/ A . \

L
/ DOCUMEET. RESUNME - y Vs
“ ' 7 ' R I
ED 117 874 | , EC 081 1097 | -
AUTHOR Ainnick, Joseph P., Ed.; FPrench, Ronald Ww_E4d. .
TITLE - . Piaget for Regular and Special Physical Bducators and
. Tacreators, .
T TRSTIPOTION — _SYAate UNiV. Of New YOTK, BrocKport. COorlc at
. Brockport. o :“ B T -
PUGE DATE ~ T3
NOTE — 86p,: 2a2§£§_§§leci~&,f:on,bheqﬂailnnal Symposium on.
- Iaget for Regular and Special Physical Zducators and
Pecreators (Brockpor New York, October 7-9,
197“) . L
AVAILABLZ PROM The Bookstore, State University College, Brockport,
New, York 144290 S : . -
ZDRS PRICE 4P-$0.83 HC-S4.67 Plus Postage . 3 '
DESCRIPTORS *2dapted Physical Zducation; Child Development

Conference Reports; ZXceptional Child Zducation; - )
General Zducation; *Handicapped ChildTen; *KGtor ‘
Developmen%; Physical Education; PEEX;/*Recreation:
Teaching Hethods; Theories ’
IDERTIFIZERS *Piaget (Jeany. :

-
e

ABSTRACT
Includad are the following papers: "Piaget: Overview

and Perspective®™ (H. Humm); "Piaget's Theory of Memory Development:
Inplications for Motor Skill Learning" (L. Zaichkowsky); "Piage* .
Theory and Its Implication to Teaching Styles, Techniqués and
Strategies™ (R. Mueller); "Piaget and Play" (S. Sut: ie) s

.-, "piage%t-B sed Parly Developmental Experierces in Physical Recreation
and Phys*ca* Tducation®" (J. Winnick); "Application of Plage*lan
Concepts,&o Physical Recredtion and Physical Zducation” (R, French et
al); "pigget, Self-Concept and Physical nducatlon" {(J. Hayes); "On ,
the Appl?gability of Piagetian Theory to Motor' and Affective o
Dysfunction™ (6. Patrick): and "Piaget and Special Physical
Bducation” (R. Bergel). (CL) s '

[l
'
. ,
F .
2

d by ERIC include many informal qunbllshod
from o‘her sources. ERIC makes every effort
to obtain the best cop availabYe. Wevertheless, ;*éhs of marginal
reproduc1b111ty are often. encouﬁtered and this affects the qualzty
of the microfiche amd— ardcopy reproductions ERIC makes avail&bfe
via the ERIC Document Reprd@pction Service - (EDRS) . BDAS S not
responslble for the quality of the original document. -eproductions

supplied by EDRS aij/iig/ est that can be nade ‘from the origipal.

Documents acquir
ma¥erials.not availab

T NN E R
‘*\* TR X

e o ek e o e ok K ook e ok ok ok ok ok ok ok kK K ***************ﬂ****}*#**}********* ****iyﬁ**




.

ECUCAT.On & WELFARE

v Ev A& Ln
Yy OLLn £t mAy
OULCES Ex<l .7 2% RELE

- THE PEASON S CFGA

SESNT LT ‘-\--'

U$ DEPARTMIATOF HEALTH
MATY UNILMN3Y TUTEOF.

“L¥s ~EPRO
[l

CX -2

ZAT oNTR

<
LR OP % OAS

SCOPE OF INTEREST NOTICE
The ERIC Faciity has assgned
thss document for proceiung

1

P

FR0M”

ing shouid refiect thest speaal

‘e
In ouwr judgement, this docurment
15 als0 Of 1ntecest 10 the clearing-
houses noted 10 the nght, index-

