sheets that give the procedures
to be followed during the activity and references to© appropriate
transparencies and handouts. Copies of the 9 transparencies and 24
handouts used are provided. One of the handouts is an annotated
bibliography containing 35 items. Ten lists of resource materials are
appended. (BC)
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. EARLY CHILDHOOD
DEVELOPMENTALLY APPROPRIATE EDUCATION

Goal: The purposc of this workshop is to familiarize teachers and
administrators with developmentally appropriate issucs and
practices (DAP) for use in early childhood education. Besides
the knowledge and skills participants will acquire, they may also
expand their knowiedge beyond the scope of this workshop by
reading the selections provided in the Annotated Bibliography.

Assumptions: The presenter needs working knowledge of early childhood
education (ECE), including a knowledge of
developmentally appropriate practices, parent involvement,
and classroom organization. In addition, it is assumed the
presenter has basic presenting skills and is able to set the
flow of the workshop without overly detailed instructions.

Workshop 1. To help participants obtain an understanding
Purposes: of developmental appropriateness

2. To provide participants with sufficient knowledge
and skills in developmentally appropriate practices
to enhance their teaching in early childhood

. programs

3. Provide participanis with enough information about
early childhood education and developmental
appropriateness to provide feedback to their
districts about their ECE programs

Workshop Format: This workshop is process oriented. Participants will be
engaged in several activities that require them 10 absorb
and share new information.

Audience: School district personnel who are involved in planning,
teaching or administering early childhood programs

Number of Number of participants may vary; however, the size

Participants: of audience needs to be large enough to provide for group
activities.

Estimated Length Schedule 3-4 hours for this workshop, depending on

of Workshop: audience participation

Equipment/ Overhead projector and screen, transparencies,

Materials Needed: training handouts, resource materials

ERIC 4
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How Materials The presenter’s guide contains the overall design and

. Are Organized purposes for the works an at-a-glance training agenda
that lists each activity the time and materials umed,
and individual instruction sheets for each activity w
give the procedures to follow and carry out the actmty
Procedures give step-by-step instructions and include
references to appropriate trans cies, participant
handouts and resource materials, which are numbered in
sequence as they appear in the grocedutes Separate
packets contain the transparencies, participant handouts
and resource materials. Resource are provided
for participants to review toward the end of the workshop.

ERIC !
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. EARLY CHILDHOOD DEVELOPMENTALLY APPROPRIATE
PRACTICES WORKSHOP

PURPOSES AND AGENDA

PURPOSES:

1. To help participants obtain an understanding of developmental appropriateness

2. To provide participants with sufficient knowledge and skills in developmentally
appropriate practices to enhance their teaching in early childhood programs

3. Provide participants with enough information about early childhood education
ar.; developmental appropriateness to provide feedback to their districts about

their ECE programs
AGENDA
Activity Purpose
1. Introductions and Introduce trainer to participants; focus on purposes of
Agenda Review session; reach common understanding of agenda and
. purposes of workshop; give opportunity to surface concerns
2. ECE Jigsaw Provide information on ECE and DAP; give participants an

opportunity to "teach” each other

3. Overview of DAP  Explain principles, components and outcomes of
developmentally appropriate programs

4. Classroom Explore ways to organize classrooms into
Organization environments; provide opportunity to design such a
classroom
5. DAP Survey Provide information to evaluate programs
6. Resources Provide an opportunity to review available materials for
further investigation
7.  Action Plan Develop a plan to implement changes in classrooms
8. Summary and Provic. closure; allow for final clarifications;
Evaluation evaluate training
3
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At-A-Glance Training Agenda for 4-Hour Workshop

Time Activity

20 minutes
and Agenda
Sharing

Notes:

45 minutes 2. ECE Jigsaw

Notes:

15 minutes BREAK

25 minutes 3. Overview of
DAP

Notes:

30 minutes 4. Classroom
Organization

Notes:

*HO=Handout

1. Introductions

Materials

Iltllg)mle 'gv all Des d Purposes
: Over ign an *
HO 2: Philosoph g:l Definition
HO 3: Sign-Up Sheet for Services
and Materials

Thumbnail Descriptions of Articles
HO 4-10: Articles for Jigsaw Activity
HO 11: Expert Sheet

Overhead Screen
Transparencies 1-9

Screen, blank transparencies and

ns

ﬁeO 12: Classroom Organization:
An Overview

HO 13: Classroom Floor Plan

HO 14: Suggested Floor Plan

HO 15: "Designing the Classroom to
Promote therar.X evelopment”

HO 16: Arficle bstracts

~1




‘ Time Activity Materials

35 minutes 5. DAP Survey HO 17: Teacher Survey
Notes:
30 minutes 6. Resources (with HO 18: Sample Curriculum
stretch break) HO 19: Annotated Bibliography
HO 20: Child Development
Notes: HO21: NAESP Accountab(i,ht‘)la'
Standards for Early Childh
Education
HO 22: Early Childhood Key
Experiences Checklist
. 25 minutes 7. Action Plan HO 17: Teacher Survey
HO 23: Action Planning Form
Notes:
15 minutes 8. Summary and HO 24: Workshop Evaluation Form
Evaluation
Notes:

©
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WORKSHOP PROCEDURES
Activity 1: Introductions and Agenda Review
Time Required: 20 minutes
Materials: Name Tags

Handout 1: Overall Design and Purposes
Handout 2: Philosophy and Definition
Handout 3: Sign Up Sheet for Services and Material,

Procedures: Individual trainers may have their own style of introducing
a workshop. The following is one suggested way.

1. Introduce self (and co-trainers) and give
background for training--how it was developed and _
why it is being offered at a particular site.

2. Provide opportunity for participants to introduce

themselves.
. 3. Refer participants to their handout packets; share
overall purposes and design of the workshop
(HO1).
4. Next, go over philosophy and definition of

developmentally appropriate (HO 2).
5. Ask for clarification questions or concerns.

6. Tell participants that additional resource materials
are available in the back of the room (see resource
materials packet). Remind them that time is
available on the agenda for them to review
materials and sign up to request copies (HO 3). An
Annotated Bibliography is also included in their
packet (HO 19).

ERIC
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. WORKSHOP PROCEDURES

Activity 2: ECE lJigsaw
Time Required: 45 minutes
Materials: Thumbnail Descriptions of Jigsaw Articles

Handout 4: NAEYC Position Statement on
Developmenzally Appropriate Practice in Early Childhood
Programs Serving Childven from Birth Through Age 8

Handout §: Increasing Parental Involvement in
Elementary School: The Nitty-Gritty of One Successful
Program

Handout 6: Fostering Communication Between Parents
and Preschools

Handout 7: Research on Early Childhood Education

Handout 8: NAEYC Position Statement on
Developmentally Appropriate Practice in Programs for 4-
and 5-Year-Olds

Handout 9:  Right from the Start--A report on the NASBE
. Task Force on Early Childhood Education

Handout 10: Prekindergarien: The Possible Dreams
Handout 11: Expert Sheet

Procedures: 1. Explain to participants that they will become an
"expert” on an article discussing early childhood
education and DAP. They will be divided into
groups and assigned an article to read. Each group
member will have 15 minutes to read the article.
(Note: you may choose to use all or any of the
articles listed. You will need to make appropriate
numbers of copies before session and may wish to
make each article on a different color of paper.)

2. Divide participants into small groups, according to

how many articles (HOs 4-10) are being used.
Assign each group an article to read.

10
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3 Once articles are assigned, tell participants they will
. have 15 minutes to read their articles and five
minutes to discuss them in their small groups.
Provide HO 11 as a means for recording the main
points of the articles.

4, When all groups have recorded the main points of
their articles, have them count off in their small
groups and reform so thet *w groups consist of one
participant from each prev us group (all the
ones form a group; all the 1 vos, etc.) Allow 15
minutes for participants to teach each other about
the articles they have read. If there are five small
greups, each group member has approximately 3
mipl;tes to explain the main points of his or her
article.

5. Allow approximately 10 minutes for the entire
group to discuss any questions they have about the
information presented in the articles.

g PO
P,
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Thumbnali Descriptions of Jigsaw Articles

Handout 4

NAEYC Position Statement on Developmenzally Appropriate Practice in Early Childhood
Programs Serving Children from Birth through Age 8.

The document defines "Developmentally Approugriatc Practice” (DAP) according to
NAEYC position and provides guidelines for judging whether program, curriculum and
learning activities and materials are DAP, :

Handou: §

Increasing Parenmwul Involvement in Elementary School: The Nitty-Gritty of One
Successful Program. Harlene Galen.

The paper describes research indicating parental involvement is a necessary element for

increasing student achievement. It explains how a school "bridged" from traditional to
expanded parental involvement.

Handout 6
. Fostering Communication Between Parents and Preschools. Blakely Fetridge Bundy.

The article explains how teachers can foster a higher level of communication between
parents and preschools and gives a number of specific suggestions.

Handout 7
Research on Early Childhood Education. Kathleen Cotton and Nancy Faires Conklin.
This is a synthesis of research articles about the effects of preschool and kindergarten on
the cognitive and affective development of participants.

Handout 8

NAEYC Position Siatement on Developmentally Appropriate Practices in Programs for
4- and S-year-olds.

This is NAEYC'’s position statement on "Developmentally Appropriate Practice” (DAP)
in programs for 4- and 5-year olds. It explains how children learn and some of the best
meth:ods for teaching them. It gives a good list of appropriate/inappropriate practices.

ERIC
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. Handout 9

RIGHT FROM THE START. A Report on the NASBE Task Force on Early Childhood
Education.

This NASBE Task Force report promotes a vision for early childhood education that
combines a restructured approach to schooling for 4- through 8-year-olds with a call for
new parterships among schools, parents, and early childhood programs.

Handout 10
Prekindergarten: The Possible Dream.

With research showing that much of a child’s physical, emotional and cognitive
development occurs by the age of five, educators and parents are recognizing the
importance of providing stimulating environments during those early days.

ERIC
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. WORKSHOP PROCEDURES

Activity 3: Overview of DAP

Time Required: 25 minutes

Materials: Overhead and screen, Transparencies 1-9

Procedures: 1. Explain that you are going to present information

about DAP components and outcomes that have
been synthesized from major articles on the topic.
(Sources for information are given on each

transparency.)

2, Present transparencies. You may wish to indicate
the following:

a. Transparency 1 gives components of
exemplary programs found through
research.

b. Transparency 2 explains the sound
foundation (effects) of DAP for curriculum
and teaching practices.

. c. Transparency 3 shows that significant
effects of DAP are long-term: students of

such programs are more likely to graduate
from high school and demonstrate greater
social and emotional maturity, evidenced in
part by better attitudes toward schooling.

d. Transparency 4 gives the philosophy of
DAP.

e. Transparency 5 introduces the two
components of DAP: age appropriateness
and individual appropriateness. It is
important to address both when designing
curricula.

You may want to ask for a volunteer to
explain these two concepts before showing
Transparency 6 and 7.

f. Transparency 6 defines age
appropriateness.

11
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g Transparency 7 defines individual
. appropriateness.

If a volunteer has defined these, discuss
similarities and differences between his or
her response and formal definitions.

h. Transparency 8 gives components of DAP.
Go over and ask for questions or comments.

i. Transparency 9 indicates importance of

parent involvement in DAP programs and
gives ways parents can be involved.

12
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. WORKSHOP PROCEDURES

Activity 4: Classroom Organization
Time Required: 30 minutes
Materials: Onverhead and screen, blank transparencies, pens

Handout 12: Classroom Crganization: An Overview
Handout 13: Classroom Floor Plan
Handout 14: Suggested Floor Armangement

Handout 15: "Designing the Classroom to Promote
Literacy Development”

Handout 16: Article Abstracts

P-ocedures: 1. Tell participants this activity will give them
information about the physical organization of their
classrooms and what some research is saying about
DAP classroom organization.

2. Note that a "leaming environment classroom”
immerses a student in a rich, stimulating, interactive
. environment which is designed to provide for
success in all subjects and for the needs of students
who are responsible for their own learning in a
natural, non-competitive, non-threatening, risk-
taking setting.

Explain how research shows classroom arrangement
can have great consequences in attitude, behavior,
and achievement of students. When children are
encouraged to experience their environment with
several senses, the leamning from these experiences
is more meaningful.

3. Explain they are going to divide into groups to plan
a DAP classroom. Refer to HO 12 which gives
them some guidelines for planning, HO 13 which
gives some sample floor plans, and HO 14 which
gives them a blank floor plan to fill in. Note there is
no "right way" to arrange a room.

4. Divide participants into small groups of no more
than five members. Note: You may wish to group
participants according to the type of instructional
model they are now using: “pull-out," "in-class," or
"self-contained.” Distribute a blank transparency to
each group. Have each group choose a recorder to

13
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transfer their plan to the transfarenc and a
. mokesperson to present the plan its mtionale t0
e

larger group. Allow 15 minutes for plan design.
5. Have spokespersons briefly present plans.

6. Refer to HO 18 and HO 16 in packet. Participants
may wish to read further about this subject.

.a
-
~
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. WORKSHOP PROCEDURES

Activity §: DAP Survey

Time Required: 35 minutes

Materials: Handout 17: Teacher Survey

Procedures: 1. Explain that participants will complete a self-study
survey designed to assist them in their efforts to
establish and improve DAP programs.

2, Refer to HO 17 and go over instructions for
completing survey. in the entire survey is
enclosed but due to time constraints only the first
two sections # : to be completed. They may
complete the xvdowing sections at their
convenience.

3. Have participants complete survey individually or
in small groups if they are from the same program.
Allow 15 minutes for this portion of the activity.

4, Debrief the activity by having participants form
pairs 1o share the results of their surveys. Allow
10 minutes for sharing. Ask for volunteers to share
. questions, concerns or results as appropriate.

| SRy
o
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. WORKSHOP PROCEDURES

Activity 6: Resources
Time Required: 30 minutes
Materials: Handout 18: Sample Curriculum

Handout 19: Annotated Bibliography
Handout 20: Child Development

Handout 21: NAESP Accountability Standards for Early
Childhood Education

Handout 22: Early Childhood Key Experiences Checklist

Procedures: 1. Refer to HO 18 in handout packet, tell participants
this sample curriculum contains eight essential
clements.

2. Review eight elements and any salient points. Call
for questions.

3. Refer to HO 19 and mention the bibliography is
divided into three sections: (1) General Issues;
. (2) Curriculum: Early Literacy and Math; and
(3) Assessment.

Mention that materials available from the
Laboratory are indicated by an asterisk.

4. Refer to HOs 20-22 and tell participants these
contain information useful to their programs; they
are included to assure participants have this
information.

5. Allow participants 15 minutes to stretch and review
resource materials at back of room. Remind them
that they each have a sign up sheet to request
materials (HO 3).

6. Remind participants they will reconvene for a final
action planning activity.

ERIC
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. WORKSHOP PROCEDURES

Activ.ty 7: Action Plan
Time Required: 25 minutes
Materials: Handout 17: Teacher Survey

Handout 23: Action Planning Form

Procedures: 1. Refer to HO 17 from previous activity where
participants completed a survey about their
program. Go over item 4 on page 11 of Handout 17

about planning and taking risks.

2, Ask them to develop their own strategies to make
their programs more developmentally appropriate.
Suggest they consider the following items:

a. People to contact

b. Tasks to complete

c. Resources to review

d Timeline for task completion

3. Have them use HO 23 to record their plans. Allow
. 15 minutes for this activity.

4, Debrief action planning by asking all or some
participants to share their plans as time allows.

17
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. WORKSHOP PROCEDURES

Activily 8: Summary and Evaluation

Time Required: 15 minutes

Materials: Handout 24: Workshop Evaluation Form

Procedures: 1. Sum up the major elernents of the workshop and

call for questions or comments.

2. Remind participants about the services available
from the Laboratory.

3. Refer to HO 24 in packet and ask participants to fill
out an evaluation and leave it with the trainer.

18
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Number

Title

T1

T2

T3

T4

TS5

T6

T7

T8

T9

Exemplary Preschool Children Programs for At-Risk
Children

Children in Developmentally Appropriate Preschools

Long-Term Effects of Developmentally Appropriate
Programs

Developmentally Appropriate Program Philosophy
Age Appropriateness + Individual Appropriateness
Age Appropriateness

Individual Appropriateness

Developmentally Appropriate Checklist

Exemplary Parent Involvement Programs

'\
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. Transparency 1

Research shows that . . .

EXEMPLARY PRESCHOOL
PROGRAMS FOR AT-RISK CHILDREN

have . ..

1. Curriculum and teaching
practices based on principles of
children’s learning

®
2. Sustained parental

involvement

3. Periodic monitoring and
evaluation

~ "Exemplary Preschool Programs for At-Risk Children: A Review of Recent
. Literature," Balasubramaniam and Turnbull, 1988

ERIC s



Transparency 2

CHILDREN IN DEVELOPMENTALLY

APPROPRIATE PRESCHOOL

PROGRAMS HAVE:

Higher self-esteem

More motivation

More persistence in
independent tasks

Better problem-solving abilities
Better social adjustment

Less delinquency

“Exemplary Preschool Programs for At-Risk Children: A Review of Recent
Literature,” Balasubramaniam and Turnbull, 1988

X
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Transparency 3

JLONG-TERM EFFECTS OF
DEVELOPMENTALLY APPROPRIATE
PROGRAMS

e Increase in percentage of
students who graduate from
high school

 greater social and emotional
maturity

o fewer referrals for
remedial classes,
special ed

e fewer retentions

e bDetter attitudes toward school

"Exern%lary Preschool Programs for At-Risk Children: A Review of Recent Literature.”
Balasubramaniam and Turnbull, 1988; and

"Effective Preschool Programs for Students at Risk."” Nancy Karweit, Chapter 4 in Effective
Programs for Students at Risk, Slavin, Karweit, and Madden, 19809.
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. Transparency 4

Encouraging preschool children
to make choices and follow
through on them may lead
them to a deeper sense of
social responsibility and to

@® greater academic and economic

success in adult life.

| The Teacher’s Idea Book, Michelle Graves, High/Scope Press,
. Ipsilanti, Michigan, 1989,



AGE APPROPRIATENESS

+ INDIVIDUAL APPROPRIATENESS

DEVELOPMENTAL APPROPRIATENESS

A Plan for the Implementation of Developmentally Appropriate Practices, K-5 Schools,
Co s School District 509J
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Transparency 6

® AGE APPROPRIATENESS

e Teachers prepare the learning
environment and plan appropriate
experiences based on knowledge
of universal, predictable
sequences of:

e physical,
e emotional,
e social, and
e cognitive

child development.

A Plan for the Implementation of Developmentally Appropriate Practices, K-5 Schools,
| . Corvallis School District 509]0f P s
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Transparency 7

@ INDIVIDUAL APPROPRIATENESS

Each child is unique, with and
individual:
e pattern and timing of growth,
 personality,
e learning style, and
® e family background.
Curriculum and adult-child

interactions should be responsive to
individual differences.

A Plan for the Implementation of Developmentally Appropriate Practices, K-5
. Schools, Corvallis School District 509J
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Transparency 8

@ DEVELOPMENTALLY APPROPRIATE

CHECKLIST

Responsive to individual
developmental differences

Focus on whole child

Active involvement of
children

Cooperative learning

Parents as partners

Continuous progress asse¢ssed
through multiple means

Teacher-directed and child-
initiated activities

Independent and guided activities

Large-group, small-group, and
individual activities

Randy Hitz, Montana State University, Oregon Association of Education of Young Children
Conference, October 1990: and

»Early Childhood Educaiion," National Association of Elementary School Principals.

32



Transparency 9

EXEMPLARY PARENT-
INVOLVEMENT PROGRAMS

Organize home visits and other
outreach activities by program staff
in order to help parents teach their
own children.

Arrange parent-teacher conferences.

Conduct classes on child
development.

Provide weekend sessions for all
parents.

Videotape parent-child interaction
and provide feedback.

Circulate toys, library books and
news articles.

Invite participation in parent
advisory committees.

Involve parents as volunteers or paid
staff assistants.

"Exemplary Preschool Programs for At-Risk Children: A Review of Recent
Literature,” Balasubramaniam and Turnbull, 1988
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Handout Number Handout Title

% HO1 Overall design and purposes

% HO2 Philosophy and Definition

% HO3 Sign-Up Sheet for Services and Materials from
Northwest Regional Educational Laboratory

¢ HO4 NAEYC Position Statement on Developmentally
Appropriate Practice in Early Childhood Programs
Serving Children from Birth through Age 8

% HOS5 Increasing Parental Involvement in Elementary
School: The Nitty Gritty of One Successful Program

% HO6 Fostering Communication Between Parents and
Preschools

“» HO7 Research on Early Childhood Education

* HOS8 NAEYC Position Statement on Developmentally
Appropriate Practice in Programs for 4- and
5-Year-Olds

% HO9 Right From the Start-A Report in the NASBE Task
Force on Early Childhood Education

% HO10 Prekindergarten: The Possible Dream

% HO1 Expert Sheet

¢ HOI12 Classroom Organization: An Overview

# HOI13 Classroom Floor Plan

% HOU4 Suggested Floor Plan
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Handout Number Handout Title

% HOI15 Designing the Classroom to Promote Literacy
Development

% HOI16 Article Abstracts

% HO17 Teacher Survey (Parts I and II)

* HOI18 Sample Curriculum

¢ HO19 Annotated Bibliography

% HO20 Child Development

J HO21 NAESP Accountability Standards for Early
Childhood Education

¢ HO22 Early Childhood Key Experiences Checklist

< HO23 Action Planning Form

3 HO24 Workshop Evaluation Form

“
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Handout 1

EARLY CHILDHOOD DEVELOPMENTALLY APPROPRIATE
PRACTICES WORKSHOP

OVERALL DESIGN AND PURPOSES

PURPOSES:

1. To help participants obtain an understanding of developmental appropriateness

2. To provide participants with sufficient knowledge and skills in developmentally
appropriate practices to enhance their teaching in early childhood programs

3. Provide participants with enough information about early childhood education
and developmental appropriateness to provide feedback to their districts about

their ECE programs

OVERALL DESIGN

Activity Purpose

Introductions Introduce trainer to participants; focus on purpose of
session

Agenda Sharing Reach common understanding of agenda and purposes of
workshop; give opportunity to surface concerns.

Overview Explain principles, components and outcomes of
developmentally appropriate programs

ECE Jigsaw Provide information on ECE and DAP; give participants an
opportunity to “teach” each other

Classroom Explore ways to organize classrooms into

Organization environments; provide opportunity to design such a
classroom

DAP Survey Provide information to evaluate programs

Resources Provide an opportunity to review available materials for
further investigation

Action Plan Develop a plan to implement changes in classrooms

Summary and Summarize workshop; evaluate training

Evaluation

ERIC 37
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Handout 2

PHILOSOPHY AND DEFINITION

Philosophy Behind Developmental Appropriateness

This first and possibly most critical part of a child’s formal education should allow for
success and set the path for active life-long learning. The curricula and instructional
practices are child-centered and designed in such a manner that discovery and inquiry are
the pillars supporting physical, social, emotional, and cognitive growth. This can be
fostered within a caring environment designed to develop curiosity and creativity
implemented by dedicated teachers and supported by involved parents.

Definition of Developmental Appropriaieness

For the purposes of this workshop the writers are using the following Narional
Association for the Education of Young Children (NAEYC) (1987) definition of
development appropriateness or developmenially appropriate:

The concept of developmental appropriateness has the two dimersions of gge
appropriatencss and jndividual appropriateness. ...there are universal, predictable
sequences of growth and change that occur in children in all domains of development
during the first nine years of life. Each child is a unique person with an individual
pattern and timing of growth, as well as individual personality, leaming style, and family
background. Learning in young children is the result of interaction between the child’s
thoughts and experiences with materials, ideas, and people. These experiences should
match the child’s developing abilities, while also challenging the child’s interest and
understanding. Teachers can use child development knowledge to identify the range of
appropriate behaviors, activities, and materials for a specific age group. This knowledge
is used in conjunction with understanding about individual ~hildren’s growth patterns,
strengths, interest, and experiences to design the most appropriate learning environment.
Although the content of the curriculum is determined by many factors such as tradition,
the subject matter of the disciplines, social or cultural values, and parental desires, for the
content and teaching strategies to be developmentally appropriate they must be age
appropriate and individually appropriate (p. 2, 3).
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PART 1

NAEYC Position Statement on
Developmentally Appropriate Practice
in Early Childhood Programs
Serving Children From Birth Through Age 8

Introduction

The quality of our nation's educational system has
come under intense public scrutiny in the 1980s. While
much of the attention has been directed at secondary
and postsecondary education, the field of early child-
hood education must also examine its practices in light
of current knowledge of child development and
learning.

The purpose of this paper is to describe develop-
mentally appropriate practice in early childhood pro-
grams for administrators, teachers, parents, policy
makers, and others who make decisions about the care
and education of young children. An early childhood
program is any part-day or full-day group program in a
center, school, or other facility that serves children
from birth through age 8. Early childhood programs in-
clude child care centers, private and public preschools.
kindergartens, and primary grade schools.

Rationale

In recent years, a trend toward increased emphasis
on formal instruction in academic skills has emerged
in early childhood programs. This trend toward formal
academic instruction for younger children is based on
misconceptions about early learning (Elkind, 1986).
Despite the trend among some educators to formalize
instruction, there has been no comparable evidence of
change in what young children need for optimal devel-

Position

The National Association for the Education of Young
Children (NAEYC) believes that a high quality early
childhood program provides a safe and nurturing envi-
ronment that promotes the physical, social, emotiona,
and cognitive development of young children while re

40

opment or how they learn. In fact, a growing body of
research has emerged recently affirming that children
learn most effectively through a concrete, play-
oriented approach to early childhood education.

In addition to an increased emphasis on academics,
early childhood programs have experienced other
changes. The number of progams has increased in re-
sponse to the growing demand for out-of-home care
and education during the early years. Some character-
istics of early childhood progr:ms have also changed
in the last few years. For example, children are now
enrolled in programs at younger ages, many from in-
fancy. The length of the program day for all ages of
children has been extended in response to the need for
extended hours of care for employed families. Siini-
larly, program sponsorship has become -more diverse.
The public schools are playing a larger role in pro-
viding prekindergarten programs or before- and after-
school child care. Corporate America is also becoming
a more visible sponsor of child care programs.

Programs have changed in response to social, eco-
nomic, and political forces; however, these changes
have not always taken into account the basic develop-
mental needs of young chiidren, which have remained
constant. The trend toward early academics, for ex-
ample, is antithetical to what we know about how
young children leam. Programs should be tailored to
meet the needs of children, rather than expecting chil-
dren to adjust to the demands of a specific program.

Statement

sponding to the needs of families. Although the quality
of an early childhood program may be affected by
many factors, a major determinant of program quality
is the extent to which knowledge of child development
is applied in program practices—the degree to which
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vidual differences in ability and inferests.
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The curriculum and adults’ interaction are responsive fo indi-

the program is developmentally appropriate. NAEYC
believes that high quality, developmentally appropriate
programs should be availabie to all children and their
families.
In this position paper, the concept of developmental
;ateness will first be defined. Then guidelines
will be presented describing how developmental ap-
pxomiahumcanbeappliedtofourcomponentso!
early childhood programs: curriculum; adult-child in-
teractions; relations between the home and program;
and developmental evaluation of children. The state-
ment concludes with a discussion of major policy im-
plications and recommendations. These guidelines are
designed to be used in conjunction with NAEYC's Cri-
teria for High Quality Early Childhood Programs, the
standards for accreditation by the National Academy of
Early Childhood Programs (NAEYC, 1984).

Definition of
developmental appropriateness

The concept of developmental appropriateness has
two dimensions: age appropriateness and individual

appropriateness.

1. Age appropriateness. Human development re-
search indicates that there are universal, predict-
able sequences of growth and change that occur in
children during the first 9 years of life. These pre-
dictable changes occur in all domains of develop-
ment—physical, emotional, social, and cognitive.
Knowledge of typical development of children
within the age span served by the program provides
a framework from which teachers prepare the
Jearning environment and plan appropriate experi-
ences.

2. Individual appropriateness. Each child is a
unique person with an individual pattem and timing
of growth, as well as individual personality, learning
style, and family background. Both the curriculum
and adults’ interactions with children should be re-
sponsive to individual differences. Learning in
young children is the resuit of interaction between
the child's thoughts and experiences with materials,
ideas, and people. These experiences should match
the child's developing abilities, while also chal-
lenging the child's interest and understanding.
Teachers can use child development knowledge to

identify the range of appropriate behaviors, activities,

and materials for a specific age group. This knowledge

2
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is used in conjunction with understanding about indi-
vidual children's growth patterns, strengths, interests,
and experiences to design the most appropriate
learning environment. Although the content of the cur-
riculum is determined by many factors such as tradi-
iion, the subject matter of the disciplines, social or cul-
tural values, and parental desires, for the content and
teaching strategies to be developmentallyappropriate
they must be age appropriate and individually appro-
priate,

Children's play is a primary vehicle for and indicator
of their mental growth. Play enables children to prog-

ress along the developmental sequence from the sen-
sorimotor intelligence of infancy to preoperational
thought in the preschool years to the concrete opera-
tional thinking exhibited by primary children (Fein.
1979; Fromberg, 1986; Piaget, 1952; Sponseller, 1982). In
addition to its role in cognitive development, play also
serves important functions in children’s physical, emo-
tional, and soc'al development (Herron & Sutton-
Smith, 1974). Therefore, child-initiated, child-directed,
teacher-supported play is an essential component of
developmentally appropriate practice (Fein & Rivkin,
1986).

Guidelines for Developmentally Appropriate Practice

1. Curriculum
A developmentally appropriate curriculum for
young children is planned to be appropriate for
the age span of the children within the group and
is implemented with attention to the different
needs, interests, and developmental levels of
those individual children.

A. Developmentally appropriate curriculum
provides for all areas of a child’s develop-
ment: physical, emotional, soclal, and cog-
nitive through an integrated approach
(Almy, 1975; Biber, 1984; Elkind, 1986; Forman
& Kuschner, 1983; Kline, 1985; Skeen, Garner,
& Cartwright, 1984; Spodek, 1985).

Realistic curriculum goals for children
should address all of these areas in age-
appropriate ways. Children's learning does not
occur in narrowly defined subject areas; their
development and learning are integrated. Any
activity that stimulates one dimension of de-
velopment and learning affects other dimen-
sions as well.

B. Appropriate curriculum planning is based
on teachers’ observations and recordings
of each child’s special interests and devel-
opmental progress (Almy, 1975; Biber, 1984;
Cohen, Stern, & Balaban, 1983; Goodwin &
Goodwin, 1982).

Realistic curriculum goals and plans are
based on regular assessment of individual

4.

needs, strengths, and interests. Curriculum is
based on both age-appropriate and individu-
ally appropriate information. For example, in-
dividual children’s family/cultural back-
grounds—such as expressive styles, ways of
interacting, play, and games—are used to
broaden the curriculum for all children.

C. Curriculum planning emphasizes learning
as an interactive process. Teachers pre-
pare the environment for children to learn
through active exploration and interaction
with adults, other children, and materials
(Biber, 1984; Fein, 1979; Forman & Kuschner,
1983. Fromberg, 1986; Goffin & Tull, 1985;
Griffin, 1982; Kamii, 1985; Lay-Dopyera & Do-
pyera, 1986, Powell, 1975; Sponseller, 1982).

The process of inleracting with materials
and people results in learninrg. Finished
products or “correct” solutios that conform
to adult standards are not very accurate Cfi-
teria for judging whether learning has oc-
curred. Much of young children’s learning
takes place when they direct their own play ac-
tivities. During play, children feel successful
when they engage in a task they have defined
for themselves, such as finding their way
through an obstacle course with a friend or
pouring water into and out of various con-
tainers. Such learning should not be inhibited
by adult-established concepts of completion,
achievement, and failure. Activities should be
designed to concentrate on furthering
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emerging skills through creative activity and
intense involvement.

. Learning activities and materials should be

concrete, real, and relevant to the lives of
young children (Almy, 1975; Biber, 1984;
Evans, 1984; Forman & Kuschner, 1983;
Hawkins, 1970; Hirsch, 1984; Holt, 1979; Kamii,
1985: Kline, 1985; Piaget, 1972; Schickedanz,
1986 Seefeldt, 1986; Smith, 1985; Weber, 1984).

Children need years of play with real objects
and events before they are able to understand
the meaning of symbols such as letters and
numbers. Learning takes place as young chil-
dren touch, manipulate, and experiment with
things and interact with people. Throughout
early childhood, children’s concepts and lan-
guage gradually develop to enable them to
understand more abstract or symbolic infor-
mation. Pictures ad stories should be used
frequently to build upon children's real experi-
ences.

Workbooks, worksheets, coloring books, and
adult-made models of art products for children
to copy are not appropriate for young children,
especially those younger than 6. Children older
than 5 show increasing abilities to learn
through written exercises, oral presentations,
and other adult-directed teaching strategies.

—

Child-initiated. child-directed, teacher-supported play is an
essential component of developmentally appropriale prac-

However, the child's active participation in
self-directed play with concrete, real-life expe-
riences continues to be a key to motivated,
meaningful learning in kindergarten and the
primary grades.

Basic learning materials and activities for an
sppropriate curriculuminclude sand, water, clay,
and accessories to use with them; hollow, table,
and unit blocks; puzzles with varying numbers of
pieces; many types of games; a variety of small
manipulative toys; dramatic play props such as
those for housekeepingand avari-
ety of science investigation equipment and items
to explore; a changing selection of appropriate
and aesthetically pleasing books and recordings;
supplies of paper, water-based paint and markers,
and other materials for creative expression; large
muscle equipment; field trips; classroom respon- -
sibilities, such as helping with routines; and posi-
tive interactions and problem-solving opportuni-
ties with other children and adults.

Programs provide for a wider range of de-
velopmental interests and abllities than
the chronological age range of the group
would suggest. Adults are prepared to
meet the needs of children who exhibit un-
usual interests and skills outside the
pormal developmental range (Kitano, 1982;
Languis, Sanders, & Tipps, 1980: Schickedanz,
Schickedanz, & Forsyth, 1982; Souweine,
Crimmins, & Mazel, 1981; Uphoff & Gilmore,
1985).

Activities and equipment should be provided
for a chronological age range which in many
cases is at least 12 months. However, the
normal developmental age range in any group
may be as much as 2 years. Some main-
streamed situations will demand a wider range
of expectations. When the developmental age
range of a group is more than 18 months, the
need increases for a large variety of fur-
nishings, equipment, and teaching strategies.
The complexity of materials should also reflect
the age span of the group. For example, a
group that includes 3-, 4-, and 5-year-olds
would need books of varying length and com-
plexity; puzzles with varying numbers and
sizes of pieces; games that require a range of
skills and abilities to follow rules; and other di-
verse materials, teaching methods, and room
arrangements.
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Learning activities and materials should be concrete. real,
and relevant to the lives of young children.

F. Teachers provide a variety of activities and

materials; teachers increase the difficulty,
complexity, and challenge of an activity as
children are invoived with it and as chil-
dren develop understanding and skills (Da-
vidson, 1985; Ferreiro & Teberosky, 1982;
Forman & Kaden, 1986; Gerber, 1982; Gilbert,
1981; Gonzalez-Mena & Eyer, 1980; Greenberg,
1976; Hill, 1979; Hirsch, 1984; Holt, 1979; Honig,
1980, 1981; Kamii, 1982, 1985; Kamii & DeVries,
1980; Lasky & Mukeriji, 1980; McDonald, 1979,
National Institute of Education, 1984; Schicke-
danz, 1986; Smith, 1982; Smith, 1983; Sparling,
1984 Stewart, 1982; Veach, 1977; Willert &
Kamii, 1985; Willis & Ricciuti, 1975).

As children work with materials or activities,
teachers listen, observe, and interpret chil-
dren's behavior. Teachers can then facilitate
children's involvement and learming by asking
questions, making suggestions, or adding more
complex materials or ideas to a situation.
During a program year, as well as from one
year to another, activities and environments

¥
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for children should change in arrangement and
inventory, and special events should also be
planned. Examples of developmentally appro-
priate learning activities for various age groups
follow.

1. Infants and toddlers

Infants and toddlers learn by experi-
encing the environment through their
senses (seeing, hearing, tasting, smelling,
and feeling), by physically moving around,
and through social interaction. Nonmobile
infants absorb and organize a great deal of
information about the world around them,
so adults talk and sing with them about
what is happening and bring them objects
to observe and manipulate. At times adults
carry nonmobile infants around the envi-
ronment to show them interesting evenis
and people. Mobile infants and toddlers in-
creasingly use toys, language, and other
learning materials in their play.

Adults play a vital socialization role with
infants and toddlers. Warm, positive rela-
tionships with adults help infants develop a
sense of trust in the world and feelings of
competence. These interactions are critical
for the development of the children’s
healthy self-esteem. The trusted aduit be-
comes the secure base from which the mo-
bile infant or toddler explores the environ-
ment.

Important independence skills are being
acquired during these years, including per-
sonal care such as toileting, feeding, and
dressing. The most appropriate teaching
technique for this age group is to give
ample opportunities for the children to use
self-initiated repetition to practice newly
acquired skills and to experience feelings of
autonomy and success. Infants will bat at,
grasp, bang, or drop their toys. Patience is
essential as a toddler struggles to putona
sweater. Imitation, hiding, and naming
games are also important for learning at
this age. Realistic toys will enable children
to engage in increasingly complex types of
play.

Two-year-olds are learning to produce
language rapidly. They need simple books,
pictures, puzzles, and music, and time and
space for active play such as jumping, run-
ning. and dancing. Toddlers are acquiring
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Infants and toddlers learn by experiencing the environment
through their senses.

social skills, but in groups there should be
several of the same toy because egocentric
toddlers are not yet able to understand the
concept of sharing.

. Three-, 4-, and 5-year-olds

Curriculum for 3-year-olds should em-
phasize language, activity, and movement,
with major emphasis on large muscle ac-
tivity. Appropriate activities include dra-
matic play, wheel toys and climbers,
puzzles and blocks. and opportunities to
talk and listen to simple stories.

Four-year-olds enjoy a greater variety of
experiences and more small motor activi-
ties like scissors, art, manipulatives, and
cooking. They are more able to concentrate
and remember as well as recognize objects
by shape, color, or size. Four-year-olds are
developing basic math concepts aad
problem-solving skills.

Some 4-year-olds and most 5-year-olds
combine ideas into more complex relations
(for example, number concepts such as one-
to-one correspondence) and have growing
memory capacity and fine motor physical
skills. Some 4-year-olds and most 5s display
a growing interest in the functional aspects
of written language, such as recognizing
meaningful words and trying to write their

David Phillips
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own names. Activities designed solely to
teach the alphabet, phonics, and pen-
manship are much less appropriate for this
age group than providing a print-rich en-
vironment that stimulates the development
of language and literacy skills in a meaning-
ful context.

Curriculum for 4s and 5s can expand
beyond the child’s imr:ediate experience of
self, home, and famiy to include special
events and trips. Five-year-olds are develop-
ing interest in community and the world
outside their own. They also use motor
skills well, even daringly, and show increas-
ing ability to pay attention for longer times
and in larger groups if the topic is

meaningful.

., Six-, 7-, and 8-year-olds

Six-year-olds are active and demonstrate
considerable verbal ability; they are be-
coming interested in games and rules and
develop concepts and problem-solving
skills from these experiences. Most 6-year-
olds and many 7- and 8-year-olds may be
more mature mentally than physically.
Therefore, hands-on activity and experi- -
mentation is more appropriate for this age
group than latiguing mechanical seatwork.

Seven-year-olds seem to need time to
catch up and practice with many newly ac-
quired physical and cognitive skills. They
become increasingly able to reason, to
listen to others, and to show social give-
and-take.

Eight-year-olds combine great curiosity
with increased social interest. Now they are
able to learn about other, more distant
peoples. During first, second, and third
grade, children can learn from the symbolic
experiences of reading books and listening
to stories; however, their understanding of
what they read is based on their ability to
relate the written word to their own experi-
ence. Primary grade children also learn to
communicate through written language,
dictating or writing stories about their own
experiences or fantasies. The same is true
of the development of number concepts.
Children's mathernatical concepts develop
from their own thinking during games and
real-life experiences that involve quantifi-
cation, such as cooking or carpentry.
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G. Aduits provide opportunities for children
to choose from among a variety of activi-
ties, materials, and equipment; and time to
explore through active involvement. Adults
facilitate children's engagement with mate-
rials and activities and extend the child'’s
learning by asking questions or making
suggestions that stimulate children’s
thinking (Elkind, 1986; Formar. & Kuschner,
1983; Goffin & Tull, 1985; Kamii & Lee-Katz,
1979; Lay-Dopyera & Dopyera, 1986; Sackoff &
Hart, 1984; Skeen, Garner, & Cartwright, 1984,
Sparling, 1984).

Children of all ages need uninterrupted pe-
riods of time to become involved, investigaie,
select, and persist at activities. The teacher's
role in child-chosen activity is to prepare the
environment with stimulating, challenging ac-
tivity choices and then to facilitate children’s
engagement. In developmentally appropriate
programs, adults:

1. provide a rich variety of activities and ma-
terials from which to choose.
Such variety increases the likelihood of a
child's prolonged or satisfied attention and
increases indepencence and opportunity
for making decisions.

2. offer children the choice to participate in a
small group or in a solitary activity.

3. assist and guide children who are not yet
able to use easily and enjoy child-choice
activity periods.

4. provide opportunities for child-initiated,
child-directed practice of skills as a self-
chosen activity.

Children need opportunities to repeat ac-
quired skills to fully assimilate their
learning. Repetition that is initiated and di-
rected by the child, not aduit-directed drill
and practice, is most valuable for assimila-

5
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tion.
e ‘ H. Multicultural and nonsexist experiences
Teachers increase the difficulty, complexity, and challenge of '
an activity as children are involved with it and as children materials, and equipment should be pro-
develop understanding and skifls. vided for children of all ages (Ramsey, 1979,

1982; Saracho & Spodek, 1983; Sprung, 1978).

Providing a wide variety of multicultural,
nonstereotyping materials and activities helps




ensure the individual appropriateness of the
curriculum and also

1. enhances each child's self-concept and es-
teem,

2. supports the integrity of the child's family,

3. enhances the child’s learning processes in
both the home and the early childhood pro-

gram by strengthening ties,

4. extends experiences of children and their
families to include knowledge of the ways
of others, especially those who share the
community, and

5. enriches the lives of all participants with re-
spectful acceptance and appreciation of dif-
ferences and similarities among them.

Multicultural experiences should not be Jim-
ited to a celebration of holidays and should in-

Nya Kwiawon Taﬁor
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clude foods, music, families, shelter, and other
aspects common to all cultures.

Adults provide a balance of rest and active
movement for children throughout the pro-
gram day (Cratty, 1982; Curtis, 1986; Hendrick,
1986: Stewart, 1982; Willis & Ricciuti, 1975).

