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I. Conceptualiagtion of ob Lyes
Notes The following objectives are different from those conceptuslised
carlier (Kastd, 1971, 197200amt] & Radin, 1967, 19705 Bonquist
& Kamii, 19673 Sonquist, Kardi, & Dernan, 1570). Barlier
conceptualizations were too conpartmentalized and based an
parallels drewn too closely with Pieget's theoretical framwcrk.
A. long-term objectives -
1. Moral and social development v(autonuv) -
2. Intollectual development (formal ope?atijnsL

Shart-term: objectives mist be eoné?‘pmsliymmn the
context of long=term gosls. As Plaget (1972) statds, the poal
of oducation is the development of the whole personality,
including moral and social development, €go0 developnent, mf
intellsctual development.

These objectives clearly go beyond, and tc some extent
counter to, the goal of succeas in school (as currently
evalnated). To quote Piaget (196h), '
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48 tc forn rinda v hich carn be critical, can verify, and not
accopt evoerything they are cifered. The reat dan;;e; today
is of slorens, collective cpinions, ready-mace trends cf
thought. e have to be atle to recist individually, to
criticize, to distinruish beteen whot is proven anc what
is not. So we necd pupils who are active, who learn early
to find cubt by themselves, partly Wy their om spontanecus
activity anc partly trrougi: moterial we set up for thems
wio lezin early to tell what ie verifiehle anc whot is
sirply toe first idea tc come to them (ps 5).

E. ghort~term cbjectives

1. 'Socicenoticnal devevlopmentx For the child

a. To feel secure in his relationships with teacherss

b. To respect the feelings and rirhts of others and begin to
coordinzte different points of view (decentering and cooperating).
(*his cbjective apslies to how tne ¢hild ceals with interpersonal
conflicts, We try to get children to argue openly about their
differences so that they will core to sce the other perscn's
point of view.);

¢. To be mentally active anc curious and to use initiative in
pursuing curicsities;

4. To heve confidence in his ability to ficure things out for
hipself and speak his minc with conviction; 7

e. To enjoy beth covpanionsiip and play with otrers and playing
alone.

f. To cepe constructively with fears anc anxieties and not be
easily trawmetized.

2, Cornitive developments For the child actively to use his intelligence

a. To firure out mesns to achieve desired ends and to think
about (eventually coorcinste) similarities, cifferences, end
relationshipss

b. To came up with protleus and questions of his owm.




tiotes e could ret more technical, tut the above cmtli’.me
the broad objectives within which the parts fit.

C. Universelity of objectives
Ve consider these objectives to be uriversal in one senso and not in

enother sense. They seex universal jn the sense that every huuan

being, recardless of the culture in which he lives, develops a logico-
motheretical framevork, gpatic~terporel framework, physical knowledge,
coclal-arbitrary knorledge, end some kind of morality and personality.
The specific ccntent moy vary from one culture Lo snother, but the

baeic fremavory is universal. On the other hend, educational objectives

beced on Piepetts theory do not seem o be appropriste if ve have to

educate children tc acapt to a coercivc enviromment.

It seems tc us thateventhm.hvaeopletalkaboutthaw
of prceess, ve need to WOITY guch mere about it than we do, The most
irportent lecean Piaget teupht ue was that preoperational children
think in vays that we could not pguib‘.\y imagine by sitting in owr
offices anc labs. Really 1istening to chilcren snd tuning in to their -
wey of thinking is vesy d&ifficult. We £ind that even the bect and most
scncitive teachers trainec in the child=development tradition give
content t¢ young children tnot is irpossible for then o assimilate.

1. Conceptualiz aﬁon of teaching methods

‘he g_eg_ral api roach
Piapet emphacized the imicrtonce of the child's beiny mentally active.

ERIC '




He slso delinented four factors to explain development. They arg
1. daturation in 2 biolopical sense
2. Experiences vith cbjects (t:h;ch involve both physical
wperience anc. logico-methenatical eperience)
3. Experiences witi: pecple (including social transmiscion)
L. Equilibratien,

Generally, the kind of classroas which i:aximally enables all of
these factors to play a part seems to us to be the traditional child-
develomment classroon. ™€ epericnce of traditional mursexy-school
teachers 4in working clocely with you:s children trought them to the
conelusion thet good sctivities are those in which children spontane-
ously invclve themselves intensely, such o sociodramatic play, art,
block building, msic, rames, shories, and reising sminsls. However,
in our orinion, i‘hese cducatcrs have no. been able to explsin in s
precise vway why these activilies contriute so ideally to children's
socioenotional end, cornitive develorment, Piapet!s theory provides a
t!,;ooreticai rationsle for the child-developrent !:urriculm which hae

beer. cefendes heretofcre mostly for intuitive and socicemotional
reasois,

Our curriculum thur locke verv smch like a traditional childe
developnent prorram, but there are three important differences. Filrst,
we emphesize thinking. Specific inform-tlics a'¢ sensory learning recede
in irportance in cur curriculun, ana thinking comes to the forefront.
Fysical Imovlecre activitles are azi;chasised as being partdonlarly
{iportant because they provide the ideul context for me
thines cut, thixddng abub sindlarities, differcices, and relatiunshipe,

and : irusiurine spoce. In this comnection, wic do net dlserree with the




chilé~developrent teachers thai young cnildren learn tirough the%r

senses. However, ve believe that this viar is highly incarplete, as

it cverlool;s tre ixportance of children!s acticns on objects. Children

rave to act on cbjects in many cifferent ways, and it ie the ovjects!

reactione tc these actions that are perceived through the scnses.