EDHCATORS ~_

Onae W8T "."EOF /
ECLCn" 2N P3S ~ Sn 52 OCL (Y points of wiew,
,
o . » P =3 33— . ; i -
. » . ; K- » ‘ 3 ol B “ ) ~

| 7+ AND_RECREATORS

ANOns CEERATING
Tre TE NATTONAL IN
STITUIE, OF € SUATMER REPAO %

puchish OUTSIpE THE ERC SYSTEM RE aist

OURES | PER 0 IHE CLOPYRIGHT tA_{f

owmER 7, N AR & Ronaid
‘ . o

: i
~State University Cg[Iege
.- - - -Brockport,New-York

ERIC . oL

e
S A
. I’ ’

e ————— -y

R - - N
T .

and
W’{ French

te -




<

© 1875 Joseph P. Winnick and Ronald W. French

All nghts reserved. No part of this book may be reproduced in any form,or by
any means without permission in wnt:rgg from one of the editors.

[od
X Copies may / be order from . /
The Bookstore Sta(e University College Brockport, N.Y, 14420
- \ 7
! ~ T -

7
-




/ /
., T _—n :f_‘_'_'_‘»'”"“‘ T ST t'.__. —
| PIAGET FORREGULAR-AND-SPECIAL .
- — o -~ PHYSICAl EDUCATORS. . e e
AND RECREATORS

Papers selected from the National Symposium on Piaget for Regular
and Special Physical Educators and Recreators, State University
College, Brockport, New York, 14420, October 7.9, 1974,

e
3 v ' EDITED BY ; )
~ \‘( -y , ;
o l
JOSEPH P.WINNICK
‘\ ard * QA
R RONALDW.FRENCH |
| e
"\- J‘A -
oy
. }




@8}

E

" French, Ronald and

Shakeshaft, Noel
State University College
Brockport, N.Y.

. Hayes; John F.
Northern lllinois
University .

Patrick, George D.
Ugiversity of
M'assachusetts

a’\..

Berper "Reinhard
Graduate Student
Umversnty of California
Berkeley

EY

~
Herrrmaddo L 06y _PIAGET mvwmnmmf 1
E:—-j:s—atEUTzWHSttv Collgge— ———— - - T E eI
Rrocknort N Y ) ) B B
| = Zichkowskytaonard-D.. BIAGEES-—IHEORY _OE - MEMORY__ 10
Boston University DEVELOPMENT: IMPLICATIONS FOR |,
MOTOR SKILL LEARNING
) _ , ‘
Mueller, Rudy PIAGETIAN THEORY AND ITS IMPLICA- 15
East Stroudsburg , TION TO TEACHING STYLES, TECHNI-
State College, Pa. QUES AND STRATEGIES,
Suttie, Sandra J. PIAGET AND PLAY 24
" Oregon, State University
Winnick, Joseph P. PIAGET-BASED  EARLY DEVELOP- 33
State University College MENTAL EXPERIENCES IN PHYSICAL
Brockport, N.Y. RECREATION AND PHYSICAL EDUCA-

TION
APPLICATION OF PIAGETIAN CON- 41
CEPTS TO PHYSICAL RECREATION AND
PHYSICAL EDUCATION . -

"

>

«

PIAGET, SELF-CONCEPT AND PHYSICAL 54
EDUCATION

- s

~ -

ON THE APPLICABILITY OF PIAGETIAN 62
THEORY TO MOTOR AND AFFECTIVE
DYSFUNCTION
PIAGET © AND . SPECIAL PHYSICAL 75
EDUCATION ~

.