For infants and toddlers, naps and quiet ac-
tivities such as listening to rhymes and music
provide periodic rest from the intense physical
exploration that is characteristic of this age
group. Two-year-olds, and many 3s, will need
morning and/or afternoon naps, and should
also have periods of carefully planned transi-
tion to quieting-down or rousing, especially
before and after eating and sleeping. Children
at about 2'4- to 3-years-old become able to
maintain brie! interest in occasional small-
group, teacher-conducted activities, and may
enjoy quiet stories, music, and fingerplays to-
gether between periods of intense activity.
Most 4s and many 5s still need naps, espe-
ciallyifmeirwakinsdaysmve:ylmgasmey
are in some child care situations. Children at
this age need planned alternations of active
and quiet activities and are usually willing to
participate in briel, interesting, small-group ac-
tivities. Older children continue to need alter-
nating periods of active and quiet activity
throughout the day, beyond traditionally pro-
vided recess.

The pace of the program day will vary de-
pending on the length of time children are
present, but children should never be rushed
and schedules should be flexible enough to
take advantage of impromptu experiences. The
balance between active and quiet activity
should be maintained throughout the day by
alternating activities.

Outdoor experiences should be provided
for children of all ages (Cratty, 1982; Curtis,
1986; Frost & Klein, 1979).

Because their physical development is oc-
curring so rapidly, young children through age
8 need daily outdoor experiences to practice
large muscle skills, learn about outdoor envi-
ronments, and experience freedom not always
possible indoors. Qutdoor time is an integral
part of the curriculum and requires planning; it

Mutticultural experiences should not be limited o a celebra-
tion of holidays and should include foods. music, families.
shelter, and other aspects common fo all cultures

is not simply a time for children to release
pent-up energy.
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Harlene Galen

ome individuals feel that par-

ents have no place in the pub-

lic elementary school, regard-
less of the ages of the children who
attend. These include staff who af-
firm that no adult other than the
teacher belongs in the classroom,
as well as parents who feel ill at
ease about the school's way of life.
Dorothy Rich (1988), a recognized
authority on the family as educa-
tor, describes such parents as be-
ing relieved that they no longer
must figure out schools’ “complex
worlds, with rituals, routines, and
practices” (p.266). However, re-
search does not support these in-
dividuals' positions.

What research says about
parental involvement

A quarter of a century ago, re-
search evidence confirming the

benefits of parental involvement in

Harlene Galen, EdD., is principal of
Magowan School, Edgewater Park, New
Jersey. She & a former preschool head
teacher/director, elementary and middle
school teacher, and curriculum coordi-
nafor. Dr. Galen is also an adjunct early
childhood college instructor.

Illustrations © 1991 by Judith
Battaglia.
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Increasing Parental
Involvement in
Elementary School:

The Nitty-Gritty of
One Successful

Program

children’s education began to ap-
pear (e.g., Bloom, 1964; Coleman,
1966). The cause-effect relationship
between student achievement and

search findings (Greenberg, 1989).
The 1981 annotated bibliography,
The Evidence Grows (Henderson,
1981), reports 35 studies showing
that various types of parental in-
clusion had positive results, includ-
ing measurable gains in pupils’ per-
formance. A 1987 update, The
Evidence Continues to Grow: Paren-
tal Involvement Improves Student
Achievement (Henderson, 1987),
summarizes 18 additional studies
with similar findings.

A recent research-based policy
statement, Right from the Start (1968),
from the National Association of
State Boards of Education, con-
cluded that parental involvement
was essential. It recommended that
primary programs should:
® Promote an environment in
which parents are valued as pri-
mary influences in their children’s
lives and are essential partners in
the education of their children.
® Recognize that the self-esteem of
parents is integral to the develop-
ment of the child and should be

LA
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enhanced by the parents’ positive
interaction with the school.

@ Include parents in decision mak-
ing about their own child and on
the overall early childhood program.
e Ensure opportunities and access
for parents to observe and volun-
teer in classrooms.

® Promote exchange of infor-
mation and ideas between parents
and teachers which will benefit the
child. (p. 19)

How individuals can
increase parental
involvement in the sc..ool
An individual or group of individ-
uals can increase the inclusion of
parents in the school system. The
secret is to approach this goal sys-
tematically. Often a good source to
use as a model is a public school sys-
tem that has established a success-
ful parental involvement program.
With this in mind, this article will
outline the parents’ program at the
Mildred Magowan School in Edge-
water Park, New Jersey, one of
fourteen schools statewide desig-
nated in July 1988 as a model
schoo! in the New Jersey “Parents
as Partners in Learning” project.
Magowan's program was also

Young Children » January 1991



chosen for presentation at the April
1989 National School Boards Asso-
ciation's 49th Annual Convention,
and was selected for audio taping
(National School Boards Associa-
tion, 1989).

The community

Edgewater Park is a residential,
racially integrated township of
three square miles, one-third of
which is either farmland or unde-
veloped land. Housing of the 9,300
residents includes 1,700 single-
family homes and 6 apartment/
condominium unit buildings. Chil-
dren live in a variety of family
settings, including single-parent,
two-parent, and step-parent fam-
ilies. Very few families have a par-
ent who is home full-time.

The school district

The district’s three schools are:
Jacques, housing Magowan'’s fourth
graders, six preschool handicapped
programs, a transitional multiple
handicapped program, the com-
puter lab for Magowan students,
the before/aiter school child care
program, the preschool community
education program, and adminis-
trative and child study team of-
fices; Magowan, 540 boys and girls
in grades K-3 and four special edu-
cation classes; and Ridgway, 350
pupils in grades 5-8. High-school-
age students attend Burlington City
High School on a tuition basis.

Background of parental
participation

Historically, Magowan School
had welcomed parents at “tradi-
tional” times. Parent/staff/student
interaction had occurred at “Back-
to-School Night,” during American
Education Week, parent/teacher
conferences after report card dis-
tribution, and birthday parties in
kindergarten through grade 3. Par-
ents had served as helpers on class
trips, and mothers had assisted in
the school library. Pupils had per-
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Figure 1. Continuum of Magowan parental involvement

HIGH Pmts,nuinedbyteadter,mistmclmmninmhlemﬁug

activities as conferencing on writing samples, assisting at learn-
ing centers, or helping with computer use.

Parents in classrooms reinforce processes/concepts introduced by
teachers.

Parents in classrooms practice with children on vocabulary words,
numbetlacts;helpmementeransmoncomputercuds.

Parents read to children in the classrooms.

Parents make classroom presentations or present hands-on activi-
ties in areas of expertise.

Parents participate in committees which directly influence schoo!

and administrator(s).

rected by teachers.

Back-To-School Night.

LOW No parental invoivement.

curricula and policies. Committees consist of parents, teachers,

P.T.A. parents work on sponsorship and implementation of
curriculum-related and family-oriented activities, eg., cultural

arts contests/displays, Family Fun Night.

Parents make instructional materials for classroom use, as di-

Parents assist in school library, checking out and shelving books.

Parents participate as room mothers or room fathers.

Parents supervise on class trips or chaperone at school functions.
Parents visit classrooms during American Education Week or

Parerts attend classroom plays, presentations.

Pare attend schoo! assembly programs.

Parents attend competitive games, athletic events at school.
Parents attend promotion ceremonies.

Parents attend parentteacher conferences.

Parents are encouraged to help children with homework at home.
Parents are involved in P.T. A. fund-raising activities.

Parents are asked to join P.T.A.

Parents are encouraged to read school's handbook for parents.

formed for their parents at
seasonal concerts, “Field Day.” and
assembly programs. School-home
partnerships had been encouraged.
A “Parents’ Handbook™ had been
sent home at the beginning of each
school year. Teachers had given
children marked papers for their
parents’ signatures.

Parental participation today

Ten years ago, however, an
eight-step procedure for increased
parental participation was intro-
duced. The number of involved
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parents has increased gradually,
with a higher percentage each year
assisting at the highest levels as
defined by the “Continuum of Ma-
gowan Parental Involvement” (see
Figure 1).

During each of the last four years
(1986-90), 130 to 180 parents have
assisted in the school in some way.
The 1988-89 school year had more
fathers in the classroom than in
any previous year. a record sus-
tained for the 1989-90 term. In-
classroom parental assistance,
while limited initially to a few
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classes, has steadily grown be-
cause of professionals’ endorse-
ment of its benefits to students. Of
course all parents have received
careful in-service training to define
their roles as reinforcing and pro-
viding opportunities to practice
what the teacher has taught. Orig-
inally a higher concentration of
parents assisted in the kindergar-
tens, first, second, and third grades;
but since 1987 every class in Ma-
gowan School has had the advan-
tage of some form of parental in-
volvement. The most popular
forms of parental activity are: help-
ing children in learning centers, re-
viewing number facts with chil-
dren, and assisting in the computer
laboratory. The last two years have
seen an expansion of parental par-
ticipation into the district’s middle
school in non-traditional ways.

An eight-step procedure for
expansion of parental
involvement

Following is the nitty-gritty of
how Magowan “bridged” from tra-
ditional to expanded parental in-
volvement. Where relevant, specific
examples are given. Adoption/
adaptation of this model may pro-
vide others with the framework

they need to accomplish further
expansion of parents’ participation
in their public schools.

; o ™
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1. The principal and other district
administrators analyzed the
school’s needs.

Note: The district’s superintendent
was one of the administrators in-
volved. He was directly responsible
for obtaining Board of Education
approval, a crucial component for
success.

Figure 2. Decision-making mod~l

Need Being Considered:

Rank each item according to the four parameters below:

Low
Usefulness 1 2 3
Attainability 1 2 3
Desirability 1 2 3
Urgency 1 2 3

Total for all four parameters

High
s 5 6 7 8 9 10
4 5 6 7 8 9 10
4 5 6 71 8 3 10
4 5 6 7 8 9 10

i Atrainability scores less than 5, the decision on the item should be

negative.
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2. A committee of teachers, con-
cerned PTA parents, and the prin-
cipal identified which of the needs
might be addressed by parent/staff
collaboration.

Note: Representation of parents on
the planning cornmittee is the only
insurance for parental support. if
the committee has difficulty identi-
fying which needs to consider, ap-
plication of a decision-making
model may help (see Figure 2).

e )
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3. A gradual increase of parental
involvement was outlined (see Fig-
ure 1). The goals were to start
small, target at least one area
where parents would benefit per-
sonally from their involvement, and
maximize parents’ inclusion in
teaching/learmning activities.
Example: Since personal compu-
ters were just beginning to become
household items when parental in-
voivement expansion commenced,
computer training became the tar-
get for personal benefit. Some 40
parents responded and even
though home computers have be-
come more common, this area is
still a drawing card. For each of the
last four school years 40 to 60 par-
ents have been trained and have
assisted in the lab.

4. The committee ascertained
what training was needed for both
parents and teachers to make the
partnership successful. The princi-
pal followed through on the pro-
vision of training.

Example: For the 1988-89 and
1989-90 school years, a concerted
effort was made by the kindergar-
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ten staff to educate parents about
the benefits of developmentally
appropriate activities in centers,
instead of paper and pencil tasks
for children's introduction to, and
mastery of, basic concepts. The
Board of Education approved 2
half-day release time each school
month so that kindergarten teach-
ers could meet with helping par-
ents, describe the concepts they
would be introducing and reinforc-
ing in the classroom centers, guide
the parents in making the manipu-
latives needed for the centers, and
practice the activities with the par-
ents. The parents, then, were weli-
trained to assist in the centers.

s

|

5. An eifort was also made to
spread the word about the benefits
of parental involvement to parents,
children and staff.

Example: Children are wonderful
promoters of parental involvement.
We stressed that any amount of
time the parent could give would
be appreciated and would let the
child know that the parent feit
school was important. We en-
couraged parents who could only
“join in" one time to do so.
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6. Ideas for increasing involvement
of parents unable to come to the
school were generated through
brainstorming by the committee.
Several ideas were chosen for

implementation.

Note: Making the parent who can-
not visit school feel that he or she
is a team member is not as hard as
it appears. Teachers’ phoning these
parents every few months to share
something commendable about the
students often stimulates parental
participation in talking to their
sons and daughters about these
“good news" calls. Many also begin
to send notes to the teachers and/
or to call them at school during
teacher-designated times.

7. Ways to consistently reinforce
appreciation by the principal to the
stalf and parents and by the teach-
ers to parents were discussed.
Some were selected and begun.

Example: Each month on the back
of the school cafeteria's menu ap-
pears not only important informe-
tion about school happenings, but
also a list of all the parents who
have assisted during the previous
school month. These helpers’ names
are submitted to the office monthly
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by each teacher. Why was the menu
chosen? It is the one notice that
every child is interested in taking
about what they eat for lunch!

8. A decision was reached to make
evaluation of the program by both
parents and faculty an ongoing
activity.

Example: Teachers’ evaluations of
the helping parents who assisted
pupils in mastery of their number
facts revealed that many parents

were ineffective during the 1987-88
school year. Teachers suggested a
more specific in-service for the
1988-89 year. Such a session,
which involved role-playing, was
conducted by the principal. Teach-
ers’ written evaluations showed
that parents improved.

The exodus of elementary teach-
ers from the profession today is
more often due to practitioners’
reactions to the lack of respect and
worth afforded them by society, as
well as to their concern about re-
muneration (Elam, 1989). Increas-
ing parental participation in the el-
ementary school, in general, and in
its classrooms specifically, has the
potential for modifying the public’s
valuing of educators. Doubtful? Read
the reaction of Bruce Behmke, the
parent of a daughter in Magowan
School's second grade, who has
: een volunteering in his daughter’s
classroom since kindergarten:

My time as a volunteer has been a val-
uable learning experience. By observ-
ing my child, her peers, and the
teacher, I've realized that academics is
just one part of a child’s life. Teachers’
participation in the nurturing process
of meeting children's many needs and
helping them feel a sense of purpose
and confidence is an awesome, yet un-

dervalued, contribution today. (Sep-
tember 1990)
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Blakely Fetridge Bundy

he need for close communi-
l cation between home and
school has long been recog-
nized by early childhood educators
(Honig. 1979). Parents know their
children intimately and have much
valuable information to share with
teachers. Teachers are knowledge-
able about child development and
have experiences with young chil-
dren, which makes them valuable
resources for parents (Balaban.
1985). Both are primarily concermned
with the optimal growth and devel-
opment of the child, and this com-
mon interest makes parents and
teachers important allies. The
parent-teacher relationship should
be built on mutual respect and a
pooling of knowledge and infor-
mation about individual children
and principles of child development
(Schweinhart & Weikart, 1986).
Fully interactive communication
is a complex process. In working to
do their share of the process, teach-
ers have, over the years, devised

Blakely Fetridge Bundy, MEd. is a
teacher at Witlow Wood Preschool in
Winnetka, lilinois, a free-lance writer
specializing in early childhood and
family-related topics, and an early child-
hood consultant.
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Handout 6

Fostering
Communication

Between
Parents and

many ways to help parents know
both about the school or center
and about individual children. Most
programs probably already use
some of the strategies described in
the following discussion, but all

programs can find useful sugges-
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Preschools

tions to add to their repertoires.
Communication strategies can be

divided into two broad categories:

® general information about the

school's philosophy, curriculum,

upcoming events, and activities,

and information that has a general

Young Children » January 1991
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appeal to many or most of the fam-
llies, and

® specific information about indi-
vidual children.

Both kinds of information are nec-
essary if parents and teachers are
to know and understand one an-
other. Since parents are, after all,
unique individuals with special
needs, interests, abilities, and pref-
erences, it works best to use a rich
variety of communications tech-
niques throughout the year to
reach parents most effectively
(Henniger, 1977).

Communicating general
information

Initial contacts

Presenting the philosophy of the
school begins with the very first
contact. During initial phone calls or
visits, the school must be clear
about its philosophy so that parents
can match their expectations with
what the school actually offers. That
way, for example, parents who favor
a strongly academic program will
look elsewhere when they hear
about a developmental philosophy.
Brochures can contain a brief
statement of philosophy, tuition,
hours. and other general infor-
mation. The best initial contact,
however, is a visit to the school, in-
cluding observation of teachers and
children in the classroom. By rec-
ommending a pre-enroliment visit,
the schnol conveys two messages to
parents: 1) we respect your judg-
ment in making arrangements for
your child, and 2) we are proud of
our school and we encourage par-
ents to see it for themselves (Ba-
laban, 1985).

Orientation meetings. Once a
child is enrolled, the school widens
the channels of communication. A
parent orientation meeting before
schoo! opens provides the staff with
an opportunity to meet parents and
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to inform them about daily proce-
dures, such as dropofl, pickup,
snacks, and clothing, as well as
school-wide events, fundraising, and
other pertinent information. Such
meetings are excellent times to dis-
cuss how the school handles the
issue of separation. Some centers
prefer to have separate orientation
meetings for each classroom. In this
way, the meeting is smaller and

and parenting.

To inform parents about what's
going on in individual classrooms,
teachers may send home periodic
Jetters that explain current cur-
riculum plans. For example, if the
class will be learning about dino-
saurs for the next few weeks, a letter
could enumerate some ol the art
projects, manipulatives, songs, and
stories the children will use. Some

A school handbook can include a great
deal of information: class lists, staff lists,
sick-child procedures, birthday routines,
the school calendar, hours of operation,
and the school’s philosophy statement.

more intimate, focusing on the chil-
dren in a particular classroom. Par-
ents of children in the same class
can meet one annther more easily in
such a setting.

School handbooks. Belore a
child's first day is a good time to
provide a school handbook. The
handbook can include a great deal
of information, such as: lists of
each class, the staff, and the board
of directors: sick child procedures;
celebration of birthdays; the school
calendar; hours of operation; tu-
ition information; and an overview
of the school's philosophy. Parents
can refer to the handbook through-
out the year.

School-year contacts

Newsletters. As the year pro-
gresses, parents can be kept in-
formed about what's going on in
the schoo! and in the classroom
through a variety of methods. A
school newsletter can relay infor-
mation about upcoming events.
remind parents of school policy
(e.g.. “put names in all clothing™:
“pickup time is 11:30"), and con-
tain articles on child development

(94
-

teachers like to suggest follow-up
activities parents can do at home,
such as visits to museums or books
to read. These suggestions help par-
ents take an active part in their
child’s education (Henniger, 1977).

Curriculum events. Some
schools send home weekly or
monthly curriculum plans that in-
clude information about themes, art
projects, rug time activities, field
trips, and prop boxes being used in
the classroom. Other schools dis-
play their curriculum plans at the
classroom door, SO parents can note
the day's activities as they drop off
or pick up their children. At pickup
time, Children's Workshop, Inc. in
Pompano, Florida, posts a “Daily
Log." written by the teacher, which
describes the events of the day
(“Prickly Problems,” 1989).

Bulletin boards offer busy par-
ents a peek at children’s current
art projects and display notices of
upcoming meetings, fundraising.
and events of interest to parents of
preschoolers. Keeping bulletin
boards fresh, filled with current in-
formation, and placed in a visible
spot encourages parents to check
them frequently.

13



or into school photo albums.

Readings and visuals for home
use. Many centers provide lending
libraries of books and pamphlets of
interest to parents. They may also
include audiovisual aids, such as
cassettes and videotapes. Winnetka
(Winois) Public Schoo! Nursery has
an “articles box™ in their entry hall.
Current articles of interest to par-
ents on topics ranging from sibling
rivalry to superheroes are placed by
category in a file box. There are al-
ways at least five copies of each ar-
ticle. which parents are encouraged
to take home, with no obligation to
return. Teachers may recommend
appropriate articlez, knowing that
they are easily accessible in the arti-
cles box.

Program for parents. Parent
meetings or programs provide an
opportunity for parents and teachers
together to listen to pertinent
speakers, ask questions, and discuss
..atters of interest. However, luring
busy parents to meetings is not al-
ways easy. Willow Wood Preschoo)
in Winnetka, llinois, draws capacity
crowds to its parents’ night by
showing slides of children “in ac-

mwmm«wnWsmpmmmmmmm

tion"™ at school. Staff members dis-
cuss the school's philosophy and
curriculum, as illustrated by the
slides. Parents come to see slides of
their children, but they go home
with a greater understanding of the
developmental philosophy and why
“we do what we do.” Another popu-
lar parents' night activity is to invite
parents to participate in children’s
art projects. Fingerpainting, water
play. and playdough are icebreakers
that help parents and teachers es-
tablish a friendly relationship, while
parents learn what it feels like to be
a 3- or 4-year-old.

Some schools invite the children
and their fathers to a special Dads’
Saturday each year. Children and
their fathers attend an hour session
in which fathers participate in iree
play, rug time, and snack, just as the
children do on a regular day. Dads
learn a great deal in that hour about
the classroom, the curriculum, the
teacher, their child's classmates,and
their child in the classroom envi-
ronment. Teachers learn about the
father-child relationship during that
time. Needless io say, the morning is
a highlight for children!
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Social events for parents and
teachers. Purely social events can
make parents and teachers all the
more familiar and comfortable with
one another. Glencoe (lllinois) Jun-
jor Kindergarten sponsors several
events throughout the year, includ-
ing a holiday cookie party, a Feb-
ruary hot dog lunch for children,
mothers, and siblings, and an end-
of-the-year picnic for the entire
school. The director also invites
parents to join her for coffee and
informal conversation several
times throughout the year. Win-
netka (lllinois) Community Nursery
and Day Care Center sponsors two
family potluck dinners each year.
Keeping it short — 6:15 to 7:30 —
guarantees almost 100% atten- .
dance. Bright Horizons, which runs
several work-site child care centers
in Massachusetts, encourages par-
ents and teachers to linger and
socialize by a residential-
like living room filled with com-
fortable chairs, sofas, and a full
coffee pot.

Parents’ suggestion box. Al-
though most information of a gen-
eral nature usually flows from the
school to the parents, parents
should be encouraged to com-
municate their opinions to the
school, as well. A suggestion box
invites parents' ideas and opinions.

“Articles boxes”
can provide parents
with current
information in a
take-home form.

An annual survey, which s required
for accreditation by the National
Academy of Early Childhood Pro-
grams, is another vehicle for paren-
tal input about general issues. The
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results of the survey might be pub-
lished in the school newsletter.

Communicating specific

Disseminating information about
individual children takes different
forms than dissemination of gen-
eral information. News about the
unit on transportation can be
shared with all parents, while Mat-
thew's success with scissors is
more personal.

Before school begins

Focusing an exchange of infor-
mation about individual childrep
begins with intake information be-
fore school begins. Most schools
require a confidential form, which
asks about the child's family,
health history, birth and infancy,
abilities. toileting habits, and any-
thing else the center will need to
know. Some schools ask parents to
fill out the questionnaire at home;

'
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others invite parents to an intake
conference where the form is filled
out with the director or teacher.

Home visits. Winnetka Public
School Nursery begins the parent-
teacher relationship with a home
visit. Visits are scheduled for the
week before school begins and last
only about 20 minutes. The ex-
pressed purpose of the home visit
is to introduce the child to her
teachers in familiar surroundings.
However, it is also a comfortable
place for parents to meet and chat
with the person to whom they will
soon entrust their child. Teachers
bring along a Polaroid™ camera to
snap a photo of parent and child
together for the classroom bulletin
board. Then the parent takes a
photograph of the child and
teacher, which the child is allowed
to keep. Nancy Balaban (1985) re-
ports that some parents are un-
nerved by the home visit, fearing
that they will be judged on their
housekeeping: others feel that it's
an invasion of their privacy; but
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Anecdotal notebooks offer easy sharing of events and an excellent resource

for parent-teacher conferences.
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most thoroughly enjoy the sociabil-
ity of the occasion. Teachers, of
course, need to stress that the pur-
pose of the visit is to leasm more
about the child, not the house.

During the school year

Daily communication between
parents and teachers at arrival and
times allows for brief ex-
changes of information (“Alexandra
was up with a cough during the
night™; “Tyler used pine cones to
create a dinosaur today™). Because
it is a busy time for teachers, how-
ever, often there is opportunity for
only a few words about a child's
day, unless there is a serious issue
to discuss (Levin & Kiein, 1988). To
ensure that each parent and child
is greeted each day by both the di-
rector and classroom teacher,
Winnetka Community Day Care
center uses the “ticket system.” At
arrival, parents bring their children
to the director, who has a box of
construction paper “tickets.” The
tickets have no significance other
than providing a vehicle for the di-
rector and teacher to touch base
with each parent and child each
day. While the child is choosing his
favorite color ticket, the director
has a moment to greet the parent,
present an opportunity for any in-
formation to be passed along, or
set up another time to talk. As the
child deposits the ticket in a box
held by the classroom teacher,
parent and teacher have a chance
to do the same.

Because it's important to keep
track of infants’ feeding, sleeping.
and elimination, some centers send
home a daily report on the babies
in their care. Caretakers at Bright
Horizons (Massachusetts) fill out a
card with information on naps,
diaper changes, and feeding each
day. At the bottom of the card is a
space to add » ~omment about the

kind of dax baby had, such
as “leamnin verbalize,” “full of
smiles,” © sher cranky.”
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“Happy noles” and photos.
“Happy notes,” written on a single
piece of paper and pinned to the
child's back at going home time,
tell parents about something posi-
tive that happened during the day
(*Vashti learned how to slide down
the pole today” or “Alex and Scot-
tie built an elaborate airport with
blocks"). YMCA Child Development
Center in Richmond, California,
sends photographs of children in-
volved in an activity, along with a
note. UWM Day Care Center in
Milwaukee, Wisconsin, asks teach-
ers to keep track of how often they
talk with parents. The goal is for
each teacher to talk to each parent
every week. If teachers don't talk to
parents, they send a note home, of-
ten asking a question inviting an
answer about the child. If the ques-
tion is not answered, teachers tele-
phone parents at home at night
(“Prickly Problems,” 1989).

““No problem’’ telephone
calls. Telephoning can be a com-
fortable way to talk with parents,
particularly if phone calls aren't
automatically thought of as
“trouble.” Some schools suggest
that teachers call parents once a
month to report on their child’s
progress. If parents expect routine

Teachers can foster communication

About the school About individual children
through through
having an articulated philosophy enrollment information forms
inviting parents to visit home visits
orientation meetings greeting and pickup routines
newsletters “happy notes” and photos of
bulletin boards children
programs for parents telephone calls
social events for parents and notebooks about each child
families regular and special
boxes for articles or conferences
suggestions
problems. The parent can check Reaching ou:

the notebook at pickup time each
evening or can take it home to read
over the weekend. Daily notebook
entries keep parents informed of
current happenings, are useful to
teachers when preparing confer-
ences, and form an invaluable re-
cord of the child's development
over a period of years.

Well-prepared for confer-
ences. Conferences are the most
formal means of communication
between parents and teachers.
With privacy and adequate time,
parents and teachers can discuss
the child's progress, set goals, and
agree on procedures. lf each comes
to the conference prepared — the

Social events such as coffee times and
potlucks can provide families and staff
with relaxed time to talk.

calls. they won't be worried when
they hear the teacher on the other
end of the line.

Individual notebooks. Bright
Horizons provides a notebook for
each child, which is kept on top of
the child's cubby. During naptime
each day, the teacher jots down
notes about the child, including
accomplishments, activities, or

16

teacher with well-documented ob-
servations and recommendations,
and the parent with thoughttul
questions and opinions about the
child's experience in school —
conferences can be fruitful. Confer-
ences have the greatest chance of
being successful, however, if there
have been many other oppor-
tunities for communication during
the rest of the year.

57

Effective communication be-
tween home and school is a vital
ingredient in quality early child-
hood education. By employing a
variety of communication tech-
niques, early childhood educators
can reach out to parents. Together
they can provide the very best for
young children.
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FYI

1991—Year of the Lifetime Reader
o A
GIVE US /
WINGS .

N

The Center for the Book in the Library of
Congress has designated 1991 as the
Year of the Lifetime Reader. Research
provides clear evidence of the impor-
tance of reading to children from a very
young age to stimulate interest in lan-

a guage and communication, and establish

VEAR OF THE LIFETINE READER 1@ Jjfetime habits of reading for pleas-
19 ure as well as to obtain information.

Have you explored opportunities for bringing young children
and books together? Did you know that in 1988...

¢ there were 9,094 public libraries and 5,919 branches?
* nearly 5,000 new juvenile books were published?
* sales of juvenile books reached $751 million?

Source: The Bowher Annual Library and Book Trade Almanac 1990-91.
New York: R R. Bowker Company

The first national survey of public libraries on services available
to children reporter* that:

* 37% of public library users in 1988 were children under the
age of 14 years.

* 62% of libraries surveyed cooperated with preschools or
child care centers an average of 14 times during 1988-89.

Source: Natior»' Center for Education Statistics. Services and Re-
sources for Chiluren in Public Libraries. 1988-89, U.S. Department of
Education, Office of Educational Research and improvement, March
1990,

For more information about the Year of the Lifetime Reader,

contact Center for the Book, Library of Congress, Washington,
DC 20540

17
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The Early Childhood
Education Research

We are concerned here with research con-
ducted with children three, four, and five
years old-the ages which are the focus of most
preschool and kindergarten programs. Thus,
programs and treatments conducted with
infants and toddlers are excluded from the
analysis, as are those custodial care arrange-
ments not intended to promote children's
general development or foster familiarity with
academic activities. In addition, we need to
point out that the focus here is the general
early childhood education research; we have
not conducted a detailed analysis of the
research on special programs for handicapped
children. ’

Twenty-eight research documents were re-
viewed in preparation for this report. Eigh-
teen were studies, eight were reviews, and two
reported the results of both a study and a
review effort. Seventeen reported the results
of research conducted with preschool children,
six concerned research with kindergarteaers,
two reported on research with both groups,
and three had to do with research with these
plus either younger or older children. Many of
the studies had a longitudinal design, and the
majority of the studies and reviews were
concerned with economically disadvantaged,
urban, largely black populations.

About half the studies and reviews looked at
the effects of preschool or kindergarten in
general on the cognitive and affective develop-
ment of participants. The rest were concerned
with specific components within the context of
preschool or kindergarten, such as the effects
of parent involvement in early childhood
programs and the differential effects of
curriculum models. Many outcome areas were
examined, particularly the effects of early
childhood programs on IQ, achievement, inci-
dence of grade retentions, and incidence of
referrals for remedial or special education.

The Effects of Preschool

The early studies and evaluations of Head
Start programs produced a finding that educa-
tors and researchers of the 1960s and 1970s
found disheartening: that while impressive
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cognitive gains result from preschool partici-
pation, these gains level off and, in most
cases, completely "wash out” by the end of
second grade. That is, before the end of the
primary grades, there are no longer any IQ or
achievement differences between children who
had attended preschool programs and de-
mographically similar children who had not.

Many writers, however, have pointed out that
this convergence of scores for preschool par-
ticipants and nonparticipants is to be ex-
pected. “We simply cannot,” notes Zigler
(1986), “inoculate children in one year of
preschool against the ravages of a life of
deprivation.” Thus, the federally fanded
Follow Through program for primary children
was developed to help them maintain and
increase the gains they had made as pre-
schoolers.

Meanwhile, other research was being con-
ducted regarding Head Start and other
preschool programs, and attention began to
shift from the limited focus on the 1Q scores of
preschool “graduates” to other cognitive meas-
ures and, particularly, to noncognitive out-
comes, both short-term and long-term.

Short-term Benefits

Research has established a variety of short-
term benefits associated with disadvantaged
children’s preschool attendance. As noted
above, 1Q and achievement scores increase
dramatically (Berrueta-Clement, et al. 1985;
Consortium for Longitudinal Studies 1983;
linois State Board of Education 1985; Irvine
1982; Miller and Dyer 1975; Schweinhart
1985; Bronson, et al. 1985). In addition,
Bronson, et al. found preschool graduates to
exhibit better task completion and more
cooperative interaction with peers.

Of the various curriculum models used in
preschool programs, the greatest short-term
benefits are obtained when children partici-
pate in so-called “didactic” programs—pro-
grams which have a pre-academic focus, in
which the teacher selects and directs the
majority of the classroom activities, and in
which there is a high degree of structure
(McKey, et al. 1985; Powell 1986; Schwein-
hart, et al. 1986; Huston-Stein, et al. 1977).



Long-term Benefits

After the first wave of research which cast
doubt on the long-term value of preschool
programs for economically disadvantaged
children, researche-s and early childhood
specialists began to question the wisdom of
using only cognitive measures—~and particu-
larly IQ scores--as the indicator of program
success. The 1985 Illincis State Board of

Schweinhart 1985; Stallings and Stipek
1986; Powell 1986).

Fewer retentions. Preschool graduates
were less likely to repeat grades (Berru-
eta-Clement, et al. 1985; Consortium for
Longitudinal Studies 1983; Gray, et al.
1982; Nlinois State Board of Eduesation
1985; Irvine 1982; Lazar and Darlington
1982; Schweinhart 1985; Stallings and

Education review states that: Stipek 1986; Powell 1986).
...growing reservations about the * Higher grades. Graduates had fewer
validity and limitations of using failing grades throughout their school
IQ as predictor and sole indicator years (Berrusta-Clement, et al. 1985;
of academic achievement led to Consortium for Longitudinal Studies
the inclusion of scholastic achieve- 1983; Featherstone 1986; illinois State

Board of Education 1985; Schweinhart

ent, scholastic placement, non-
ment P & 1985),

cognitive development, and social

responsibilitv as other indications :

of effectiveness. (p. 16) o QGreater social and emotional matur-
ity. Those who attended preschool re-
ceived higher teacher ratings on measures
of social and emotional maturity (Berru-
eta-Clement, et al. 1985; Illinois State
Board of Education 1985; Irvine 1982).

* More frequent high school gradu-
ation/GED completion. Preschool
graduates compieted high school in
greater numbers (Berrueta-Clement, et al.
1985; Consortium for Longitudinal Stud-
ies 1983; Feathurstone 1986; Illinois State
Board of Education 1985; Schweinhart
1985).

Many researchers have found that, like I1Q
differences, the majority of achievement dif-
ferences between prescheol participants and
nonparticipants disappear by the middle of
the primary years. Other researchers and re-
viewers, however, such as Lazar and Darling-
ton (1982), Gray, et al. (1982) and the Illinois
State Board of Education (1985) report that
cognitive gains did persist beyond the primary
years among the disadvantaged student
populations with which they were concerned.

It is in the noncognitive realm, however, that
the greatest benefits of preschool experience
occur. Longitudinal studies, some of which *
have followed preschool graduates all the way
into adulthood, have identified many positive
and significant relationships between pre-
sehool participation and task-related, social,
and attitudinal outcomes. According to the re-
searchers and reviewers whose work was
consulted in preparation for this report, pre-
school graduates outshine nonparticipants in
the following areas:

Greater academic motivation, on-task
behavior, capacity for independent
work, and time spent on homework.
Preschool participants were rated higher
than nonparticipants on these measures
(Bronson, et al. 1985; Illinois State Board
of Education 1985; Irvine 1982; Lazar and
Darlington 1982; Schweinhart 1985;
Stallings and Stipek 1986; Consortium for
Longitudinal Studies; Berrueta-Clement,
et al. 1985; Miller and Dyer 1975).
* Fewer referrals for remedial classes

or special education. Preschool gradu- ¢

ates were more likely to remain in regular

classes throughout their public school

years (Berrueta-Clement, et al. 1985; Con-

sortium for Longitudinal Studies 1983;

Featherstone 1986; Gray, et al. 1982; ¢

11linois State Board of Education 1985;

Irvine 1982; Lazar and Darlington 1982;

Lower incidence of absenteeism/
detentions. Graduates had lower inci-
dences of absenteeism and detentions
(Illinois State Board of Education 1985).

Better attitudes toward school. Pre-

school graduates had much higher scores
on measures of attitude toward school and
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toward particular subject areas (Berrueta-
Clement, et al. 1985; Consortium for Len-
gitudinal Studies 1983; Lazar and Dar-
lington 1982; Miller and Dyer 1975).

* Better self-esteem, greater internal
locus of control. Those who attended
preschool had higher scores on self-esteem
and locus of control mesasures than did
those who did not attend preschool (Berru-
eta-Clement, et al. 1885; Consortium for
Lonitudinal Studies; Illincis State Board
of Education 1985).

* Lower incidence of illegitimate
pregnancy, drug abuse, and delin-
quent acts. Older students who hed
attended preschool as small children had
lower incidences of these behaviors, ac-
cording to self-reports (Featherstone 1986;
Stallings and Stipek 1988; Consortium for
Longitudinal Studies 1983; Berrueta-
Clement 1985; Powell 1986; Schweinhart,
et al. 1986; Gersten 1986).

* More sports participation. Preschool
graduates were more likely to engage in
school-sponsored sports (Powell 1986;
Gray, et al. 1982).

¢ Higher future aspirations, more
postsecondary education. Preschool
graduates had higher aspirations for their
futures than nonparticipants and were
more likely to enroll in postsecondary
programs (Featherstone 1986; Consortium
for Longitudinal Studies; Berrueta-
Clement, et al. 1985; Schweinhart 1985;
Lazar and Darlington; Stallings and
Stipek 1986).

Once out of school, young people who had
attended preschool continued to make a better
showing in life than those who had not. They
were found to have:

¢ Higher employment rates and better
earnings and, correspondingly, a
lower incidence of dependence on
welfare (Berrueta-Clement, et al. 1985;
Consortium foi Longitudinal Studies
1983; Gray, et al. 1982; Ilinois State
Board of Education 1985; Irvine 1982;
Lazar and Darlington 1982; Schweinhart
1985; Stallings and Stipek 1986).

* Fewer arrests and antisocial acts
(Berrueta-Clement, et al. 1985; Consor-
tium for Longitudinal Studies 1983;
Featherstone 1988; Irvine 1982; Lazar ar*
Darlington 1982).

¢ Better relationships with family
members, a higher incidence of
volunteer work, and more frequent
church attendanoce (Berrusta-Clement,
et al. 1985; Lazar and Darlington 1982).

While parents’ reactions to their children's
preschool experience is not a major focus of
this report, it is well worth noting that some
researchers have compared the attitudes of
parents whose children attended preschool
with those whose children did not. These
researchers found that parernts of preschool
graduates:

* Had better attitudes towards their
children’s schooling (Illinois State
Board of Education 1985; Lazar and
Darlington 1982).

* Had higher expectations for their
children’s learning and greater satis-
faction with their children’s
achievements (Consortium for Longitu-
dinal Studies 1983; Featherstone 1986).

* Contacted teachers more often, even
though their children had fewer
school problems than childrea who
had not been to preschool (Feather-
stone 1986).

Preschool attendance and finishing high
school? Staying out of trouble with the law?
Attending church! While the relationship
between even very good preschool programs
and these much later events may seem very
tenuous, several of the researchers and
reviewers in this area have posited causal
models to explain such relationships. The
general theme of these models is that good
early experiences can set in motion a chain of
events that pervades the child's life through
high school and beyond, increasing the quality
of his/her life experiences along the way. One
such model is offered by Berrueta-Clement, et -
al. (1985), who summarize its workings as
follows:



...the causal model confirms that
preschoo} education provides poor
children with a “*head start® both
intellectually and socially. It sug-
gests that the initial effect of pre-
school on intellectual performance
generates long-term effects
through its intermediate effects
on scholastic achievement di-
rectly, and on commitment to
schooling and scholastic place-
ment, which indirectly affect
scholastic achisvement. These
intermediate effects are important
in their own right—increasing
subjects’ maturity, reducing their
need for special education serv-
ices, enhancing their scholastic .
achievement, and eventually
helping them to stay in school
longer. Finally, the effects of
preschool have extended beyond
school into the adult world as
these young people have found
more employment and have expe-
rienced less involvement in delin-
quent activities than their no-
preschool counterparts. (p. 267)

Effects on Different
Student Populations

As noted above, the majority of the preschool
education research has been conducted with
economically disadvantaged populations. The
findings cited previously make clear that
these children benefit greatly from preschool
educational experiences. We also know that
early childhood education is very beneficial for
handicapped children (Casto and Mastropieri
1986), and educational literature abounds
with stories of the positive effects of the early
stimulation and learning opportunities offered
to those we regard as gifted and talented.

What about middle class children? A 1985
review effort conducted by the Illinois State
Board of Education included data on both low-
income and middle class preschoolers. After
noting that the youngsters from low-income
homes benefitted most from preschool partici-
pation, the reviewers stated that preschool
may enhance the development and learning of
middle class children as well. “There are
some initial findings that socioeconomically

advantaged children, although generally not
considered at risk for educational and social
failure, may nevertheless benefit from pre-
school education.” {(p. 17) Most investigators
seem to agree that more research would be
required to determine the effects of preschool
experiences in the lives of these children.

Some investigators (Illinois State Board of
Education 1985; Consortium for Longitudinal
Studies 1983) have sought to determine
whether preschool participation affects
students differentially based on factors such
as IQ, sex, birth order, one- or two-parent
family composition, whether the mother works
outside the home, etc. Most studies have
found no differences, and the few studies
which did note some differences did not find
significant ones.
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Handout 8

PART 5

NAEYC Position Statement on
Developmentally Appropriate Practice
in Programs for 4- and 5-Year-Olds

Background information

In the mid 1980s, a great deal of public attention has
focused on the quality of our nation's educational sys-
tem. Early childhood education programs for 4- and 5-
year-old children have become the focus of some con-
troversy. Various issues are under debate, including
the length of program day for this age group, the effect
of various forms of sponsorship, and the nature of the
curriculum.

Curriculum issues are of particular concern to early
childhood educators in light of the increasingly wide-
spread demand for use of inappropriate formal teach-
ing techniques for young children, over-emphasis on
achievement of narrowly defined academic skills, and
increased reliance on psychometric tests to determine
enrollment and retention in programs.

These trends are primarily the result of misconcep-
tions about how young children learn (Elkind, 1986). In
many cases, concerned adults, who want children to
succeed. apply adult education standards to the curric-
ulum for young children and pressure early childhood
programs to demonstrate that children are “really
learning.” Many programs respond by emphasizing ac-

Position

How young children learn

Young children leam by doing. The work of Piaget
(1950, 1972), Montessori (1964). Erikson (1950). and
other child development theorists and researchers (El-
kind. 1986; Kamii, 1985) has demonstrated that learning
is a complex process that results from the interaction
of children's own thinking and their experiences in the
external world. Maturation is an important contributor

ademic skill development with paper-and-pencil activi-
ties that are developmentally inappropriate for young
children,

The National Association for the Education of Young
Chiidren (NAEYC), the nation’s largest prolessional as-
sociation of early childhnod educators, believes that
high quality, developmentally appropriate programs
should be available for all 4 and 5-year-old children.
NAEYC believes that quality is not determined by the
length of the program day or by the sponsorship, al-
though these factors can affect quality. NAEYC believes
that a major determinant of the quality of an early
childhood program is the degree to which the program
is developmentally appropriate. This position state-
ment describes both appropriate practices and inap-
propriate practices in early childhood programs. These
beliefs about appropriate practice are supported by a
growing body of both laboratory and clinical
classroom research and theory. This statement is in-
tended for use by teachers, parents, school administra-
tors, policy makers, and others who provide education-
al programs for 4- and 5-year-olds.