Group femes also occury an important place in our cwrriculum because

they motivate children to coordinste points of view, fizure out

streteries, anc corpore outcones.

The seconc difference with the child-develorment progran invelves

St principles of teaching (®B* below). The third difference concerns the

teacherts role ("C" bclar).

B. Princirles of teaching

1. Crente an enviyonment and ar atmospiiere in which children will be

o ——

active and initiato their om activities. In the final analysis,

it is the quality of the envirommcnt the teacher creates, including -
teacher~child and child-child relaticnebips, thrt either prouctes
or retords development. Good tenching 1s a very indirect art and
results from sen;uvity to chlidren oc well as thecretical knovledge.
2. How to introduce an activity
a. Put out the meterisis, encourcre children to do everything
thev cen with them, and observe what they do (observe vhat
sclemeb they aprly to the objccts)e )
b, When chiliren have exhausted their owm ideas, rmocel or suspest

an activity so that it flovs into the childrents play in a

patural vey.
c. ‘tune in and nick up on childrents reactions rather than trying
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2, With repard te social-arpitrory knorlecre, toll the right answor

end reinforce it. In pigrrical imeiledre, encourafe the child to

find the ensuver éirectly from objects. In lopico~zthenmatical \
Inme:ledre, refrain fra: tellins the right ansver or veinforcing ite
The Yracting on* of 10ricc-:mthemt;cal marlecge tencs to confuse

the child anc ra'se hix unsure of lis o opinions, Certainly, the
teackiny of the correct ansver cannot result in any gemuine construc-
tion of lopico-mntheratical structures.

L. Let the eretional child ro through wany g of bei .
If we went children to achieve formel operations, we must let them
construct their own precperational lknovledie rather than trying
to give them our resdy-mads, adult Imovledge.

€, Vier a1l aspects of imowiedre as be - insevarable. Plaget insiste

that 2lthourh he delineated physical and logico-matherstical
Imoslecre for theoretical reascns, in the childts psychological
reality lmowrledre exists oe &n inseparable whole. (See "ITI. A
typical activity® for on c]aéora'bion of how this principle work
in the classroom.)

C. The role of tne teacher

The following functions of tre teacher parcllel the principles

of teaching listed above.
1, Creator of en envircmment anc an atmosphere ccnducive 10 learning.

oy Wen atmosghere conducive to leerning,! w0 mean sn atmosphcre in
-hick the chilé uses nds om iniviative in pursuing his interests,
sgrs exactiy wnct he thinks, asks questions, experinents, and cones

[

u vith a veriety of idess.

2. Prescnter of materials, suprester of activitios, ani assessor of




what is poing on incide the chilc!s head from memeat tc romend

By r:atc:-*.ing what the chilé does and says, - teacher well acquainted
vAth the child an  -.ith Pieret's thecry can gain xny incights which
are otherise not cossible.

3. Responder. The teacher i.x;xteracts apreopriately with the child iv
terms of the idnd of lmovlecre the chilc is eonstructing (see third
prineipie of teaching sbove) and shares in the child!s tloasure,
frustration, <isappoirtuent, ete., when the child wants to include
the tcacher in his activity.

L. Etender of children's icess. without intruding or interrupting,

the teacher interscts :4th children in suci a v¥ as tc encourzge

the ecbension of thelir iqeas.

iTT. A fpical activity: “RollersM

laterials: Dowell rods cut invo 16" lengths end waryire in dlancier
(Coe, L%, 17, 1=172%, ang 21). About 25 of cach
size.
Boards of cifiervent widths (e.ce, 10® cnd 1) and lensths (€.00)
' 2t, 3t, anc ). "
Cartons lape encurh te ride in

Proceduret Our basle icea was tc heve cpildrva ride boerds placed cn rollers

(ot worovo0o0000) ond 1oce bo get from onc end of the
g to the other. To fiure wut hav to win this race, children
heve to thirk avout (&) the rullers which work best (vest
dtamster), (%) ihe board which voris best (width and length),
(¢) the best ruber of reilers 1o use and distance Letieen them,
and (G) vhether to ie, uit, kneel, or stand on the board.
Althourh s bad in mind this end-point activily, this was
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not our rrirzxy oujective. Our mein objective was to encourage
chiléren to censtruct the idné of knowledre which would m}; such
a roce easy for ther. This meant that we were interested in
sceinr children pursue their sponteneous iceas regording the use
of thc paterials.

The children ¢ic many differemt things when piven the
moterials and encouraged to do whatever they wanted to do. Sone
of the things they ¢id are described below under the heading

o nRationaled. (We will bring slices of the various things the
children ddd.)
Rationales This activity is first of 21l besed on Pieret!s idea of physical
lnowledre. (Children act on objects anc see how oojects react.)
The mcterials alco offer the following possibilitiass
a. Comparing the diameters of the rods, the widths and lengths
of the Leerds, and their cffects on how the ride feels; aleo
comparing nunbers when one child eays to another, "You've
got more than I havel®
These kinds of corparisons (enriching the objects by ‘
intredncing relationships onto them) are examples of
reflective aistraction in logico-mathematical lmwwledges

13

b. Structuring space '
For example, children stood eome rollers up: in a line

as chown in the drawaue, aised a roller &t then, ‘and
rolled it to lmock covm the ones that were gtanding. .
They found out that tic way in whi.eh they rolled the
roller with either one hand or both hands wcde a difference
to the pathxthe roller £ollowed.