~y
A3




development during early chiydhood as a part’ of therr interest in t
| physa?l sotial-emotional and intéllectul maturation
| child.” Recently, there has been a quickening and redirection of |
| on the significance of early motor development in children. Muchfof th/é focal
point on interest and theory have centered on the importance of rgavementasa

—mmmg_sxpomxm_aad_»:s possible_contribution. to_cogniti evglopment __

ParLICUarly I the education of the preschooler “the Tiandicappad chifd and the

-~ - == underachiéver——

- . - e -

With-this-upsurge of mterest come an aunddtronof researeh -

reporting sweeping claims regarding the value of selected mowement programs in

. COFHVE-Satl- Anterestngly_encagh-it-was-the-; L

tors. for the most part. who were developing these diver pe/ceptual motor
programs and it was the school psychologists, counselors §nd ryadmg specnahsts
who were calling for the initiation of these programs in the elementary schools.
Before long there was a mushrooming of sensorimofor, z:::al motor and
perceptual motor programs in the schools based upon /a nymber of disparate
theories. The implementation of these programs, ver, was Ieft to the
physical educator - a job he was ill prepared to carry ozzm

,Jn the rush to catch up, the physical educators acrl ss the country survgyed )
the prohferatnqm of confusing literature and attended endjess “how to do it” "
demonstrations which appeared at practically every convention or short term
clinics and workshops. At times this led to further confusion for the physi(:al
educatoy for he often did not understand the basic assumgtions or educatienal
theories undergirding the demonstrations and recommended educational pro-_ )
grams and methods. What soon developed werg eclectic prc(tramslackmg sound'

scientific foundations.

In the late 60’s in an effort to aid the phys}cal edu
Alliance of Health, Physical Education, and Recreatnon‘conducted several
conferences which anemmed to examine the scientific foundations used to
guide the development of Iogml schoo! programs to e hanée peroeptual motor
development. Y A

Now in the 70's it was felt by some that what was reallyvneeded was to get
past the "secondary source syndrome” of examining the,lperceptual motor
theories and look to the pure cognmve theorists for insight v\fo the nature and

)

direction of inteilectual development.

And so it was that a theoretical symposium was pfanned which would
examjne the wotks of one cognitive theorist in searching for the role of
movement n the cognitive developn‘ent of the young child. The work of Jean
Piaget which has stood as an unsyrpassed milestone in the study of coqnmve
-thought was chosen for the first sympqsium. {f practice and research should
stem from a foundation of theor\;f thert by examining Piaget’s concepts relative
to the development of gognition, a geheration of new ideas for practice and
research might be forth coming. This was the goal of a Nationa! Symposium of
Piaget for Regular and Special Physical Educators and Recreators held at the
State University, of. Néw YorK College at Brockport, October 7. 8, 9, 1974,

Martilu Puthoff, Coordinator
Graduate Unit
" Faculty of Physical Education & Re?ation

State University College
Brockport, New York
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- PIAGET: OVERVIEW AND PERSPECTIVES

H. Larry Humm-—— .
INTRODUCTION
P On Backing Into An Impossible Task )
he-purpose of-this-papsris-to built abackground.in Piaget's theory that witt

serve as a starting point for the papers That composé the BUIR ot s Tonferemce————————

Atmmw%mwmmwmmumbmlito cover the range of

"= ~1he conference. However, the Variety of TopITs amd-the number-of-2pproaches——————

_gmgmmssgd in _the papers necessitated a_very strange looking umbrella.

== Fiwrefore,for the sakeof aesthefics, refefences to specitic papers-have been-

omitted n this overview. The purpose of building bac:’g'r;glq)ul! probably be

served better by providing a point Wm arification of some of the
issués related to the applicati iaget for regular and special physical

educator ifig overview should prgyide a framework that will be
supportive of the topics to follow. A f '

s, . : i . A

Summarizing Praget’s monumental work is o small task. Flavell's.«(19§3)
author and flfty:%r}th .
tas

bibliography hists ninty-four works of whiﬁgfﬁ%mso‘le
joint auﬂ\grs, Obviously some choices h ’r,m,d%\s&me preciq&g«'f
omitted. Also, application of Piaget’s ideas to‘&jzgi ‘}j‘!asks is a-frustrating

exercise. His intent is the study of"\knonggi:nif how knowledge érﬁérge‘s.w

Although the content of his works is seducﬁﬁéfv' germa\ne to our gduwtional

. tasks, the approach he takes to his study seldom directly fits what we, want to

know. We rhust not only condense, we must also extrapolate.