Statement
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to learning because it provides a framework from
which children’s learning proceeds. As children get
older, they acquire new skills and experiences that fa.
cilitate the Jeamning process. For example, as children
grow physically, thev ~re more able to manipulate and
explore their own -~ .ronment. Also, as children ma-
ture, they are mo  uble to understand the point of
view of other people.
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Knowledge is not something that is given to children
as though they were empty vessels to be filled. Chil-
dren acquire knowledge about the physical and social
worlds in which they live through playtul interaction
with objects and people. Children do not need to be
forced to learn; they are motivated by their own desire
to make sense of their world.

How to teach young children

How young children learn should determine how
teachers of young children teach. The word teach
tends to imply telling or giving information. But the
correct way to teach young children is not to lecture or
verbally instruct them. Teachers of young children are
more like guides or facilitators (Fornan & Kuschner,
1983 Lay-Dopyera & Dopyera, 1986; Piaget. 1972).
They prepare the environment so that it provides stim-
ulating, challenging materials and activities for chil-
dren. Then, teachers closely observe to see what chil-
dren understand and pose additional challenges to
push their thinking further.

For children to fully understand and remember what they
have learned, whether it s related 1o reading. mathematics.
or other subject matter areas. the information must be mean-
ingful to the child 1n context of the child’s expenience and de-

velopment

o e

¥

Rich Rosenkoeller

Children work individually or in small, informal groups most of the time
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Interacnions and activities are designed to develop children's
self-esteem and pusifive fselings toward iearnming

It is possible to drill children until they can correctly
recite pieces of information such as the alphabet or the
numbers from 1 to 20. However, children’s responses
to rote tasks do not reflect real understanding of the
information. For children to understand fully and re-
member what they have learned, whether it is related
to reading, mathematics. or other subject matter areas,
the information must be meaningful to the child ‘n
context of the child's experience and development.

Learning information in meaningful context is not
only essential for children's understanding and devel-
opment of concepts. but is also imporiant for stimulat-
ing motivation in children. If learning is relevant for
children, they are more likely to persist with a task and
to be motivated to learn more.
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Developmentally appropriate
practice for 4- and 5-year-olds

Developmentally appropriate teaching strategies are
based on knowledge of how young children learn. Cur-

riculum derives from many sources such as the knowl-
edge base of various disciplines, society, culture, and
parents’ desires. The degree to which both teaching
strategies and the curriculum sre developmentally ap-
propriate is a major determinant of program quality.
Developmentally appropriate programs are both age
appropriate and individually appropriate; that is, the
program is designed for the age group served and im-
plemented with attention to the needs and differences
of the individual children enrolled.

Because people develop concepts from both positive
and negative examples, the components of a program
for 4- and 5-year-olds are described here both in terms
of what is appropriate and what is not appropriate
practice. These ccmponents overlap considerably and
have been ideatified here for purposes of clarity only.

Outdoor activity is planned daily so children can develop
large muscle skills. learn about outdoor environments. and
express themselves freely and loudly.

Gt
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Integrated Components of

APPROPRIATE and INAPPROPRIATE Practice for
4- AND 5-YEAR-OLD CHILDREN
Component APPROPRIATE Practice INAPPROPRIATE Practice
Curriculum goals e Experiences are provided that meet e Experiences are narrowly focused on
children's needs and stimulate the child's intellectual development
learning in all developmental areas— without recognition that all areas ofa

Teaching strategies

physical, soctal, emotional, and
intellectual.

Each child is viewed as a unique
person with an individual pattern and
timing of growth and development.
The curriculum and aduits’ interaction
are responsive to individual
differences in ability and interests.
Different levels of ability.
development, and learning styles are
expected, accepted, and used to
design appropriate activities.
Interactions and activities are
designed to develop children’s
seli-esteem and positive feelings
toward learning.

Teachers prepare the environment for
children to leam through active
exploration and interaction with
adults, other children, and materials.

Children select many of their own
activitics from among a variety of
jearning areas the teacher prepares,
including dramatic play. blocks,
science, math, games and puzzles.
books, recordings, art, and music.
Children are expected to be physically
and mentally active. Children choose
from among activities the teacher has
set up or the children spontaneously
initiate.

Children work individually or in small,
informal groups most of the time.
Children are provided concrete
learning activities with materials and
people relevant to their own life
experiences.
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child's development are interrelated.

Children are evaluated only against a
predetermined measure, such as a
standardized group norm or adult
standard of behavior. All are expected
to perform the same tasks and achieve
the same narrowly defined, easily
measured skills.

Children's worth is measured by how
well they conform to rigid expectations
and perform on standardized tests.

Teachers use highly structured,
teacher-directed lessons almost
exclusively.

The teacher directs all the activity,
deciding what children will do and
when. The teacher does most of the
activity for the children, such as
cutting shapes, periorming steps in an
experiment.

Children are expected to sit down,
watch, be quiet, and listen, or do
paper-and-pencil tasks for
inappropriately long periods of time. A
major portion of time is spent
passively sitting. listening, and waiting.
Large group. teacher-directed
instruction is used most of the time.
workbooks, ditto sheets, flashcards,
and other similarly structured abstract
materials dominate the curriculum.



4- AND 5-YEAR-OLDS

Component

Teaching
strategies
(continued)

Guidance of
social-emotional
development

Language
development
and literacy

APPROPRIATE Practice

® Teachers move among groups and

individuals to facilitate children’s
involvement with materials and
activities by asking questions, offering
suggestions, or adding more complex
materials or ideas to a situation.
Teachers accept that there is often
more than one right answer. Teachers
recognize that children leamn from

self-directed problem solving and
experimentation.

® Teachers facilitate the development of

self-control in children by using
positive guidance techniques such as
modeling and encouraging expected
behavior, redirecting children to a
more acceptable activity, and setting
clear limits. Teachers' expectations
match and respect children's
developing capabilities.

Children are provided many
opportunities to develop social skills
such as cooperating, helping,
negotiating, and talking with the
person involved to solve interpersonal
problems. Teachers facilitate the
development of these positive social
skills at all times.

Children are provided many
opportunities to see how reading and
writing are useful before they are
instructed in letter names, sounds,
and word identification. Basic skills
develop when they are meaningful to
children. An abundance of these types
of activities is provided to develop
language and literacy through
meaningful experience: listening to
and reading stories and poems; taking
field trips; dictating stories; seeing
classroom charts and other print in
use; participating in dramatic play and
other experiences requiring
communication; talking informally
with other children and adults; and
experimenting with writing by
drawing, copying. and inventing their
own spelling.
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4- AND 5-YEAR-OLDS

4- AND 5-YEAR-OLDS

INAPPROPRIATE Practice

® Teachers dominate the environment by

talking to the whole group most of the
time and teiling children what to do.

Children are expected to respond
correctly with one right answer, Rote

memorization and drill are emphasized.

Teachers spend a great deal of time
enforcing rules, punishing
unacceptable behavior, demeaning
children who misbehave, making
children sit and be quiet, or refereeing
disagreements.

Children work individually at desks or
tables most of the time or listen to
teacher directions in the total group.
Teachers intervene to resolve disputes
or enforce . assroom nules and
schedules.

Reading and writing instruction
stresses isolated skill development
such as recognizing single letters,
reciting the alphabet, singing the
alphabet song, coloring within
predefined lines, or being instructed in
correct formation of letters on a
printed line.



4- AND 5-YEAR-OLDS

Component

Cognitive
development

Physical
development

Aesthetic
development

Motivation

4- AND 5-YEAR-OLDS 4- AND 5-YEAR-OLDS
APPROPRIATE Practice INAPPROPRIATE Practice
e Children develop understanding of @ Instruction stresses isolated skill
concepts about themselves, others, development through memorization

and the world around them through
observation, interacting with people
and real objects, and seeking
solutions to concrete problems.
Leamings about math, science, socia
studies, health, and other content
areas are all integrated through
meaningful activities such as those
when children build with blocks;
measure sand, water, or ingredients
for cooking; observe changes in the
environment; work with wood and
tools; sort objects for a purpose;
explore animals, plants, water, wheels
and gears; sing and listen to music
from various cultures; and draw, paint,
and work with clay. Routines are
followed that help children keep
themselves healthy and safe.

e Children have daily opportunities to

use large muscles, including running,
jumping, and balancing. Outdoor
activity is planned daily so children
can develop large muscle skills, leamn
about outdoor environments, and
express themselves freely and loudly.

® Children have daily opportunities to
develop small muscles skills through
play activities such as pegboards,
puzzles, painting, cutting, and other
similar activities.

@ Children have daily opportunities for
aesthetic expression and appreciation
through art and music. Children
experiment and enjoy various forms of
music. A variety of art media are
available for creative expression, such
as easel and finger painting and clay.

e Children's natural curiosity and desire
to make sense of their world are used
to motivate them to become involved
in learning activities.
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and rote, such as counting, circling an
item on a worksheet, memorizing facts,
watching demonstrations, drilling with
flashcards, or looking at maps.
Children’s cognitive development is
seen as fragmented in content areas
such as math, science, or social
studies, and times are set aside to
concentrate on each area.

e Opportunity for large muscle activity is
limited. Outdoor time is limited
because it is viewed as interfering with
instructional iime or, if provided, is
viewed as recess (a way to gei chiidren
to use up excess energy), rather than
an integral part of children’s learning
environment.

e Small motor activity is limited to
writing with pencils, or coloring
predrawn forms, or similar structured
lessons.

® Art and music are provided only when
time permits. Art consists of coloring
predrawn forms, copying an
adult-made model of a product, or
following other adult-prescribed
directions.

e Children are required to participate in
ali activities to obtain the teacher's
approval, to obtain extrinsic rewards
like stickers or privileges. or to avoid
punishment.



4- AND 5-YEAR-OLDS

Component

Parent-teacher
relations

Assessment of
children

Program entry

Teacher
qualifications

Staffing

APPROPRIATE Practice

@ Teachers work in partnership with

parents, communicating regularly to
build mutual understanding and
greater consistency for children.

Decisions that have a major impact on
children (such as enroliment,
retention, assignment to remedial
classes) are based primarily on
information obtained from
observations by teachers and parents,
not on the basis of a single test score.
Developmental assessment of
children’s progress and achievement
is used to plan curriculum, identify
children with special needs,
communicate with parents, and
evaluate the program's effectiveness.

In public schools, there is a piace for

every child of legal entry age,
regardless of the developmental level
of the child. No public school program

should deny access to children on the
basis of results of screening or other
arbitrary determinations of the child’s
lack of readiness. The educational
system adjusts to the developmental
needs and levels of the children it
serves; children are not expected to

adapt to an inappropriate system.

Teachers are qualified to work with
4- and 5-year-olds through
college-level preparation in Early
Childhood Education or Child
Development and supervised
experience with this age group.

The group size and ratio of teachers
to children is limited to enable
individualized and age-appropriate
programming. Four- and 5-year-olds
are in groups of no more than 20
children with 2 adults.
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4- AND 5-YEAR-OLDS

4- AND 5-YEAR-OLDS

INAPPROPRIATE Practice

@ Teachers communicate with parents

only about problems or conflicts.
Parents view teachers as experts and
fee] isolated from their child’s
experiences.

Psychometric tests are used as the sole
criterion to prohibit entrance to the
program or to recommend that
children be retained or placed in
remedial classrooms.

Eligible-age children are denied entry
to kindergarten or retained in
kindergarten because they are judged
not ready on the basis of inappropriate
and inflexible expectations.

Teachers with no specialized training
or supervised experience working with
4. and 5-year-olds are viewed as
qualified because they are state
certified, regardless of the level of
certification.

Because older children can function
reasonably well in large groups, it is
assumed that group size and number
of adults can be the same for 4- and
5-year-olds as for elementary grades.
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reform report focusing on
4 through 8-year-olds.

Right From the Start

A Report on the
NASBE Task Force on
Early Childhood Education

Tom Schultz and Joan Lombardi

hree groups have been in-
volved in recent debates
about the changing role of
public schools in serving young
children and their parents. Early
childhood educators are concerned
about whether teaching, curricu-
lum, and assessme t practices in
prekindergarten and the primary
grades are “developmentally ap-
propriate”; about whether new
school-based preschool programs
are competing with existing com-
munity programs for space, chil-
dren, and stafi; and about problems
encountered by children and par-
ents In making the transition from
other early childhood programs to
Tom Schalts, Ph.D., served as Chief of
Staf? 10 the NASBE Task Force on Early
Childhood Educarion
Joan Lombardi, PAD., served g3 Se-
nior Staff Associate o the Tast Force.
She is @ member of NAEYC’s Govemn-

Board
%mammrmm«:
£arly Childhood Education was sup-
mdbypwmmkaCw-
poration of New York, The Exxon Edu-
cation Foundation, and the Head Start
Bureau, US. Administration for Chil-
dren, Youth and Families.

on practical questions of fund-
ing, facilities, and staffing. State
policymakers are seeking to make
wise choices about the assign-
ment of sponsorship for new ear-
ly childhood programs, and the
development of standards and
funding systems that will support
high-quality

and suggested strategies for early
-hildhood educators to use this re-
port in advocacy activities.

to help state policymakers
new early childhood initiatives.
Based on work in a number of
states, NASBE identified a common
set of concerns and issues regard-
public school lavolvement in
early childhood services and de-
vised plans for the Task Force dur-
ing the fall of 1967. The Task Force
focused on two goals:
e Developing more successful
models for {eaching in the early
years of elementary school. based
on our knowledge of child develop-
ment and the lessons of successiul
preschool programs
o Finding new ways for public
schools to complement and supple-
ment the efiorts of other early
childhood programs in serving pre-
school children and their families
The Task Force members drew

papers on key issues. They con-
ducted four regional hearings,
which included visits to 14 exem-
plary ezrly childhood programs and
testimony from 165 witnesses. They
listenad to siate school
principals and superintendents,
teachers, Head Start and child care
center directors, teacher trainers,
and parents.
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Recommendations

The NASBE Task Force report,
Right From the Start, complements
other recent proposss for achool
and new early child-
hood programs. In contrast to other
school reform reports, it focuses on
essen
itial to later schoblsuccess, D¢ vstablished Is clementary
to other recent early
childhood policy reports, its scope dren
is limited to influencing public
mnd mzu
seeks to the ol
early childhood issues to promote thelr pareals.
wmwm
the early school grades.

Figure
NASBEM&BMM!MFM Members
Richard Owens—Task Force Chair, President, NASBE
Roseann Bentley—Missouri State Board of Education
Secretary of State
Dodie Truman Borup—US. Administration for Children, Youth and

Bernice Weissuourd—Family Focus, Inc.
Cathy Zeuske—Wisconsin House of Representatives

cy, Yale University o developmentally appropriate
Domul(emeym—&mdo.ﬂewvorkmbncsamh curriculum,
Gwen Morgan—Wheelock College o improved assessment,
Gary Patterson—Govemor's Office, South Carolina ® responsiveness to cultural and
Lee Etta Powell—Cincinnati, Ohlo Public Schools linguistic diversity,
cwm-mm*awmumc»mn o partnerships with parents, and
Kaye House of Representa and administrators.
mmms—wm State Department of Social and Health The Task Force attached no par-
Elizabeth Strong Start Bureau, US. Administration for %“:"“""" specifc spen o
Children, Youth and Families The report suggests several dilfer-

ent possible models for an early
childhood unit:
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and program development.

@ A third version would consist of a
feam with one or more lead
teachers and a focal point of stalf
development activities for teachers

ol children 4 to 8 years ol age.
Naturally, just as children and
families are different, no one type of
will be effective for every
community. By establishing early
childhood units, however, public
schools can put renewed emphasis
on goals and practices that are
to the younger

linguistic diversity.

The Task Force heard a variety of
concems recent trends in
teaching, curriculum, and assess-
ment practices in the early grades.
increased use of standardized tests
for younger children was linked
with greater prevalence of work-
sheets and workbooks, traciing and
retention of children, an increased
focus on narrowly defined basic

with our knowledge ol how children
fearn best in their early years of

Scholars in education re-
search and cwrriculum shared con-
cems that these practices fall to so-
clalize children into appropriate
roles as writers, readers, and prob-
lem scivers in mathematics and
science. Public school stall ex-

bility and use of professional
judgment in dealing successiully
with individual children.

The Task Force members con-
cluded that the early childhood unit
concept is a useful strategy to lead
to defining and defending a more
appropriate,

of the public and of parents for
increased accountability frora
schools and enhanced school suc-
cess for all children.
Through the establishment of
an early childhood unit, a school
can also commit $0 an expansion
of pareat iavoivement and fami-
ly support. There was a strong
consensus that schools should
launch new plans for parental out-
reach and family support in which

provide a gradual and support-
fve transition process from home
to school.

Cestral io the im
of the early childbood unit is a
well-trained staff supported by
knowledgeable and sensitive ad-
ministrators. The Task Force con-
sidered three critical issues regard-
ing staff of public school early
childhood programs:

care programs
school receive compensation
to that of other school

stalf with comparsble training, ex-
perience, and credentials.

Public schools should de-
velop partaerships with
other early childhood pro-
grams and commuanity agen-
cles to bulld and itmprove ser
vices for young childrea and
thelr pareats.

The Task Force found that to
serve young children effectively,

communities across the country.
Today, early childhood systems in
ccmmunities often include Head
Start, public and private part-day
and full-day center-based pro-
grams, a range of home-based ser-
vices, and an Increasing number of
child care resource and referral
programs. The Task Force believes
this mixed system for delivering
service will continue and offers ad-
vaniages to parents and children,
Thus, collaboration reflects the re-
ality of our nation’s diverse sys-
tem of educating and caring for
young children.

Clearly, children who participate
in high-quality early childhood pro-
grams come to school with in-
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community

Tue Task Force concluded that
the degree and type of public
school iavolvement ia child care
will vary depending on commu-
pity needs and avallable re-
sources. in some cases, schools
may need to directly provide or
sponsor full-day services to pre-
schoolers and/or before- and after-
school service for children in
elementary grades. In other com-
munities, schools may choose not
to provide services directly, but to
collaborate with existing programs.
For example, schools may allow
child care providers to use space in
school facilities, initiate formal link-
ages with community resource and
referral agencies, and reexamine
school transportation policies in

Young Children ® January 1989

with simply designing new pro-
grams for 4-year-olds. Defining the
agenda for improving public school
early childhood services invoives
three priority steps: ‘
o developing early childhood units
to improve the quality of programs
for young children already being
served in public schools
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2).
Early childhood educators can
advocate for the NASBE recommen-
dations by:
® reading and discussing the
NASBE Task Force report with col-
leagues in meetings, workshops,
and conference presentations
@ sending coples of the repost or
reactions to the report to state and
local policymakers
® recommending a state or local
task force to study the issues out-
lined by NASBE in relation to t.2ir
Own community
@ volunteering to serve on a state



strategy.

mmhmwm
1. Create systems for state agency collaboration in
planning, standard setting, and program developmest.
2. Mdmhmmwbmm
mmmwmmm.

3. Provide funding and incentives to support Jocal
collaboration in early childhood services. t
. ‘ twmm»mmm
ent involvement and family support services. and stabllity of the early childhood work force.

5. Review and wmﬂummﬂ
certification of staff for early childhood programs.
awmmmmmmm
dﬂmnm&emmudbeneﬁbdm

Fluancing early childhood services
n.mmwmumw

quality early education. ;WMWOIQM‘WNW

7. muaw;uummmmmw programs.

the early childhood unit. 3. Promote equity and access to services.
Q.Wuumdoim.m.loul.mdpuw
support.

or local task force studying the  the ty ﬁol;'pumenhipc broadened base of consensus and

issues with other eariy childhood pro- wm&epdndﬂuoldﬂd-

® inviting state board members opmentally instruction,

and other policymakers to visit ¢
high-quality early childhood pro-

necessary to support

programs for kindergarten and
early grade Instruction on the one
hand and decisions n.ade in new
preschool programs on the other.
Public school leaders learned about
the importance of viewing early
childhood as a continuum from
birth through age 8, of planning for

children with an understand-
ing of their family ~ontext, and of

10

principles long advocated by
NAEYC and other early child-
hood professional organiza-
tions. it is worth noting that, along
with NASBE, public education orga-
nizations such ss the Council of
Chief State School Officers, the As-
sociation for Supervision and Cur-
riculum and the Na-
tional Assoclation of Elementary
Schoo! Principals are ei.gaged in
wwmuﬂzbywmmnlne
early childhood policy issv :s and
pmidemmwomm
on the components of effective pro-
mbryoungd\lld:m.sunlh:
efiorts are also under way at the
state level, as shown in the recent
report of the California School
Readiness Task Force.

As these varied organizations re-
Wmchﬂmmdm
mendations, we will hopefully see a
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active involvement of and support
to parexts, and comprehensive ser-
vices as components of all early
childhood programs. These reports
will also help to tra~slate these

into and strat-

of Right From the Stert:
mcmpm the Task Force

fes
of e NASRE
on Early Chiidhood Educetion may

meroa 1., Alexasdria, VA 21314)
for 33 a copy, prepald. Ingquires
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Prekindergarten: The
Possible Dream

- ]
Sheryl Smyser

Is your school prepared for the four-year-olds?

Lori and Jason hop off a yellow
school bus each morning and
make their wav to the school entrance.
Their friends Scort and Lisa arrive by
car and join them. Together. they go to
their classroom. where they are greeted
i bv the teacher and shed their back-
packs. The only difference betv:een
these children and millions of others

preparing for another school day is that

these children are only four vears old.
They are among the growing number
of preschoolers who attend public
schools.

Preschool education is gaining in
popularity. Today there are public and
private classes for preschoolers in
evervthing from swimming to art ap-
preciation. With children as young as
six weeks now receiving day care, it is
inevitable that school-like activities are
introduced earlier and earlier.

An important factor in the growth of
preschooi education is an increased
awareness of the importance of the pre-
school years. With research showing
that much of a child's physical, emo-
tional, and cognitive development oc-
curs by the age of five, educators and
parents are recognizing the importance
of providing stimulating environments
during those early years.

Sheryl Smyser is lower division director of
Berkeiey Preparstory School in Tampa, Florida.

While there is controversy about how
a preschool environment should be
structured. who is better equipped to
provide it than the nation’s elementary
schools. with their years of experience
in early childhood education?

Many elementary schools are begin-
ning to add a prekindergarten year be-
cause of increasing concern for at-risk
children. Educacors have long known
that meeting a child's needs early is
much more effective than later reme-
diation. and studies of early childhood
programs have repeatedly found that
high quality programs can make a pos-
itive difference for young children—es-
pecially for the disadvantaged.

Another reason why elementary
schools are extending their offerings to
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prekindergarten students is that society
makes such programs necessary. Today.
most children are growing up in fami-
lies where child care is 8 major con-
cern. More and more children live in
single-parent households and the Na-
tional Alliance of Business estimates
that the number of working mothers
with children under six will double in
the next decade.

With the demand for preschool child
care showing no signs of slowing. how
can an elementary school provide high
quality care in a prekindergarten pro-
gram? There are three major areas to
be considered.

The Teacher
Probably the most important deci-

sion a principal must make in establish-
ing a prekindergarien program is
choosing the teacher who will run it.
Because a preschool teacher is parent.
nurse. custodian. police officer. and
CEO. the teacher’'s philosophy and
stvie will be deepiy felt throughout the
program.

The person chosen must not only en-
jov working with four-year-olds. but
should have specialized training in the
needs and developmental levels of this
age group. The prekindergarten
teacher should be creative and flexible
in planning appropriste learning activ-
ities. and possess the qualities of pa-
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7;8 prekindergarten program should
include planned activities for social and
emotional development, and lots of opportunities
for children to practice newly learned social

skills.”

tience. warmth. and responsibility to
carry them out. A vital requirement is
a high energy level. since the pace of a
prekindergarten ‘assroom can be
staggering.

Above all. the teacher must have 3
genuine respect and love for four-year-
olds. Young children, like most of us.
can sense if thev are not liked.

The Space

In planning space for your prekin-
dergarten program. be sure to follow
any guidelines vour state has for health
and safety. Requirements for prekin-
dergarten children are usually more
stringent than those for older children.
Your superintendent or staic depart-
ment of education will be able to pro-
vide specifications.

In addition to meeting health and
safety standards. both inside .nd out-
side space will need to be arranged to
support the prekindergarten curricu-
lum. The inside space is usually ar-
ranged in a number of centers. which
are changed frequently to maintain in-
terest in such things as reading, math
and science. small and large motor
skills. block building, housekeeping,
woodworking, music, art. drama, sand
and water, and cooking.

When arranging the prekindergarten
room, keep in mind traffic low and
convenience. Quiet centers, such as the
library and the math/science table,
should be located away from noisy cen-
ters. such as block building and music.
Messy centers. such as art and cooking,
should be on a washable surface and
near a lavatory. Non-messy centers
should be carpeted to limit noise. Dif-
ferent levels. such as a reading loft or a

pit for group work, add space and in-
terest to the room.

The furniture in the room should be

child-size and include at least one chair
per child and one table for every five or
six children. There should be storage
arcas for the children’s. as weil as the
teacher’s. belongings. There should
also be display areas throughout the
room.
While the room may contain some
indoor equipment for large motor de-
velopment. such as a climbing appara-
tus or a balance beam, it is important
to also provide a safe outdoor play area
with such appropriate equipment as
tire swings. a jungle gym, balls, ropes.
and a sandbox. There should be a hard-
surfaced area for tricycles and other
wheeled tovs, as well as a soft-surfaced
area to protect against injuries beneath
swings and climbing apparatus.

The Program
According to a 1986 position paper
of the National Association for the Ed-
ucation of Young Children, a major de-
terminant of quality in early childhood
programs is 3 deveiopmentally appro-
priate curriculum. Very few erly child-
hood educators recommend highly
structured. academic-based programs
for four-year-olds. These formal pro-
s do not scem to help any but the
most disadvantaged children. And even
these children are often better served
by a less structured, more traditional
preschool program.

Prekindergartners are active leamers
in the cognitive stage known as prco-
perational, which means that they can
think symbolically but aren't very logi-
cal. Because they learn casily and nat-
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urally through play, they need manip-
ulatives and other types of instruction
that actively invoive them.

The prekinderganen teacher should
have carefully thought-out curricular
goals that can be achieved by balancing
teacher-directed and child-selected ac-
tivities. The curriculum should encom-
pass work in the following three areas.

Physical Development. Both large
and small motor skills should be devel-
oped in the prekindergarten program.
The outdoor playground can be used
for running, climbing, and other activ-
ities that involve large motor skills.
Small motor skills are developed
through such activities as puzzles.
bead-stringing, and painting.

Cognitive Development. The prekin- |
dergarten classroom should be rich in
language. The ability of a child to

and listen are important foun-
dation skills for reading. But teaching
children to read should not be the focus
of the prekindergarten program. ln-
stead. the program should focus on oral
language. The children should be read
to and talked to a great deal. They
should also have ample opportunity to
use language naturally among them-
selves while working or piaying
together.

Other useful skills can also be inte-
grated into the prekindergarten curric-
ulum. For example. the math/science
center could include an aquarium. 3
clock. magnets. and other manipula-
tives. The cooking center can easily in-
tegrate measurement skills, while
building with biocks can lead to a fun-
damental understanding of fractions.

Creative development is also impor-
tant. Not only should music. art. and
drama centers encourage creativity, but
the curriculum should include daily
planned activities in singing, dancing,
painting. and dramatic play.

Sociall Emotional Development. The
early years are very important in a
child's social and emotional develop-
ment. Bloom's research (1964) indi-
cates that about S0 percent of a child’s
personality is established by the age of
five. Some of the personality compo-
nents formed at this age are self-con-
cept, sex role identification, intellectual
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interest, independence. and a code of
ethics. The prekindergarten program
should include planned activities for so-
cial and emotional development, and
lots of opportunities for children to

Prekindergarten children need to
learn to function within a group, and
to value the ideas and different per-
spectives of group members. This in-
teraction takes place naturally in most
of the learning centers. But while group
work is important for the prekinder-
gartner. so is development of indepen-
dence in learning. This budding inde-
pendence is fostered as the child makes
choices in the learning centers, and fol-
lows through on activities initiated by
the teacher.

Emotionallv. prekindergarten chil-
dren need to learn that school is a
pleasant place where they can be suc-
cessful. The carly establishment of 2
positive seif-concept and a positive
view of work provides a foundation for
later achievement. These positive atti-
tudes are formed through develop-
mentally appropriate activities at which
the child can be successful.

Adding a prekindergarien to an €x-
isting elementary school takes consid-
erable thought and effort, But with
proper planning it can be done. Having
a high quality prekindergarien in your
school is a possibie dream. O
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Handout 12
CLASSROOM ORGANIZATION: AN OVERVIEW

Preparing a classroom’s physical environment is often overlooked in instructional
planning, but careful attention to it contributes to the success of an instructional program.
Conccnuatigfgmon pedagogical and interpersonal factors, teachers and curriculum
developers often give little attention to the spatial context in which teaching and learning
occur. This often results in a situation in which the physical environment does not
support the activities and needs of students.

To nourish emerging literacy, one must provide a literacy rich environment, take an
interdisciplinary approach, and recognize individual differences and levels of
development. Classroom arrangement is one factor that feeds a literacy rich
environment. No single way is recommended: teachers need to organize their rooms to
suit both their needs and personal preferences and those of their students.

Some helpful guidelines are:

1. Armange classroom as centers with sections dedicated to particular
activities or content areas. General materials pertinent to the content area
as well as materials specific to topics currently under study are available
in the center. These resources are designed to develop literacy as well as
present content. They are usually manipulative and designed so that
students can use them independently or in small groups.

2. Separate centers by furniture that houses materials and serves as a
partition.
3. Design the room so that the teacher can hold large group instruction when

students are at their desks or tables, or sitting on the floor in one of the
center areas large enough for the entire class to meet together.

4, Position centers so that areas where "quiet work” is required, e.g., math or
science, are situated away from areas where "noisy work" is the norm,
e.g., drama, blocks, art,

5. Allow space for a teacher conference table where small group and
individualized instruction may occur. It should be placed in a quiet area
of the room but situated so the teacher can see the rest of the room where
students are working independently.

6. Make the literacy center the focal point of the room; allow enough space
to convey the message that reading, writing and oral language is a valued
and important part of the classroom.

A rich literacy environment allows for adult guidance and social interaction with peers.
It underscores the concurrent, integrated nature of learning and using oral language,
reading and writing. The room is designed to promote functional literacy through real
life experiences that are meaningful and interesting to students. It provides for the
integration of literacy and content areas to add enthusjasm, motivation and meaning. It
provides space for personal growth through direct instruction in small group and

©
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individual leaming settings. It also provides ample spacc for children to leamn
independently and with peers through manipulation, exploration and play.

The room is designed to help students associate literacy with enjoyment. With an
appealing physical d:sﬁn interesting activities and guidance of a competent teacher, the

schoo!l environment will assist students to develop literacy through pleasurable, positive
asgng successful experiences, thus ensuring a lifelong desire to and use literucy
5.

Adapted from: "Designing Classroom to Promote Literacy Devilopment” by Lesley
Mandel Morrow in Emerging Literacy: Young Children Learn to Read and Write.
Dorothy Strickland and Lesley Mandel Morrow, eds. Newark, DE: International
Reading Association, 1989,
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Handout 18

CHAPTER TEN

Designing the Classroom
to Promote Literacy Development

Lesley Mandel Morrow

My purpose is to describe a physical environ-
ment that supports optimum literacy develop-
ment in classrooms for children from
preschoo! through the early childhood grades.
Discussion of spaces and materials will con-
centrate specifically on instruction in reading.
writing. and oral langusge. Classroom areas
devoted to music, art, dramatic play, block
play. science, math, and social studies will be
described to illustrate how they can be de-
signed to promote literacy throughout the
school day.

lato said, “What is honored in a country will

be cultivated there.” Teachers who honor lit-

eracy provide special speces and materials in
their classrooms to promote literacy development as
an integral part of the total school curmiculum.

Peter was the mail carrier today st scheol. That
meant he got to deliver to his classmates letters that
arrived from their pen pals from a kindergarten
class in another school district. They wrote to one
another once a week. Peter had on his mail carrier's
hat, and he hung his mailbag on his shoulder. He
had gone to the school office 10 pick up the letters
and had placed thetn in the cubbies of the children
to whom they were addressed. He was able to do
this since each cubby was labeled with the name of
a student.

Later in the day, the children opened their let-
ters and shared them with great enthusiasm. Some
some were written using invented spelling. Peter’s
pen pal, Jay, used a combination of real cursive
writing and letier like forms. Peter was delighted to
receive his mail. During center time he went to the
writing area, took 2 piece of paper, and wrote a let-
ter 10 Jay. Although most of Peter’s writing at this
time was 2 series of random letters in manuscnipt,
his letter to Jay seemed to model the cursive writ-
ing his friend had used. Proud of his work, he
showed his teacher, folded the letter, and placed it
in an envelope. He copied Jay's name and address
from a card he had especially for his pen pal,
pasted on a sticker stamp, and dropped . lener
the outgoing mailbox in the writing center (see Fig-
ures | and 2).
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Figure 1
Jay's Letter to Peter

Figure 2
Peter's Letter to Jay
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In this example, we see children participating
in functional literacy activities. The classroom had
s writing center with paper, pencils, envelopes.,
mws,uﬂamimoafwlpwplmm,s
mﬂummhﬂpnmﬂuﬂaﬂunmﬂwﬁm;
The classroom environment was prepared with ma-

This chapter describes 8 physical environment
that amuopdmmﬁmtymw in an
carly childhood classroom. Discussion of spaces
and materials will concentrate specifically on in-
struction in reading, writing, and oral language.
Classroom areas devoted to music, ast, dramatic
phy.biockphy.m.m.mdsocidmdm
will be described 10 illustrate how they can be de-
signed to promote literacy. The overall physical
planisdsigmdaroundﬂnoonocplofpmnuing
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literacy as an interdisciplinary pursuit integrated
throughout the school day. The suggesied plan will
accommodate whole class, small group, and indi-
vidualized leamning, all ¢f which are necessary in
promoting literacy. The classroom features dis-
cussed here will be appropri~te for preschool
through the early childhood grades.

The Need for a Rich
Literacy Environment
Careful attention to & classroom’s physical

design contributes to the success of an instruc-

tional program. Preparing a classroom's physical
environment is often overlooked in instructional
planning. Teachers and curriculum developers tend

Morrose



to concentrate on pedagogical and interpersonal
factors, but give little consideration to the spatial
context in which teaching and leamning occur. They
gics while the n : .
unchanged. When program and environment are
not coordinated, “Setting Deprivation™ often
results, a situstion in which the physical environ-
ment fails to support the activities and needs of stu-
dems (Spivak, 1973).

While the learning environment is often
viewed as mesely background or scenery for teach-
mmmmnmmmmm
mmmummmm

environment purposefully, teachers acknowledge
the physical serting as a0 active and pervasive influ-
ence on their own activities and attitudes, as well as
those of the children in their classrooms. Appropri-
&meam.umﬁdw—
lection, and the sesthetic quality of a room provide
a setting that contributes to teaching and leamning
(Phyfe-Perkins, 1979; Sutfin, 1980). Carcful atien-
ﬁmnphyﬁddmmddpkmﬁdwﬂn
success of instructional programs (Weinstein,
1977).

jearned to read without direct lostruction before
coming to school have taught us much about
rich lteracy environments. Initially, children who
entered school already reading were described as
ving learned 1o read “naturally” The phrase
“eamning to read nsturally® is somewhat mislead-
x.nm»ummw»wm

B

from homes where parents read 1o them, help them
write and read, and often read themnselves. Such
parents read a wide variety of materials, including
novels, magazines, newspapers, and work related

the Classroom to Promote Literacy

E

information. They keep reading materials in all
rooms of their homes —especially in the children’s
rooms. They take their children to libraries and
bookstores often (Durkin, 1966; Morrow, 1983,

From the results of investigations into hones,
Holdaway (1979) developed a theory' of literacy de-
velm,mﬁ\\fhichmﬁmmu...'.!h-
eracy environment that characterizes such homes ‘s
appropriate 10 school based literacy instruction as
well. Classrooms are characterized by self regu-
lated, individualized activities; frequent peer inter-
action; and an eavironment rich with literacy
materials

Historically, other theorists and philoso-
phers have emphasired the importacce of the
physical environmen: in learning and literacy
development. Pestalozzi (Rusk & Scotland, 1979)
and Froebel (1974) described real life environ-
ments in which young children's learning could
fiourish. Both described the preparation of manipu-
lative materials that would foster literacy develop-
ment. Montessori (1965) described a canzfully
prepared classroom environment intended to pro-
mote independent leaming and recommended that
every material in the environment have its specific
leamning objective or role. The objectives and mate-
rials she recommended were more highly struc-
tured than those of Pestalozzi and Froebel, who
allowed for more natural learning situations in
which children explored and experimented with
materials in their environment.

According to Piaget, children acquire knowl-
edge by interacting with the world or the environ-
ment (Piaget & Inhelder, 1969). Those who
interpret his theories into educational practice in-
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drea to explore and .
Mmmwmmw
settings provided Piagetians. But, in addition,

periences and make liseracy meaningful to chil-
dren. They will be based on backgrounds
:nformation children already possess, and will be
functional so that children can sec a need and pur-
pose for using literacy skills.

This chapter is devoted to a discussion of the
classroom physics’ environment. However, al-
dmghmmduuﬁehopﬁnﬂmvﬁmwﬂ.
anmnmmummm
environment. While instruction is supported by the
environment. a sucoessful classroom cannot func-
tion without a competent teacher. Good teachers
mdnsin;kmwbaorinamﬁd
classroom environment.

Preparing a Rich
Literacy Environment

The program that nourishes emergent literacy
requires a literacy rich environment, an imerdisci-
plinary approach, and recognition of individual dif-
ferences and Jevels of development. Although there
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is no single way to effectively arrange a classroom,
- ve plan is suggested he. s 8 guide. Teachers are

to arrange their rooms o suit their
needs and personal preferences, as well as those of

Classrooms can be arranged in centers with
sections dedicated to particular activities or content
areas, such as social studies, science. math, arn,
music, dramatic play, block play, and liseracy. Cen-
ters contain general materials pertinent to the con-
tent area and maierish specific tG topics currently
under study. Resources are devoted o the content
ares but are designed to develop literacy as well.
The materials are usually manipulative anc activity
oriented, and are designed 3o children can use them
independently or in small groups.

Centers are separsied by fumniture that houses
their materials and serves as a partition. Center ma-
terials can be stored on tables, on shelves, or in
are accessible and labeled. Each piece of equip-
mend in a center should have its own oesignated
spot so that teachers can direct children to specific
Early in a school year, 8 center need hold only a
sma'l number of items, with new materials added
gradually as the year progresses. Before new items
are placed in centers, they should be introduced by
the teacher as to their purpose, use, and placement
{(Monmessori, 1965).

The mom is designed so that the teacher can
hold lasge group instruction when the children are
simngmheirdsksornbla.ouiningondnﬂoor
in the Library Comer or the Music Center, both of
which are likely to be large enough for the entire
class 10 meet together. The Teacher Conference Ta-
blepcwidumfmsnuﬂmndindivw-
ized instruction, necessary especially for
interaction guided by an adult and for skill develop-
ment. The nonference table is placed in a quict arca
of the room 10 facilitate the instruction that occurs
around it, but it is situated 50 the teacher can see
the rest of the room where children are working in-
depaﬁcﬂly.ﬂnvnﬁwmnoﬁe:mhgsfor
indeperdent self directed learning.

As you will note on the classroom floor plan,
the centers have been positioned so that arcas
where quiet work is typical (Literacy Center, Math

Morvuce
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The library corner is a cosy place where chil-
dren can relax and read. leaning un soft pillows.
sitting on & rug. and hugging stuffed animals.
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Center, Social Studies, Sciznce) are away from typ-
ically noisy, more active centers (Dramatic Play,
Blocks, Ant).

The Literacy Center

The Literacy Center, which includes the li-
brary corner, writing area, oral language area, and
additional language arts materials, is the focal point
in the room (Stauffer, 1970). It occupies a portion
of the classroom that is immediately visible upon
entering. It s visually anractive and physically ac-
cessible (Morrow, 1983). Placement and size of
materials, shelves, chairs, and tables are appropri-
ate for young children, and all posters are at chil-
dren's eye level. The effort of creating an inviting
atmosphere for a classroom "'brary comer of liter-
ocycemrisnwdedbythcimmsedimmaf
children in participating in the activities offered
there (Huck, 1976). The literacy center can occupy
about one-third of the wall space on one side of a
room, thus dramatizing 1o the children that the use

Mormrow
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often than children whose classrooms housed no
such collections.

1t has been found that well designed classroom
library corners significantly increased the number
of children who chose to participate in literary ac-
tivities during free choice times (Morrow, 1987,
Morrow & Weinstein, 1982, 1986). Observations
innmsdwol_sudtim-.ﬁmhveidcmi-
fied specific design characteristics of library cor-
ners that correlsted with children’s use of those
comers. Conversely, it has been found that during
free choice periods, children did not use poorly de-
signed libriry corners. The research evidence
clearly shows that physical features of a classroom
library comer are important if children are 10 be
induced to use it voluntarily (Rosenthal, 1973,
Shure, 1963).

While the library comer should be immedi-
ately visible and inviting to anyone entering the
classroom, it also needs to afford privacy and phys-
ical definition for its users. It can be partitioned on
two or three sides with bookshelves, file cabinets,
or free standing bulletin boards. Jis dimensions de-
pend on the size of the classroom. Genenally, it
should be large enough to accommodate five or six
children comfortably.

Well designed library corners provide two
kinds of bookshelves. The first houses the bulk of
the collection, and its books are shelved with spines
facing outward. The second is open faced to display
book covers, an important technique for calling at-
tention and providing easy access to special books.
Featured books are changed regularly. An alterra-

Designing the Classroom to Promote Litcracy

tive type of display shelving is the circular wire
rack, commonly found in bookstores.

Books in the classroom collection should be
shelved by category and color coded by type. The
spines of all books on winter, ior , might
might then be clustered on 3 shelf labeled Winser,
with a blue sticker next to the label. Green stickers

books about plants. Color coding
introduces children to the idea that books in li-
braries are organized by a sysiem that makes them
readily accessible.

Because much of the activity in a library cor-
ner takes place on the floor, it should be furnished
with a throw rug and pillows or bean bag chairs,
although it should also include a small table and
chairs where children can use headsets 10 listen to
waped stories or make their own books. A rocking
chair allows comfortable reading, and a private
“cozy” spot for reading can be made from an over-
sizad carton that has been painted or covered with
contact paper.

Atiractive posters that encourage reading are
available from both the Children's Book Council
(67 Irving Place, New York, NY 10003) and the
American Library Association (SO East Huron
Street, Chicago, IL 60611). Stuffed animals also
belong in a library comer, especially if they are re-
lated 1o available books. A stuffed teddy bear, for
instance, might be placed next to a copy of Bedrime
for Francis (Hoban, 1960) and other books in the
Francis series, which tell about a family of bears.
Children enjoy reading to stuffed animals or simply
holding them as they look at books. A feltboard
with story characters from favorite books is often
huviiyusedinalibmycom,asmmumies.
Viewing machines with story wheels are a source
of literature for young children, and puppets help
children act out stories. The comer should also in-
clude materials from which children can act out
stories and can make their own books, felt stories,
and roll movies.

Huck (1976) recommends five to eight books
per child in a classroom library. Book: are not dif-
ficult 1o sccumulate. They can be purchased inea-
rensively at flea markets. In addition, many public
libraries will lend teachers as many as twenty
books a month. Parents sometimes donate books or
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others recirculated. Approximately twenty-five
new books should e introduced every two weeks,
replacing twenty-five that have been there for 8
while. With recirculation, “old” books are greeted
as new friends a few months later.

Students should be encouraged to borrow
books from the library comer tc iake home for a
weck. A simple checkout system :hould be used.
At specified times during the school day, for in-
stance, children might bring books they have se-
lected to the teacher, who notes the date, borruwer's
name, and buok title. With training, children as
young as kindergarten can learn to check out

dates on cxrds filed under their own names. Young-
sters a'~0 can record on 37 X 5" cards titles and
dates for books they read. The cards can be secured
by loose leaf rings hung on curtain rod hooks
mounted on a bulletin board, one ring per child.

Books and materials selected for the library
corner should appeal to a variety of interests and
represent a 1ange in grade levels, ideally with mul-
iple copies of the more popular books. Children
often like to read & particular book at the same iime
or because friends are reading it. Several tynes of
children’s literature should be at each
reading level, including picture concept books,
fairy tales, nursery rhymes, picture storyboot:s,
realistic literature, easy to read books, fables,
folktales, .nformational books, biographies, news-
papers, nv zazines, and poetry (Cullinan, this vol-
ume; Mot amw, 1983).

The Writing Center, also part of the Literacy
Center, should include a table and chairs, as well as
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colored felt tipped marking pens, crayons, pencils
(both regular and colored), paper, chalk, and a
chalkboard. While various sizes and types of paper
should be available, most should be unlined white
paper of int ranging in size from 82" x 117
1o 24" % 36". cards, used to record children’s
Very Own Words, should be available in the writ-
ing area, and the children’s collections of Very Own
Words should be stored there. Writing folders, one
for each child, are used to collect writing output
over the course of the school year. If available, a
typewriter adds to the center's usefulness, as does 8
WOPRd Processor.

Materials for making books are a must, inclua-
ing papet, hole punch, stapler, and construction pa-
per for covers. Blank books prepared by the
teacher, especially ones keyed to special occasions,
invite children to fill in written messagss anx: sto-
ries. A regular inventory of pictures, posters, mag-
azines, and can stimulate and provide
decoration and illustration of children'’s writing.
Children's literature in the classroom collection
also can stimulate writing activities and ideas. If
the teacher is not immediately avaiiable to take dic-
tation from those children who choose to dictate
stories, a tape recorder serves as an excellent tool.
The dictated siory can be transcribed latey.

Displaying children's writing requires 2 bulle-
tin board, but equally valuable are Message or No-
tice Boards used 1o exchange messages among
members of the class and with the teacher. Teachers
find the Message Board helpful in sending mes-
s>oes 10 individual children as well as in posting
‘mportant information for the entire class. Mail-
oxes, stationery, envelopes, and stamps for young-
sters’ incoming and outgoing mail may be placed in
the writing center if a pen pal program is underway
(Morrow, 1989).

Onl Language activities also are encouraged
and supported by materials within the Literacy
Center. Puppets, flanne! boards, pictures, chil-
dren’s literature, and a tape recorder all stimulate
the use of oral language. Children use these materi-
als to retell stories or create new stories (Morrow,
1981). Stimulated by activities and units of study in
the content areas, children can orally share home or
school experiences with the entire class or, during
free choice time, with individual friends or small

Morrow



hmdm%munm and create their own.
FromLM. m.mmu*mm:mmmwum». Prentice Hall, 1989. Used with permission,

groups in dramatic piay areas, block comers, and
outdoors. These activities aid vocabulary develop-
ment as well as oral language skills.

Other materials should be availabl: in the Lit-
encyCenmpryoungmdewlopadditiond
language arts skills. An alphabet chart in easy view
helps children identify and shape letiers they may
need while writing. Tactile plastic magnetic,
wooden, and felt letters are useful langusge ans
manipulatives that help children develop miotor
dexterity for the act of writing and aid them in letter
recognition and formation. Other manipulative ma-
terials teach rhyme and sound-symbol iati
for consonants, vowels, and digraphs. Real life ob-

jects also should be included — materials that use

the senses and represent letiers of the alphabet and
the sounds of conzonants, vowels, and digraphs.
For example, a box supporting the letier P might
include a peanut to aste, perfume to smell, a pow-

Designing the Classroom to Promote Litersey

der puff to touch, a picture to look at, and a tiny toy
piano to play.

Time should be set aside for children 10 use the
literacy center during the school day. The teacher
must introduce the materials by featuring them in
Jessons and then gradually adding them to the cen-
ter. In cne observation during a recreational read-
ing petiod when children were using the center
materials, there were children reading as they re-
laxed on soft pillows, some with stuffed animals
clutched under their arms. One child read to an-
other snuggled in the box called the “private spot.”
Two children used a felt board to tell a story—one
manipulated the felt characters as the other read the
book. A group listened to a taped story of The Lintle
Red Hen (Galdone, 1975) on headsets. They fol-
jowed the words in the book as they listened. Since
the tape was audible only to th .ildren with the
headsets, it was amusing to suddenly hear them
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Experiences with science materials lead to new
discoveries and provide the opportunity to learn
new words,

From L.M. Morrow, Literncy Development in the Early Years:
Helping Children Rrod and Write. Prentice Hall, 1989. Used with

permisaion

about animals specific to particular countries, such
as the panda bear in China and the kangaroo in
Australia. Pictures of these animals are placed in
the center and labeled with names and countries. A
maphighligbﬁngmnppmpﬁmpmdmemld
is placed near each animal's picture. Books about
the specific animals are available in the center, as
are paper and writing tools children can use to
make books about animals from cther lands.

Art Center. Given the topic of Animals, chil-
dren can first make dough by following a printed
recipe on an experience chart. Thea each child can
use the dough to create a real or imaginary animal
for a pretend zoo, which is set up in the block area.
Each piece of work is labeled to identify the animal
by type and name, and o identify the child who
created it.

Music Center. During the Animal unit, the
teacher uses songs about animals. To promote liter-
acy,mewrdslonewsongsmwrinenmchm

Designing the Classroom to Promote Literacy

The opportuaity to participate in dramatic play
ulate language from real life.

L.M. Morrow, Literacy Development in the Early Years:
Helping Qhildren Read and Wnite. Prentice Hall, 1989, Used wah

paper and displayed in the arca, encouraging chil-
dren to read or copy the words. The teacher also
can place animal song books or song sheets in the
center.

Math Center. During the Animal unit, place in
the center counting books that feature animals,
such as Owe. Two Three: An Animal Counting Book
(Brown, 1976) or One, Two, Three to the Zoo
(Carle, 1968). Include magazines containing ani-
mal pictures so children can create their own num-
ber books using pictures of animals as the counting
items for each numeral.

Dramatic Play During the Animal unit, one
1eacher set up her dramatic play arez as a veterinar-
ian's office. There was 8 waiting room supplied
with books and magazines about animals, as well
as pamphlets about pet care and pet posters labeled
with animals’ names hanging on the walls. Other
materials included an appointment book and ap-
pointment cards for pets and their owners. Signs

R}
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money to purchase .
food. The block area can include books and posters
& ' 200 animals.

Conclusions

Teachers who have experienced school settings
that include Literscy Centers with carefully de-
signed Library Corners and Writing Centers sup-
port the value of a rich literacy environment

my classroom for the Literacy Center, 1 was sur-
prised that so many materials could fit into such a
small ares”

“The library corner and writing center became
a place where children of all reading and writing
abilities mingled....This social context seemed to
provide an atmosphere for cooperative leaming.
The children looked forward to their time there
cach day”’

“Children participated in the Literacy Center
quite naturally and with enthusiasm. Children read
more, wrote more, and took more books home
from school than any group of youngsters | had in
my classroom before. ] think it's because the mate-
rials were so stiractive and accessible. It suddenly
dawned on me that while children had the opportu-
nity to use the centers, they were practicing skills
I'd been teaching them during direct instruction”
(Morrow, 1987).

These next comments are those of children
who have used Literacy Centers.

132

*Library Comers are nice in your classroom
with pillows and lots of good books; it's cozy there,
t00. You get 10 read a lot when there is a library in
your classroom. I'm reading so much that 1 get to
pmiumding.whkhwiunukcmgabewn
“-

“You can choose the books you want to read.
You can read short books if you want. You also get
to read with your friends and you pet to take books
home. The things in the literacy center are fun. It
makes you want to read and write and like to read,

were rich in their literacy environment; literacy
was honored, was cultivated, and thrived in them.

Studies and theoretical implications for class-
room practice indicate that preparsing a8 classroom
for optimum literacy development should include
concerted attention to environmental planning -
allocation and design of space, selection of materi-
als, and placement of those materials. Teachers no
longer can think of themselves as just planners of
strategies for instruction. Like an architect, the
teacher must design a learning environment that
s‘\%ns specific instructional strategies (Loughlin,

The rich literacy environment described here
allows for sduit guidance and social interaction
with peers. The facility underscores the concur-
rent, integrated nature of jeamin3 and using onal
language, reading, and writing. The room is de-
signed 1o promote functional literacy through real
life experiences that are meaningful and interesting
10 the child. It provides for the integration of liter-
acy and content areas to add enthusiasm, motiva-
tion, and meaning. It provides space for personal
growth through direct instruction in small group
and individual leaming settings. It also provides
ample space for children to leam independently
and with peers through manipulation, exploration,
sdplyy. |

The room is designed to help children associ-
ate literacy with enjoyment. With its appealing
physical design, interesting activities, and the guid-
ance of a competent teacher, the school environ-
ment described will help children develop literacy
through pleasurable, positive, and successful expe-
riences, thus ensuring a lifelong desire o refine and
use literacy skills.

Morrow
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l'D.E.A'S
You Can Use

Creating an Art Gallery to Promote Literacy

I.WNMMdMWMM. Labe! the paintings with
umdumwmmkdum.&mmmmmunma
cye level.

2.mmmumm.mmumamammmw
NRIMES. mmmm“mammmmmm.

K8 mnﬁm'mmhnam.m.wd.m.dﬂk.mm.
mmmmmm.wmmmmminium
continer. Encourage children to do artwork, to title it, and to sign it. Provide a place in
the gallery to display their crestions.

4. mwfwummmmdnirm.mdpmi&mrfm.
mipu.nﬂlmhm'imfwmanmsenﬂnirmt.

s. Mlﬁ@l&hﬂhmddﬁgﬂluy(chosmbyﬂ:chﬂdmn)mdthegnllety
hours.

6. Provide 3* x 5" cards for Very Own Words when children want to copy new
words relating 1o the art gallery, such as palene, ease}, arust, and collage.

Cynthia Peeers

Ksnderganen Teacher

Belleville, New Jersey

...
IOD.E.A.S
You Can Use

Creating a Bakery to Promote Literacy

A hakery i» set up in the Dramatic Play area in coordination with & unit on Community
Helpen
| Materals included are a baker's hat, an apron, cookie cuners, a rolling pin. mix-
ing howls, measuring cups, spoons, trays. and boxes with labels for baked goods such as
cookies, cakes, pies, and rolls.
2,3m1eclmmmmipudmdmdyhlv¢mmdemhmﬁndzuw.mda
ﬁlebmmd\oldmlpumdhlmkwdﬂoruwmipuinnﬂ:bk. along with pens

register, receipts for purchases, number tickets for standing in line to be waited on, and
name tags for the baker and salespersons.
4. Madnlmnnmddnhhry(dmnbythemnndnmhwn.
S. Blank word cards are availsble for children 10 copy words they might like to have
fuﬂwir\hyown\\brdedlecﬁonm:\:lmwﬂnhhry. such as cookies, cakes, pies,
and rolls.
6. Bakedgmdsxmdtywmbenndemdsoldinthedmmom.
Joyce Caporugro
Livingston, New Jersey
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Handout 16

ARTICLE ABSTRACTS

“Preparing the Classroom Environment to Promote Literacy During Play”
Leslie Mandel Morrow

The purpose of this study was to determine if the voluntary literacy behaviors of children
could be increased in type and quantity through design changes by including reading and
writing materials in dramatic play areas. Thirteen preschool classes were distributed into
one control group and three different experimental groups: One in thematic play with
literacy materials was guided by teachers, one in thematic play with literacy materials
was not gnided by teachers, and one in books, pencils, and papers was supplied in
unthemed dramatic play areas with teacher guidance. The type and quantity of literacy
behaviors in each of the three experimental settings were determined by direct
observation prior to intervention, dusing intervention, and after a delayed period of time.
Literacy behaviors increased significantly in all the experimental groups over the control
group. Thematic play with teacher guidance yielded greatest gains; the provision of
books, pencils and papers with teacher guidance yielded the next greatest gains; and
thematic play without teacher guidance yielded the third greatest gains. The effect of the
treatments continued after a delayed period of time.

"The Architecture of Schools and the Philosophy of Education”
Zvi Lamm

Changes in instructional methods and ideologies depend on simultaneous changes in the
physical environment for the practice of those methods. School architecture results from
the type of activity dicrated by educational theories.

According to one ideology, individuation, education is intended to serve the intrinsic
needs of individual students. The open space architecture and activity centers of open
school reflect this ideology.

o (
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"Classroom Organization and Teachers’ Qbjectives:
Observations from the Primary Grades.”

Merle Richards

A total of 20 first- and second-grade classrooms were observed to determine the nature of
their behavior settings, and 10 ascertain teacher goals and values implicit in the classroom
organization. Observation revealed strong differences among subject areas in both time
allotment and variety of resources and activities. Language arts occupied the most time
and the most varied settings in all classes, with mathematics a distant second. Science
activities were relatively rare. In most classes, provision was made for spontaneous play,
but this was not related ‘0 academic objectives, and was seldom evaluated by the
teachers. Directed reading and mathematics settings were highly teacher controlled.

Both academic «ccountability and classroom discipline contributed to the narrow range
of formats in these areas.

"Child-Selected Activities"
Randy Hitz

Setting up environments that encourage children to explore and interact with materials
and other people should be the goal of early childhood teachers. The teacher’s primary
task is to establish a rich stimulating environment which will foster each child’s
development.

"Learning About Literacy: The Children and Me"
Robin Lindsley

The author describes how a teacher may set up a "Learning Centers" classroom that
responds to the developmental needs of the chiidren.

Q l(:}
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Handout 17
DEVELOPMENTALLY APPROPRIATE

EARLY CHILDHOOD PROGRAM IMPLEMENTATION

TEACHER SURVEY

This self-study instrument is designed to assist teachers in their sfforts to establish DAP programs.

A guideline for using the instrument is included.

This instrument can be re-used and the resuits checked against your previous scores, but it s just
a rough profile not a true evaluation.

From: The Teacher's Ongoing Role in Creating a Developmentally Appropriate Early Childhood
Program, State of Connecticut, Board of Education, 1980.
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PREFACE

This self-study instrument, based upon the Connecticut State Department of Education publicarion
A Guide To Program Development For Kindergarien (1988), is designed to support your efforts as
a teacher to implement an early childhood program reflecting the qualities of developmentally
appropriate programming described in the guide. By becoming involved in a self-study process, you
will define the present status of your program and identify objectives for gradual growth to a more
developmentally appropriate program. The use of this se.f-study will be enhanced by referring t0
that document. Persons with questions should direct them to the kindergarten/primary education
consultant, Connecticut Department of Education (203) 566-5409. The self-study reflects the
following definition of developmental appropriateness set forth in the Kindergarten Guid-:

Developmental Appropriateness: The concept of developmental appropriateness
has two dimensions:

Age appropriatenass: Human development research indicates that there areuniversal,
predictable milestones of growth and change that occur in children during the first nine
years of life. These predictable changes occur in all domains of development -- physical,
emotional, s :ial and cognitive. Knowledge of typical development of children within
the age span served by the program provides a framework from which teachers prepare
the learning environment and plan appropriate experiences.

Individual appropriateness: Each child is a unique person with an individual pattemn
and timing of growth, as well as individual personality, learning style and family
background. Both the curriculum and adults’ interactions with children should be
responsive to individual differences. Learning in young children is the result of interac-
tion between the child’s thoughts and experiences with materials, ideas and people.
When these experiences match the child’s developing abilities, while also challenging the
child’s interest and understanding, leaming will take place.

i
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UNDERSTANDING THE PROCESS

Change is an ongoing developmental process of self-analysis, study and gradual personal growth.
This instrument will support that process. Itis designed 1o help youto continually analyze yourown
program, heightening your awareness and ability to effect change.

This instrument is based upon the principles of developmental appropriateness delineated in the
Kindergarten Guide; it is applicable to all early childhood programs in elementary schools and can
be used by teachers of children ages 5-8 as a self-study process.

Building a developmentally appropriate carly childhood program is achallenge to be addressed over
several years. You can enhance the process by working together with colleagues who share mutual
goals and by carefully limiting yourself to specific, achievable objectives. Therefore, we suggest
that you use this instrument over fime 10 help you to reflect upon your own program:

1. Preview Texe time to carefully read the instrument before delving into completing any
of its parts.

2. Select After careful consideration, choose one section as your present priority and
complete that section.

3. Be Realistic Do not aim for a 100 percent score in any section. No teacher is expected to

implement every objective in a section. Instead, plan 10 gradually and
continually increase the developmental appropriateness of yous program.

Because some of the items in this instrumens are not totally within your
control (for example: kindergarten entry policies), you may wan 1o solicit
supporifrom administrators and other teachers to develop musual, long-term
strategies 1o address these objectives.

4. Plan and

Take Risks After you complete a section, identify twoto three objectives as priorities for
change. Ask acolleagueto help you plan strategies for these objectives. Take
advantage of resources like the Connecticut State Department of Education’s
publication, A Guide To Program Development for Kindergarten, to support
your planning. Then implement the changes, remembering that you will
probably need many opportunities to experiment with the new strategics
before they feel comfortable to you. Continue this process of targeting
objectives, planning strategics 7.nd implementing them.

5. Recheck Complete the same section after a few monthsto see where youstand. Atthat

time, you may want 1o also start on one additional section to begin the process
of change in that area of your program.

iv
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CONTENTS

This document consists of five sections. Each section is subdivided into components to help you
1o further delineate the specific strengths and needs of your program,

Section Page
The Learning ENVIrONMENt.. oo 1

o Room Arrangement - Use Of SPACE ......cocvrmisueseinesminerssmnnsassieesienes 1

« Leamning Tools: Equipment, Materials and Supplies.........cceeveveninnne 3
o Scheduling and Use Of THmE....c.ccomvenennmmmessnisimninsesn e 7

e PrOBTAM TONE.....ccrrirnrmrnssesensssssssisssssassssss s s e 8
The Integrated CUrriCulUmML........cooimmiereiensimmisimmssss st snasees 11
o Interactive Leaming Play. ... s seseenees 11
¢ ACHVILY CERIETS covvvvcvriessnsursssrenssssssssssmsesssassessss st ssrs st sanes 12
0 TREINICS. .. cvevveeereeaesssrensrassssesessesssasaassn st assrssasae st anan e SEsE S SR s s eSO SRS 14
Roles of Players in the Program ... 17
8 TEACHETS vovvvversseserasssessesssessrmsnssassresssssssnssessssasasiassssnss st sususassasaesssess 17
o CRIIATEN. cov e ereereeesemsrsr e e s sssessssesanss s st sebs s sms s st 8 b0 18
» Teacher Assistants, Parents and Other VOIUNteers ......cooeee vnvareneees 21
o Specialists .oocorerersncirereanene: eeeereantesstsssersesmsessraeterssre e s e naas s sssasrat s 22
0 AQIUNISITAIONS. c..vovsrererererernasaseisssessmsssassssssrs s ssas s s s s r st s 23
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o Providing Program COntinUILY.....cccoeuseierserssasssssssssssessmsnsssemmssssesees 26
+ Observing and Recording Children’s Behavior and Growth............ 27
o Program PIANNING....cooovreeeermassmisnsmmmsrssenssnsssssstsmssss s 28
Home-School-Community Partnerships........ooovennnsnisnssiens: 30
» Changing Family Patterns and NEeds...........cooeurersessensessmansussisereeseess 30
o Parents 5 PATINEIS. ..o senrenmssseiisins sttt st 31
» Building an Early Childhood CORtinuUm ......cieeressiessmsmmmrserees 32
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INSTRUCTIONS

To use this insorument, select one section and respond to cach (-) item by
indicating the degree to which your program presently meets that criterion:

1 = not yet/rarely/to a small degree
2 = sometimes/to a moderate degree
3 = usually/frequently/to a great degre

By totaling .he number of points in each section and charting them on the

Profile of Developmentally Appropriate Practices (p. 34), you can create
a picture of the strengths and needs of your program and set priorities for
your own efforts in enhancing its developmental appropriateness.

NOTE: For future reference, please copy and keep the original
of this form so that you can repeat the process when you want 10
monitor your own progress and/or continue 10 set new objectives
for your own growth; or date each use of this instrument and use a
different color pen when you repeat a section lo see your growth.
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Date(s) of Use

THE LEARNING ENVIRONMENT
Use this space to kesp notes on:

1. What you are doing now.

A. Room Arrangement - Use of Space 2. What you would like o be doing.
3. What new learnings and/or materials
1. Iorganize the physical space to you need to achieve this objective.
encourage exploration.

I provide an orderly, clear arrangement of
equipment, materials, and supplies which
are easily accessiole to all children,
including those with avariety of handi-
caps, and encourage children to make
choices.

I provide areas in the classroom for
individua', small-group, and large-group
activity.

I make frequent small changes in the
classroom and, on a regular basis, make
more major adaptations of the physical
environment and arrangement of space to
meet individual children’s changing
needs and to prevent overcrowding in
each area.

I arrange the room to foster children’s
interaction with people and materials.

1 make provisions for a wide variety of
behaviors, from exuberant to quiet
engagement, including providing
separate active and quiet activity areas.

2. 1 organize the physical space to
encourage independence.

1 provide ample and distinct storage with
shelves, containers, and supplies labeled
with symbols, pictures, and/or words to
encourage children to select and put
away materials and to clean up.

1(?4




I provide a place for each child to store NOTES
personal belongings.

I provide many places for children 1o
display their own work.

I organize the room from the children's
perspective to allow ease of movement
and access 10 leamning tools and activity
centers.

I encourage and support children to make
changes in the environment 10 meel their
self-identified learning needs (for exam-
ple: a child’s decision to store some
wooden cubes in the block center instead
of the math center in order to decorate
structures).

3. 1 organize the physical space to
encourage harmonious interaction and
cooperative learning.

] ensure that children have easy access O
teachers as well as learning tools.

1 provide activity area boundaries that are
well defined and observable to children.

1 allow adequate space and materials t0
accommodate the number of children
allowed in each center (usually 2-6
children).

I plan the room with an understanding of
the safety hazards typical of an early
childhood classroom and of young child-
ren, arranging the centers to divert traffic
from areas where it would disturb work
or cause accidents (for example. the
block center and painting easel are
placed in protected areas).

©
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I remain alert to the eficcts of the physi- NOTES
cal environment on behavior and make
changes to address children’s responses
and needs (for example: adjusting the
number of children allowed to work in a
center to reflect changes in the way
children are using a center).

I provide private as well as group spaces
10 encourage children to create and
experience cooperative and solitary
activities when they feel the need.

B. Learning Tools: Equipment,
Materials and Supplies

1. I offer learning tools that address a
wide range of develonmental
capabilities (for example: clay and
sand activities as well as paper and
pencil 1asks to develop fine motor
skills).

— 2, I offer many learning tools that are
open-ended (rather than limited to one
specific use) so children can use
materials in a variety of ways.

3 1 extend, enrich and simplify activities
to make experiences more meaningful
to individual children (for example:
increase or reduce the amount of
material to be manipulated; provide
wider or narrower writing iriplements 10
help a child produce his or her desired
result; furnish a variety of fiction and
nonfiction books on many reading
levels).

— 4. I carefully introduce materials and
activities on a regular basis (usually
some each week) to assure basic
mastery, to provide variety and
challenge and to meet individual
children’s changing needs.
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5. 1 provide sufficient numbers and NOTES
multiples of some learning tools to
encourage social interaction and peer
modeling (for example: sufficient
numbers of blocks so that at least four
children can play cooperatively).

6. The materials may include com-
mercial, teacher-prepared, *“found”
objects, and materials supplied and
created by the children.
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Materials and Supplies Self-Study Checklist

Page 6 contains a list of suggested materials and supplies, organized by category, in-
cluding those suggested in A Guide to Program Development for Kindergarten, (1988).
No classroom is expected to include all these items at one time.

To use this list, place a checkmark next to the items which usually are available to your
children on a regular basis.

Next, highlight the items which are not available in your classroom. Also consider
whether you have included multiethnic, multicultural, and nonhandicapped biased learn-
ing tools, and note changes and additions you plan to make.

When you have completed this process, you will have a broad picture of the areas of
strength and need related to the materials available in your room.

In order to develop a plan for the addition of materials, you may want to consider several
factors:

1. In which categories is my program particularly strong or weak?
Check the three strongest categories.
Highlight the three weakest.

2. Do I have personal interests or discomforts that have led to these strengths
and weaknesses?

Do I avoid any particular types of activities (for example, messy activities like
clay, sand, water, fingerpaint)?

3. Which two categories of need am I comfortable expanding?
It is unrealistic to purchase equipment you are totally uncomfortable using now;
leave that area for future development after you have taken time to gain more ex-
perience in that area and therefore become more comfortable with it

4. What are my specific priorities in these two categories of need?
Set up a list. Idemiify which items you may be able to find, create yourself, or
collect from families or other community members. Then make a formal request
for additional program materials based upon this thoughtful analysis of the pres-
ent status of the materials and equipment in your program.
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Audiovisual

Equipment

Listening center with
head phones

Cassette recorder

Record player

Overhead projector

Transparencies

Filmstrip projector and
filmstrips

Screen

Computer and software

Camera and film

Fiction & nonfiction books,
including some with
companion audiotapes

Books made by children

Chairs, rocking chair, rug

Book racks, shelves

Reading “boat” or bathtub

Magazines

Audio 1apes and records

Art Supplies & Materials

Modeling clay, play dough
and tools

Easels

Scissors

Tempera paint and brushes

Finger paint

Paste and glue

Crayons, waler color
markers

Yam

Newsprint & manila paper

Colored construction paper

Burlap and fabric scraps

Collage materials

Colored tissue and crepe
paper

Wallpaper scraps

Cardboard and oakiag

Music

Rhythm and musical
instuments

Autoharp and/or piano

Records and/or tapes

Scarves & other dance

props
(see A.V. equipment)

List of Suggested Materials and Supplies

Cooking
Electric hotplate and
toaster oven
Electric frying pan
Measuring cups and spoons
Bowls, utensils,
pots and pans
Recipes

Language Arts/

A variety of crayons, pens,
markers and pencils

Differert sizes and types
of paper

Manipulative letters of
wood, crepe, foam and
plastic

Picture file and an
reproductions

Sentence strips

Letter stamps

Typewrites

Alphabet cards

Index cards for word banks

Teaches-prepared blank
books

Games: matching alphabet,
lotto, initial consonants

Small chalkboards

Chan stand with paper

Flanne] board with cutouts

Puppets and puppet
stage or frame

Gross Motor Play
{Some of these may be used
outdoors or in gym)
Balance beam (low)
Rocking boats
Climbing structures
Shide
Stairs
Floor mats
Wheel toys, pedal toys,
wagons,
ride-on vehicles
Scooter board
Parachute
Games: ring toss, bean bags
A variety of balls

Jump ropes
Plastic paddles & large bats

M-th and Other

Manipulatives

Pattern blocks

Unifix or multi-link cubes

ESS wooden attribute
blocks

Geoboards and geobands

Color cubes

Beansticks and loose beans

Base ten blocks

Tangrams

Primer (balance) scale

Tools for measuring length,
area, perimeter, volume,
and time

Suppl 1ental

Set boards

Lincoln Logs

Other building matenials

Peg boards and pegs

Real and play money

Counters such as buttons,
chips, checkers, eic.

Games and puzzles for
counting, numeral
recognition, €ic.

Numerals

Objects for soring,
classifying and ordering

Food and/or other items 10
develop fractions
concepts

Tabletop building toys:
Legos, small block sets,
building sets and
accessories

Puzzles

Parquetry blocks

Lacing boards

Construction

' soden unit blocks

Large wooden hollow
blocks

Large empty boxes

Wheel toys for nding

Steering wheel

Block play props: vehicles,
toy animals, people and
fumiture

Signs

Planks

Rug
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Dramatic Play

Kitchen appliances:
wooden stove, sink,
refrigerator, cupboard

Table and chairs

Doll bed, blankets, pillow

Dress-up clothes/ uniforms

Occupational props: fire
hoses, doctor's kit, cash
register and play money

Multiethnic dolls/clothes

Broom, dust pan

Ironing board

Telephone, pots and pans,
clock, food containess,
dishes, silverware

Typewriter

Doll house & accessories

Full-length mirror

Real props

Woodworking
Workbench

Tools: hammer, saw, vice,
clamp, hand drill, ruler,
screwdrivers, pliers...

Styrofoam, logs

Wood, nails, dowels

Discovery Materials

Sand table and accessories:
sifters, shovels, pails,
rakes, molds, funnels,
measuring cups

Rice, beans and oatmeal
1o vary sand play

Gardening tools/ supplies

Magnets

Color paddles and prisms

Electricity: batteries, wires,
bells, flashlight bulbs

Walter tub and accessories:
plastic tubing, small
pitchers, handpumps,
spray bottles, funnels,
measuring cups,
eye droppers

Magnifying glasses

Simple machines: pulleys,
gears, inclined plane

Collections: rocks, shells,
nests, insects

Animal environments and
animals

Thermometers

Globe



C. Scheduling and Use of Time NOTES

1, 1 organize the daily schedule to
allow time for children to plan,
implement and describe their
activities.

1 prepare the room before children arrive
so I am free to be with the children.

I use routines to help children move from
dependence on others toward
independence.

I meet with children daily -- individually
and/or in small and large groups -- t0
discuss their individual plans and
completed activities.

I develop and use a nonwritten, symbolic,
and/or written sign-up sysiem, such as a
pegboard, for activity choices to support
children’s planning and transitions.

1 allow time for adults and classmates to
teach children the proper use and care of
materials.

I maximize continuous time for inter-
active learning play and minimize the
number of transitions to encourage
children’s sustained involvement in
complex activities.

I help children to move calmly from one
activity to another.

1 develop and teach children to use a
checklist or reporting form to record and
evaluate their completed activities.

I have a convenient, effective, flexible
method enabling me to record and
change my daily plans.

I allow ample time for clean-up by
children and organizing for Jeparture.




2, 1 organize the ¢iaily schedule to reflect NOTES
children’s developmental needs.

I al'ocate a significant portion of the day
for sustained interactive leariing play
activities which are primarily child
initiated and allow freedom of movement
as well as continuous focused attention.

I allocate a smaller portion of the day for
activities that restrict children’s move-
ment as they participate in more
structured, large-group activities.

3. 1 develop a well-balanced daily
schedule that includes:

Active as well as quiet activities.

Individual, small-group and large-group
activities.

Indoor and outdoor activities.

Independent projects as well as teacher-
supervised activities.

Child-initiated as well as teacher-initiated
activities.
D. Program Tone

1. 1like children and enjoy working with
them.

2. I create an atmosphere of warmth,
stability, safety, dependability and
enthusiasm with on-going comfortable
interaction among adults and children.

I greet each child at the start of the day.

I give each child some individual
attention and recognition every day.
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1 fos:er feelings of success in all areas of
development for each child at his or her
own level of accomplishment.

I sirive to maintain an optimal adult/child
rado in the classroom by involving
teacher assistants, parents, student
teachers, and other volunteers so an

adult is available to assist each child
when needed (in kindergarten, a ratio of
at least 2:20; in first and second grades, a
ratio of at least 2:25; 15 to 18 with only
one adult in the room).

I help each child develop self-esteem
through encouragement, caring and
focused attention.

I foster discipline by modeling
appropriate behavior and maintaining
developmentally appropriate expecta-
tions for children in a nonthreatening,
nonjudgmental environment.

I emphasize positive, appropriate
behaviors while allowing for mistakes.

I help children to respond appropriately
by interceding, asking questions and/or
redirecting before a problem arises.

I accept children’s need to assert
themselves, to be verbally expressive and
to be inquiring.

I structure classroom activities to
enhance cooperation rather than
competition, and emphasize helpfulness,
kindness and caring attitudes.

I foster children’s autonomy and social
development th.rough modeling and
encouraging efTective positive
communication.

1 demonstrate self-control and coping
skills myself.
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1 recognize and acknowledge children’s NOTES
feelings and encourage verbal mediation.

I encourage children to practice coping
skills.

I use gentle humor.

I create a schedule that encourages and
maximizes time for talking among chil-
dren rather than primarily listening to
adults.

I expose children to different points of
view.

The Learning Environment:

___Subtotal Date
___Subtotal Date
___Subtotal Date
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THE INTEGRATED CURRICULUM NOTES

A. Interactive Learning Play

1. I value interactive learning play as the
central activity of the children’s
learning process.

A significant portion of the daily
schedule is devoted to interactive
learning play — active exploration and
projects in learning centers.

Children often initiate and direct their
interactive learning play (including the
choice of materials) from the selection I
provide.

2. 1 am a facilitator of interactive
learning play.

I ask questions and make suggestions to
help children develop thinking skills,
expand themes and activities, and solve
problems that arise in the course of their
effonts (for example: “Can you think of
another way to sort these buttons?” ,
“Can you conrinue the road so it goes
around Susan's block building?”, “How
many ways can you make eight?”, “What
information can you get from this
graph?” ).

I structure interactive learning play by
providing specific materials in well-
organized activity centers.

1 seek opportunities to participate in
children's interactive leaming play to
gain greater insights into their teaching
potential (for example: I work with the
clay, experiment at the easel, build with
blocks and take a role in dramatic play
occasionally).

1id
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B. Activity Centers NOTES

1. I provide a variety of at least 4.7
centers at any one time based on the
curriculum goals for learning and the
individual characteristics and interests
of the children in the class.

__ Aconstruction cenieg 10 eNCOUrage
children to manipulate and create with

blocks and block-building accessories.

with a variety of paper
and writing implements, files of pictures
identified by name, letter stamps and a
typewriter.

_ A library center with a wide variety of
books, story tapes and predictable books
to provide opportunities to look at/read
books and/or lisien to stories.

__ Admmatics center, an area which

: changes frequently to provide settings
such as a house, a supermarket, a shop or
a business.

. An ant center with paint, crayons, chalk,
paper, eic., which invites children to
creatively express their feelings and
impressions of the world around them.

_ Multisensory centers offering a variety
of manipulatives to promote
mathematical concepts, listening, visual
and auditory discrimination, and eye-
hand coordination. Sand and/or water-
tables often are included.

related to the
biological, physical and earth sciences
where children can observe, classify,
predict and report information froma
variety of science experiences.

- A cooking center available to children
periodically.

. 120
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which
provides access to indoor and outdoor
areas for large rnovement activities such
as climbing, running, jumping, balancing,
dramatic play and large constructions.

A_game center housing a variety of
games such as lotto, bingo and games
made by teachers and older students.

1 organize the activity centers to
address children’s changing develop-
mental needs and encourage their
active participation in integrated
learning.

I offer a range of activities within each
center to address a broad scope of
developmental needs (for example: the
book corner has books without words,
predictable books and more challenging
ones).

I place related centers adjacent to one
another to encourage interaction
between centers (for example: dramatic
play near large building blocks; wriring
center adjacent to listening center...).

1 change the environment by adding and
deleting materials and activity centers 10
increase variety and challenge and to
introduce and expand themes.

I organize activity centers to maximize
their effectiveness within realistic
limits.

1 set up activity centers with room for 2-6
children in each center.

12
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1 limit the number of activity centers
based upon my evaluation of space, time
and personn-i to prepare, maintain and
supervise quality centers. (Five effective
center are more desirable than 12
centers which lack materials,
attractiveness or adequate supervision.)

1 incorporate both storage facilities and
work/play space in each center.

I locate centers with practical
consideration (for example, water, sand
and art activities in tiled areas, library
and blocks in carpeted areas...).

C. Themes

— L

1 use themes to unify learning across
activity centers.

For example: If the theme is FOOD and
NUTRITION, with RESTAURANTS
being a topic for exploration:

> The dramatic play area may become
a restz irant with a few small tables
and tableware, pads to write up the
checks, a cash register to pay the bills,
aprons or uniforms for the servers...;

> The cooking center may become the
restaurant’s kitchen, with specific
recipes and related ingredients to
create food for the restaurant and
math manipulatives to measure,
weigh, pour...;

> The writing area may have materials
and sample menus brought by chil-
dren from local restaurants so that
children can create their own menus
and advertisements, and write stories
about restaurants and food;

NOTES
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> The book corner may have books NOTES
about restaurants, the origin and
delivery process for foods and cook
books;

> The art area may include materiais
and suggestions to create posters
advertising the restaurant, plazemats
10 use in the restaurant, pictures to
decorate the restaurant and a large
sign of the restaurant’s name

(perhaps a group project);

> The math area may offer opportun-
ities for sorting types of foods,
graphing classmates’ food preferen-
ces and/or adding the items on a
"customer's” bill.

The class might develop a plan to
include:

> Creating a special meal or snack for
invited restaurant guests (perhaps
parents, classroom volunteers or
members of the school staff);

> Inviting a cook or waitress into
school 1o talk about the restavrant
business;

> Visiting a local restaurant to learn
about “behind the scenes” activities,
thereby increasing the children’s
understanding and ability to expand
the theme in greater complexity.

2. 1 offer changing themes which are
responsive to children’s interests on
a regular basis.

The themes use children’s interests and
experiences as a basis for learning (for
example: the arrival of spring may
launch an interest in ants — their various
sizes, how they move, what they eat, how
much they grow - activities involving
measuring, observing, exploring,

rescarching...). ~
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The themes are reflected in changes, NOTES
additions and deletion of and/or within
activity centers (for example: the theme
insects, with a focus of exploration on
ants, might be reflected in adding an
ant house, magnifying glasses, books
about ants; and might be expanded 10 a
study of other insects or other animals
that children notice in the spring).

The themes are change regularly
(usually every 4-6 weeks), reflecting
children’s interests, sustained attention,
and accomplishments.

The Integrated Curriculum:

___Subtotal Date
___Subtotal Date
___Subtotal Date
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ROLES OF PLAYERS IN THE NOTES
PROGRAM

A. Teachers

1. I actively seek to maintain a good
understanding of the knowledge base

regarding:
Child development from birth to 8 years.

The leaming process in early
childhood.

Teaching techniques specific to the
young child.

Observing and assessing young
children’s behavior and growth.

Assisting parents to enhance their
understanding of their child’s
development and to support this
development in the home and
school settings.

2. I have specific training in early
childhood education and child
development:

I have studicd or am studying child
development, early childhood
education or a closely related field
(i.e., child psychology, family relations)
at the college level.

I attend several early childhood
professional development programs
annually 1o enhance my knowledge and
skills.

I am an active member of an
organization related to the early
childhood field.

1.6
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I seek opportunities to observe other NOTES
developmentally appropriate carly
childhood programs.

3. 1 have experience working with
young children. For example:

1 have worked in a program serving
children younger than kindergartners.

I have worked in a kindergarten
program.

I have worked in a program serving
parents and their young children.

I have had student teaching experience in
pre-kindergarten and/or kindergarten

programs.

B. Children

1. Children’s own interests and needs are
the core upon which I build my
program.

The themes which 1 use to integrate
curriculum areas are based upon the
children’s interests.

The children are active participants in the
planning process (for example: if the
theme is food and nutrition, with the
focus of exploration being a restaurant,
children may decide its name, the type of
food served, the prices, how many
customers can be served at a time...).

I use the children’s interests 10 increase
their curiosity and build their skills.

176
18




Children have opportunities to make
choices and participate in independent
learning.

Children are primarily involved in hands-
on discovery, manipulation, exploration
and investigation of many diverse
materials in a child-centered
environment.

Children usually are free to move around
the room.

Children are encouraged to work
individually and to work together in
small groups (for example: If a child
needs help, he is encouraged 1o ask a
friend).

Children are encouraged to think for
themselves and question new ideas and
concepts.

Children are treated as individuals,
with unique strengths and needs.

All children, including those with
handicapping conditions, are accepted
and valued at their own levels of ability
and development and are encouraged to
develop at their own pace.

Children have access to multilevel
experiences and concrete activities of
varying degrees of complexity covering a
broad developmental spectrum.

Children are encouraged to respect,
value and celebrate differences (for
example: When discrimination occurs in
the classrooru, I encourage discussion,
understanding and resolution of the
problem).

NOTES



4. Children learn to be responsible NOTES
participants in groups.

Children help to develop and implement
positive class rules which encourage self-
discipline.

Children are encouraged to work
cooperatively as team members in many
small group experiences.

Children usually are engaged in
spontaneous talking with adults and
classmates, discussing experiences and
activities.

Children are encouraged to be empathetic
and responsive to others’ feelings and
needs.

s. Children learn to take responsibility
for themselves and the environment.

Children are encouraged to become self-
reliant, caring for themselves and their
personal belongings.

Children are encouraged to be
responsible for the care and storage of
equipment, materials and supplies.

Children are encouraged to take primary
responsibilizy for clear. up (sponging
tables, washing paint brushes, sweeping
up sand...).

ERIC
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C. Teacher Assistants, Parents and NOTES
Other Volunteers

1. Teacher assistants are prepared to
implement their responsibilities.

They have received training in early
childhood education (preferably prior to
being hired) and/or they receive ongoing
professional development for which I
assume significant responsibility.

Teacher assistants and I communicate
regularly through frequent planning/
evaluation meetings, as well as
suggestions posted in learning centers,
message boards and other devices (for
example: when patierning is a major
learning activity, a sign in the
manipulative area might suggest
questions to be asked of children - “Can
you copy this pattern? Can you extend
this pattern? Can you find this pattern in
the room? Can you invent another
pattern? Can you invent a pattern that
uses more shapes? More colors?” ).