¥
< ;

S
Functional Invariant: A Look at the Nature of the Beast,- ™

Any study of man {or child} presupposes, that some legitimate generalization
can be made between individual members of the species. If each is different,

- \{.

then we are:limited to a psychology specific to specific'X individuals. Piaget -
suggests that there are two functional invariants that serve to unite the behaviof
of all humans. Their existence does not vary from individual to individyal They *
are defined by the functions they serve (rather than their bislogical basis). These

wvariant functions are adaptation and structur£’ and they are in operation from
the time of birth. ‘ i
f "Z . v 4 )

Adaptation: . i ?@;ﬁq . '(>

7 N

Praget’s background as a biologist prepared him fgr’a view of man as an
adapting beast. We must meet problems ag' they arise or we will no ltonger
survive. For mankind, adaptation is probably more than mere survivgl. eV:!:}ite
{1959) argues well for the concept of coping EFFECTIVELY, the basic need to

meet our problems with sufficient flair to feel competent in our mteram{on with,

the world.-Piaget places this form of adapfation as a cenml)duncte:@sﬂp’c of

man’s éxistence. évery act of intelligence is seen as an act of adaptation, a -

cobing, with sorf-e problem {however "‘l""_" encountered in a constant

. interaction with a changing world 4 SN
D Y . ‘ 7’ ‘ - '\:; %
Q : C ! ‘
ERIC ' Vi A
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There are two processes that accomplish adaptation: assirfiilation and\

accommodation. Assimilation is the bending of reality fo fit one’s structure. One

has a concept, an expectation. When confronted with/a situation related to that
concept, the situation is interpreted within the framework of that concept. |
once met a very charming person at a cocktail party. | was very impressed, you
might say "snowed”. Later, in another context, | (qatched this person seyerely |
berate an individual of questionable intelligence. If was not difficult to int#rpret |
ire as clever, criticism @s witty, and | must admit,_the_delivery had a certain_. —_
- —— o oW W0 betrue: T

Accommodation, gn_the other hand, is 3 bending of oné’s structure 10, fit a__

2

"one can no longer maintain an old concept.,] mentioned | was impressed with

s acquaintance. Apparently 1his was-a unilateral respect_WhenthsIrewai————
directed at me it was neither‘ clever norfittv, and it was delivered with such
awkwardness as 10 be totally without credibility. Phoney! An obvious phoney!

Occasionally individuals suffer from a preponderance of sither process, and

the result is seldom positive. The conétant/assimilator is rigid. Nothing, no
information or argument, is sufficient use for changing a concept. if the Parent
Teacher's’” Associbfion is a communist front, then the fact that they hold
elections and voled agaipst Marxis;"books is only indicative of how clever a
communist frontjorganization can bé. The constant aécommodator, on the other
hand, is silly putty. Truth is a fuhction of the Jast argument encountered. A
conservative at bieakfast, a liberal at noon. Instability, constant'change, is a way

© of life. Normally| we have a balance between assimilation and accommodation,
Assimilation provides for stability, so that every new experience does'not result .
in confusion. Accomodation provides for change and growth,

! . - . .

|

*. Structure:

[y

You may have noted that the definitions for both assimilagtion and
accomodation assume an underlying psychological structure. . .an ongoing,
- constantly changing set of concepts and expectations. An organization of
memory emerges as each experience is interpreted and fitted into the existing
organization Reality, and its interpretation, is dynamic. You will not be exactly
_the same person ah hour from now (unless you are asleep?). Lot '
" Structure invoives more than the dynamic organization of memory. Piaget
refers to a basic ""need” for organization. We cannot perceive the world as
random. Even when you tell sybjects in an experjment that events are random;
they look for, and:think they .are finding, order, Gamblers constantly seek a
system where no system has a right to éxist. System and random events are
mutually exclusive. Yet by imposing a structure to events,;' the child can
construct a stable pattern of interaction; this is, the child can construct the

means for effective coping. , .