2. Teacher assistants support and
reinforce children’s learning with my
direction.

They read to a child or group of children.

They listen to and record children’s
dictated stories and/or encourage and
assist children to write their own stories
using invented and teacher-taught
spelling.

They help children with learning
activities by asking leading questions,
making suggestions...

They guide children in learning and
playing games.
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They listen to children tell stories and/or NOTES
read books.

They guide children in learning and
playing games.

They help to prepare materials and keep
records.

They help children to choose, record and
evaluate their activities.

— 3. 1 encourage, train and involve parents
and other volunteers in the program
in roles similar to those of the teacher
assistant and coordinate their involve-
ment in the program.

D. Speclalists
(including art, music and physical
education teachers; school nurse; speech
and hearing or language development
specialist; social worker; psychological
counselor; guidance counselor and
special education teacher)

1. 1 encourage specialists to support and
enhance the program directly.

I encourage them to be involved in
specific classroom activities with
individual children as well as small and

large groups.

I work with them to coordinate their
classroom activities with the regular
classroom teacher to avoid content
isolation.

I seck opportunities to observe them
model teaching in their area of expertise.

1 encourage them to lead workshops and
discussions at parent meetings.

1 regularly ask them for feedback based
upon their work with the children.
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I encourage specialists to support and
enhance the program indirectly.

I regularly ask them for advice on ways
of handling children with special needs,
based upon their observing children in
the classroom.

I ask them to provide ideas for and/or
supply materials and activities, and to
help me to select new instructional
materials, equipment and supplies.

I seek opportunities for them to keep me
informed of new research and new
professional resources in the field
(including professional conferences,
journals, pamphlets and books).

E. Administrators

)

ERIC
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Administrators have a good
understanding of the principles and
components of high-quality early
childhood programs:

They have some training in child
development and early childhood
education.

I encourage them to attend early child-
hood professional development programs
by informing them of opportunities and
asking them to attend presentations.

I regularly seek their support for me,
teacher assistants, and other early
childhood colleagues to participate in
early childhood professional deveiop-
ment opportunities (attendance at
conferences and workshops; discussions
in faculty meetings, €tc.).
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I take advantage of opportunities they NOTES
create for communication and dialogue
among teachers about developmentally
appropriate programming, and about
individual children's needs.

2. I work with administrators and
support them to provide an effective,
consistent, ongoing communication
system that creates a clear under-
standing and cooperative “ownership”
of developmentally appropriate
practices with parents, the community
and all staff members.

3 Administrators place a high priority
on developmentally appropriate class
size:

I work with them to limit class size to 20
or fewer children in kindergarten, 25 or
fewer in first and second grades with two
adults in the classroom (15-18 with only
one adult in the room).

I actively seek their support of my efforts
to effectively reduce class size with
strategies like scheduling specialists in
conjunction with other early childhood
classes.

4. Administrators place a high priority
on developmentally appropriate
aduit:child ratios.

When possible, they maintain a ratio of at
Jeast two adults for every 20 children in
kindergarten and for every 25 children in
first and second grades, through the
provisions of teacher assistants.

I actively seek their support of my efforts
to use specialists, parents, community
members and older students to maintain
or reduce this ratio of 2:20 in kinder-
garten, and 2:25 in first and second

grades.
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5. I work with administrators to NOTES
encourage the use of developmentally
appropriate principles and strategies
related to kindergarten entry and class
placement/grouping:

Age is the only criterion used for
kindergarten entry; therefore different
levels of ability and development are
expected and valued.

Any tests used at kindergarten entrance
and other intervals are valid, reliable and
helpful in initial program planning and
information sharing with parents.

Retention is rejected as a viable option
for young children.

All children are welcomed --as they are--
into heterogeneous classroom settings.

I actively support these entry and
placement principles and strategies.

— 6. I work with administrators to support
developmentally appropriate class-
rooms by striving to provide funds
for needed staff, equipment, materials
and supplies.

Roles of Players in the Program:

___Subtotal Date
__Subtotal Date
___Subtotal ____ Date
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EVALUATION

A. Providing Program Continuity

1

1 prepare children for the transition
into and from my program.

I create several opportunities for children
and families to visit my program prior to
their formal entry and/or foster informal
interaction between my class and the
preceding and following groups.

1 actively encourage children and
families to participate in these
opportunities.

I seek to meet the needs of all children
who participate in my program.

I focus on the individual developmental
needs of children and accept age as the
only entry criteria.

I accept, value and plan for a broad
range of developmental levels and
welcome all children.

I use the results of developmental
screening to alert me to wne need for
further diagnostic assessment, not to
place children in programs or 10
discourage entry into my program.

I use test scores (if readiness or develop-
mental screening tests must be used) to
make initial instructional decisions about
each child, not to create barriers to school
entry or to attempt 1o group children into
separate, homogeneous classrooms.

I evaluate the results of formal screenings
and tests in light of each child’s daily
classroom behavior.
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B. Observing and Recording NOTES
Children's Behavior and Growth

— L I take time to observe children’s
behavior and growth on a daily basis
to identify individual needs and to
ensure that children are involved in a
variety of areas of the program.

— 2. 1 record my observations on a daily
m!

— 3 I use a variety of methods to study and
record each child’s development and
current level of understanding. For
example:

> 1spend at least 10 minutes at the end
of each day to jot down observations.

> I select a different group of children
to focus on at regular/weekly intervals
for individual note keeping.

> T use checklists to record frequently
observed physical, social-emotional
and intellectual developments and/or
use self-recording forms completed
by children.

> 1save dated samples of work of
each child.

> Ikeep a small note pad or clipboard
handy at all times for recording
observations and anecdotes.

> Tuse a camera to record non-
permanent products such as block
construction and organization of
dramatic play.

> 1use audio and video recording
equipment 1o augment observations.
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4. I regularly use my observations and NOTES
other records to identify and respond
to children’s changing needs.

1 interpret observations within the
context of the whole child.

I look for pattemns of behavior exhibited
at different times and in different
situations.

To meet the diverse needs of each child,
1 focus on both children’s areas of
strength and weakness.

1 observe children’s behavior in
spontaneous, self-initiated activities as
well as in teacher-initiated activities and
routines.

C. Program Planning

1. 1 use my observations to build
developmentally appropriate
expectations for each child.

I set individual, realistic goals so that
each child is chzllenged and supported.

I communicate in a positive,
nonthreatening and encouraging manner
to promote children’s feelings of success
and to develop children’s capacity to
learn from mistakes.

I work to identify and respond to
children’s special needs and different
learning styles.

2. I use my observations to build short-
and long-range plans for the group.

1 assess regularly the suitability of
classroom organization, room
arrangement, management, routine and
program content for the children’s
changing development. 126
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1 consider all aspects of development - NOTES
physical, social-emotional, cognitive and
creative — in setting goals and
formulating plans.

I develop long-range plans and
organize concepts that will tie the
program components together through
the year to form an integrated
curriculum.

I plan both content and implementation
of activities.

3. My planning is very flexible.

I modify plans on the basis of children’s
spontaneous interests, individual needs
and responses.

I plan projects and activities to address
children's needs by flexibly using locally
developed curriculum guides and
checklists, published teachers’ guides,
scope and sequence materials, and other
appropriaie resources.

____Subtotal: Evaluation

___Subtotal Date
___Subtotal Date
___Subtotal Date
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HOME-SCHOOL-COMMUNITY NOTES
PARTNERSHIPS

A. Changing Family Patterns and
Needs

1. I am sensitive to and demonstrate
acceptance of each child’s individual
family pattern, cultural heritage or
special needs.

I create a broad positive definition about
“family,” including patterns like single
parenting and blended families.

I strive to be knowledgeable about and
sensitive to each child’s family pattern
and special stresses (for example, illness
or death of family member, new sibling,
recent divorce...).

I value cultural diversity and seek to
establish and maintain a nonsexist,
multicultural classroom environment.
(for example, my classroom contains
pictures of members of many cultural
groups of both sexes in varied
occupations and professions).

I strive to be knowledgeable about and
sensitive 10 each child's special needs,
including handicapping conditirns.

2. 1 am responsive to the needs generated
by cultural diversity and changing
family patterns.

1 seek effective, positive ways to be a
resource for information and referral for
families (for example: child care ser-
vices, economic and health supports...).

I try to accommodate the needs of the
children’s families (schedule only a few
evenis each year, communicate with
families by telephone when possible...).

135
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I respond to the needs of working
families and avoid scheduling patterns
which disrupt families and children

(for example, I avoid scheduling parent
conferences and/or meetings during the
school day without helping to assure that
child care options are available).

B. Parents as Partners

1. 1involve parents in the transition
processes (from pre-kindergarten
experiences to kindergarten, from
kindergarten into first grade...).

I seek parental input about their
children's development and their
expectations.

1 include parent participation in the
kindergarten entry process and/or in the
transition into my class.

I create opportunities for families to learn
about and visit my program and the
program the child will participate in the
following year in ways that are
responsive 10 their needs and availability.

2. I strive to maintain open and clear
lines of communication with families
on a frequent &nd regular basis.

I summarize children’s individual
development and needs in clear, positive,
jargon-free language.

I use a variety of means for
communication (conferences, home
visits, meetings, monthly newsleters,
telephone calls, classroom visits by
parents...).

1 respect parents for the difficult job they
have, listen to their viewpoints and
support them in their roles as parents.

134
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3. I actively seek to involve parents ina
meaningful partnership that supports
the child's educational experience.

1 establish a trusting relationship with

families, making them feel welcome t0
communicate frequently with program |
staff.

1 provide frequent, specific opportunities
for parents to be involved with their
child’s education at home and encourage
and support their efforts.

I encourage families to participate in the
program in a variety of roles responsive
to their own needs and availability (for
example: preparing materials for the
classroom, contacting other parents by
telephone...).

C. Building an Early Childhood ‘
Continuum |

1. 1 work with other school staff to build
developmental continuity within my
school.

{
|
|
|
\
{ seek formal and informal opportunities
to develop ongoing communication and |
cooperative efforts with all school staff. 1

|

I support and participate in school early
childhood meetings addressing §
developmental continuity. |

I communicate with school staff about
the goals of our programs and encourage
and participate in mutual observations of
our classrooms in action.

I support efforts 1o build more realistic,
developmentally appropriate expectations
for children.

1 share my understanding and knowledge
of the children in my class with their next 1440
teachers. 32




2. I work with other early childhood
professionals and administrators
to build developmental continuity
among all early childhood settings:
home, pre-kindergarten and
elementary school programs.

I seck formal and informal opportunitics
1o develop ongoing communication and
cooperative efforts with all members of
the community’s early childhood

programs.

I support and participate in community
carly childhood meetings addressing
developmental continuity.

I communicate with community early
childhood programs about the goals of
my program and encourage them to
observe my classroom in action (for
example: Head Start, school-aged child
care...).

I take time to visit other early childhood
programs in the community to see them
in action.

I support efforts to build more realistic,
developmentally appropriate expectations
for children in all community early
childhood programs.

___ Subtotal: Home-School-Community

Partnerships
___Subtotal ____Date
___Subtotal ___Date
___Subtotal ___Date
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PROFILE OF DEVELOPMENTALLY APPROPRIATE PRACTICES

By recording the subtotal within each component, you can get a "rough” profile of the strengths and

needs of your program.
DEGREE OF
DEVELOPMENTAL
APPROPRIATENESS
OF MY PROGRAM
To a great 165 78 192 69 78
degree
To a moder- 110 52 128 46 52
ate degree
To a small 55 26 64 23 26
degree
Learning Integrated Rolesof  Evaluation Home/SchooV
Environment Curriculum Players Community
Parmnership
PROGRAM COMPONENTS

As part of this formative document, the profile is provided as a visual representation of your
program. Because all items in the instrument are not equal, this is only a rough profile. Please usc it
as a diagnosite tool in helping you to assess your program's strengths and needs, as well as your own

growth. This is not to be used as part of an evaluation process.

142
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SAMPLE CURRICULUM

ELEMENTS OF DEVELOPMENTALLY APPROPRIATE PRACTICES (DAP)

+++ PURPOSE...
We honor each child’s unique development by providing dynamic and nurturing learning experiences.
+++ ESSENTIAL ELEMENTS...
1.0  Instruction is child centered, activity oriented, subject matter integrated, and differentiated for age and individual
appropriateness.
20  Curriculum is designed to promote maximum student involvement in integrated learning that meets the students’
developmental needs.
30  Teacher observation of student progress is a primary focus of assessment. Progress reporting is narrative in form
and individual rather than comparative.
40  Children are provided a nurturing and challenging environment that maximizes ease of transition from home to
school and from group to group.
50 The school provides guidance for the social and emotional development of students.
6.0  The school encourages family involvement in the educational process.
70  School organization is flexible and responsive to the needs of children within the school community.
80  Ongoing staff development is provided to support professional growth for all staff members.

Corvallis School District #509], 1555 S.W. 35th Street, Corvallis, Oregon 97333-1198, (503) 757-5811.
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DEVELOPMENTALLY APPROPRIATE PRACTICES

Essential Element: INSTRUCTION is child centered, activity oriented, subject matter integrated, and differentiated for age and
individual appropriateness.

CHARACTERISTICS PRACTICE METHODS AND TECHNIQUES
(working column)

1.1  Instructionis integrated. 1.1.1 Teachers conduct activities that incorporate
interdisciplinary curriculum goals.

1.1.2 Teachers guide children's involvement in
projects and learning centers.

1.1.3 Teachers enrich learning experiences.

12 Children learn through active ~ 1.2.1 Teachers provide a variety of
involvement. learning activities from which
children may choose.

1.2.2 Children are given opportunities to plan
learning activities of interest to them.

1.2.3 Nutings and visits from resource people occur
» equently.

1.2.4 Children learn from each other in formal and
informal settings.

1.2.5 Instructional methods encourage interaction
between the teacher and the child.

1.2.6 Teachers use methods and techniques that .
145 engage the minds of all students throughout 1106
R the instructional day.

ERIC
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DEVELOPMENTALLY APPROPRIATE PRACTICES

Essential Element: INSTRUCTION is child centered, activity oriented, subject matter integrated, and differentiated for age and
individual appropriateness (continued).

CHARACTERISTICS PRACTICE METHODS AND TECHNIQUES
(working column)
13  Learning materials and 1.3.1 Manipulatives are incorporated into planned
activities are concrete, real instructional activities and kept readily
and relevant to children's lives. accessible for informal student use.

1.3.2 A variety of work places is provided and
flexibly used.

1.3.3 Learning materials and activities reflect the
child's world in and out of school.

14  Teachers build on children’s 1.4.1 Teachers work with children in a supportive
motivation to make sense of the way toward the accomplishment of shared and
world and acquire competence. individual goals.

1.4.2 Teachers guide children to see alternatives,
improvements, and solutions.

1.4.3 Teacher challenge students to overcome
hurdles to achieve success.

) 145
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DEVELOPMENTALLY APPROPRIATE PRACTICES

Essential Element: INSTRUCTION is child certered, activity oriented, subject matter inteerated, and differentiated for age and
individual appropriateness (continued).

CHARACTERISTICS PRACTICE METHODS AND TECHNIQUES
(working column)
1.5  Instructional decisions are 1.5.1 Progress is assessed using a variety of
based on each child’s techniques but grimarily through daily
progress. observation and recording at regular intervals.

1.5.2 Instructional decisions are designed to
challenge learners.

15.3 Assessment information is used to focus and
individualize instruction.

15.4 Children are encouraged to extend themselves
(take risks) and are supported while they learn
from mistakes as well as successes.

1.6  Teachers use knowledge of 1.6.1 Instruction reflects an understanding of the
human growth and developmental needs of the age group.
development as a basis for
making instructional decisions. 1.6.2 Instruction is individuall appropriate

providing for interests and abilities outside
the chronological age of the group.

149 154

ERIC

Full Tt Provided by ERIC.



DEVELOPMENTALLY APPROPRIATE PRACTICES

Essendal Element: INSTRUCTION is child centered, activity oriented, subject matter integrated, and differentiated for age and
individual appropriateness (continued).

CHARACTERISTICS PRACTICE METHODS AND TECHNIQUES
(working column)
1.7  Instruction is intentional. 1.7.1 Teachers/students have a clear understanding
of curricular goals.

1.7.2 Centers and activities are goal directed and
purpn-eiul

1.7.3 Teachers are competent in the use of a variety
of teaching models and techniques.

1.7.4 instruction promotes thinking processes.
1.7.5 Instruction promotes creativity.

1.7.6 Instruction incorporates differentiated content,
process, and product.

ERIC
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DEVELOPMENTALLY A. PROPRIATE PRACTICES

Essential Element: CURRICULUM is designed to promote maximum student involvement in integrated learning that meets the
students’ developmental needs.

CHARACTERISTICS PRACTICE METHODS AND TECHNIQUES
(working column)
2.1  Curriculum is designed to 2.1.1 Curriculum addresses the whole child
develop knowledge and skills ~physical, social, emotional and
in all developmental areas. cognitive.
2.1.2 Curriculum reflects knowledge of age
appropriate activities.
2.1.3. Curriculum allows for individually
appropriate instruction.
2.2 Curriculum is both child- 2.2.1 Curriculum is implemented to take optimum
centered and content-centered. advantage of child's curiosity and
enthusiasm for learning.

2.2.2 Curriculum is implemented to develop a
student's self-esteem through a sense of
competence and positi-e feelings toward
learning.

2.2.3 Curriculum content reflects students' interests
as well as essential learnings.

2.2.4 Curriculum is responsive to individual
differences in ability, development, and
learning styles.

2.2.5 Curriculum is based on current research.

|
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DEVELOPMENTALLY APPROPRIATE PRACTICES

Essential Element: CURRICULUM is designed to promote maximum student involvement in integrated learning that meets the
students’ developmental needs (continued).

CHARACTERISTICS PRACTICE METHODS AND TECHNIQUES
(working column)

2.3  Curriculum provides opportuni- 2.3.1 Activities promote interaction with
ties for interaction. materials.

2.3.2 Activities provide OF ortunities for children to
learn from other children and adults.

2.3.3 Activities develop communication and
cooperation.

24  Curriculum areas are integrated. 2.4.1 Traditional subjects such as reading, writin
and math are embedded into larger units o
study as well as taught as individual
developmental skills.

2.4.2 Technical skills are taught as needed to
support larger concept development.

2.5  Curriculum material instill 2.5.1 Materials are multi-cultural and free.
acceptance and appreciation of
differences and similarities
among people.

2.6  Curriculum is designed to help 2.6.1 Activities and materials promote exploration,
children learn how to learn. thinking, and creativity.

2.6.2 Curriculum helps children learn how to access
and use information.

! 156
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DEVELOPMENTALLY APPROPRIATE PRACTICES

Essential Elemer : Teacher observation of student gr T
narrative in form and individual rather than comparative.

CHARACTERISTICS

PRACTICE METHODS AND TECHNIQUES
(working column)

3.1

3.2

3.3

©
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Student assessment is based on
the child's development.

Student progress is reported to
parents.

Student progress is continuous.

3.1.1

31.2

3.1.3

3.14

3.2.1

322

323

3.3.1

Development of the whole child--physical,
social, emotional, and cognitive is assessed.

Assessment occurs and is recorded at regular
intervals.

Students are given opportunities for self-
assessment.

Performance assessment, including
observations and samples of student work, is
the primary method used in student and
program evaluation.

Reports to parents reflect growth and develop-
ment of the individual child rather than a
comparison to classmates.

Wiritten reports *o parents are descriptive and
narrative.

Conferences are scheduled on an as-needed
basis, but no less than two times a year.

Children are allowed to progress in all areas
as they display developmental readiness.

8 165

ess is a primary focus of ASSESSMENT. Progress reporting is



DEVELOPMENTALLY APPROPRIATE PRACTICES

Essential Element: Children are provided a nurturing and challenging ENVIRONMENT that maximizes ease of transition from
home to school and from group to group.

CHARACTERISTICS PRACTICE METHODS AND TECHNIQUES
(working columr)

41  The school environment invites 4.1.1 Staff members provide a safe and clean
learning. environment.

4.12 Staff members create a caring, emotionally
secure environment.

4.1.3 Physical space is desigaed and organized to
facilitate interactive learning.

42  Children are assisted in making 4.2.1 Schedules provide smooth transitions and
smooth, comfortable transitions. limit interruption of the instructional
process.

4.2.2 Transitions are eased throu§h on%ging
communication among staff members and with
families.

4.2.3 Staff members prepare students for transitions
within the school setting.

4.2.4 Children and families are assisted in making
smooth, comfortable home to school
transitions.

4.25 Staff members are sensitive to traqiitions and
values of students and their families.

159 9 16,1
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DEVELOPMENTALLY APPROPRIATE PRACTICES

Essential Element: Children are provided a nurturing and challenging ENVIRONMENT that maximizes ease of transition from
home to school and from group to group (continued).

CHARACTERISTICS PRACTICE METHODS AND TECHNIQUES
(working column)

43  The diversity and inequities of
each child's early life experi-
ence is considered.

44  The wide variations in children's
development and learning deter-
mines curriculum development.

45  The school's expectations of the
entering kindergarten students is
reasonable, appropriate and
supportive.

4.6 The school provides age-appropri-
ate teaching and curriculum.

4.7  All areas are individual-appro-
priate, for temperament, interests,
cultural differences, and family
differences.

4.8  The school meets the needs of each
child and provides whatever
services are needed, includin
basic health care and economic
security.

10 162
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DEVELOPMENTALLY APPROPRIATE PRACTICES
Essential Element: The school provides guidance for SOCIAL AND EMOTIONAL DEVELOPMENT of students.

CHARACTERISTICS PRACTICE METHODS AND TECHNIQUES
(working column)

5.1  School staff Emmotes positive  5.1.1 Staff members facilitate the development of
social growth. social skills at all times.

51.2 Staff members assist students to be aware of
and assume responsibility for their own
behavior.

5.1.3 Stafi members help students learn to solve
interpersonal problems.

5.1.4 Staff members set clear limits in a positive
manner.

5.1.5 Staff members involve students in establishing
rules and consequences.

5.1.6 Staff members promote cooperative learning.

5.1.7 Staff members lead students in appreciating
and celebrating uniqueness.

5.2  School staff suplports healthy 52.1 Staff members facilitate the development of
emotional development. healthy emotional development at all times.

5.2.2 Staff members provide oEportunities for
students to understand themselves and others.

5.2.3 Staff members recognize and assist students to
recognize each person’s uniqueness.

163 164
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DEVELOPMENTALLY APPROPRIATE PRACTICES
Essential Element: The school provides guidance for SOCIAL AND EMOTIONAL DEVELOPMENT of students (continued).

CHARACTERISTICS PRACTICE

METHODS AND TECHNIQUES
(working column)

53

5.4

5.5

5.6

Full Tt Provided by ERIC.
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The school makes certain students
understand appropriate school
behavior.

The school emphasizes activities

that help develop self-esteem and

self discipline. Students feel
competent, worthwhile, and accepted.

There is respect within the school
for childrens' ideas.

The school involves the staff in
developing in-service plans to

learn how to deal with social and
emotional development of students.

165 12
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DEVELOPMENTALLY APPROPRIATE PRACTICES

Essential Element: The school encourages FAMILY INVOLVEMENT in the educational process.

CHARACTERISTICS PRACTICE METHODS AND TECHNIQUES
(working column)
6.1  Families are inv)lved in their ~ 6.1.1 Families visit school frequently.
children's education.
6.1.2 Families and teacher communicate frequently.
6.1.3 Family members volunteer in school
6.1.4 Many o%portunities for family education are
provided.
6.1.5 Staff members view parents as partners in the
educational process and seek input to assist
with decision making where appropriate.
6.2  Parents and volunteers have
options for becoming involved in
activities that support the
instructional programs.
6.3  Staff members provide parents
with information and techniques
for helping students learn.
6.4  There is frequent two-way
communication between parents
and Chapter 1 staff.
6.5  Parents are aware of their 165
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responsibilities for helping
students learn.
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DEVELOPMENTALLY APPROPRIATE PRACTICES
Essential Element: SCHOOL ORGANIZATION is flexible and responsive to the needs of the children within the school

community.
CHARACTERISTICS PRACTICE METHODS AND TECHNIQUES
(working column)
7.1  Needs of the student(s) drive ~ 7.1.1 Staffing and organization are determined
grouping, staffing, and within individual buildings.
scheduling.
7.1.2 Class sizes are at levels consistent with
educational research.
7.1.3 Children are placed where it is expected they
will do their best as judged by their
development and not their grade level.
7.1.4 Children may be moved among groups during
the year to support continuous student
development.
7.1.5 Children with special needs are served within
the classroom as appropriate.
7.2  Staff specialization and 7.2.1 Staff selection and inservice reflect emphasis
configuration reflect the on early childhood and interdisciplinary
unique needs of the school education.
community.
7.2.2 Staff is allocated and assigned based on
student needs.
7.3 Administration policies
support the program.
170
14
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DEVELOPMENTALLY APPROPRIATE PRACTICES
Essential Element: Ongoing STAFF DEVELOPMENT is provided to support professional growth for all staff members.

CHARACTERISTICS PRACTICE METHODS AND TECHNIQUES
(working column)

81 Planned, comprehensive staff  8.1.1 School board, district, and building level

development forms the administration plan for and provide funds and
foundation of effective resources to support staff development.
instruction.

8.1.2 Staff development activities are tailored to
meet staff needs and include large group, small
group, and one-to-one growth opportunities.

8.1.3 Staff members with expertise in special areas
are provided time to assist in staf

development.
82 A wide range of opportunities  8.2.1 Opportunities include training in instructional
to enhance learning and profes- strategies, differentiating curnculum,
sional excellence is provided. assessment methods, and child development.

82.2 Opportunities to develop leadership are
provided.

8.3  Emphasis is given to staff
development/training and
teacher skill building.

84  Staff development opportunities
are attractive to Chapter 1 staff.

172
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DEVELOPMENTAILY APPROPRIATE PRACTICES

Essential Element: %)ngoing eg;'AFF DEVELOPMENT is provided to support professional growth for all staff members
continued).

CHARACTERISTICS PRACTICE METHODS AND TECHNIQUES
(working column)

85  Staff development and training
are supported with time and other
necessary resources.

8.6  Feedback from instructional
observations emphasizes improv-
ing instruction and boosting
student achievement.
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THE DAP IMPROVEMENT CYCLE

Significant change requires thoughtful planning. For the DAP effort to be
successful, schools must be clear about the action they will take in the change

process.
Six key steps are necessary.
1. Establishing a vision
* e/mission
) Essential elements
* Practices
) Methods and techniques

ent performance/development
Staff practices and characteristics

2. Develoging a school profile
* tu
) School /community environment

3. Designing action plans
’ Practices selected for improvement
) Staff development needs determined
’ Resources identified
4. Implementation
’ New practices used
On-going staff development
Support systems in place

5. Monitoring (on-going)

’ Inservice evaluated
Staff reports progress with new practices
Student development observed and reported

-]

6. Evaluation/Renewal (annually)

’ Determine progress
Celebrate accomplishment
Renew the cycle

®

The relationship between the steps in the cycle looks like this:

Vision
Evaluation/ Profile
Renewal e amEESEEEREEES

DAP

Improvement

Cycle
Monitoring Action Plan

————mPpp Implementatio
17
175
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Handout 19

EARLY CHILDHOOD FDUCATION
ANNOTATED BIBLIOGRAPHY

1. General Issues

Bredekamp, 3., (Ed.) Developmentally Appropriate Practices in Early Childhood
Programs Serving Children Birth Through Age 8. (Expanded edition). Washington,
DC: National Association for the Education of Young Children (NAEYC), 1987.

This key curriculum and policy guide has been written into State and
Federal legislation and provides: a policy statement on, and examples of,
developmentally appropriate practices (DAP) at each age level; strategies
for successful transitioning from level-to level; communicating to parents
and administrators about DAP. Each section offers a reference list. (Refer
to the Appendix on Resources for further details about NAEYC.)

Caldwell, B. M. "All-day Kindergarten — Assumptions, Precautions, and
Overgeneralizations." Early Childhood Research Quarterly 4(1989): 261-266.

This article addresses the mixed messages to the public concerning early
childhood education. On the one hand, its importance has become more
widely accepted; on the other, some educators caution against pushing
school-readiness skills too early, especially in all-day kindergartens. The
core issue now is adjusting the K-curriculum (whatever its length) to
children's individual differences and promoting learning processes over
learning production. "Developmentally appropriate” is not explicitly
defined.

Cohen, Deborah L. "Elementary Principals Issue Standards for Early-Childhood
Program Quality." Education Week (August 1, 1990): 14.:

In their guide for quality standards for more developmentally appropriate
instruction for three- to eight-year olds, The National Association of
Elementary School Principals (NAESP) issued recommendations to foster:
more active learning; alternatives to formal assessment, entry-level
testing, letter grades and retention; alternative group strategies; child-
centered environment (e.g., low child-adult ratio); collaboration among
schools, parents, support agencies. A summary of these standards is
available from the Rural Technical Assistance Center, Northwest Regional
Educational Laboratory (NWREL).

* Available from the Rural Technical Assistance Center, Northwest Regional Educational
Laboratory
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Cotton, K. and Conklin, N. F Research on Early Childhood Education: A Topical
Synthesis. Portland, OR: Northwest Regional Educational Laboratory, 1989.
($3.90)

This synthesis was devcloped as part of the NWREL School Improvement
Series. Given the trend for increasing emphasis on kindergarten
programs, it is important to examine what well-designed research reveals
about the short- and long-term effects of early childhood education.
Several pages of annotated references are included. [HANDOUT]

Cummings, C. "Appropriate Public School Programs for Young Children." ERIC
Digest. (PS-EDO-4-90).*

This concise overview addresses the areas of: ECE developmentally
appropriate research and policy positions, philosophy, screening,
curriculum, teacher preparation, parent involvement, community
collaboration, and ways to sustain programs. [HANDOUT]

Drew, M. and Law, C. "Making Early Childhood Education Work." Principal.
(May 1990): 10-12.

The theme of this article is a high quality, full-day kindergarten as the key
to a developmentally appropriate early childhood program. A school in
Omaha decided this was the path to take in response to teachers concerns
that children were being pushed too early to perform academically. The
article includes their philosophy statement and details about the program.

Kagan, S. L. Excellence in Early Childhood Education: Defining Characteristics and
Next-Decade Strategies. Washington, D.C.: U.S. Department of Education Office
of Educational Research & Improvement, 1990.

At the 1989 Education Summit, President Bush endorsed a fourth "R"™:
readying children for social and functional competence. Research
supports the effectiveness of early intervention for low-income children.
Despite different program agendzs, the research consensus is that the
quality of such programs is most linked to: (1) the relationship between
child and caregiver; (2) relationship between caregiver and parent; (3) the
environment. In addition to traditional academic achievement, the author
advocates program outcome goals of equality and integrity. Strategies for
excellence include moving from: (1) program to systems models; (2)
"particularistic” (competitive, isolated) to "universal” (cooperative) vision;
(3) short to long-term coinmitments.

» Available from the Rural Technical Assistance Center, Northwest Regional Educational
Laboratory
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Mitchell, A. W. "Schools That Work for Young Children." The American School
Board Journal (Nov. 1990): 25-41.

This article describes a Bank Street College of Education 1989-90 study of
five diverse public elementary schools in New York City. Successful
programs were found to have three factors in common: (1) whole-child
centered sense of purpose coupled with flexible practices; (2) commitment
to teamwork and shared decision making; (3) commitment to staff
development. Effective intervention recognizes that youngsters learn by
doing; is an integrated process, is develc:’pmentally appropriate; is multi-
cultural, community-based and teacher dependent. School boards can
promote such practices by supportative policies.

National Association of Elementary School Principals. Standards for Quality
Programs for Young Children. Alexandria, VA (1990)(60 pages).

What is new in early childhood public education is: (1) the rising number
of classes for three- and four-year-olds; (2) "a growing recognition ... that
young children are not simply a smaller version of older children." (p.1)
This guide lists quality indicators for curriculums, school personnel,
accountability, parental and community components of programs, and a
checklist for applying these standards. An abbreviated version of this
lengthy checklist is available through the Rural Technical Assistance
Center (R-TAC), Northwest Regional Educational Laboratory.

Peck, J. T., McCaig, G., and Sapp M. E. Kindergarten Policies: What is Best for
Children? Washington, DC, Research Monographs of the National Association
for the Education of Young Children, Volume 2, 1988.

Recommendations are made regarding kindergarten entry age, testing,
curriculum and length of the school day. On entry age, the advice is to set
reasonable cutoffs, reach all eligible children, include parents in the
decision, and reexamine the appropriateness of the curriculum. The
authors recommend using valid, reliable tests only for their intended
purpose, in conjunction with multiple indicators and parental
involvement. Stressed are: developmentally appropriate goals and
practices; communication with parents and the entire school community;
priority funding for small class size, low adult-child ratios, teachers with
degrees in early childhood education and inservice training; maximizing
program options and length of the school day.

Warger, Cy., editor. A Resource Guide to Public School Early Childhood Programs.
Alexandria, VA, Association for Supervision and Curriculum Development
(ASCD), 1988. (198 pages) [source: Jack; review for more program data]

Articles by different authors discuss current ECE trends and issues:
implications of research; resistance to developmentally appropriate
practices; public school involvement in ECE; kindergarten for the
economically disadvantaged and direct instruction; descriptions of 19
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diverse kinds of programs (contact information, program overview,
mission, operation, funding, unigiue features, references); national
resources.

Weikart, D. P. “Changed Lives: A Twenty-Year Perspective on Early Education."
American Educator. Vol. 8, No. 4 (1984): 22-25;43.

This article summarizes the outcomes of the most extensive follow-up
study conducted of early childhood education. The 20-year longitudinal
study concluded that the overall impact was positive on the 123 young
adults who had attended the Perry Preschool program for economically
disadvantaged children. The curriculum , now called the
High/Scope Preschool Curriculum, is loosely based on Piaget's
developmental theories.

II.  Curriculum: Early Literacy and Math

Graves, M. The Teacher’s Ideabook: Daily Planning Around the Key Experiences.
Ypsilanti, MY, The High/Scope Press, 1989.

This book features the High/Scope Curriculum (formerly known as the
Cognitively Oriented Curriculum), whose philosophy is that early
childhood education should nurture self-reliant problem solvers through
active learning. Influenced by Piaget's developmental stages, it provides
principles and types of activities planned around individual needs,
interests and styies. A team approach is emphasized, with each team
member making notes on a daily observation sheet called the Child
Assessment Record (CAR). Briefly described are studies demonstrating
the validity of the curriculum, and the important link between preschool
experiences and later academic and social development. An appendix
lists sources of songs and fingerplays.

Harcourt, L. Explorations for Early Childhood. Ontarin, Canada: Addison-Wesley,
1988.

This is a comprehensive guide to an activity-based kindergarten and pre-
kindergarten mathematics program. Theory on each of the following
math concepts is coupled with concrete examples of related practices:
problem-solving, number, geometry and measurement. Activities related
to these concepts are organized around six units: circle activities, theme
activities, daily routines, home projects, and finger plays. The guide also
furnishes an annotated bibliography of children's literature realted to
major math concepts.

Heibert, E. H. "The Role of Literacy Experiences in Early Childhood Programs.”
The Elementary School Journal. (1988). 89(2): 162-171.

The emergent literacy perspective is presented as an alternative to
standard beginning reading and written language approaches that stress
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discrete skills such as letter naming. Information is presented on
children's existing literacy knowledge/processes prior to formal
instruction, and ways to strength the match between this existing literacy
base and instruction. The Metropolitan Reading Readiness Test's addition
of a pre-literacy inventory is an example of a test that supports the
emergent literacy viewpoint.

Lomax, R. G. and McGee, L. M. "Young Children's Concepts About Print and
Reading: Toward A Model of Word Reading Acquisition.” Reading Research
Quarterly. (Spring 1987). 22(2): 237-256. '

The authors tested several theoretical models of the development of print
and word reading on measures obtained from three- to seven-year-olds.
The model which fit the data best contains five components: concepts
about print, graphic awareness, phonemic awareness, grapheme-phoneme
correspondence knowledge, and word reading. The relevance of these
concepts to reading instruction is that they are key pre-skills and follow a
developmental sequence.

Morrow, L. M. "Young Children's Responses to One-To-One Story Readings in
School Settings.” Reading Research Quarterly. (1988) 23(1): 95-105.

This study report compares exposure vs. non-exposure to story reading on
low ability, low sociceconomic status four-year-olds in day care centers.
Such exposure increased the number and complexity of interpretative
responses over a more traditional reading readiness approach used in the
control group.

Nunnelly, J. C. "Beyond Turkeys, Santas, Snowmen, and Hearts: How to Plan
Innovative Curriculum Themes." Young Children (November 1991): 24-29.

The article Hffers a planning strategy for developing innovative themes for
group activities to promote early childhood cooperation skills: 1)
brainstorm on topics, 2) design a theme's implementation, and 3) plan
specific group activities. Parents and students play a role in planning as
well. The reference list includes activity books and other ECE curriculum-
related materials.

Pinnell, G. S. "Reading Recovery: Helping At-Risk Children Learn to Read.” The
Elementary School Journal: (1989) 90(2): 162-183.

Reading Recovery, compatible with the whole language philosophy, is an
early innovative approach to help at risk children "catch up” featuring:
special teacher training, intensive one-to-one sessions for 10-20 weeks,
focus on strengths, and reading and writing immersion rather han drill.
The author concludes that the program warrants continued attention due
to its unique features and positive evaluation results.
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Pinnell, G. S., Fried, M. D., and Estice, R. M. "Reading Recovery: Learning How
to Make a Diffeence." The Reading Teacher. (January 1990): 282-295.

The authors provide a sample lesson plan, a participant teachers's
relections, teacher training model and research base for Reading
Recovery, a promising short-term early intervention program developed
to give extra help to the lowest achieving readers in first grade. The

am involves daily, 30-minute indi: idual lessons in which teachers
reinforce and analyze what are considered developmentally appropriate
reading and writing activities.

Strickland, D. S., and Morrow, L. M. "Developing Skills: An Emergent Literacy
Perspective." The Reading Teacher. (Oct. 1989): 82-83.

This article addresses the concern that the holistic emergent literacy
perspective slights the need for specific skill acquisition. A case is made
that positive attitudes and strategies for learning to read and write go
hand-in-hand with development of the subskills necessary for school
success. The teacher's role is to provide the conditions for embedding
skills in the strategic learning process.

The Western Reading Recovery Program. Vol. 2, No. 1. Portland State University:
November 1990.

With the Reading Recovery (RR) program now into its second year at
PSU, this newsletter reports on the program's first year and upcoming
plans. In 1989-90, 14 teachers were trained and 105 at-risk children
served. For 1990-91, plans are underway to implement RR in 19 school
districts in Oregon and Washington. For year 3 (1991-92), the application
deadline for teacher and leader training is March 29, 1991. Also given are:
training sites and costs, a description of the leader role, visitor’s policy,
contact information, and information about obtaining an introduciory
video.

Wasik, B. A. and Slavin, R. E. Preventing Early Reading Failure With One-To-One
Tutoring: A Best Evidence Synthesis. Baltimore: Center for Research on Effective
Schooling for Disadvantaged Students (Johns Hopkins University), 1990.

Adult one-to-one tutoring has been demonstrated to be highly effective in
reaching these students. Five primary programs that utilize
individualized tutoring are analyzed: Reading Recovery, Success for All,
Prevention of Learning Disabilities, Programmed Tutorial Reading, and
the Wallach Tutorial Program. The authors conclude that all the
programs positively impacted student achievement at least in the short-
term; those with certified teachers as tutors had the most substantial
effect.
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III. Assessment

Bagnato, S. J., Neisworth, J. T., and Munson, S. M. Linking Developmental
Assessment and Early Intervention: Curriculum-Based Prescriptions. (2nd ed.) AGS:
Circle Pines, 1989.

This test publisher explains procdures for designing a Prescriptive
Developmental Assessment battery for preschoolers. Included are
reviews of over two dozen scales, curriculua, checklists and actual case
studies.

Fairbanks North Star Borough School District Language Arts amd Reading Assessment,
Grades 1 and 5.: Jim Villano, Fairbanks North Star Borough School, Box 1250,
Fairbanks, AK 99707-1250 (NWREL Test Center #400.3FAINOS). [date?]:

This document includes a package of instruments for assessing various
aspects of reading and language arts achievement at grades 1 and 5. The
grade 1 package includes a "writing sample” in which studnets prepare a
picture story and then caption it; a scale for measuring attitude toward
reading; a teacher rating of reading progress; and holistic listening and
speaking ratings.

From Computer Management To Portfolio Assessment. Jackie Mathews, Orange
County Public Schools, Orlando, FL, The Reading Teacher, February 1350.
(NWREL Test Center #440.6FROCOM).*

The four core elements of a reading portfolio for grades K-2 are detailed:
a reading development checklist, writing samples, a list of books read by
the student and a test of reading comprehension. The Reading
Development Checklist includes concepts about print, attitudes toward
reading, strategies for word identification and comprehension strategies.
The reading comprehension test is still under development. The article
also describes optional assessment tools, and other necessary elements for
an innovation of this typ~: administrative support, a climate for change,
experts in the area of reading, good staff development, and grassroots
interest.

Goodman, K. S., Goodman, Y. M., and Hood, W.]. The Whole Language Evaluation
Book. Portsmouth, NH: Heinemann, 1989.

This anthology of essays by teachers and writing consultants explores
whole language principles, issues and approaches. Included are samples
of self and peer evaluation as well as teacher -directed evaluation ratings,
checklists, anecdotal records and miscues. Though the main focus is not

« Available from the Rural Technical Assistance Center, Northwest Regional Educational
Laboratory
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on early childhood education, some methods may be adapted to ECE and
two sample growth documentation forms for kindergarten are included.

Hyson, M. C,, et al. "The Classroom Practices Inventory: An Observation
Instrument Based on NAYEAC's Guidelines for Developmentally Appropriate
Practices for 4- and 5-Year-Old Childre.” Early Childhood Research Quarterly,
(1990), 5: 475-494.

This article describes a promising new assessment instrument specifically
based on the National Association for the Education of Young Children's
guidelines for appropriate early childhood curriculum practices. The
authors reached their conclusion abcut the 26-item rating scale after
studying ten preschool programs.

ILEA/Centre for Language in Primary Education. The Primary Language Record:
A Handbook for Teachers. Portsmith, NH: Heinemam, 1988.

"Primary" is defined as ages 3-11 by the London-based Centre. The
handbook contains a copy of, and explains the language and literacy
develpment concepts underlying, the Primary Language package
consisting of: (1) the main record, and (2) an optional observation and
sample sheet which can be incorporated into a teacher's existing record
system. The system is designed to involve children, parents and all the
child's teachers; record progress in all of a child's languages; and serve as
a cumulative language profile.

Integrated Assessment System: Mathematics and Language Arts. Psychological
Corporation, 555 Academic Court, San Antonio, TX 78204-2498, (512) 299-1061.
(NWREL Test Center #010.3INTASS).:

The Psychological Corporation will shortly have available portfolio
packages for math and language arts for grades 1-8. This document
provides a brief outline of what those packages will be like, but describes
the language arts system only. They appear to involve both formal and
informal indicators of many aspects of performance: standardized test
scores, curriculum transcripts, a list of awards and distinctions, student
work samples, teacher rating scales and student self-evaluations.

Juneau Integrated Language Arts Portfolio for Grade 1, Ed McLain, Juneau School
District, 10014 Crazy Horse Drive, Juneau, AK 99801 (907) 463-5015. (NWREL
TEST Center #400.3JUNINL)*

The Juneau Grade 1 integrated language arts portfolio includes: teacher
checklists on reading development and oral language; 2 self-report of

* Av.ilable from the Rural Technical Assistance Center, Northwest Regional Educational
Laboratory
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attitude toward reading; one sample per quarter of text that a student can
read at the instructional level; two samples per quarter of student writing;
textbook embedded open-ended tests of reading comprehension;
standardized test scores; number of books read by the student; and a
checklist of language arts ski”  Also included are chhecklists, rating
forms, and a revision of the p. tfolio based on teacher feedback.

Langhorst, B. H. Consumers Guide: Assessing Early Childhood Education. Portland,
OR: Northwest Regional Educational Laboratory, April 1989. ($9.75)

This guide provides comprehensive state-of-the-art assessment
information, reviews of 50 available instruments and a "how to evaluate a
test” checklist. Major reasons for testing of young children are: 1)
screening to identify children at risk for potential learning problems; and
2) assessing readiness for a specific academic program.

Southwest Region Schools Competency-Based Curriculum—Grades K4. Janelle
Cowan, Southwest Region Schhols, Box 90, Dillingham, AK 99576. (NWREL Test
Center #010.350URES).*

This is a draft curriculum documernt in which math and language arts
objectives for grades K-4 are presented in two forms: (a) as a teacher
checklist; and (b) with an indication of how to assess each objective.
Objectives include listening, speaking, reading, writing, study skills,
numeration, computation, problem svlving, measurement and geometry.

The Role of Revision in the Writing Process. Linda Lewis, Fort Worth Independent
School Cistrict, 3210 W. Lancester, Fort Worth, TX 76107 (NRWEL Test Center
#470.6ROLOFR) [date?]*

This draft document provides information on using portfolios in writing
instruction and assessment: rationale, types, content, student self-
reflection, teacher documentation of student progress, and goals for
grades K-5. Included are samples of students’ written self-reflections,
samples of teacher analyses of student progress and skills checklists for
grades K-5.

Work Portfolio As An Asscssment Tool For Instruction. Gabe Della-Oiana,
Department of Educational Psychology, 327 Milton Bennion Hall, University of
Utah, Salt Lake City, UT 84112. (NWREL Test Center #470.3WORPOA)*

This is a draft paper which describes in detail a portfolio scheme for
writing for grades K-8. Included are layout, content and forms for the
front and back covers.

* Available from the Rural Technical Assistance Center, Northwest Regional Educational
Laboratory
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Handout 20

In looking at the growth pattern and development of a child it is important to acknow-
ledge the individuality of each child in regard to rate of development, style of devel-
opment, and stage of development.

Rate of Development

Rate of development refers to the timetable for reaching developmental milestones.
Developmental charts show the average age at which a child can perform a specific
task. However, there Is mo average child. No one set age can be given for when a
skill or ability should or will appear. Development means to unfold gradually-- each
child gradually develops an ability over a range of time. A child's mte of develop-
ment may differ from a chart in some or all areas. Respecting an individual child's
rate of development means recognizing, appreciating, and providing opportunities for
possible behaviors to occur-- it does not mean pushing the child. For example, when
a child has developed some eye-hand coordination and recognition of parts to a
whole, the child might be offered a simple jigsaw puzzle to explore. The child's pre-
ferences for particular activities as well as his or her success at other preliminary ac-
tivities, will determine whether the child has either the ability or inclination to com-
plete this task. In no case should anyone force or drill the child to complete the
puzzle.

Style of Development

§'yie of development deals with the temperament of the child. Some researchers say
that a baby is born with an individual temperament which stays basically the same
throughout childhood. Temp=rament has ., relation to intelligence or talent. Some
children learn in an outgoing fashion. They practice new skills as they interact with
others and are not bothered by mistakes. Other children learn best by practicing alone.
They may not demonstrate a skill publicly until they are assured of a polished, suc-
cessful performance. Some children progress with equal focus across the areas of
physical, cognitive, and affective (emotional and social) development. Other children
mature more rapidly in one developmental area relative to their progress in other
areas.

Stage of Development

Stage of development denotes the fact that children tend to develop in a prediciable

sequence. Cenain kinds of icarning precede others. Picking up or manipulating small
objects (i.e., rocks ) can refine the child's pincer grip which will later be used in learning

to write with a pencil. The general sequence implied by a developmental chart helps adults :

\_

C & 1 Specialty Option | 2601 Fortune Circle Drive, 300A / Indianapolis, IN 4652417 (800) 456-2380

H7-4

]:C luc)

Full Tt Provided by ERIC.



Full Tt Provided by ERIC.

ERIC

Child Development Page 2

(

N

knowwhauhcchildislikelytobe:eadyfmnextmdhowtobehelpfulwhenmnﬁng
new developmental challenges. However, always remember that children develop at their
own rates and in their own styles. Each child masters a skill when she or he is ready

(Dinkmeyer,1989).

Thesetofdevclopmennlchmsincludedonthefolhwingpagesisbasedpﬁmuﬂyon(}mn
(Ames & Haber, 1985; Ames & Iig, 1979) and pediatrician sources (McAteer, et al., 1988-
1989), as well as unpublished (Loeffler, 1974) and published (From crib to kindergarten,
1976; Caplan & Caplan, 1983) guides. The char:s offer only a general sequence of develop-
ment and a sample of related activities and behaviors. As with all charts, they have to be
used with caution. Children at risk may show differences in development. The sclected
bibliography on child development includes a number of sources specifically addressing the
development of at-risk children (Bowman, 1989; Burchinal, et al., 1989; Garcia, 1986; Lee,
1989; Niclsen, 1989).

Developmentally Appropriate Curriculum

In 1987, the Natione2 Association for the Education of Young Children (NAEYC) published
standards for "developmenially appropriate practice” in carly childhood programs (Bre-
dekamp). The NAEYC standards included (1) a whole child approach, (2) integrated curricu-
lum, (3) active, experience-based instruction, (4) developmentally appropriate materials,
especially manipulatives, (5) personally relevant content, (6) small-group work with opportu-
nities for conversation, (7) cooperative learning, (8) varied teaching strategies, and

(10) affective as well as cognitive development. A summary of the NAEYC standards is
included on page four of this handout.

Developmental Screening and Readiness Tests

In November of 1987, The National Association of Early Childhood Specialists in State
Departments of Education (NAECS/SDE) adopted a position statement entitled Unaccept-
able Trends in Kindergarten Entry and Placement. The position statement includes prin-
ciples regarding several concerns. There was general concern about the "dramatic changes in
what children are expected to do in kindergarten.” Principle 5 addressed the misuse of de-
velopmental screening and readiness tests, and Principle 6 addressed the increasing tendancy
to place disadvantaged children in segregated programs where there are lower expectations
for their achievement and fewer positive peer role models. The texts of principles five and
six are included on page five of this handout.

W
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[Based on: Bredekamp, S. (Ed.). (1987). Developmentally
children from birth through age eight, (expanded edition). Washington,
Young Children.}

Summary of NAEYC Principles of

Paged

Appropriate Practices for Young Children

e Teachers must always be aware of

the "whole child."
All areas of development are important -
physical, social, emotional, and intellectual.
Children are more likely 0 succeed in school
when the environment provides oppostunities
for them to physically use their bodies, make
friends, and develop self-estoem as well
as acquire knowledge.

 Throughont the primary grades, the
curriculum should be integrated.
The curricolum does not need to be divided
into discrete subjects with time allotted for each.
Young children can practice several skills while
completing a creative activity. They can master
social and cognitive skills as they work on
problem-solving tasks.

» Primary-age children should be engaged

in active rather than passive activities.
Children learn best from firsthand, relevant
experiences. Sitting sifently and listening to
someone clse 12k does not develop rich
concepts.

¢ The curriculum should provide many develop-
mentally appropriate metziiass for childres to
explore and think about. The curriculom should
sls» provide opportunizies for interaction and
communication with adults and other children.
Children Jearn best:
- When they manipulate real objects
rather than do pencil-and-paper or
seatwork activities.
- When they solve problems using
firsthand experiences.
- When they discuss what they have
experienced with others.

+ The coatent of the curriculum sbould be
relevant, engaging, and meaningful to the
cbildren themselves.
Children understand better when concepts and
information are related to their own personal
experiences.

« | ovide primary-age chilo: .8 with opportunities
to work in small groups on projects that provide rich
content for conversations. Teachers facilitate
discussions among childrea by making comments
and actively soliciting childrea's opinions and idess.
Children acquire deeper understanding and compre-
hension when they complete mesningful projects
over time. Rescarch indicates that engaging
children in conversations strengthens their ability to
communicate and to &R,

» Teachers recognize the importance of developing
positive peer group relationships. Teachers provide
opportunities and support for cooperative small
group projects that not only develop cognitive ability
but promote peer iateraction.
Essential t0 developing a sense of one’s own compe-
tence, primary-age children need to experience
on compefition and comperison among children may
stifle their motivation to leam and inhibit children's
optimism conceming their own abilities and poten-
tials.

* The younger the children and the more diverse

thetr background, the wider the variety of teaching

methods and materials required.
No one teaching strategy will work for all children.
Each child brings to school a unique patiemn of de-
velopment, learning style, and family/cultural

Effective teachers use a variety of in-

structional methods and practices in a flexible
manner. Effective teachers recognize that an
appropriate cusriculum fits the needs of the child.

+ Curriculum and teaching methods sbould be
designed so that children not only acquire knowiedge
and skills but also the disposition and inclination to
use them.

Children must acquire a love of leaming as well as
mowledge about the world. Children must
acquire the desire 10 read and to do math as well
as understand the mechanics. Children must want
to and know how 0 use problem solving tech-
niques as well as apply rote memorization skills.

appropriate practice in early childhood programs serving
DC: National Association for the Education of

_/
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Excerpts from Unacceptable

Child Developmens R . Page 5
— Trends in Kindergarten N
Entry and Placement
Discussion of Principle 5

. Anytestmedatklndemmnmtrmeemvﬂld.rdhbk,mdhdpmlh
initial program planning and information-sbaring with parents. .. They are
not used to create barriers to school entry or to sort children into what are per-

ceived to be bomogenous groups.

Kindergarten testing is a common practice in today’s public schools. Unfortunately,
mﬁumﬂnﬁh&smmb&ngnwdmm;ublywdmmimmeedm-
tional fate of many young children before they enter kindergarten. Developmental
mningnsmhosdlymdhieﬂynpdwelommdminsmdm&si@edpﬁ-
muﬂymprediafnmschoolmeesnwﬁndchimmmmmrmmg
appear to be good candidates for selective programs. As such, they must contain pre-
dicﬁvevalidityaswellastheamtedmndmdsforxdltesxsofmliabiﬁty,validity,
sensitivity, and specificity. Screening procedures should include vision, hearing, and
health assessments.

Readiness tests, by definition and statistical design, do not predict outcomes and
therefore cannot be substituted for such purposes. These tests assist teachers in making
instructional decisions about individual children. Children who do poorly on readiness
tests are likely to benefit most from the kindergarten curriculum. The paradox is that
if readiness tests are substituted for develcpmental screening measures, these children
are being channeled away from the regular classroom.

A major problem with kindergarten tests is that, of the many available, relatively
few meet acceptable standards of reliability and validity. The probability of a child being
misplaced based on several widely used tests is fifty percent -- the same odds as flip-
ping acoin. . ..

Even when credible, appropriate tests are selected, kindergarten screening and
developmental assessment are still uncertain undertakings because:

« Normal behavior of young children is highly variable.

» Young children are unsophisticated in generalizing from one situation to another and
are novices in testing behaviors.

« Young children miy not be able to demonstrate what they know and can do clearly
because of difficulties in using pencils or other markers, reading, writing, responding,
or certain abstract symbols.

» Separation anxiety, the time of day the test is administered, and rapport with the
examiner can all distort results, especially with young children.

[ From- National Association of Early Childhood Specialists in State Departments of Education.

(Nov:mber 11, 1987). Unacceptable trends in kindergarien eniry and placement: A position statemens.

Stateinent adopted st Annual Meeting in Chicago, Iinois. (ERIC Document Reproduction Service
\_ No. ED 297 856). ]
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Child Development Excerpts from Unacceptable

Page 6

r Trends in Kindergarten
Entry and Placement

Discussion of Principle 6

« All children are welcomed - as they are -- into heterogeneous kindergarten
umnp...mymnuwudhwum-mrpmmpﬁorwor
following regular kindergarten.

mmmﬁuﬁwofthewhoolismmqnchﬂdmnwimmenpﬁmdesm
skills they bring. The function of the schools is to help the child in all areas. The ex-
pecmtionisnouhatlllchildnnenmwithpmeqﬁsiwskills.

The dramatic growth of extra-year programs represents an attempt by the
educational systerx to cope with an escalating kindergarten curriculum and the varied
backgrounds of entering children. However, these programs often increase the risk for
failure for children who come 1o school with the educational odds sgainst tiem.
Selection and placement in “transitional”, "developmental”, or "readiness” classes
often brand the children as failures in their own eyes and those of parents, peers, and
teachers.

Children placed in segregated programs often encounter lowered expectations
from parents and teachers, have fewer positive peer role models for success and
confidence, and lack access to the regular curriculum. For all of these reasons, their
future pmgrcsstendstobemomlimitedandmanyofﬂwmcontinueintheslow track
throughout their schooling.

Heterogeneous class groupings are more likely to encourage growth for lower-
functioning children than homogencous ones. Experiences within the regular class-
room should be organized so that differences among children are valued rather than
being viewed as a barrier to effective instruction. Flexible peer groupings, multi-age
and ungraded structures, and cooperative learning are some alternatives that can foster
learning and self-esteem by valuing the gifts and talents of all children. (Bredekamp,
1987: Goodlad & Anderson, 1987; Gredler, 1984; Slavin, 1986).
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A QUICK REFERENCE GUIDE
TO CHILD DEVELOPMENT

More Discriminating in Thinking & Action *
Can Enjoy Time Alone * Perseveres at Tasks
Intesested in Nature ¢ Good st Planning
Likes to Collect + Ability to Spell Lags Behind | 7 YR.
Ability to Read Teils Time By Hours &
Minutes » Greater Ability to Concentrate °
Able to Sit Quictly & Listen » Sexious, Worries

Constanily Active, Even Whea Sisting * Enjoys

Boisterous Play * Touches, Handles, & Explores

Everything in Sight « Intense Involvement in Activities,
Bo, Docsitt Always Finish Them + Brash, Aggressive, | O YR.
& Seif-Centered » Loves 0 Takk » Enjoys Demonstrat-
ing Ability to Read & Count * Has Good Pronunciation,
Fairly Good Grammar ¢ Prints in Upper & Lower Case

Walks Backward Heel-Toe + Runs on Tiptoe « Prints
a Few Capital Letters » Recognizes Own Printed Name
o Laces Shoes * Plays With Others » Cuis Food With
Knife *+ Has Vocabulary of About 2200 Words « Uses
All Parts of Speech in Sentences * Less Rebellious

Throws Ball Over Head, Caiches Bouncing Ball » Copics
Circle » Points to Six Basic Colors » Knows Own Sex, Age,
Last Name » Begins To Play With Other Children « Knows
Simple Songs * Uses Sentences With Correct Grammar » Has
Vocabulary of About 1550 Words * Impaticnt and Aggrssive

Walks Up Stairs Stands Momentarily on One Foot * Rides

Tricycle » Feeds Self » Opens Door » Verhalizes Toilet Needs
oUmewmdAmmwm-Ummof3m4 3YR.
Words + Constantly Asks Questions * Attempts to Please Parents
and Conform to Their Expectations ¢ Begins to Unde. stand Time

Kicks Large Ball » Tums Pages In 8 Book » Imitates Housework
nmpmmnmmmmmﬂmmm » Asks for Items by
Name » Uses 2 or 3 Words Together Such As "More Juice” * Uses Pronouns
1, Me, You » Has Vocabulery of About 300 Words « Talks Incessantly *

Increased Independence From Mother ¢ Expecis Orders and Routine

Pulls Self 1o Standing--May Step With Support * Stacks Two Blocks » Gives
Affection * Follows Simple Directions ¢ May Say 2 or 3 Words, Uses One Word
Sentences * Repeats Identical Sounds ¢ Uses Expressive Jargon + Understands
More Than Able to Express ° Begins Trial and Er or Experimentation e Recognizes
But Can't Name Pictures ¢ SpeechMayhgaSComntesmMmAcﬁvity .
Needs Constant Interaction With Caregiver = Likes Music * Loves Peck-A-Boo
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Child Development Ages 12 to 15 Months

mavmmmmnvq.mmwarmot
Elementary School Principals (NAESP), and others have
appropriate” scheduling,
jvities, and materials. Developmental characteristics of children 12-15 months sre
have been taken from several sources in the child development field. The
cmnEMtSlmﬂmumﬂmmhuMemycﬁumwkvﬂmmmamm

The National Association for the
Mathematics (NCTM), the National Association of

listed below. The characteristics

early childhood education which stress “developmentally

saie and that no two children are exacily alike at 8 given age.

» Recognizes some similarities and differences
among objects. Recognizes many pictures but cannot
name.

» Speech may lag as dominant concentration is on
motor activity. Jdentical sounds becoming more
frequent and words (2-15) are emerging. Expressive
jargon and one word seniences. Undersiands more
than can express.

« Adijusts to simple commands and questions. Begins o
solicit help from adults.

DEVELOPMENTALLY
GROWTH | CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
PHYSICAL « Short legs and longer trunk tead to make movements + Low slung jungle gym or dome clim’er.
clumsy. Averuge weight is 22.5 pounds, and heightis | ° Sandbox with utensils.
30 inzhes. * Tyke-bike, large hollow blocks, indoor
climber and slide.

» Begins 1o pull to stand by furniture; walks and stands |  Push-pull s0ys, bean bags, pegboard,
with help, and usually begins to walk alone. Lowers large beads to string, simple 1a%.-apart
self from standing 1o sitting position. Stars to climb to toys, very simple puzzles.
get things out of reach. Throws ball. » Rhythm toys (sin cans, drums, me1al

pans).

» Can fully grasp objeuts. Builds 2 block tower, uses » Music - likes to lisien and dance.
spoon,plaoesSmmdpessinbmrd.Phcesﬁdmm « Small manipulative objects of similar
off box. takes object out of box Holds cup 1o drink, and dissimilar nature for simple classifi-
unwraps paper from cube. cation.

» Mouthing of objects almost stopped.

COGNITIVE » Learns through actions and feedback. Begins active « Encourage exploration by child-

tria; and error experimentation. ‘Tries out new re- proofing environment.
sponses 10 obtain same goal. Begin< innovatior, , the « Bester to remove and distract than to
essence of problem- solving behavior. say "No.”

» Materials with dimensions (inside,
outside, larger, smalles, ewc.) such 8s
nesting cups. stacking rings, boxes
and lids, wooden blocks.

» Materials that stimulate auditory and
other senses.

« Read simple story books with
textures.

» Name objects in tiie environmenti
(household items, body parts,
clothing).

» Give simple commands, "throw the
ball, * "pick up the block.”

« Expand what child says, clarifying
telegraphic speech (gestures, babbles
with intonation).

s Use regular words and expressive
tone.
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Child Development Ages 12 to 15 Months (cont.)

Primitive sense of humnor, laughs at surprise sounds and
artling i ities.

* Child leams social behavior by imitation. Uses parallel
play, no sharing. May inhibit release of 1oy to satisfy sense
of possession.

= Caregiver is protector and limiter. Needs consistent
interaction with caregiver. Locomotion helps to test
ability to separate from primary caregiver.

DEVELOPMENTALLY

GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
AFFECTIVE | * Cancommunicate and perceive in others fear, anxiety, * Play chase games ("I'm going to gt

and anger. Shows affectionate and negative response o you™), and peek-a-boo, giving and

adults and children, taking some object.

* Present toys to love, such ss dolls and
* Loves to show off, repeats performance for laughs. stuffed animals.

» Avoid unnocessary scparations.

» Make encouragement, love and praise
chief method of discipline.

» Standards for acceptable behavior
need to be set within the child's ability.

» Consistency and self-control permit
the child to leamn through naiformity
of experience,

* Self-confidence, independence, and
spontaneity are fostered by acceptance
and reasonable permissive attitude.

C & 1 Specialty Option / 2601 Fortune Circle East, 300A / Indianapolis, IN 46241 | (800) 456-2380




Child Development Ages 15 to 18 Months

neNaﬁomlAssociaﬁonfutheEdmﬁdeounsChﬂm(NAEYC).meNniondOomdlofTwhusd'
mmmmm.mnmwammmmmp).mmm
ad@wdsmdsfamiymmwchm'&mmnnyw"

teaching strategies, sctivities, and materials. Developmental characteristics of children 15-18 months are
listed below. mmmummumﬁomnwmmmmwmm. e
chanBmxsa;mﬂ;dﬂhmﬁmmw&nemcmm“wsm&vdwsnhisawm
mmduhunotwchﬂ&mmexxﬂyaﬁkeulgimm

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
PHYSICAL + Rapid growth of arns and legs, slightly stooped posture, » Manipulative activities: scribbling,
mmm.&’m deswhhuzaiﬂph.fm stroking and circular motions, stringing
wide spart. Lacks good control of balance. Muscles beads, nesting cups, stacking rings,
develop considerably, increasing the child's srength and hamm=s and peg bench, blocks, clay,
body weight. Exerts maximum effort to test strength. sand, water, small pull and push toys,
putting lids on boxes and jars, shape

» Uses whole am movement and may now or later develop sorting 00X. e
a dominani hand preference, Experiments with hand-eye| ° Create environment with bright colors
coordination, hands function independently of together. and a variety of texures, €.g., cloth

Can carry an object while engaging in motor activilies. dolls, smooth blocks, eic.
» Outdoor activities: large area for
» Has potential for more precisc MOVEmEnts as Rervous mobility, climb on low benches, walk
system develops, although general movements are on raised planks, obstacle area of
awkward. Has great desire for mobility, stands alone, sand, heavy grass, hills and hollows.
climbs stairs, walks forward and backward, staris and » Indoos activities: stepping over sticks
stops but can't tum COMmers. and colored lines, claps hands while

walking, rocking chair or rocking horse.

« Perntial regulation of bladder and bowel control. Finds
pleasure in body and genital play and often rocks in bed.
Naps 1-2 times daily for 1 1/2 - 2 1/2 hours.

» Linle perception for far off objects. Looks and auends

selectively.
COGNITIVE | + Short auention span, needs frequent breaks » Opportunities to observe people, nature
but will often return Lo an activity. and objects. Freedom to touch, handle
and explore.
» Eager to explore environment for the sake of » Needs orderly though not meticulous
exploration and discovery, becomes self-cducator. environment.
Has a singleness of purpose, uses manipulations 10 » Allow child fr=edom to act indepen-
reach objects. dently in a wimulating environment.
« Give child time 10 compleie observa-
» Moves objects and self back and forth many tumes. tions.
Ofien varies patiern 1o odserve different results. » Simple action activities: open and close
Siumdshapepcmepﬁonmddimﬁwmmgbegins. doors, handle dishes, tum knobs and
Knows where things are kept and retums them. handles, move objects, carry and pile

blocks, drop a variety of objects 10 sce
» Can cause movements but leamns they are dependent on what happens.
the laws of the external world (i.e., gravity).
Begins to understand concept of space and permanence.
Can follow sequential displacement of object if object is
insight.
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Child Development Ages 15 to 18 Months (cont.)

occurs if life patterns are altered by hospital separations,
visitors, vacations, €ic.

« Needs adult affection and sympathy. Tendency to suck
thumb or finger may be caused by boredom or inse-
curity. Usually stays at one activity longes if others are
near and will seek caregivers if left alone.

» Ego-centric, ofien prefers things and activities to people.
Usually has complete disregard for others after initial
meeting. Autonomy and assertiveness EMETEE &s child
becomes more mobile. Aware of own individuality.

» Engages in parallel play. May offer a toy to another
child, but will fight if a toy is aken away.

DEVELOPMENTALLY

GROWTH CHARACTERISTICS APPROPRIATE

AREAS ACTIVITIES
COGNITIVE » Signs of individual inelligence snd educational » Name and clarify objects and the
(cont.) handicaps begin to appesr. child's actions, i.c., eating cereal.
» Talk to child on an individual basis,
» Speech slows during gross motor development particularly while caring for him.
Speechdisu'dmmmwmnmisﬁme. » Fill in and clarify telepathic speech
and dabbles with intonation).
» Has a 19-22 word receptive vocabulary. Has larger » Give immediate feedback reinforcing
receptive than expressive vocabulary. Uses good sounds. Speak to child correctly
expressive jargon and phrases. Puts two woeds and clearly, avoid beby talk.
wgeuummakesimplesenmi.e..'vaehot.' » Play simple command games, ie.,
Can make simple requests and begins to verbalize *bring the bag,” "drop the ball.”
precepts. Realizes everything has a name, « Listen to neighborhood sounds, play
imitating games, name picture cards,
. Speaknosdfomhdmdisnmﬁmnwd read short poems accompanied by
when his speech is not understood by others. pictures, actions, O SOngs.
Has egocentric speech. Aware of sounds and
likes to listen to interesting ones as well as
their thythms.

AFFECTIVE » Emotions aroused by immediate situations, arc ex- » Manipulative activities needed to
pressed, and end abruptly. Experiences fear, anxiety, develop child's sen>* of competence.
distress, excitement, delight and affection for adults. « Allow freedom to practice self feeding.
Mood shifts noticeable. » Clarify child's fe~lings in langusge and

show empathy for emotions.
« Begins o understand cause and effect of actions on » Acocept child's feeling and help child 1o
family members and notes their reactions. mmeminamchny acceptshle
manner.
» Does not distinguish between right and wrong. « Allow a symbol of security, ie.,
security blanket or teddy bear.
« Clings possessively to primary caregiver wanting love | + Establish and maintain routine pattems
and affection and has a desire to please. Disequilibrium |  in daily life.

« Primary caregiver needs to be a
constant part of the child's environment
and extended separation should be
avoided if possible.

» Situate child so sble to see and be near
other farnily members while performing

C & | Speciairy Optio
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: Child Development Ages 18 to 24 Months

mmﬁmlmmr«mmavmmmaevm.mmwamd
mmmnm.mmmnmam&mmwmﬂ.mmmW
WMI«&yWMWM'&WWEM
teaching strategies, activities, and materials. Developments! characteristics of childrea 18-24 months are
listed below. mmmmmumﬁmmuumhummmmm
mtmtsawnmﬁwmmecwdmm&vmumcwm
mmmnmmchﬂammmdyaﬁkeuaﬁmm

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
PHYSICAL . Awwm:mmzszm-nsm « Jumping from one swep beighit to another.
Average height increases from 30 in. - 32 in. o Swings, short slides, climbing steps, and
small rocking horscs.
’ Lwninsmwalhbuemdmnlknpmddown « Opportunities for water piay and sand
mhsboldmgenwmm‘slmdormwunwﬂl .
or railing. Begins 1o run, at first stiffly with lots of « Manipulative exercises involving lasge
falling down. Able 10 jump in place and is able to stand twist and screw-on caps, and scoOping
on either fool alonc when holding on. Begins to kick or spooaning large and medium sized
banfawuﬂ,nfmbywa&imhwmeban.ndma objects into containers.
by using the kicking motion. » Encourage a variety of games that pro-
vide for running, streiching, grasping,
. Canumwamﬂban.mupoonwithgoodmm. pointing, searching or lifting.
Mpgcsohbook.mdisabkwmhlobs. Able 10
ho!dapencilormmwellmoughloscﬁbbkspmm-
eously. Begins.nmisﬁmabefme.mshowhmd
mfemcbynshgomhmdmmmmeomu.
. Accepunewfoodsmdilymdhlsam:ppeﬁw,
although child may become selective about foods as
nears 24 months.
COGNITIVE « The child becomes sble to mentally represent objects » Dress-up games in front of a full-length

and will search for vanished objects. Aware of mirror, using daddy's hat or mommy's

» Begins the "do-it-myself” stage and is sometimes tomn

(pretend coughing, sneezing).

+ Begins 10 establish concept of geometric shapes and
concept of time ("just & minute,” "now").

mlatimshipbetwenobjecesinspacemdbemm shoes, etc.
objects and self. « Opportunities 10 practice dressing
youtines (zipping, buttoning, e1c).

« Recognizes self in mirror and in photos. » Simple household chores (folding

Isundry, dusting, etc.).

» Re.eptive vocabulary explodes from spproximately + Building with m i solids,
20woﬂsu18mmmsw300mdsby24mmths. including a variety of sizes and shapes.
Comprehends simple questions, i.e., *Point to your nose?”| » Manipulatives incloding beginner jigsaw

puzzles, peg board, take apart 10y, pop-it

« Differentiates between stroking and circular scribbles. beads, large to medium beads to string.

« Games which include searching for
hidden objects.

beuvemmﬁnghelpfrmnmndulmrdommm;s » Crayons and fat pencils for scribbling.
alone, especially in dressing activities. Desire to imitate | + "Simon Says™ games to introduce simple
adult activities ("domestic mimicry” ) and actions commands and to expand vocsbulary.

. Smte!ling.mding.mdpimmbooks:
allowing the child to browse can increase
vocabulary - -caution: tearing pages isa
fungameauhisnge(uybwdbooks)!

« Riding in the car and going for walks.

C & ! Specialty Option / 2601 Fortune
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Child Development Ages 18 to 24 Months (cont.)

« Interest in playing with children and materials asa
means of establishing social relationships. Modifies
behavior to adjust to playmates. Continues paraliel
play; "mine” is a popular word.

» Shy about accepting things from strangers. Hides
behind caregiver or buries head in caregiver’s lap.
Refusal to speak-

* Pulls people to show them something.

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
AFFECTIVE « Begins 1o trust. Less afraid of strangess, however, may | * Rote-playing games (i.c., with doils,
devdwo&uful(m-umhtedop.w.). ex.) in which the child acts out
« Continues o demand personal sttention and is a  Present or balanced attitude
delightful, entertaining show-off. towsed child's negativism, neither overly
punitive nor overly acquicscent.
. Exphutheeﬂ'ecudmbdmhonmwe « Group activities can degin modification
and leams that different people react differently. of child's behsvior to adjust 10 a group.
» Games between two children (ball
 Unable to tolerate frustration. Temper tantrums may rolling) can counteract shyness and
be triggered by frustration, anger o tiredness. increase socialization.
+ Discussions about family increase
. Negaﬁvisﬁcmduwy-onlymmihoodm conceptual awareness of family and
child will comply with request from caregiver. child's relationship to it.
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Child Development Ages 2 to 2 1/2 Years

Mdvmmmmmm.mnmwdrmw
Associstion of Elementary School Principals (NAESF), and others have

The National Association for the
Mathematics (NCTM), the National
WWI&MWMMWW&W
teaching strategies, activities, and maserials. Developmental characteristics of children 2-2 1/2 years are

been mken from several sources in the child development field. The

cMhMtnnmmmeMmMmm&vdmnmschum

lisied below. The characteristics have

rate snd that no two children are exactly alike at a given age.

scheduling,

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
PHYSICAL o The 2 year 0ld is a "run-about.” Usually nuns rather o Needs exercise 10 become more efficient
rather than walks. and graceful in movements.
» Access 1o large plsyground equipment,

¢+ Assumes more aduli-like proportions. especially swings and low slides.

Adult height approximately double height a1 2 « Activities including, running, climbing,
years of age. kicking, and throwing.
» Action loys including tricycles and

« Still geared to gross motor activities. Able 1o visually Wagons.
monitor walking in order 10 avoid obstacles in path.
Also, can walk an approximaie straight line and walk
backwards, Goes up and down siairs with two feel on
each step. Experiments with large muscle sctivities
involving thrust or acceleration. Beginning crude
2-foot jump from a low step. Able 10 kick a large ball
successfully. Throws large ball overhand.

« Marked increases in strength, resulting in an increased
smoothness of coordination in fine motor movements
(c.g., able 10 tum puzzle pieces 1o fit into spaces).

Eye-hand coordination is improving.

» Sphincter muscles of bladder and bowel are coming
under voluntary control. Appetite may be low, and there
are definite preferences for cenain foods.

COGNITIVE « Cognitive functioning becomes more complex, more « Toys that progress from simple o
objective, snd increasingly oriented toward reality. complex.
Interesied in specific rather than general concepis. » 'Water play, with variety of objects that
float or that can be used in the water

« Limited understanding of time (able to wait, "soon”). (egg beatzn).

Anticipaies routine events (nap afier lunch). » Sand play, with variety of containers 10
fill and dump.

» Naive quantitative conceprs including: bigger and « Chalkboard, pencils, crayons, and paper.
smaller, more than and less than. Interested in money o Simple stories and shymes. May request
without understanding. to hear the same story of record over and

) over again,

» Curious about animals, people, objects, and actively » Toy ielephone.
explores environment by building, knocking down,
emplying, pulling apart, feeling, and squeezing.

135
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Child Development Ages 2 to 2 1/2 Years (cont.)

is hurt qu. ¢ easily by reprimand or disspproval.
. Beginningmd:owsu\seofhmm@ksingm.

« Likes to control others and orders them around.
Frustrates easily and may show some aggressiveness
(slspping, biting). Replaces temper tantrums by using
words (i.c., "1 don't want to,” "It's mine”).

» Waiches and imitates adult activities. Able to accept
shared attention, as with siblings. Expresses love for
carcgivers.

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
COGNITIVE | * Enjoys using manipulstive skills and ofien chooses « Naming games of body parts or objects
(cont.) small objects such as beads, pebbles, and string to in room or a2 the ssble. Provide many
piay with. experiences using sn object , verbalizing
each action (e.g., show a ball, throw a
« In drawing, imitates vertical and circular strokes. ball, carch a ball, roll a ball). Child
"practices” perfecting language
» Dramat: improvements in language ability: compre- when alone.
beasion of questions and commands in everydsy
language is readily understood and may also be ex-
pressed. Talks incessantly o self or others. Vocalizes
needs for toileting, food, or drink. Constructs two or
three word phrases composed of noms, pronouns
(sometimes incorrectly), verbs, and adjectives
(colos, size). Girls surpass boys in all aspects of
language development.
» Gives first name; refers to self by name ("Tommy do it.")
AFFECTIVE | °* Eager 1o conform, strong desire to do what can do and « Allow child to perform some operations
avoids what cannot do. Likes 10 be a "little helper” but of daily routine ( i.e., cleaning room,
WAaNts OwWn way . dressing self, short exrand).
. Begﬁunooadimmdugmﬁuownmldmdism » Caregivers can help the child obey by
sensitive 1o order and routine. Likes to please others and keeping situations simple and direct.

« Allow child to express feelings. Con-
flict situations need 1o be handled with
understanding and sensible techniques.

» Acceptance of child's curiosity and
explosation reinforces the development
of important attributes such as autono-
my, independence, mastery, compe-
tence, and achievement.
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Child Development Ages 2 1/2 to 3 Years

MNYWNM(NAEYC).MNMWMTMM
MMWMMP);MWMW

Mathematics (NCTM), the National Association of

listed below. The charactesistics have been taken from several sources
cMhmxnaMMﬁmMm&uMmcﬁMmmmnmwhﬂm

rate and that no two children are exactly alike 1 a given age.

scheduling,

cubes in train.

« Enjoys repetitious activity without need for end result.
Enjoys order in the environment.

» In drawing, imitates vestical and horizontal strokes.
Makes two or more strokes for cross.

« Time is event related (supper when daddy comes home).
Uses words that imply past, present, and future (i.e.,
“yesterday,” "now," "tomorrow").

« Sense of space reflecied in directional words (i.e.,
"on,” "in," "under,” "behind").

» Sense of numbers is conveyed i1, centain words (i.e.,
*more,” "litle,” "100 much"). However, the child may
not be able 1o correctly iell which of two things is bigger.

» Asks many questions. Answers simple questions.
Follows directions. Gives simple account of own
experiences and tells stories that can be undersiood.
Names objects and pictures in the environment.

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
PHYSICAL « Birth weight quadrupled. Frimary dentition (20 seeth) * Large muscle activities (i.e., sweeping,
compleied. May have daytime bowel and bladder control.|  mopping, climbing). Tricycles, balls,
» Vigorous, enthusiastic, and energeuc. Very active and » Opportunities to play in sand, dirt, and
in perpetual motion. Jumps with both feet, stands on one water. Soap bubbles.
foot momentarily, walks up and down stairs alone, and « Blocks and legos.
takes 8 few steps on tiptoe. Good steering ability. « Puzzles with big pieces and toys that
come span 10 be put together again.
» Good hand-finger coordination; can move fingers inde-
pendenily. Moves wrist instead of using whole arm
movements. Holds crayon with fingers rather than fist.
« Dresses and washes self. Feeds self using spoon and
sometimes a fork.
COGNITIVE | * Sequencing, iec., builds a tower of 8 cubes and aligns « Crayons and fingerpaints with large

sheets of paper, playdough, chalkboard.
 Answer their many questions.

« Organize environment with low shelves
for child's things.

« Read stories so child can see the
pictures; help child w "read” the details
of picsures by asking questions about the
subjects and actions in them.

« Play "label the environment™ game.

« Allow TV, as child is fascinated
with it; however, be selective with both
the kinds of programs viewed and the
amount of time spent viewing.

C & I Specialty Option | 2601 Fortune Circle East,
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Child Development Ages 2 1/2 to 3 Years (cont.)

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
COGNITIVE « Uses pronouns (I, me, you) correctly. Uses plurals. « Listed on front of page.
(cont.) Gives first and last nsme.
« Enjoys anticipation of remembering what is coming
pext in favorite stories. Does pot like words omitted
or changed.
AFFECTIVE | ¢ Leaming self-identity versus social conformity. « Allow child o0 express feelings but

Seperating "me" from “pot me.”

« Domineering and demanding (would rather boss than
be bossed) as way of commanding small part of own
(himgmdmhg)mquﬁnexm.
May increase thumb sucking or begin to stutter as a
release of tension.

+ Sense of humor is developing and expressed by teasing,
silly behavior, and surprises.

» Likes to interact with other children, but does not engage
in true cooperative play. Defends (either physically or
verbally) own things. Finds it hard to share or take
turns.

» May want o relive babyhood. May have imaginary
playmates.

contro! his actions. Pk and limits
should be flexible and o« ‘ew as
possible, yet NEED to be there.

» Since does not yet share, provide play
materials that can be divided among
children without limiting play of any
(sand, blocks).

+ Maintain daily rituals and routines.

» Likes rimals and demands sameness.
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Child Development Age 3 to 4 Years

cMBmtunwmmmMmmmmmuwGMM
rate and that no two children are exactly alike st a given age.

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
PHYSICAL » The 3 year old has entered the age of "doing.” Shoulders « Tricycles, wagons, balls (roll, toss,
held more erect. Prowruding abdomen much reduced. dounce, kick), climbing.
_ o Scissor cutting, pencil handling, folding
. desupminmgdmmfeet.mymnm paper, casc] painting, and fingerpainting.

down putting both feet on one step. Walks a straight line | Self-help skills (i.e., zipping, butioning,
or curbstone; walks backwards. Swings arms freely whiley  buckling, seeth brushing).
walking or running. « Clean-up skills (i.c., sweeping, dusting).

« Gallops, jumps, walks, and runs to music with abandon.

« Can kick a ball. Can caich a large ball with arms ex-
wended forward. Can throw a ball without losing balance.

Can get up from a squatting position.

« Increasing control of fingers. Adeptat picking up small
objects. Handles scissors 10 a degree. Contro} of pencil
improving. Copies s circle; reproduces & cross if shown
how.

« Using both hands, can pour from pitcher 1o cup with little
spilling.

» Eyes coordinate well. Shows facility in moving eyes;
can follow a moving target without losing attention.

» Temposary incoordination may be observed around 3 12
through hand remors, eye blinking, stilering or stam-
mering. These conditions may be a part of growth
changes.

» Bener at undressing than dressing, wants to do things
on own,

» More susceptible to the common cold and other com-
municable diseases.
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Child Development Age 3 to 4 Years (cont.)