As the child’s adaptations to his environment emerge into, & psychological
structure or organization of schema for interaction, a hietarchy develops.
Complex behaviors grow out of simpler skills. Faur reflexes get combined into
one streamlined, coordinated system for nursing. A basic reflexifor grasping with
palmer stimulation comes unfler vo\luntary control ang then i 'cqmbined with

El{[lc | 2 g - //‘/ - “\ ‘

Aruitoxt provided by Eic:




eye-hand coordination to allow grasping. This skill, in turn, is combined with an,
adaptation of grasping to small objects and the pinching necessary to pick up a
dropped pin emerges. Each skill is built upon an already modularized existing .
§kl"

;  With many of the more salient skills, the sequénce of development does not
:vary considerably from child to child. This ordinality can be understood n the
Lontext of hierarchial structures. If B is built upon A, then A must exist before
B can develop. For 1nstance, the child will not search for a missing object until

T are prerequisites for-others, I appeaT anmtﬁtaqwzxa:k;ﬁu&d:;’:
noscihle devalonmental madel Piaget’s stages are ordinal, being a descrlptlon onof

" a progres( ve hierarchy of schemes for coﬁ‘ng with the environment.
= = ¢ ]
/ OUTLINE OF STAGES. DESCRIPTION AND A BIT OF TASK ANALYSIS

Again,c may | remind you that my task here is one of condensation and
‘ extrapolation. What is to follow is a mere outline, drawing only upon those
\ features of Piaget’s vast observations which seem most appropriate in this
. context. An mtense suspicion of the dangers of bversimplification compels me to
vgarn these who are new to Piaget that there 1s much that lies beneath the
e “surface. ' ’
Pl - .
N «  Sensori-Motor Period ;

The neonate has virtually no control of his motor system; he 1s like a puppet
whose strings have becomq entangled, alt” parts move when one part moves.
There 1s no reason to assume that the neonate Knows anything about the nature
of the environment he has been thrust |nto Also, the relationship between
movement impulses from ;he brain and changes in the “outside” world seem to
allude the infant. ! !

Yet any but the most immature adaptatlons require voluntary movement,
separation Of self from on- -self, understanding of the nature of objects in the
outside world, and a balc understanding of how "movement effects‘the world.
The development of these crucial.abilities forms the foundatnn for all future
physical and intellectual activity. The sensori-motor penod with its concentra-
tion upon the :nteractuon between movement and perception, provides this
needed foundatlon

Without 90|ng into a detailed descnptuon of the substages (there are a1x) of
the sensori-motor period, let me suggest two observations relevant to our
purpose here. The fnrst has to do with’ active feedback, and the second with the
child scnentlst . e \

The accommedation process 1s totally dependent upon feedback provxdlng
information about the result of a behavior {either overt or covert). Adaptation is
necessary only when there is an imbalance between the existing psychologlcal e
structure and the perceived condition of reality. Accommodation of movement
{or concept} results when the operation prescribed by the structure” does not
meet the demands of the goal. Feedback allows for comparison of goal with
reality and thereby defines the need for accommodation. It, follows that
feedback is 4n essential condition for growth to occur. ’ :

ERIC 9 A
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hold true throughout th develbpmental"‘éeguence. Th%\ fact that an organism
comes with the capability for eliciting a' behavior is not sufficient for that |
behavior to develop. The fact that an environment supports a behavior is no
guarantee of its emergence. Mere in‘tg\raction of organism and environment
appears o be insutficisnt for growth. There must be a particular character to the
interaction of organism and environment: the'child must be in active control of

A close analysis of ezly adaptation demonstrates'q principle that seems to

- the interaction. Held (1965) demonstrated this phenomenon with newborn

passivebh=ithes IS RRent 3010

of their movement. The: child i is iS5 o

cannot learn for the child, we can only hope his environment is sfructuredirra\\

Y g

" E

¥

fae’ Ll

* preplanning and anticipation become moré dnd important for judgment.