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
COGNITIVE -wwmmpmmmwmm « Masiching and sorting objects, pictures,
(m.mmmdﬁm.wm Physically sextures, sounds, and shapes.
on the move and open 10 stigiuli. » Simple lotto games.
- Play games that require listening and
. Mpuwmmwhg.mmmhmw ction ("put your elbow on your knoe”).
the whole, shows interest in desails, sees likenesses snd « Liven to dooks, including animal
differences. Sorts objects by color and size. ssories, alphabet books, snd hese-and-
nOw siories.
» Beﬁmh\smhwamol&wﬂmndmm » Sewing cards, felt boards, and purzlies.
tions by citing familisr landmarks. Sease of time im- + Introduce new points of interest m
Mmmﬂymnmmmm repested activities (i.o., in pouring,
name the spout or how the liquid noeds
+ Can count by rote up to 10, but has no awarencss of to come slowly from the spoat).
quantity beyond 2 or 3. Able to point to 4-6 common » Encourage the child to describe steps in |-
geometric shapes. activity (ie., what is first, second, exc.).
» Uses language to get what wants, Responds to simple
directions. Average vocabulary 900 words, adds 50
per month. Creates own grammar (i.e., rided for rode).
* Loves to play with words (i.e., silly rhyming). Knows a
few thymes. Remembers words of common songs.
Responds to words like "surprise,” "secret,” and
“differenr.”
AFFECTIVE » Desire to be independent, but wants to piease others, » Playhouse matezials and costumes for
especially parents. Beginning to identify with same dress-up.
sex parent, practices sex-1olk in play sctivities. » Conversations with child regarding
« Dramatization and imagination are beginning to emesge.
« Associative play: children play together, tak to each
other while playing, and engage in common pisy
activities. Beginning 10 leam 10 take tums.
« Interesied in babies, may want family to have one.
|

C &I Specialty Option / 2601 Fortunc Circle East, 300A / Indianapolis, IN 46241 1 (800) 456-2380

e et — —-

23




. Child Development Age 4 to 5 Years

listed below. mmmmmmm»mmmuammm The

clunismemasngmﬂgﬁelhe;p!mmbu&:mchﬂdmmmmnh’mahum
memd&mmmchﬂ&mmusﬁylﬁkennﬁmm

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
PHYSICAL » The 4 year old is at the age of "finding ouL.” o Qutdoor play.
« Construction toys (ie., legos, blocks,
. Bm.wm.mmmmmn eic.).
adtﬂtﬁzeby4n6m.withﬁtﬂemwm:huuﬁu. + Sewing cards and stringing small
beads.
. Hasﬁghmm,nkﬂﬂmhaﬂmm » Painting (finger and easel), drawing,
sctivities (i.¢., running, rolling, climbing, hopping, and coloring.
rudimentary galloping, swirling, swinging, somersault-
ing). Tends to be very noisy.
» Walks up and downstairs one foot 10 a stcp.
+ Uses hands more than srms in catching a tall. Can cut
on a line with a scissors. Able to color within the lines.
Beginning 10 copy capital letters. Can canry water
without spilling it.
« Seems to have colds all winter, aggravated by preschool
or daycare attendance.
COGNITIVE « Notes likenesses and differences between two objects. » Nahge walks.
Able to show biggest and longest of three things. Able » Verbal games demanding visual focus
10 order § blocks from heaviest to lightest. Distin- and thinking skills (i.c., "What's
gu'shsmtsofmobjeaﬁmmewboleobbu (ie.. Missing?" "What/Who Am I Describ-
notes sleeve missing from coat in picture). ing?").
» Maiching pictures and objects.
» Talking vocabulary reaches 1550 words. Asks "why," » Sequence cards.
*when,” and "how" questions, and word meanings  Make up stories (i.c., "What f 1...")
constantly, Clearly says first and last names. Uses where child adds the ending.
forbidden words Jeamed from peess (i.e., "pee pee,”
“poopie pants”). Loves to whisper and have secrets.
» Confuses fact from fiction in story books. Tends to
tell tall tales. Can be violent in storytelling (i.c., stresses
death, killing, objects that crash).
» Can count 1o 30 by rote memory. Developing a sense of
time expressed through words (i.e., days, months, time
to go to bed). Bcginnmgtounderstandmsmsmdacﬁ-
vities related 1o each season.
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Child Development Age 4 to 5 Years (cont.)

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
AFFECTIVE | - Has expanded sense of sclf, so may hrg, boast, and « Dramatic play, including finger
exaggerate. Has vivid imagination. puppets, shadow plays, acting out
favorite stories.
» Knows own sex. o Active doll and homemaking play.
. -up in adult clothing and role
+ Swong feeling for family and home. Concerned for play.

younguchildnnindisnssorblbysibﬁn&

. Respmdsmwbﬂuﬂphysicdlﬁnﬁuiam(i.e.,
" As far as tiie comer™). Has beginning awareness of
*good” and "bad.”

« Ready for group and cooperative play, as cooperation,
sharing, and taking tums comes quite casily. Can play
outdoors without 100 much supervision.

» H-: tendency in play groups for division along sex lines
(i.c., boys play with boys, girls with girls). Prefers com-
panionship of children to adults.
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Child Development Age 5 to 6 Years

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES

PHYSICAL » The S year old is “friendly, cooperative, and stable.” « Gymnastics.
Ovenall, this is a calm and contented time during which | « Hand activities: painting, coloring,
children fee] secure about themselves and their world. cutting, pasting.

o Puzzles.

« Skillful in climbing, sliding, swinging, smooth bodily « Phonograph with records.
control. Walks a straight line for 10 feet. Skiliful on
tricycle and leaming to ride small bicycle. Enjoys
mmble activities.

. Acmnmiesmusicwhhmiom(x.e..waﬂzslikubear).

+ Handedness well established. Holds pencil, brush, or
myminndultglspmmmbmdﬁmﬁnga.
Able 10 lace shoes and leaming to tie shoe Iaces. Able
mdmwnmogninblepum.imhdinsmhgs.
and other dezails.

» Relatively capable of dressing self, but may become
bored and need considerable help. More successful

if clothes ave laid out.
» May have one or two colds all winter. Beginning 10
build immunity.
COGNITIVE » Likes to practice intellectual abilities and show adults » Simple board games, lotto, and bingo.
abﬂhywprhtme.wﬁtenmnbusupms.mdspen o Craft materials (i.e., yam, craft sticks,
words from favorite books. construction paper)

« Simple science equipment (i.c., mag-
» Can match numessl with quantity of objects. Has some pets, magnifying glass, flashlight,
understanding of size and qantity words (i.c., half- siethoscope).
whole, big-little, tall-short).

« Has an interest in clocks and calendars, although has
not mastered telling time. Usually knows the names
andseqmnueofmednysomwmmm

» Can sor objects by size, color, shape, and category.
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Child Development Age 5 to 6 Years (cont.)

GROWTH
AREAS

CHARACTERISTICS

DEVELOPMENTALLY
APPROPRIATE
ACTIVITIES

COGNITIVE
(cont.)

AFFECTIVE

» Average vocabulary of 2200 words. Uses plurals,
pronouns, tenses correctly in well-constructed sen-
tences. Recites or sings rhymes, jingles, or TV com-
mercials.

» Asks "Why" questions mainly to obtain information.
Will usually ask for a definition if hears a new word

+ Loves to be icad to. May recognize simple words
and asks frequently what letter combinations spell.
Memorizes favorite stories or may act them out with
friends or alone.

« Interested in science and nature materials.

» Satisfied with staying home or being in familiar
surroundings. Lives in the here-and-now with lintle
thought 10 past or future.

» Intent on pleasing parents and caregivers. May sce
mother or other primary caregiver as the favorite and
most imporant person.

« Great drive to make friends. Leamning 1o share
leadership, ideas, materials, and companions. Can
assume social amenities when necessary.

» Vocation interest may be envisioned and discussed
(i.c., "] want 10 be a doctor™).

» Likes 10 underiake only those tasks which can be
accomplished successfully, thus avoiding
frustration and dissatisfaction.

» Listed on first page.

« Impersonation play to act out and
discuss ideas.

+ Dolls, dollhouses (both large and
small scale), dolls with accessories,
miniature town with people and
vehicles.

» Occupational costumes for dress-up
and imaginary play.
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Child Development Age 6 to 7 *zars

mNmmm{adeszmmmmq,mwcomﬁlde
mmmm.mwmdmmmw(mﬁsm.mmun
MMMWWMMM'WW'M.

MkmxwammwmwnNemycwdmuﬂ&vdowamuhRm
memdmammchnd:ummﬂyaﬁkeaagimm

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES

PHYSICAL « The 6 year old is "egoceatric, expansive, and imagin- » Bicycle, wagon, playground equipment.
ative.” Full of adventure, likes to experiment, and likes | » Digging, dancing, climbing, roller

the new. Has boundless energy and undertakes almost skating.
snything. » Tag, hide-and-seck.

« Ball activities (i.e., bouncing, tossing,

. Enjoysboiﬁaws.mble-mbkphy(i.e.. wrest- and catching).

ling). Expeﬁmtswidmawwaysofbﬂmﬁnsbody « Jump rope snd hopscotch.
mw(i.e..dixnbingmsumtsmplaywmm « Tinker toys, legos, other construction
equipment, swinging). Overextends self frequently in tools.
motnrbehavius(i.e..swhgsmhigh.buﬂdsblock = Carpentry.
constructions so high they fall down). » Houschold tasks (i.e., setting 1sble).

. Tmnhs,hnﬂw.mdexplmemymmsmﬁshg
but there is often more activity than accomplishment.
Seems to be more aware of hand as a tool. Awkward
inpufmningﬁmmmmb.yahasamdmmd
for such activities. Seems 10 be all Jegs and arms and
coordination is not always good.

. My@m.mﬂy:ﬁwmwﬁmﬁlﬁng
(i.e..wriggles,bomees.myemfnnoﬁmm. Has
good deal of oral activity while working (i.c., tongue
extension, pencil biting or tapping).

« Capable of dressing sclf, but ofien dues not want to.
Frequent hassles about what to wear.

+ Health-wise, tends to be full of physical complaints.
Mmmembmessecmtobemsensiﬁvemdmm
easily inflamed. Communicable diseases are frequent.
Tends 10 have many falls, cuts, bruises, and scrapes.

COGNITIVE « Interesied in looking at an expanded world, including ¢ Dress-up play. Dolls.
relationships among home, neighborhood, and entire + Creativity generating activities (i.e.,
communities. crayons, paints, clay, things © fold).

« Wires, magnets, magnifying glass.
» Increasing understanding of time (1ime for school, time | ¢ Puzzles and books.
for bed) although duration of time has litle meaning.
Notion of time sequencing is expanding (i.c., hearing of
own babyhood and those of parenis’). Can sequence by
holidays and has some idea of seasons.
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Child Development Age 6 to 7 Years (cont.)

GROWTH
AREAS

CHARACTERISTICS

DEVELOPMENTALLY
APPROPRIATE
ACTIVITIES

COGNITIVE
(cont.)

AFFECTIVE

» Loves 0 talk - enjoys conversing and sharing thoughts.
Has good pronunciation and fairly accurate grammar.

« Most can read, though each at own level. Most can
wimﬂtewboledphnbethbolhupwatﬂlowcase.
Can print name.

« Can count by ones to 30, by tens t0 100, by fives to 50.
Overestimates larger numbers (i.e., s zillion®). Can
comrectly sums within 10 and subiract differences withi
S. Most interested in balanced numbers (2 and 2). Can
use simple measurements.

» Enjoys paper activilies with a passion (i.e., cutting,
drawing, coloring, pasting). Drawings are expansive
and imaginative.

« Uses imagination in pretend play (i.c., play house, cops
and robbers). Increasing ability to differentiate fantasy
and reality. Interest in magic is strong.

» Likely o0 be brash, aggressive, and sclf-centered.
Always wants 10 be a winner (i.e., the best, the first,
10 have the most) and therefore, does not play well at

competitive games.

+ Apt 1o give self-praise ("I'm cenainly gening good”).
Often cxaggerates ability ("That's easy”) when strug-
gling with a difficult task.

« Finds it difficult to accept blame, criticism, or punish-
ment for any reason, and when things go wrong, sees it
as another's favlt.

» Customary tension outlets range from wriggling and
kicking, to sharp verbal comments ("1 hate you™), 10
outright temper tantrums. More minor outlets may
include nail biting and nose picking.

» Feelings about death are becoming more emotional (i.e.,
may worry that parents will die and leave). However,
child still tends to think of self as eternal.

« Limited notion of ethical concepts. Goodness is doing
specific things parents require or permit. Badness is
doing things parents disapprove of or forbid.

» Sex play (i.c., docior play) is quite customary. Humor
consists mostly of silly giggling over bathroom words.

« Listed on first page.

» Praise is imponant to the child. Find
events daily for which you can praise
the child.

« Teachers and parents can employ
many techniques in dealing with
uncooperative behavior (i.e., giving
chances, counting, sidesiepping issue,
and bargaining). There is probably no
age at which the use of such tech
niques is moregreatly needed or more
rewardingly effective.
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Child Development Age 7 to 8 Years

devmmmmmmmwm&onmd
Ammofmmm.mm(mssnmmm
mwfamymmmM'mem'm

i and materisls. Developmental characteristics of children 7-8 years are
been taken from several sources in the child development field. The

chanBmxsammwmwmnemcwdmm&vﬂmnmahﬂm

The National Association for the
Mathematics (NC /), the National

tisied below. The characieristics have

rate and that no two children are exactly alike at a given age.

plcfractionsmdmdusw\dspheevalm n number
potation. Increasing ability to add, subtract, snd count.
Understands both size and shape, including some
simple proportions (i.c., four times as heavy, twice as
tatl).

» Fascinated with all aspects of nature. Collecting (from
bottle caps 1o rocks) is an imporiant pastime.

DEVELOPMENTALLY
GROWTH CHARACTERISTICS APPROPRIATE
AREAS ACTIVITIES
PHYSICAL . m7ywoldis'moughtfnl.muitive.mdsaim.‘ « Kite flying, bow and srrow, bat and
bell.
» Physical movements are more self-contained, e « Group games such as soccer or base-
restrained and more cautious. Posture is more tense and ball.
erect. « Jump rope, hopscoich, roller skating.
» Continues pretend plsy with more
« Acquires the ability 1o orient body and focus for skills isti needs to have real tools
mquiﬁngsidepositim(i.e..bowmdmw.bmand rather than pretending to have them.
ball).
« Tends 1o be an observer rather than an active participant.
Sits quietly and listens. Can spend hours &1 whatever
doing (i.c., playing the piano, jumping rope, reading, or
working at a workbench).
« Tends to be a good and independent dresses. Likes 1o
wear familiar clothes and not to change to new ones.
+ Tends 10 be healthier than before. May, however,
complahofachesmdpains(i.e.,hemm,pah\sh
knees).
COGNITIVE | « Has greater ability to concentrate. Uses more discrim- | ¢ Books, ranging from “] Can Read”
ination in thinking and actions. Takes more time t0 bwksa?mkqu
mull things over and analyze them. Good at planning » Following blveprints for models.
OWN activities. » Designing fashions for paper dolls.
[ (:wym’ gpms.
« Tells time by hours and minutes. Begins to know sim- + Computer games.
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Child Development Age 7 to 8 Years (cont.)

GROWTH
AREAS

CHARACTERISTICS

DEVELOPMENTALLY
APPROPRIATE
ACTIVITIES

COGNITIVE
{(cont.)

AFFECTIVE

« Precise in language, says things just right and will cor-
rect self and others when speaking. Uses more adverbs.
Verbalizes the negative (i.e., " can't”, "1 haven't had
that"). Interested in the meanings snd spellings of
words and likes to use pictorial dictionaries.

. Genullly,fairsmdimmdmayenjoymding
silenuy for pleasure. Comprehends the sense of a story
even without knowing all of the words. Ability to spell
usually lags considesably behind ability to read.

. lnpﬁnﬁng.abletofmncapimlmdlowcasekm
with more uniform height. Reversals and substitutions
of letters are generally a thing of th past. Girls iend 10
be ahead of boys in evenness of size of letters and even-
ness of baseline.

« Likes to play table games {i.c., checkers, dominoes),
jigsaw puzzles, or simple card games.

« Calmer, more withdrawn, and easier to get along with.
» Can ententain self when alone.
» Frequently worries about things (i.e., "What if ...").

« Highly demanding of self, but not always able 10
complele tasks, even though perseveres for exhausting
periods of time. May need help in knowing when 1o
stop to avoid senseless frustration.

« Concerned about self and how treated by others.
Faimess is very important. When in a group, likes to
be part of the group and not identified separately for
cither praise or blame.

« Listed on first page.

» Active listening to child's complaints,
hearing with understanding and accept-
ing the concems as real for the child.
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Handout 21

NAESP Acountability Standards
for Early Childhood Education

The National Association of Elementary School Principals published Early
Childhood Education and the Elemeniary School Principal: Standards for Quality Programs
for Young Children in 1990. This publication, often referred to as "the blue book" because
of the color of its cover, is available from NAESP (1615 Duke Street, Alexandria, VA 22314)
for $14.95 (non-members). The blue book includes an overview of trends ang issues in early
childhood education, principles of effective early childhood curricula, 28 program standards
with respective quality indicators, a checklist for applying the standards, a brief bibliography,
a short glossary, and a list of selected organizations concerned with early childhood programs.
The 28 standards are divided into the categories of curriculum, personnel, accountability,
parents, and community. The accountability standards and quality indicators are listed below.

ACCOUNTABILITY STANDARD: The principal institutes an approach to
student assessment that is consonant with developmental philosophy, curriculum, and
positions taken by other professional associations involved with the appropriate testing
of young children.

QUALITY INDICATORS:

» Letter grades are not used to report student progress (o parents.
Rather, the staff shares information derived from recorded
observations, interviews, samples of student work, etc.

» Student progress is defined in terms of individual growth and
development rather than by comparisons with other children or
against an arbitrary set of criteria.

« Overall assessments of student progress represent joint ventures
between teacher and parents.

« No major decisions regarding a child's placement or progress arc
made on the basis of a single test score.
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NAESP Accounability Standards Page2

ACCOUNTABILITY STANDARD: The school is ready for the children rather
than expecting the children to be ready for the school.

QUALITY INDICATORS:

« Entry level testing or screening is not used for exclusion from
the program. Children are admitted to kindergarten solely on the
basis of whether they meet state entrance age requirements.

 Whenever possible, extended day programs are offeredin a
continuous leaming environment (toward meeting the com-
munity's child care needs).

ACCOUNTABILITY STANDARD: The school's procedures and policies
reflect both the community's standards and the children’s needs.

QUALITY INDICATORS:

» Participation in the program is consistent with the com-
munity's ethnic/minority population.

« If there are problems or circumstances that hinder the family
from placing an eligible child in the p-ogram, the school helps
in the search for solutions.

C & I Specialty Option 2601 Fortune Circle East, 300A / Indianapolis, IN 46241 i (800) 456-2380
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NAESP Accowuability Standards Page 3

ACCOUNTABILITY STANDARD: Retention is rarely considered an
appropriate option in a developmental program.

QUALITY INDICATORS:

« Children who do not keep exact pace are not labeled failures;
a vigorous effort is made to learn why that child seems to be
1aggard and to correct the situation.

« If retention is considered, the decision is never based on a single
factor but on a wide variety of considerations, using various
assessment techniques and instruments and including observations
by the principal, the teacher, the support staff, and parents.

ACCOUNTABILITY STANDARD: All members of the teaching staff have
formal training in early childhood education.

QUALITY INDICATORS:

« The staff is composed of people who have taken coursework
not only in elementary education but in teaching young children.

ACCOUNTABILITY STANDARD: The principal evalustes the teachers with
evaluation instruments that reflect the most advanced early childhood philosophy and

goals.

QUALITY INDICATORS:

» The principal ensures that the teachers understand the procedures to
be used in evaluating them and the emphasis to be placed on early

childhood criteria.

+ The evaluation reflects icaching strategies and classroom organization
and management that are most effective and relevant with young

children.

ERIC C &1 Specialty Option | 2601 Fortune Circle East, 300A | Indianapolis. IN 46241 1 (800) 456-2380
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NAESP Accounability Standards Page 4

ACCOUN. TABILITY STANDARD: The principal demonstrates understanding
of quality early childhood programs and provides the environment for the implementa-
tion and management of such programs.

QUALITY INDICATORS:

+ The teachers are provided opportunities for keeping abreast of the
continuing advances in early childhood education.

» The principal is clear and persuasive in preserving the program
from pressures 10 make the program more rigid or more like programs
for older children.

» The principal conducts periodic self-assessment of the components
of early childhood programs by using the checklist in this document
[Early Childhood Education and the Elementary School Principal ).

ACCOUNTABILITY STANDARD: The principal has developed a plan for
monitoring and regularly assessing the program.

QUALITY INDICATORS:

» The principal periodically assesses the school's performance in
providing educational experiences truly relevant to young children.

« Evaluation statements and reactions are regularly solicited from
teachers and parents and are used to improve the program.

e There is an annual review of all uspects of the program--philosophy,
curriculum, evaluation techniques, professional development activities,
parent involvement, etc.
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Handout 22
Early Childhood Key Experiences Checklist

Key experiences that are fundam-ntal 10 8 young child’s leaming and development are most
likely to occur in situations where the child is actively involved. They include such components as:

* the use of concrete materials

« active manipulation of objects

« freedom of choice

» rich language opportunities, and

« the provision of teacher and/or parent support.

The following checklist for use in developing and/or evaluating leaming situations is based on
the key experiences in child development identified in the HIGH/SCOPE curriculum [In: Iniroduc-
tion to the HIGHISCOPE Curriculum: A Two-Day Workshop. (1986). Ypsilanti, MI: HIGH/
SCOPE Educational Research Foundation.}.

SOCIAL & EMOTIONAL DEVELOPMENT PHYSICAL DEVELOPMENT
___ Making & expressing choices, plans, — Moving in locomotor ways
& decisions ___ Moving in non-locomotor ways
__ Recognizing & solving problems . Moving with objects
___ Expressing & understanding problems ___ Following movement directions
___ Taking care of one's own needs ___ Describing movement
___ Understanding routines & expectations ___ Expressing creativity in movement
___ Being sensitive to other's feelings, interests, ___ Feeling & expressing thythm &
needs & background beat
___ Building relationships w/ other children & ___ Moving with others to a common
adults beat
___ Creating & experiencing collaborative play
___ Developing strategies for dealing w/ social
conflict
COGNITIVE DEVELOPMENT
Space

Fitting things together & taking them apart

Rearranging & reshaping objects: twisting, folding, stretching, stacking, & observing the changes
Observing things & places from different spatial viewpoints

___ Experiencing & describing relative positions, directions, & distances

Experiencing & representing one's own body

Learning to locate things in different environments: classroom, school, neighborhood
Interpreting representations of spatial relations in drawings & picrures

Distinguishing & describing shapes

| 1
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___ Talking w/others about personally mean-
ingful experiences

__ Describing objects, events, & relationships

___ Having fun w/language: thyming, making
up stories, listening to poems & storics

__ Writing in various ways: drawing, scrib-
bling, like forms, invented spellings,
conventional forms

___ Having one’s own language written down &
read back

___ Reading in various ways: recognizing
letters, words, & symbols & reading
storybooks & print

Seriation

___ Comparing along a single dimension:
longer/shorter, rougher/smoother, efc.

___ Armanging several things in order along the
same dimension & describing the relation-
ships: longest, shortest, etc.

___ Fitting one ordered set of objects to another
through trial & error

Preschool Key Experiences Checklisi Page 2
COGNITIVE DEVELOPMENT (cont.)
Representation Time
— Recognizing objects by sound, touch, taste, ___ Starting & stopping an action on signal
& smell __ Experiencing & describing different rates
___ Imitating actions & sounds of movement
___ Relating pictures, photographs & models to ___ Experiencing & comparing time intervals
real places & things ___ Observing change
___ Role-playing & pretending ___ Recalling events, anticipating events, &
___ Making models out of clay, blocks, etc. representing the order of events
__ Drawing & painting ___ Using conventional time units & observing
that clocks & calendars mark the passage of
time
Language Classification

___ Investigating & labeling the attributes of
things

___ Noticing & describing how things are the
same & how they are different

—_ Sorting & matching

___ Using & describing something in several
different ways

___ Distinguishing between some and all

___ Holding more than one attribute in mind at
a time

___ Describing what characteristics something
does not possess or to what class it does not
belong

Number

__ Comparing number & amount: more/less,
more/fewer, same amount

____ Arranging two sets of objects in one-to-one:
correspondence

___ Counting objects as well as counting by rote

C & 1 Specialty Option | 2601 Fortune Circle East, 300A ! Indianapolis, IN 46241 | (800) 456-2380
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Action Planning Form

Task

Person
Responsible

People to
Contact

Resources
Needed

Timeline
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WORKSHOP EVALUATION } «ndout 24
Title Date

This is a convenient way for us to evaluate whether or not our workshop has been helpful to you. Itis
intended for two purposes: (1) to help us spot ways to improve similar workshops in the future, and
(2) to help us identify areas you still need help with Please give us your candid feelings; you do not
need to sign it.

1. The workshop was (choose one):
better than expected
about as expected
worse than expected

2. The strengths of the workshop were (as many as apply):
the presenters

the materials

the group activities

the eventual outcome

specific comments:

1T

3. The weaknesses of the workshop were {as many as apply):
the presenters

the materials

the group activities

the eventual outcome

specific comments:

NEEN

4. The workshop was especially helpful to (as many as apply):
the eventual outcome

me

teachers

administrators/coordinators

specific comments:

5. My main area(s) of responsibility is/are (as many as apply):
regular teacher

Chapter 1 teacher

Chapter 1 Coordinator

School Administrator

Curriculum Supervisor

Evaluator

District Administrator

Other

NERREEE

6. Here are some additional comments or suggestions:
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Resource Material 1

Ten Attributes of Successful Programs
for Disadvantaged Children

1.  Clear goals & objectives/high expectations

2.  Appropriate curriculum & instruction

3. Coordination with regular program

4, Student progress closely monitored

5. Strong leadership

6. Professional development & training

7. Parent/Community involvement

8. Positive school climate

0.  Excellence rewarded & recognized

10. Evaluation results used for improvement

(From: Initiative to improve the education of disadavansaged children . (10/90). #OMB-1801-0518, p. iii. }
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Resource Material 2

Sample Daily Schedules
r
Half-Day Preschool
8:00 - 8:30  Greeting/Story
845 - 9:00  Planning
9:00 - 9:50 Work Time
9:50 - 10:00 Clean-up
10:00- 10:1S  Recall
10:15-10:30  Snack
10:30- 10:45 Circle
10:45-11:00  Small Group
11:00- 11:30  Outside/Departure
\_ Y,
(" Half-Day Head Start A
8:30 - 8:40  Greeting/Washing Hands
8:40 - 9:00 BreakfastBrush Teeth
9:00 - 9:10 Circle
9:10 - 9220 Planning
9:20 - 10:10 Work Time
10:10- 10:25  Clean-up
10:25- 10:35  Recall
10:35- 10:55  Small Group
10:55-11:05  Story
11:05-11:30  Lunch/Depaiture
\ e y
4 Full-Day Day Care Center A
6:30 - 8:30  Amival/Breakfast/Free Choice
8:30 - 840  Clean-up
8:40 - 9:00 Circle
9:00 - 9:15  Planning
9:15 -10:00 Work Time
10:00- 10:10 Clean-up
10:10- 10:20  Recall
10:20- 10:40  Small Group
10:40- 11:30  Outside
11:30- 11:45  Bathroom/Wash Hands/Prepare for Lunch
11:45- 12:30  Lunch/Brush Teeth
12:30- 1:00  Quiet Activities/Prepare for Naps
1:00- 3:00 Nap Time
3:00- 3:30 Wake/BathroonVSnack
\ 3:30- 6:00 Free Choice or Outside/Informal Plan-Do-Review )

(From: Jniroduction to the HighiScope Curriculum (Two-Day Workshop #]). (1986).

Educational Research Foundation, p. 31.]
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. AN UNGRADED PRIMARY CLASS SCHEDULE
From Molly McClaskey's Classroom at Williston

The schedule affects how children approach a task. Do they feel hurried? Gerting control
of time is a major elemens: time for depth, breadth, and revision. Here's a sample schedule.

Leave lots of big blocks!

ARRIVAL
20-30 minutes
getting comfy time
a time for ‘activities’
teacher conferencing time-- checking back with yesterday's tasks
transition by music into . . .

CLASS MEETING

20 10 30 to 40 minutes depending on time of year, topic, and need
calendar
orieniation to the day
opening ritual-- shared book, chari
good morning chani-- plan for the morning
structure for the day
. sometimes sharing, sometimes demonstrations, sometimes problem solving
laying out a new ‘piece’ for the day: material, activity, a task

transition perhaps by excusing children to task areas/activity censers

WORK TIME
45 to 60 minuses
children doing their work in various areas
key words, process writing, language arts follow up (M/W)

or

mash work (T/Th)
or

time for integrated unit work
(teacher record keeping)
clean up

CLASS MEETING
share what happened in the morning
assessment, critique, what happened, next steps perhaps

o EAT AND RECESS

.
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Resource Material 3

NAEYC Principles of Appropriate
Practices for Young Children

» Teachers must always be aware of

the "whole child.”
Al areas of development are important --
physical, social, emotional, and inseliectual.
Children are more likely %0 succeed in school
when the environment provides opportunities
for them 10 physically use their bodies, make
friends, and develop self-esteem as well
as acquire knowledge.

» Throughout the primary grades, the
curriculum should be Integrated.
The curviculum does not need to0 be divided
into discrete subjects with time alloted for “<xch.
Young children can practice several skills while
completing a creative activity. They can master
social and cognitive skills as they work on
probiem-solving tasks.

* Primary-age children should be engaged

in active rather than passive activities.
Children ieam best from firsthand, relevant
experiences. Sitting silently and listening to
someone ¢lse talk does not develop rich

concepts.

* The curriculum should provide many develop-
mentally appropriate materials for children to
explore and think about. The curriculum should
also provide opportunities for interaction and
communication with aduits and otber children.
Children leamn best:
- When they manipulate real objects
rather than do pencil-and-paper or
sestwork activities.
- When they solve problems using
firsthand experiences.
- When they discuss what they have
experienced with others.

+ The content of the curriculum should be
relevant; engaging, and meaningful to the
children themselves.
Children understand bettesr when concepts and
information are related 10 their own personal
expesiences.
Adapited From: National Assaciation for the Education
of Young Children (1589). Approprigie sducation in

the primary grades: A posilion Salemenl.
(pp. 22-23). Washington, DC:NAEYC.

» Provide primary-age childrea with opportunities
to work in small groups on projects that provide rich
content for conversations. Teachers facilitate
discussions among childres by making comments
and actively solicitiag children's opinions and ideas.

but promote peer interaction.
Essentir1 1o dev=loping a scase of one's own compe-
tence, primary-age children need 10 expesience
positive relstionships and fricndships with peers.
Instructiona! practices which piace undue emphasis
on competition and comparison among children may
gtifle their motivation 10 Jearn and inhibit children's
mmimmmmehmmu-ﬂm

* The younger the chiidren snd the more diverse

thelr background, the wider the variety of teacking

methods and materials required.
No one ieaching strategy will work for all children.
Each child drings to school 2 snigue pattern of de-
velopment, learning style, and family/cultural
background, Effective teachers use a variety of in-
structional methods and practices in a flexible
manney. Effective teachers recognize that an
appropriste curricolum fits the noeds of the child.

» Curricolum and teaching methods should be
desigved 10 that chBdres not only scquire knowledge
and skills but also the disposition and inclination to
use them,

Children musi scquire  love of leaming as well as
knowledge about the world. Children must
acquire the desire to read and 10 do math as well
as understand the mechanics. Children must want
to and kmow how o use problem solving tech-
niques as well as apply rote memorization skills.

RN
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Resource Material 4

CHILD-SELECTED ACTIVITIES

The term “teach” often implies tefling or
giving information. However, in early
childhood classrooms the term means much
more than that. There are times, of course,
when giving children information is

. For example, when a chid
asks how to write his/her name, the teacher
can certainly show the chiid how to do so.
And it Is appropriate for teachers to tell
children about classroom procedures--such
as "we wash hands before eating a snack.”

However, lecturing or giving facts must NOT
be the primary means of instruction in the
early chiidhood classroom. Rather, early
childhood teachers should spend most of
their time faciitating leaming by setting up
environments that encourage children to
explore and interact with materials and other
people. In addRion, the teachers observe
children, keep records of their behavior and
provide challenges in order to expand the
children's knowledge and curiosity.

This means that much of the day is devoted
to CHILD-SELECTED activities. That is the
teachers set up various stimulating activities
designed to foster children's development
and the children choose from among them.
it is important tor children to choose thelr
own activities because they (1) are more
tikely fo be intrinsically motivated to engage
in the activities, (2) will most often choose
activities that are stimulating or which give
them needed opportunities to practices, and
(3) can feel in control of their own leaming.

it is much better for children to choose their
own activities than to be coerced into doing
things they don't understand or have no
interest in. For example, children who
engage in writing activities because they
WANT to are more fikely to leam to write
than children who do so because they have
been promised a reward for wiiting r
threatened with a punishment i they do not
write. Moreover, children who engage in
writing because of some intrinsic desire are
more likely to develop the DISPOSITION to
write. Fostering a positive disposition for
writing Is just as important as teaching the
writing skiils themsaelves for, after all, }t is of
fittie value for a person to know HOW to
write #f she/he does not have the disposition
to do s0. Csikszentmihalyi and McCormack
(1986) write, "Knowledge that is not the
outcome of intrinsic motivation is very
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fragile." They further state that, "All complex
leaming that requires concentrated effort
o ‘er time depends on intrinsic motivation.”

(P. 419)

it a given child never chooses to engage in
certain activities, such as an, the teacher's
task is to find some way to make arnt
activities so interasting to the child that
she/he WILL choose art. Or, i a child
seems 10 aways choose block play, the
teacher must use the child’s interest in
biocks to motivate hinvher toward other
activities. For example, after the child has
buik something with blocks the teacher may
invite him/her to dictate a story about the
block structure or explain ks components for
labeling.

The teacher's primary task is to establish a
rich, stimulating environment whi~ 1 will
foster each child's development. The
teacher's role does not become less
important or easier because children select
their own activities. it simply changes from
that of an "imparter of :nformation” to one of
“facilitator of leaming.”

A Word on Class Size

Class size research clearly indicates that
there should be 20 or fewer chikiren in earty
childhood classrooms (lliinols State Board ot
Education, 1985). Smaller classes and
improved adult/child ratios have positive
eftects on chikiren’s levels of interest,
participation and persistence. The
recommended group sizes of 18 to 20 with a
minimum of two adults per group Is
consistent with the NAEYC Position Paper
on programs for four- and five-year-oids.
Moreover, it Is highly recommended that
every classroom include both a fully centified
teacher and a full-time instructional aide in
addition to voluntger assistance.

if class size Is larger, then teachers may be
forced into spending more time in teacher-
directed activities. The quality of education
is fikely 10 deteriorate as class sizes and
teacher-dominated activilies increase. In
order for teachers to provide opportunities
for children to select activities and to
individuallze instruction, class sizes and
adulVchild ratios must be kept at
manageabie levels.



TEACHER-DIRECTED ACTIVITIES

The entire day does not need to be devoted
to child-selected activities. Many teachers
find R useful to have some teacher-directed
activiies. This is especially true ¥ group
activities are connected to individual
activities (e.g., one child discovered how to
make clay float), past activities (e.g., field
trips), or schociwide projects (e.9., Arbor
Day). Storytimes, snack, group games, and
singing are examples of activities which
work well In teacher-girected group
experiences. Such experiences are
especially valuable if children are
encouraged 10 interact with one another as
well as the teacher.

Ar*zmpts should be madse to involve children
actively in group activities. Good
storytellers, for exampie, know how to “bring

the chiidren into a story.” Appropriate group
games and music activities for children keep

all children invoived throughout the activity
(HRz, 1987). Howaever, i is usually best for
teacher-directed activities to be relatively
brief, active and interesting.

During teacher-diracted activities children
will be invoived to various degrees. That s,
some children will defight in playing a group
game, singing or dancing. Others will prefer
more passive rolas and some will want to
ust watch." Experienced teachers know
that the children who are "just watching™ are
leaming and that in time and with support
they 100 will choose to become actively
invoived in the activity.

control of their own leaming.

it is important for children to choose their own activities because they
(1) are more likely to be intrinsically motivated to engage in the
activities, (2) will most often choose activities that are stimulating or
which give them nesded opportunities to practice, and (3) can feel in

A list of references is available upon request. Contact Randy Hitz, Specialist, Oregon Departiment of
Education, 700 Pringle Parkway, SE, Salem, Oregon 97310-0290; telephone 278-5585.
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Resource Material §

LEARNING ABOUT LITERACY: THE CHILDREN AND ME

For five years I've
been working to make first
grade a better place *0 leam
and teach. In moving from
prekindergarten to first grade,
level, I brought along some
strong beliefs about how
young children leam best, and
how 1 should provide for that.
I'm still working on that
had the most fun yet. With the
advent of Holt Impressions and
Whole Language in Portland
Public Schools, my ideas about
children, play, literacy and
growth have all come together.
Now I can put together a child-
chosen, teaches-structured
program that meets all the
developmental needs in the
room, even mine, The next ten
years, ] imagine will be
variations on the theme: Is
there enough of me 1o suprornt
all this learning? Iseemto
have set a leaming explosion
in motion, and can't keep up
with the children's
possibilities!

I'm calling it
"Literacy Centers” because it's
a variation on what goes on in
the aftermoon: Leaming
Centers. While Leaming
Centers include blocks, sand,
water and so on. Literacy
Centers focus on the Big Four:
Listening, Speaking, Reading
and Writing. (During Learning
Centers time, those four
function quite well also, but
the aim is a little less specific.)
Literacy Centers are a child-
chosen activity time ranging

from 30 minutes to an hour
(could be more!) a day. In
sefting up the options from
which the children may
choose, 1 spent an aftermoon
sitting in my classroom just
looking around and figuring
out how everything could fit
in. Some areas were already
functional--we've used them in
the afternoon Leaming Centers
for years. Other "stations™ had
to be invented, and equipment
scrounged, to be operational.
Right ncw, there are twelve
different possibilitics, and fifty
child-spaces available for my
(current) 22 children.

The twelve Literacy
Centers are Message,
Nlustrating, Make-a-Tape,
Theater/Puppet-making,
Computer, Listening,
Chalkboard/Feliboard,
Alphabet Games, Writing,
Quict Reading, Bookmaking,
and Read Aloud. Each Center
is limited 10 a certain number
of children by an unpatented
*stick-you-name-card-in-the-
pocket” system.

Message Center
consists of a tote wb
containing "To" and “From®
stampers, junk mail retumn
envelopes, various pens and
pencils, word cards (in a small
box), junk mail sticker-stamps
(such as Wildlife Federation
sends, hoping for donations), a
booklet listing all the first
graders and their teachers, a
laminated copy of comect

personal letter form
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(Dear... From...), and a variety of
discarded business forms and
sample greeting cards.

Ilustrating Center is the
casel with paints and easy
availability of markers, paper,
crayons and s0 on. Most paintings
are written on, and about, after they
are created.

Make-a-Tape Center is a
tape recorder with microphone and
a small b containing several
favorite books and blank topes.

Theater/Puppetmaking
Center is part of a large cardboard
box with a window in it fus the
stage, a tub containing scissors,
paste, 3 x S cards, popsicle sticks,
small paper bags, crayons and a
box of ready-made puppets. The
children occasionally borrow a
blanket from the Home Center for a
curtain,

Computer Center, for two
hackers at a time, would be greatly
enhanced by a printer, but now
consists of the computer and seven
or eight discs of varying quality.
Suggestions appreciated.

Listening Center is the
record player, a tape player, a crate
of records (stories and music), a tub
of books and cassette sets in plastic
bags, four headphones, and that
thing you plug everything into and
out of,

Chalkboard/Feltboard
Center is a two-in-one special: on
the chalkboard (a portion of the
only one in the room, designated
*Kids' Board™), children can
write/draw with colored and white
chalk, or use magnelic Jetters, or
put up word cards with little round
magnets to make poems, thymes,



or short (very short) stories.
On the felthoard, which isa
felt-covered painting easel,
options inclode feltboard fairly
tales, felt alphabet letters, and
miscellancous felt shapes.

Alphabet Games
Center is a long shelf of just
what it says, plus alphabet
letter stampers, puzzles, Link
Letters, and some space for
games I haven't bought yet,
like Scrabble and Boggle.

Writing Center is
misnamed because it isn'ta
center at all. Children can
choose to sit at their own or
any available table and write
their hearts out. And they do,
they do!

Quiet Reading Center
is up on the loft, a platform
with rails, about three feet off
the ground (built in during our
remodeling, but why couldn’t
you use a sturdy table against a
wall?). It's an aerie for two,
with pillows and books. (It
was a comfy place for a couple

of children at the beginning of
the year, especially as they just
wanted to watch the action
before joining it).

Bookmaking Center
is near the Classroom Tools
shelf, and is a bring-it-to-the-
table tub of cereal-vox
cardboard and reams of
slightly yellowed lined paper
from the basement storeroom
that nobody ever seems 10
want. The children have made
many books during the year,
and these are, I've noticed
recently, being filled with
more writing than drawing as
these authors become more
proficient,

Read Aloud Center is
my old rocking chair, a
gruwing stack of Big Books
(many authors by us!), and six
carpet squares which are used
to indicate how many people
may come fo listen. Most
often, children read to
children, but any unsuspecting
visitor is co-opted as a reader
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or audience. Also, parent
volunteers enjoy this spot as
familiar and possible without
coaching—~especially since they can
read to as few as one Or as many as
six,

If this sounds like a twelve
ring circus, you've got the idea.
What do I do while all this is going
on? Sometimes | just sit and
marvel at it, but usually I'm
working with a small groupon a
project or a skill lesson, or roaming
and supporting individuals (that's
the "RSI" system, critical io 8
healthy, developmentally,
individualized program.)

1 am open to visitors, and
the children are used to them, if
you'd like to take a look. Be
prepared, however, to read to, or be
read to, to be given a tour by a
child "guest helper”, or to be
reduced to laughter (or tears) by a
child-authored story or puppet play.
Anything is mosUy possible.

Robin Lindsley
Portland Chapter



. HOW TO HELP IN LITERACY CENTERS October, 1988
(For adult or student helpers) Robin Lindsley

OVERALL GOAL: TURN THE CHILDREN ON TO READING, WRITING,
LISTENING AND SPEAKING, AND SHARING THEIR IDEAS WITH OTHERS.

Help when necessary--watch first, then step in to support as needed. Help children gain
confidence in their own skills as writers, readers and speakers. Provide materials to help
their ideas work, such as "need tape, or would paste work best? Need a bigger or strong
piece of paper?” ASK YOURSELF HOW CAN I SUPPORT, EXPAND, ENHANCE,
EXTEND WHAT'S GOING ON?

1. Listening Center--Assist in set-up, as necessary. Help with "take-tumns” list if
children can't resolve issue of what to listen to.

2. Chalkboard/feltboard--Assist with spelling as children work to write or use
magnetic alphabet letters on chalkboard. Rather than just spelling words for
children, however, encourage children to use letters for sounds they hear in words
(making the sound-letter connections necessary to guess at how words are
spelled.) Another activity here is to help the children write words (one word
each) on 3 x 5 cards of their favorite chants, poems, or songs. Assist as necessary
when they put the cards in correct sequence with tiny magnets on the chalkboard

. in order to read their piece. (The pocket chart can also be used in this way.)
Feltboard: occasionally do your own version of a classic story on the feltboard as
it can stimulate the children to do their own versions. It's also fun to use the felt
Jetters to write words or messages, then have someone come and see the lists or
ideas.

3 Read Aloud--The obvious is to read to the children, or listen to a child/children
read to you. To go past that, ask questions that encourage them to predict,
evaluate and summarize, not just "yes or no” answers. Discuss feelings of the
story's characters and of the children. Share your own feelings. Relate
information to the children's lives. If using Big Books (especially) read same
book a number of times--using different voices, speeds, etc. (For example, rad
Brown Bear like a bear would read it, or a gray mouse. Read it slowly, read it
fast).

4. Alphabet Games--Some games need assistance, especially if the children are
unfamiliar with them. The attraction of some games or materials (like the
alphabet stampers) can be enhanced just by an adult or student helper showing
interest init. Pick a material and ask some kids to play with you! Follow the
kids' leads--maybe they can come up with a new way to play.
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Make-a-Tape--You may have to assist some children with the: operation of the
tape recorder, but many of them know how. Act as the M.C. or announcer,
introducing the speakers (kids), title of the book that is going to be read, etc.
Modeling the behavior you expect is important at this Center. It's OK for the kids
to 1) make up and tell their own stories, 2) read a book of their own choosing, 3)
sing a song they know, 4) re-tell a classic story, like the Three Pigs, 5) mimic a
favorite TV show and 6) interview each other. (A list of possible questions to ask
each other can be developed before they start the interview. If they're unsure how
to interview, show them by interviewing them yourself!)