AMiscovering even the simplest concapts r\plating to self, objects, time, space, and

.action oriented thought Conceptual develo ment, imitative Iearni/ng,/fanguage,

Q

Aruitoxt provided by Eric:

When observing the active legrning of the rapidly developing infant, one must
be struck with the fantastic amount of information the child acquires-in a
relatively limited time span. Yet this gcquisition is a task of sheer joy. The child
discovering the magic of breakfast ce&al disappearing when he separates thumb
flrom forefinger displays a fa ttention that would overwhelm any physics
professor fecturing on-gravity. The child’s mother, who understands gravity
better than she understands her child, understandably fears a touch of infantile
sadism as shp watches her darling repeatedly dropping food to the floor. The
matter gets worse 2 the child enters the subperiod of Tertiary Circular
Reactions {12-18 months). Now he gins to'vary his experiment: first dropping
the cereal in front of him, then to ¥he side, and then to his lap. Each drop i¢ -
followed by-gbservation, and sg)ml‘ar followed;p_'y surprise when the cereal fails
to fall wherg expected. v ' '

This process of discovery is yerj much the}sakne as that of any scientist
attempting to discover the b:inciple\g that rule the workings of the world.-We \
adults. take so much for granted théj( we loose sight of the enormous task of N

. . - . N . . .
movement. In failing to "think 2ive”, we also fail to. appreciate that the child
“mantges to 'make the nece observations and draw {:pnslusions, fong before it
occurs to us to tell Qiprwhat, we” want him to know

'as if it would serve any
purpose to demand that the infant learn about gravity).

. Preoperatiopal Period (2.7 years) - e

Once the chitd has basic control of his actions and understands the rudiments '

of how he operates on the world, he is ready for the next major task., Except fgrw ~

during the very last substage, the sensori-motor child is Timited almostentirely to .. .

and many other demands of the adult worl require an. tbili/ty,tc move beyond -
action t0 an interna! representation. Even Yn relation_to “action, internalized

THe next step in the hierarchy, then, is buil ng some facsimile of the outside
world inside the child. The deve[opm’g’ia't of, language is only part of this .
internalization. Also important is_the emergehce of abilities such as deferred
imitation, Theychild develops the ability to see an action at ohe point in t‘ime,

SR i :
.//. : :
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store that information in mem ry without overtly performing the act, and
flnallv at a later ime to imitaté. the act. Deferring a remembered activity
requires,; some means of holding a representation of that act in memory unti! its
use is ca‘led for. \

Although internai representations grant.the young thinker freedom from
overt exploration, they alse present a new set of problems to be dealt with
during the last part of the preoperational period. ery experience the child has
had been 'real”. Experlenoe happens With the advent of an internal reality, the
G i Jane s&teams_in fear from her nightmare, and we

- .

ohony dreams he has a pony and wakes to find there is _

~none. There 15 something very pecutiar about theseexperences. —

Likewse, the sup is called the sun because you look at |t and see it is the sun.

B rtea -
\

Fat preschoolers aré erther amuseﬁo? indignant w wheri you~ ca‘lrtl'renﬁ)v
wrong name. If you only ook, you can see that 1 am Larry. Realism is one Af
the hallmarks of the later preoperational child. It effects his entire frame\Qf
reference including his moral judgement and his view of rules of the game.

As long as experience is so real, then everyone must share the sdme

experience. Realism and egocentrism ‘are very closely related. The child assum_es,

{and why not?} that what he knows, everyone knows. He neegs do little more
than think, and the rest of the world has the same experience of thought he has
had. Robert Krauss once observed two children attempting to build identical
block towers without seeing one anather. One thild selected a block and said,
"And now put on this one.” The second child {without seeing the first, or which
block he was holding) looked around for a minute, picking up a block and
inquired, “Thys one?* The response Was a very certain, ‘‘Yes”. Each child was
very certain what ‘This one™ meant, neither was capable of realizing*t‘hat the
.other did not. B the;way, 1 am told that this egocentric assumption in
communication is nSt limited to children.
The preoperational child weighs the reality of the imme_dia‘te situation much
more heavily than doés the older child. Piaget éxplains this behavior as a
dominate of perceptual judgement over conceptual judgement. When two equal
sized glasses with equal amounts of water are poured into unequal sized glasses,
the preoperatronal child malces a non-conservative ‘udgement and says that the
amount of water is now unequal. The older child adrmts that gne Ioo’ks like
more water than the other because itis taller, but thepourrng of water does not
-change the amoum of hquid. The abnllty to separate ‘“looks like” from “is"
S requires, ot only a body of concepts to temper judgements, but also an abnlJ,
to deei:nter from ynediate experience. Again, a move away from rigid realism
tpﬂard a more /nxlble supjectwlsm 15 chara'cterrstrc of growth Eeyond the
preoperatrona}/ v:}' Co. - . o
Ypu wil} note the importance.of the term “operational” in Piaget's outline:
preope/atlonal concrete operational, and formal erattonal., This is not
ope/ratronal in terms of “working”. " Rather 'lz/re ers to the .means of
petformance, the operation. Operations arecr/);r zpd general actions, not
specific to any partlcular external behavior ratiohs are .concepts of actlon
For example the abullty to o(d.er{lé/ ts along, somT continuum s, an

/"' ; )/.’

/
—
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. operation that. can refer tosize, colos, brightness, weight, time, or any
continuum that can be ordered It is non-specific to a particular ta;',k Again, '
note that we are moving further from the concrete, further from the{;’ecnflc, as
the chitd develops operayons

The preoperational child has operations. BUT they are neither '@ﬂsnstent nor,
reliable The first sabstage (Preconceptual, 34 years) is one in W ch the c}tlld

—forms collections of specifics. Collections are Toosely defined operatnons or
concepts These collections are specific because generalization abilities are quote_
limited, and when generai’zatlon exists, at,,b'qfders on _the1d
preconcéptual substage bunlds the necessay{L mtemahzanon of. ch gﬁasgg,thn_ -
the cﬂnld may apply these to developmer(t'of more operational systems during =
Tie second substage .

e f

;ﬁ—hﬁ—mcemmm—the—chﬂd—has*am t:onﬁdence—'ﬁ he veridicality of his

operations. However, these operations are primarily intuitive, arising out of hlS

ideosyncratic manipulation of his view of the world. Operations clearly exnst P

but their application is inconsistent and their content is not yet social, A logncel

tmperative forces the child from intuitions to Jmature operations. We do not
allow thought to be private, since commumcauon requires the following, . of :
certain conventions of thought. The boy did no, fall off his bucycle because he
broke hcng\arm The relationship is the other way around. Since we will accept

illogical communication or judgement, the child has no choice but to developa *

complex set of logical operations which serve to organize his egocentnc mtumve

preoperations into more mature operations. -

e

N . - o / -
. ' Concrete Operational Period  * ;

‘ The concrete operational child has generalizable operations, has a more
consistent logic system, can temper perceptual judgement wuth conceptuai
judgement, and is less realistic and less egocentric. While the preoperatnonal child

o orders various sized sticks by physically comparing each pair of‘§t|cks, the  °
concrete .operational ch;ld surveys the entire array and then arranges them
without trialand error Logical actions are now successfully mnternalized mental

* actions. o

I Though the immediacy of perception no longer dominates 1udgen)ent an.