Bookmaking--Showing an interest here can really help. Kids may need some
help with stapling cereal box covers and paper together, especially if they use too
much paper. Take time to talk a little ahead of time about what the content of the
book will be. Some children like to make coloring books (cereal-box or colored
construction paper covers), which is a good opportunity to draw black pen
pictures with captions undemneath, like real coloring books! (Getin a bit of
writing!) Encourage children to make "shape" books, where the shape of the
book is determined by the topic of the book (such as a cat-shaped book about
cats). Once the book is done, which may actually take several days, encourage
the child to share it at Friday Entertainment Time! (Some children may want to
make just a blank book, which they will "fill in" later, but encourage themto do
some actual work (writing or drawing or both) before they take the book home.
Help with spelling as describe in #2, above.)

Message Center--Assist children in learning correct personal letter form (see
orange-colored sample sheet in writing center tote tub), how to use an envelope,
and encouraging their own writing of content. (Some may need you to take
dictation, then they copy what they've told you; some may be able to sound out
most words; some may just want to write "I love you" and stop. If they want to
make a greeting card, show samples and discuss with them what they want to
communicate in their own card. This is a good place to use areal phone book, or
start a list of friends’ phone numbers, or make a list of favorite books (or anything
else!).

Quiet Reading--Listen to, or read to one or two children up on the loft. (Small
playhouse is for aftemoon Learning Centers only.) Encourage "pretend” reading
(where child tells the story by looking at pictures, rather than exact reading of
printed words.) OK to snuggle!

Ilustrating--While child is painting, discuss topic child has chosen, colors
she/he's chosen, expand on language. Don't “getin the way" while child is
creating, however. When paintings are dry (and there's always a stack of them!),
help child write about their works of art--some children will need you to write
down their ideas, and then they can copy them directly onto the painting, or onto
a piece of paper to be fastened onto the printing when writing is completed.
Some children have a number of paintings--make a Big Book, putting a piece of
plain paper between paintings--to write about the pictures on. Use large colored
construction paper (in hall cupboard) for covers. Encourage illustrations using
markers, also on 12 x 18 paper, with accompanying writing.
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. 10. Typewriter—-OK to help with sounding out and spelling words here. Geta chair
and sit next to child. Show how to use the locking key for capital letters. Press
one key at a time, or machine will jam up.

11. Theater and Puppetmaking Center--Be in the audience or model a show, but help
kids learn about beginnings, middles,and endings to good theater shows. It's OK
to stop the action and do it again, to getit better/clearer. Encourage a complete
piece, rather than out-of-control, violent "shows", such as children sce on TV.
(That's where most of their experience comes from, so that's why their plays are
often violent. Also, silliness is OK, of course, but only if it adds to the show.)
OK to suggest interview shows, or commercials! Puppets can be made using
materials in the tub--help children as needed. See notes for Make-a-Tape.

12. Computer Center--Only adult or student helpers may turn the computer on/off or
change the disks. The children are mostly unfamiliar with how to do some of the
games, so you can help a lot here by expanding their information on "how to.”
Please help them learn how to use the games, rather than just reading instructions
and pushing keys for them.

13. Writing--Some children need you to write down their words (take dictation) that
they can copy, while others are ready to sound out their own words. Vowel
sounds are particularly difficult--give help as needed.

THANKS FOR HELPING--YOU'RE HELPING MAKES IT FUN TO LEARN!
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Resource Material 6

Excerpts from
. The National Goals for Education

"Readiness for School”

Goal 1: By the year 2000, all children in America
will start school ready to learn.

Objectives:

. All disadvantaged and disabled children will have access to high quality and
developmentally appropriate preschool programs that help prepare children

for school.

. Every parent in America will be a child's first teacher and devote time each day
helping his or her preschool child leam; parents will have access to the training
and support they need.

. Children will receive the nutrition and health care needed to arrive at school with

healthy minds and bodies, and the number of low birthweight babies will be
significantly reduced through enhanced prenatal health systems.

. The Preschool Years

American homes must be places of learning. Parents should play an active role in their chil-
dren's early leaming, particularly by reading to them on a daily basis. Parents should have
access 1o the support and training required to fulfill this role, especially in poor, under-educated
families. |

In preparing young people 1o start school, both the federal and state governments have impor-
tant roles to play, especially with regard to health, nutrition, and early childhood development.
Congress and the administration have increased maternal and child health coverage for all
families with incomes up to 133 percent of the federal poverty line. Many states go beyond this
level of coverage, and more are moving in this direction. In addition, states continue 1o develop
more effective delivery systems for prenatal and postnatal care. However, we still need more
prevention, testing, and screening, and early identification and treatment of learning disorders
and disabilities.

The federal government should work with the states to develop and fully fund early intervention
strategies for children. All eligible children should have access to Head Start, Chapter 1, or
some other successful preschool program with strong parental involvement. Our first priority
must be to provide at least one year of preschool for all disadvantaged children.

[From: National Govemors’ Association. (February 25, 1990). Report adopied by members
of the National Governors’ Association, pp. 3,6.]
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Resource Material 7

ESEA
Chapter 1 Curriculum & Instruction Resource Center
Region B
. Technical Assistance Center

did you know that... i senaioaEiscaion

Goal states: By the year 2000, all children in America will start school ready
to learn?

In an Educational Summitmeeﬁnginmﬂonesvme.VirgininnFehrm 1990, the President
and SmmGwmmdraﬁed;setofchﬂlmgingNnﬁonﬂGmkfaBdumﬁon. The objectives under
the readiness for school goal stated above are:

1) All disadvantaged and disabled children will have access to high quality and developmentally
appropriate preschool programs that help prepare children for school.

2) Every parent in Amaicawﬂlbeachﬂd’sfnsttmhamddcvotcﬁmemh day helping his or
herptcschoolchildleam;puemswillhaveaccesstotheminingandsuppomheynwd.

3) Children will receive the nutrition and health care needed 1o arrive at school with healthy
minds and bodies, and the number of low birthweight babies will be significantly reduced through
enhanced prenatal health systems.

In the text accompanying the goals, parents are encouraged to actively help their children
learn, "paticularly by reading 1o them on 8 daily basis.” Darents, especially in poor, undereducated
families, should have access to the support and training required to fulfill this role. To insure the
health of young children, low income families should also be provided with "increased matemnal and
child health coverage.”

ThethdﬂwNaﬁondGmlsakospwiﬁesmmmefedunlgovmthdwmkwimm
states to develop and fully fund early intervention strategies for children. Al eligible children
should have access to Head Start, Chapter 1, or some other successful preschool program with
strong parental involvement. "Or first priority must be to provide at least one year of preschool fc
all disadvantaged children.”

In addition to better preparing children for school, the text of the National Goals states that "we

must also better prepare schools for children. This is especially important for young children.
Schools must be able to educate effectively all children when they arrive at the schoolhouse door, re-

gardless of variations in students' interest, capacities, or leamning styles.”
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Chapter 1 Curricuium & Instruction Resource Center
Region B
Technical Assistance Center

did you know that... unierrLi02,

SEAs must assure the provision of appropriate educational services
to migratory preschool children?

mmmswmmmmsmsmmmtAmsd
1988, Part D, Subpart l.pmvidetha!mweenhespechleducaﬁmdmedsofnﬁmtory
children. Nodiﬁmnﬁaﬁmismﬁehawmmfmxbwllgeuﬂmchmlchim
Thus, the SEA is responsible for making appropriate provisions for the educational needs of

preschool children.

Unlike the old legislation, the new law makes no special considerations, such as the
mqnirementofsavicasonlyifdteydonmdem&om:heopmdomofprommsforschool
age children. Consistemwimmesmewideneedsmessmmtmdinmdmeewimm
priorities, SEAs must now provide for educational services for migratory children below the
age and grade level at which the operating agency provides a free public education. Impor-
1ant features of the legislation include:

1. A needs assessment which involves the following:

a identification of the children, consistent with service priorities, who would
benefit from preschool services;

b. determination of a large enough concentration of children to warrant a
preschool project;

c. an assessment of the relative need of preschool migrant children as compared to
school-age children;

d. the availability of existing and appropriate preschool projects;

e. the extent to which existing projects meet the educadonal needs of preschool
children.
(OVER)
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Migratory Preschool Services DYK 2191

2. The opportunity to coordinate with existing agencies providing preschool
projects, such as Head Start, Even Start, Reading is Fundamental, and Healthy Start,

as well as local programs (including Chapter 1).

3. The possibility of supplementing existing programs with Migrant Education
Program funds.

4. The responsibility to provide appropriate services if none exist.

S. The responsibility to evaluate the overall progress, including the educational
progress, of migratory children who participate in preschool projects.

Preschool programs are to be developed on the basis of a needs assessment. For children
aged three and over, projects should include instruction, child development, and day care. For
children under three, day care services are sufficient.
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Chapter 1 Curriculum & lnstructiﬁn Resource Center
Region B
Technical Assistance Center

did you know that... Even Start programs

integrate early childhood education and adult education for parents
into a unified program?

BvenSmmg:mpwideﬁnﬁly-eenmededucaﬁonto(l) help parents achieve
adult education goals, (2) train parents to support the educational growth of their children,
M(S)mmywngchildrenformwessinnguhrschoolpmm.

Participants may include any parcnis eligible to participate in adult basic education
programs under the Adult Education Act who also have children aged 1o 7 inclusive, re-
siding in a Chapter 1 elementary school attendance area.

Home-based instruction is a distinctive component of Even Start programs. Another
major feature is cooperation and coordination with other existing community programs
and services, such as Head Start, Adult Education programs and others.

Even Start projects are selected ac.unding to the following criteria: those most likely
10 successfully meet their goals, those serving the greatest percentage of eligible children
and parents, those demonstrating the greatest coondination between relevant service
providers in the community, those with reasonable budgets, including provisions for local
funding, those representative of urban and rural areas from all sections of the United

States, and those showing the greatest promise for providing models transferrable to other
sites.

Even Start projects are independently evaluated annually to determine their effective-
ness in providing 1) services to special populations, 2) adult education service., 3) parent
training, 4) home-based programs involving parents and children, 5) coordination with
related programs, and 6) training of related personnel in appropriate skill areas.
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ESEA
Chapter 1 Curriculum & Instruction Resource Center

Region B
Technical Assistance Center

did you know that...

Chapter 1 programs can serve handicapped children?

Chapter 1 services must supplement, not supplant, Special Education and related
services to children with handicaps. Examples of ways to do this include the following:

1. In-class

An educational aide, tutor, or teacher can provide supplemental instructional
assistance to Chapter 1 students who may also be handicapped during their main-
streamed instructional activities. For example, if a handicapped student has been
detaminedwbeedmﬁomnydepﬁvedinhnguagemmeindmmmpmﬁde
assistance during the time the student is mainstreamed into language ars activities.

This in-class tutor can work with all those in the language arts class who have been
identified as eligible for and selected 10 receive Chapter 1 services. In this manner,
there is maximum coordination with the regular classroom teacher since services are
provided in thcngxnarchssmomandmehmdicappedswdcnsmnotsegmgatedﬁom
non-handicapped students when Chapter 1 services are provided.

2. Multiple-funded teacher

A special education teacher can be multiple funded by special education funds and
Chapter 1 funds in order to teach handicapped students for a portion of the day and Chapter 1
students for a portion of the day. In the portion of the day during which the teacher will work
with Chapter 1 students, the teacher would be working with some of the handicapped students
who were identified as eligible for and selected 1o receive Chapter 1 services. In this manner,
there would be automatic coordination for those students in special education and Chapter 1
since the same teacher would be providing both services. This teacher could then spend
sufficient time with the regular teachers for coordinating Chapter 1 and regular services for
non-handicapped Chapter 1 students (pps. 112-113, Chapter 1 Policy Manua)).

Questions regarding services to handicapped children are addressed on pages 64,112,113
and 117 of the Chapter 1 Policy Manual.
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ESEA
Chapter 1 Curriculum & Instruction Resource Center

Region B
Technica) Assistance Center

did you know that... rss-ssspeuses

on the provision of early intervention services to handicapped or high-risk
young children aged 0 to 3 and 3 to 5? '

Public Law 99-457, Title 1, provides for early intervention services to handicapped or
high-risk children from birth to age 3 in order to enhance their early development and
minimize the risk of developmental delays. Its major reforms include the following re-
quirements:

1) A coordinated, multidisciplinary approach. Professionals must use a coordinated,
multidisciplinary approach covering several different agencies and specialties in order to
provide services to young handicapped children.

2) Family empowerment. For children 0 to 3 years old, the law mandates an Individ-
ual Family Service Plan (rather than just an IEP) that focuses service delivery to handi-
capped and at-risk children within the larger context of the family unit. Parent input is
included in decision-making.

3) Aliemative Staffing. A variety of altzmative staffing models and personnel prepa-
ration models are to be developed and tried out in order to expand the ability of highly-
trained professionals to provide multi-disciplinary services to handicapped preschoolers in
new ways.

Title II of PL 99-457 mandates full educational services to all preschool age handi-
capped children between 3 and 5 years, guaranteeing them a free, appropriate public educa-
tion.
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Noteworthy Early Childhood Programs
from

A RESOURCE GUIDE
TO PUBLIC SCHOOL

EARLY CHILDHOOD PROGRAMS

The programs outlined in the following pages are described in detail in the 1988
ASCD publication, A Resource Guide to Public School Early Childhood Programs,
edited by Cynthia Warger. Although this resource guide is two years old, these excerpts
have been provided to demonstrate the recent scope of successful early childhood educa-
tion programming. [ These adaptations were made by: Dr. Bonni¢ Fisher, PRC, 2601
Fortune Circle East, Suite 300A, Indianapolis, IN 46241.)
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Noteworthy Early Childhood Programs From ASCD Guide ’ Poge 2

Minneapolis Public Schools
Minneapolis, Minnesota

Early Childhood Family Education
Project Description

ThegoaloftheBaﬂyChﬂdhoodFamﬂy%aﬁonpmmistmdmpponthe
wnﬁdemmdwmpemdmmdmmumtsbypmﬁdmmebwposﬁble
parentchﬂdinmncﬁmmdenvimnmentfonhewdalemﬁomkpbysi&mdinmneauﬂ
development of their caildren. All city residents and their young children from birth to
kindergarten are eligible to participate. Fwoectant parents, including teens, and parents
whose children have special developmenta: ueeds are also served.

On average, families spend two bours a week in classes located at neighborhood ECFE
centers. Each week, parents and children, guided by early childbood teachers and parent
educators, are involved from 1S to 45 minutes in developmentally appropriate activities in
an environment that fosters fun, exploration, and mutual learning. Later, parents go to 8
discussion group while children are cared for in the early childhood room. Parent group
participation is voluntary and usually centers on discussion of specific issues of child
. development, parenting, learning, etc. Additional services in the areas of screening and

training are provided by special education personnel, social workers, speech clinicians, and
physical and occupational therapists. Bilingual classes for southeast Asian and Hispanic
parents are also conducted.

The program follows the school calendar (September-May). There are two-hour
segments during the morning, afternoon, and evening, as well as occasional weekend classes
and special events. It is administered by Community Education, a unit of the Minneapolis
Public Schoo! District, which keeps staff/child ratios small: 1:3 for infants, 1:7 for toddlers,
and 1:12 for preschoolers.

The program is funded by state and local taxes, parent fees, in-kind contributions from
the school district, and grants.

Contact: Robert Z. Brancale, Coordinator

Susan-Dreves-Libson, Early Childhood Family Education Specialist
Minneapolis Early Childhood Family Education

1006 West Lake St.

Minneapolis, MN 55408




Noteworthy Early Childhood Programs From ASCD Guide Page 3

. Brownsville Independent School District
Brownsville, Texas

A Prekindergartner Instructional Television Program
Project Description

Faeedwiththesimaﬁoninlmmn”%ofenteﬁnaw:smkeﬁtﬂemm
Englishmdthatmismndwasgoingmconﬁme,the&owmﬂles&odmmiﬂm
awndedamm-yearpamwdevdop'ﬂmhk'(mekninbow).amﬂndemnen
instructional television program. mpmjeahuprodnwd%videomwithmﬁngﬁsh

English and Spanish, provide a firm base for other academic learning experiences, and
increase the environmental experiences of LEP preschoolers and their parents living in
target areas of the community.

Each videotape contains @ lesson, storytelling segment, and home activity. Each

videotape lesson generally covers some aspect of visual and auditory skill development and

contains such elements as field trips, puppets, and characters. The videotape themes focus

. on the child, family, and the community, with many holiday themes introduced to help the
child learn about the cultural context of the community.

In the program, parents and their children attend two 1 1/2-hour sessions each week.
They view major parts of the instructional videotape together. Afterwards, they have
separate classes with instructional aides. The children’s aide reinforces the objectives of the
lesson, and the parents’ aide discusses the lesson and demonstrates at-home enrichment
activities. Parents are coached on how they can improve their children’s academic
achievement and self-concept at home.

The program, excluding videotape development costs, is approximately $300 per pupil.
Although this model was designed to meet the needs of a bilingual population, the format

is appropriate for school districts that want 10 increase parent involvement, provide low-cost
prekindergarten instruction, and produce their own videotaped lessons.

Contact: Emma Gavito, Bilingual Curriculum Coordinator
Brownsville Independent School District

1625 Price Road

Brownsville, TX 78521

(512) 546-5354
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Noteworthy Early Childhood Programs From ASCD Gulde Page 4

Westside Community Schools
. Omaha, Nebraska

Izicgrating Special Needs Learners into Mainstream Classrooms
Project Description

The Westside Community Schools operates 6 early childhood centers, which provide
year-mund.ednaﬁomlpmmmforchﬂdrenmmmomhswmyem These programs
mcmdetoddlﬂmpmchodeduaﬁmwﬂchwayme,mdbefmmdmﬂml
care. Thechﬂdrenmpresemmewmeemmoﬂeminastyles,abﬂiﬁu,mdspedal
needs, ¢.g., mentally handicapped, multi-handicapped, orthopedically impaired, speech-
languageimpaired.heaﬁnzimpaimd.mdomerheahhimpaired. The goal for the special
needs component is to provide the least restrictive environment for the handicapped child
within the educational context.

A multi-disciplinary team, which is made up of a school psychologist, speech therapist,
occupational therapist, physical therapist, vision specialist, hearing specialist and other
educational diagnosticians, uses several formal tests to determine the handicapping
conditions of the child and the best educational placement. One of the 6 centers serves all
mainstreamed special-needs preschoolers.

A typical schedule at the center might be:

. 7 am.-9 am. Before school care
9 am.-11:30 am. Preschool (special needs children
mainstreamed)

11:30 a.m.-12:15 p.m. Lunch: feeding program for
severely/profoundly handicapped
children

12:15 p.m.-6 p.m. After school care

1 p.m.-3:30 p.m. Special needs preschool with some
mainstreaming in day-care

The curriculum is based on the High/Scope philosophy and techniques. Staff/child
ratios are kept small: 1:5 for toddlers (18 mos.-3 years), 1:8 for 3-year-olds, 1:10 for
preschool, and 1:10-1:15 for school-age. An open door policy for parents encourages them
to visit, volunteer, provide snacks, or be a story teller. In addition, parents and teachers
have organized the Parent Advisory Committee, through which they share in policy making,
discuss proble:ns, and conduct special projects.

Contact: Penny Gildea, Director of Early Childhood Education
Do-een Schelle, Special Education Teacher
Westside Community Schools and
Westside Early Childhood Centers
909 South 76th St.
Omaha, NE 68114
. (402) 390-2100 or (402) 390-8205
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Noteworthy Early Childhood Programs From ASCD Guide Page 5

. Seawell Elementary School
Chapel Hill, North Carolina

Developmental/Experiential K-1 Program
Project Description

mmajorgodofthispmjeahasbeenmmnsmedewlopmemalmeoryimo
tppmpﬁateeduuﬁomlpmﬁeefms-md&yeuokkinnpubﬁcschoolmﬁng. The
educaﬁonalpmmmwﬁdm&emtﬂw@ﬂmaﬁecﬁw.mdpsychomommth of the
chﬂ¢hasamrﬁaﬂumumdmundmavdopmenmneeds,inwmts.mdhm
nylaofeuhchﬂtmmngsuchchﬂdmpwdmteacﬁvelymmehlwﬂngmdpays
equal attention to the method and content of teaching.

The Early Prevention of School Failure (EPSF) program is used to assess all entering
kindergarten children, who ¢.me from diverse ethnic and socioeconomic backgrounds.
Children are grouped heterogeneously, and educationally handicapped pupils typically are
mainstreamed. Children who have developmental delays bave their classroom program
individualized to meet their needs and are retested in the spring to determine their progress.

Three components of curriculum organization and three of classroom management form

the basis for the educational program. The curriculum organization components include

Jearning centers, skills groups, and units of study. The classroom management components

. include color coding, written contracts, and internal and external aspects of discipline. Each

day, children are given feedback on products and written work. As a result, children achieve

an appropriate level of mastery on one activity before beginning another. Each child also

bas a daily conference with the classroom teacher to review contract activities and projects.
The child’s work is attached to the contract and sent bome each day.

Parent involvement is encouraged through an open visitation policy, two regularly
scheduled conferences with the classroom teacher each year, and newsletters and memos.
PTA functions are structured around individual classrooms rather than the entire school.
Parents also help plan classroom enrichment activities.

Base funding is the same as that for all elementary programs in the state of North Carolina.

Contact: Barbara Lawler, Principal
Kay Drake, Markie Pringle, Teachers
Seawell Elementary School

Seawell School Rd.

Chapel Hill, NC 27514

(919) 9674343
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Noteworthy Early Childhood Programs From ASCD Guide Page 6

Baltimore City Public Schools
Baltimore, Maryland

State and Nationally Accredited Prekindergarten Program
Project Description

Targeted to 4-year old children, the preschool program of the Baltimore City Public
Schookaimswpmvideexpeﬁenmmatpmmmethecomﬁve,emoﬁonaksoddmd
physical development of young children. Subgoals include the enhancement of language
development, proper development of gross and fine motor skills, provision of experiences
that foster positive self-concept and creativity, and ensuring a safe and developmentally
appropriate environment.

Emphasis is placed on consideration of the strengths, interests, needs, and diverse
backgrounds that young children bring to school. Teachers are required to plan activities
that allow for active exploration and utilization of all sensory areas and use of
developmentally appropriate materials and settings. Teachers use the "Basic Learnings
Objectives” guide in planning educational activities. Teachers rely on an integrated,
thematic unit approach, defined here as an instructional plan incorporating basic concepts
. from many subject areas. Classes meet for 2 1/2 hours daily.

Each class is assigned an early childhood cerified teacher and an aide. The
teacher/pupil ratio is 1:10, and class size is limited to 20.

Parents help plan their children’s program, help carry it out, and help evaluate its
success. Many schools have a school-community liaison worker who recruits parents to serve
in parent councils and in classrooms as volunteers. Training sessions on parenting and
parent discussion groups with community leaders and outside agency representatives are
regularly scheduled.

Funding for the program comes from local, state, and federal tax monies, including the
Chapter I program.

Contact: Carla Brewington-Ford, Supervisor
Baltimore City Public Schools

200 East North Avenue

Baltimore, MD 21202
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Noteworthy Early Childhood Programs From ASCD Guide Page 7

Johnson County Schools
. Mountain City, Tennessee

Head Start -Preschool Handicapped Program
Project Description

ThisprojectisdimedtochﬂdmnachBwSyemold.whoshowdevelopmemaldelays
in more than one area assessed during the annual systemwide screening program or who
have been referred by local bealth care providers and the Tennessee Child Health and
Development Program. The objective of the project is to assure the early identification of
ymmgchﬂdren’sdewlopmenmneedsmdmmkmgcmerwimpnemwuhieweﬁecﬁve
intervention. The project operates cooperatively with the district's Head Start program.

MpmofmepmjecgeachchﬂdismessedusingGﬁfﬁnandSanford’sIEARNlNG
ACCOMPLISHMENT PROFILE-DIAGNOSTIC (LAP-D), which is designed to provide
teachers of young children with a criterion-referenced record of the child’s existing skills.
Use of the LAP-D enables the teacher to identify developmentally appropriate learning
objectives for each child, measure progress through changes in rate of development, and
provide specific information relevant to pupil learning.

The curricllum is based upon A PLANNING GUIDE: THE PRESCHOOL

CURRICULUM prepared by Chape! Hill Training-Outreach Programs. This book contains

topical units arranged in a sequence of daily activities, and through these activities the

. child’s progress in developing gross and fine motor skills, social and cognitive skills,
language, and self help is promoted.

The teaching procedures reflect strategies of task analysis, reverse chaining, and positive
reinforcement. Learning activities provided in the classroom are also incorporated into a
home follow-up program.

The program runs 6 1/2 hours each day, unless there is a need to modify the length, and
3- and 4-year olds have the opticn of attending two or four days per week, depending on
their needs. For the homebound child with severe bandicaps, home counseling and
educational sessions are provided regularly.

Sources of funding for the project come from the federal Head Start program,
nonfederal sources, and a Preschoo! Incentive Program sponsored by the state.

Contact: Ann M. Hampton, Director
211 N. Church St.

Mountain City, TN 37683

(615) 727-7911
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Head Start Program
Falrfax County, Virginia

Cognitively Oriented Preschool Curriculum
Project Description

Mpmjeampﬁmnﬁly}mdw-olmrepmmﬁng%hmmmdmlmm
smuuawidemeddevdopmenmandintenmdupadﬁu The mission of the
pmkmwwmmammmmmawfosmmmd
hedmmmwsﬁmﬂaupimhwpiﬁwmdwmmmgwem
intellectual curiosity, to develop self-confidence and self-sufficiency, and to strengthen the
involvement of pasents in their children’s education.

The Co@ﬁwlyOriemedeehoolmﬁaﬂumkbned on Piaget’s constructs of child
development and focuses on the preoperational stage. The content of the curriculum
wmistsofSOkeyapeﬁencesomniudwitbinSawgoﬂes:uﬁwkunin&mage
experiencing, language representing, classification, seriation, numbers, spatial relations, and
time. Active Jearning, where ihc: learner initiates direct interaction with people, objects, and
events, is the process used in the cognitively oriented curriculum. The key experiences in
active learning are:

* Exploring activelv with all senses

* Discovering relations through direct experience

* Manipulating, transforming, and combining materials
* Choosing materials, activities, purposes

* Acquiring skills with tools and equipment

* 7Jsing the large muscles

* Taking care of one’s own needs

The curriculum is not dependent on any particular testing or screening methodology.
Currently, the Denver Developmental Screening Test is used for testing purposes.

Head Start teachers and aides in the project receive intensive training from the
High/Scope Educational Research Foundation, whose curriculum guide is the foundation
of this project.

Funding comes from the federal Head Start program and from tuition payments by other
local education agencies.

Contact: Sandy Lowe

Fairfax Department of Community Action
Fair Oaks Corporate Center

11216 Waples Mill Rd.

Fairfax, VA 22030

(703) 246-5171
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Lindbergh School District
Sunset Hills, Missouri

A Joint Venture Betweea Two Districts:
Affton-Lindbergh Early Childhood Education Program

Project Description

mmﬁmmdudeqedﬂe&mmwwmmuymum
missionismmnnﬂyandwmistmﬂyhelpmmkeaposiﬁwmuibuﬁonwmeh
child's first venture into education and the community. Its programs are:

'EarlyChﬂdboodEduaﬁon-semchildnnZIIZ-Syears
of age. Three hour sessions, morning or afternoon.
Curriculum based on High/Scope Cognitively Oriented

Curriculum.

. EulyChﬂ@oodEﬂendedDay-chﬂdwefromGzSOa.m.to
6 p..m. year round. Activities also built around
High/Scope curriculum.

* Kindergarten Extended Day - morning or afternoon classes in .
addition to regular kindergarten. Classes are
child’s regular school.

* Developmental Kindergarten - after school enrichment program
for children with special needs.

. SchoolAgeEnendedDay-forgnda 1 through 6.

» Parents as First Teachers - parents receive information
about skills and development appropriate to every stage
of the child’s early years.

* Parent-Toddler Education - for children aged 18-36 months,

nt-toddler classes meet for two bours, once a week,
for 12 weeks. Parents and children are scheduled
together for one bour, and second hour is a parents’
discussion group.

* Special Education - free developmental screening for
children § years or younger, followed by individualized
educational plan (IEP) designed for each child.

The funding for this project comes from the state and other sources, including fees from
participants.

Contact: Elma Armistead, Associate Superintendent

Sheila Sherman, Director of Early Childhood and Principal
Lindbergh School District ,,

1225 Eddie and Park

Sunsat Hills, MO 63127




¢ The Little Boy

by Helen E. Buckley

Once a little boy went to school.

One morning,

When the little boy had been in school a while,
The teacher said:

"Today we are going to make a picture.”
"Good!" thought the little boy.

He liked to make pictures.

He could make all kinds.

Lions and tigers,

Chickens and cows, trains and boats,
And he took out his box of crayons
And began to draw.

. But the teacher said: "Wait!
It is not time to begin
And she waited until everyone looked ready.

"Now," said the teacher,
"We are going to make flowers."

"Good!" thought the little boy.

He liked to make flowers,

And he began to make beautiful ones

With his pink and orange and blue crayons.

But the teacher said, "Wait!
I will show you how.”
And it was red, with a green stem.
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"There," said the teacher,
"Now you may begin."”

The little boy looked at the teacher's.
Then he looked at his own flower.

He liked his flower better than the teacher's.
But he did not say this.

He just turned his paper over
And made a flower like the teacher's.
It was red, with a green stem.

On another day, when the little boy had opened
The door from the outside all by himself,

The teacher said:

"Today we are going to make something with clay."
"Good!" thought the little boy.

Snakes and snowmei.

Elephants and mice, cars, and trucks,

And he began to pull and pinch

His ball of clay.

But the teacher said, "Wait!

Arnd I will show you how."

And she showed everyone how to make
One deep dish.

"There,” said the teacher.

"Now you may begin."
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The little boy looked at the teacher's dish,
Then he looked at his own.
* He liked his dishes better than the teacher's.

But he did not say this.

He just rolled his clay into a big ball again
And made a dish like the teacher's

It was a deep dish.

And pretty soon

The little boy learned to wait,

And to watch

And to make things just like the teacher.
And pretty soon

He didn't make things of his own anymore.

Then it happened

That the little boy and his family
Moved to another house,

In another city,

And the little boy

Had to go to another school.

And the very first day

He was there.

The teacher said:

Today we are going to make a picture.”

"Good!" thought the little boy,
And he waited for the teacher
to tell him what to do.
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But the teacher didn't say anything.

She just walked around the room.

When she came to the little boy

She said, "Don't you want to make a picture?”

"Yes," said the little boy.
"What are we going to make?"

"I don't kriow until you make it," said the teacher.
"How shall I make it?" asked the little boy.

"Why, any way you like," said the teacher.
"Any color?" asked the little boy.

"Any color,” said the teacher.

"If everyone made the same picture,
And used the same colors,

How would I know who made what,
And which was which?"

"I don't know," said the little boy.

And he began to make
a red flower
with a green stem.
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. MATH READINESS

FINGER PLAYS

5 1ittle squirrels
Standing by the Door
1 ran away

Then there were 4.

4 1ittle squirrels
Playing in a tree
1 ran away

Then there were 3.

3 Jittle squirrels
Sitting in a shoe
1 ran away

Then there were 2.

2 little squirrels
Nibbling on a bun
1 ran away

Then there was one.

. 1 little squirrel
Has no fun
He ran away
Then there was none.

©
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. MATH READINESS

HOMEMADE PUZILES

Materials
Pictures from calendar, postcards or magazine

Cardboard (bottom of gift box is perfect)
Glue, scissors

What You Do

Paste the picture on the cardboard. Remember, the better you paste, the
better the puzzle.

. when dry, cut the puzzie into puzzle pieces. Puzzle can be easy or hard,
depends on your child's age and abilities.

Have the child put the puzzles together.

School Skills

Manipulate objects

Copy and continue pa‘tern
Recognize shapes

Size discrimination




. LANGUAGE DEVELOPMENT

PICK-A-PAIR

Materials

2 medium size paper bags

2 pieces (each about 2 inches square) of the following: sandpaper, cotton
flannel, fofl, corrugated board, sponge, corduroy, silk, wrapping
paper, plastic tops, old washcloths, etc.

What You Do

label the bags A and B. Separate the paris putting one item in each bag. For
example, one sponge goes in bag A and one in bag B.

. Ask the child to reach into bag A (without peeking) and select in object.
Talk about how it feels and what it might be.

Have child reach into bag B (again, without looking) and find the matching
item.

When the item is found, have the child place both items together on the table
and talk about what they are used for. Continue until all objects are
matched.

School Skills

Respond to adults
Following directions
Recalling
Classifying

. Sentence patterns

Feeling words

Q “”
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. MATH READINESS

RED HEARTS

Materials Needed

Deck of old playing cards

Shoestring knotted at one end

Knife or scissors to punch hole

Candy red hots, jellybeans or lifesavers

Use the 2 to 10 of hears and clubs. Cut the cards so that only the number not
the symbol in the left-hand corner shows. Cut strip from the right-hand side
to remove the symbol and number. Punch a hole at the top of each card.

What You Do

You and the child find a quiet place to play. Place the 2, 3, 4, aud 5 of
clubs in front of the child.

Point to the clubs.
Say, "These little black things are calied clubs.”

Point to the numbers. Say, "Look at this number and tell me how many clubs
are on the card."”

"This number always tells how many clubs are on
the card.”

o f;
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. Put the candies in front of child. Say, "Put one candy in the middle of each
club.”

"How many candies did you need for
this card?"

Continue with remaining cards.

If child gets tired of this game, have him/her place the cards on the
shoestring in order.

School Skills

Practice eye-hand coordination
Develop size discrimination
Matching objects

' Counting objects

. 262
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ANCHORAGE SCHOOL DISTRICT, Community Relations Department

. SIGHT AND SOUND ACTIVITY

RING MY CHIMES
Materials Needed

wind chimes (at 12ast 2) of different mrterials: wood, metal, plastic, glass,
shells, ceramic

What You Do

Hang chimes up in front of the child...over a chair, on a doorknob, etc.

Say, "Let's look at these pretty things that belong outside. We call them
wind chimes.”

"why do you think they are called wind chimes?® (prompt if necessary)
Ring the different chimes.
. "Do the different chimes sound the same?”
"Why?*

"1 was moving the chimes just then, but what makes them move when they
are outside?® (prompt if necessary)

Ring each set of chimes, one at a time, and repeat the cvestion:

syhat are these chimes made of?"

School Skills

emphasize auditory discrimination
stimulate awareness of sounds

develop vocabulary of sound words

. 263
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ANCHORAGE SCHOOL DISTRICY, Community Relations Department

. SIGHT AND SOUND ACTIVITY

MEASURE FOR MEASURE
Materials Needed

measuring cups
plastic or metal measuring spoons

plastic or metal shoestring, knotted at one end

What You Do

Place separate cups in front of the child.
Say, "What are the names of these things we found in the kitchen?"
"What do we use them for?"
"Do they all look the same size to you?”
. "Do they all look the same color?®

"place the cups together in a nest. Start with the big one. Which one
comes next?”®

"How many are there altogether?”
Now, place spoons in front of the child.

Say, "Now I want you to do something different. Start with the little spoon
and put them in a row from the smallest to the biggest.”

Hand child the shoelace.

Say, "Now let's string these together starting with the biggest. Tell me how
many there are.”

School Skills

practice eye-hand coordination
emphasize color discrimination
. develop size discrimination

count objects

" ERIC 264

Full Tt Provided by ERIC.



ANCHORAGE SCHOOL DISTRICT, Community Relations Department

. Handout

A PICTURE DICTIONARY

Materials

a scrap book of large pieces of paper
crayons or felt tip markers

magazines, postcards, old greeting cards
scissors

paste or glue

What You Do

To make the scrap book:

1. Fold large sheets of paper in half.

2. Tie in the middle with a piece of string or yarn. To make a sturdier
book, punch two holes along the center fold and thread string through the
holes before tying.

3. Use a crayon or felt tip maker to print a letter of the alphabet in the
. corner of each page.

The Learning Process

Have your child Yook for pictures of things that begin with each letter. Try
to find several pictures to go with each Jetter and paste them on the
appropriate page. Print the name of each picture. Adding pictures and words
can be an ongoing project.

Note to the garent: Try to avoid pictures of things that begin with two
consonants, 1.e., shell, or truck. Use such words as owl, orange, penny,
potato, etc.

we OF ==
Scrapbook

Have child cut out magazine or newspaper pictures and glue them on the sheets
of paper. (Suggestions: babies, toys, cars, pets, etc.) Cut out words the
child knows and match them up with the pictures.

e Of ==

Personal Storybook

. The surest way to encourage your child's love for books is to encourage him or
her to write a book of their very own. This helps the child understand that a
book is a story written down. Children who write books about themselves will

be more interested in books other people write.

©
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. Write what your child dictates in capital and lower-case letters so it looks
just 1ike the print in a book. Be sure to put the child's picture and name on
the front of the book.

What's ¥issing? A Game for Would-Be Detectives

Materials

large piece of cardboard

an assortment of objects, such as:
-- a knife, fork, spoon, large spoon, spatula, can opener
-- many crayens, each a diiferent color

or
-- letters of the alphabet or numbers, each written on a separate slip of
paper. (This {is where you can use your sandpaper letters or numbers. )

wWhat You Do

1. Spread the objects you've chosen to use on a table.
2. Have large cardboard screen ready.

. 3. Call child to the table.

The Learning Process

Have the child look at objects on the table. Place the cardboard screen in
front of the objects and remove one object. Remove the card>oard screen and
have the child guess which object is missing. You can make the game quite
simple or very hard depending on your child’s age and ability.

SCHOOL SKILLS: Match and recognize sets out of sequence, recognize numbers
and alphabet, recall, picture interpretation, classifying, sequencing,
following directions, cooperating, responding to adults, recognizing basic
colors, observation skills and memory.

EC 2(:()
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ANCHORAGE SCHOOL DISTRICT, Community Relations Department

. SIGHT AND SOUND ACTIVITY

PLAYFUL POUCH

Materials Needed

drawstring pouch, small

assortment of small objects to fit into pouch (e.g. bottle caps, coins,
macaroni, buttons, jacks, etc.)

flannel board (optional)

What You Do

Lay out groups of items on flannel board or other flat surface.

Say, "Look at these things I have put on the flannel board (or flat surface).
Can you tell me what is in each group?”

. "Good. Now I want you to close your eyes and I will put something in the
pouch.

"Open your eyes. Can you guess what's in the pouch by shaking it?"

Give closed pouch you have filled to the child and encourage her/him to shake
jt. Child guesses.

You continue, "Let's open it and see if you guessed right.”
Continue the game for as long as interest lasts.

Game can be reversed so that child f111s pouch and adult guesses.

School Skills

eye-hand coordination
reinforce auditory discrimination
label objects

count objects
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SIGHT AND SOUND ACTIVITY

SANDSATIONS

Materials Needed

cookie cutters (small, medium and large of the same design)
wooden spoons (a set of varying sizes)

strainer

What You Do

Do this activity in sandbox or fi11 a large sturdy cardboard or plastic
container with damp sand, sawdust, or dirt. Place cookie cutters and sand in
front of the child.

Say "What do we usually use these for? What is your favorite shaped cookie?”
"Find all the little cookie cutters and put them together in the box."
"How many are there?*

“Find the small, medium, and large shapes and put them inside each other.”

Repeat activity using all the shapes. After completion, remove the cookie
cutters and place spoons in front of the child.

Say, "Now we'll do something different with the wooden spoons."”
"Let's see if you can make them stand up in the sand.”

"Now make a row of spoons with the biggest one first and the smallest one
last.”

"How many spoons are there?”
Remove all but one spoon and place the strainer in front of the child.
Instruct the child to shovel some sand inside the strainer.
Say, "Let's see what happens when you shake the strainer.”

Encourage the child to discuss the pattern made by the sand coming out of the
strainer.
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. School Skills

develop eye-hand coordination and sensory awareness

stimulate size discrimination
reinforce spatial awareness
discriminate shapes: circle, line
count objects

emphasize concept of first and last

establish concept of small, medium, large

Q (
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. MATH READINESS

COUNTING GAMES or What's in a Name?

Pieshcoolers can recite the numbers (with varying degrees of accuracy). It is
jmportant that they know what the numbers mean. It is better to count real
things in real situations than to merely recite.

Materials

Anything in the house

What You Do

You can count such things as:

... stairs you climb together
... buttons on your shirt

... Chairs in the room

... forks on the table

... dishes in the dishrack

. You can also request things for the child to do:

... Please bring enough spoons for everyone at the table.
... We'll each have ten raisins.
... How many pairs of pants did we wash?

. How many sweatshirts do you have?

You can help your child begin to recognize numbers:

... on clocks and calendars
... in shoes and coats
... On scales and cans
... on buses and street signs
... on dials and switches
... on buildings and boxes

. on pricetags and stickers

27N




. MATH READINESS

COUNTING POPSICLES

Materials
Popsicle sticks, coffee stirrers, or tongue depressors
Dried peas or beans

Glue

What You D

1. Have your child count out ten popsicle sticks.

2. Glue 1 pea on first stick, 2 on second stick, 3 on third stick, finishing
with 10 peas on tenth stick. :

School Skills

Practice eye-hand coordination

‘ Count things

Adaptation

Use counting sticks to give child addition and subtraction practice.
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. FOLLOWING DIRECTIONS

These are things that a kindergarten student will be expected to know by the
end of their first school year.

1. Lleft - Right
2 Top - Bottom
3 Up - Down
4 In - Out
5. Full - Empty
6 On
7 Over - Under
8 Beginning - Middle - End
9 Identify row
10. Point to
. 11. Draw a line under or to
12. Circle the X
13, Yes - No

14. Time words (Yesterday - Tomorrow - Noon, etc.)

Materials Needed

Things found in any room in the house.

What to Do

1. Tell the child that you will be playing a listen-and-do game. (It is
good to tell children what you are doing and why. )

2. If you wish, demonstrate for the child three things that you would like
them to learn from the 14 item list.

Example: 1) Put your left shoe next to my right shoe.
2) Sit on the big chair.
. 3) Walk in the bathroom, then out of the bathroom.
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This exercise should take a few minutes out of each day. Repeating one
jtem and adding two new concepts would be good.

If you wish, give the child a reward for correct responses. This could
be anything from a hug to a word of praise.

Another good activity for following directions is Simon Says. -

ra
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