\ inability to go beyond what has already been experienced limits the Tange of

) judgement. Thns limitation is typlified in the difficulty of generating an

exhaustive list, If the alternatives are all present, or have been innumerated, then
selection of the best alternative on®the basis of some consistent criterion ts
possible, However, if the alternatives are yet to be.specified, the generation of |,
chonces is often haphazard and sometlmes even obvious alternatives \are

gverlooked ~
. ﬂ' ' Fornial Operations Periods, 4 yeals or more[ ' '
The ultimate liberation from reality beglns durmg adolescence. Thought A
becomes formal to the extent that a generglized operation (form} can extend ,

what'is known to what could be. Just as one can extend an existing cement wall
by U!uld:'hg a form based upon it {(and by filling the fprn; with more cement},
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one can extend concrete opem.ons by specify.ng a form to go beyond Qne is
no longer Limited to.what is. The concept of a perfect pent, or a perfect
educational system, or 3 phrfect world 1s made possible by extending the exlstmg
form of each beyond the faults of eacb ASadly, it is a while before the
adolescent separates the formal possible from 1 thé likely attainable). 1

OVERVIEW PRINCIPLES rdR CONSlDERATlON DIRECTION Feﬁ MORE
THOUGHT, ﬁND A COUPLE GUARDED WARNINGS

.

After what has been by nej;essrty, a very cursory outline of Ptaget‘s stages of
development, an qbstracuon of some of t{\e principles particularly re’levant to

¢ (s §
The GeLéand the World ‘An Interaction

Intelligent adagftation arises out of neither a geneuc tode nor an imposing
environment. i}zﬂ' er, it appears to result from 2 very Rarticular kind of active

interaction betweens the orgénism ar)d the rid. If our goal is to provide

l&mng experiences, we must be aware of thé manner in which adaptation
occurs, the role ﬁedback and the reqmreméms Tor ‘active participation. 1
shOuld hasten to point out‘that some mtemnx}on arograms coqpervably can be
fOunded n pr res that do not reflect this, natural developmental panem In
fact, thege are prbbably instghces when sugh a deperture is highly desifable
However, reoommon of a departure as such,-and copsideration of what spurious
effects that departure may have upon the child, would seem to be a judicious
preausgn. A .
Movivation: Making the Whole Thing Go T,

Equilibration _is the central ‘mouvanonal construct in. Piaget’s theory.
Adaptation (Asumilatnon and Awommodatxon) occurs in order to resolve an
mcong'ulty (senbafance). Here we have the active meeting of mind and world, in
that ncohgodity ex:}u onlnghin the individual. What is challenging for some,
1s boredom for others. Motivation for Piaget is not a’characteristic of the
environment, 1t is totally dependent upon wba‘t the thinker does with the
environment. It has been amply demngréted {Turiel, 1969) that sugcessful
development calls for enyironmental problems to be just slightly ahegd of the
learner. If a problem js too far. beyond the learner’s level of developmem no
incongraity arises and no growth results,

In short, education should be a process of inteflectual seduction. should

take small enough steps <o thak the learner feels each movemerit toward the goal
is logical, reasonable, and natural. Alas, | feel all too often we are guilty of
meﬂecmal rape, because we know what the gogl is and,lack the patience to lead
thestudembvmll:teps’t thatgoal. : . .

1f we draw upon the Gilibration process as a Motivation tool, we will rely

fmare heavily upon intiinsic rewards than upon extrinsic rewards. Thi, of couise,
1s a ‘major edumnonal tenet of Bruner (196%) and other students of information '

.
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N "« Qrdinality: An Index of Maturity, But. . _ ’ '
. One must be very carefdl not t-jo that once # individual passes )
tHrolgh o oi‘developrgem that he rlever engages in less mature behavior

A 2gaid, matun is re"fatwe and everyone demonstrates pockets of smmaturm/
When we approach a drastically new situation, we are likely to attempt to obtain
a concrete grasp, of the variables before we fully understand their formal L
abstrattions. We' even have some residual immaturity. Once .we passed 6-8,years }
of age, we realized that the sun did not follow us and that we could not control .
inanjmate abjects without physquly touching them. Yet, watch the body -
English employecfby most bowlers aher the ball has been released and  the whole
issue of causation is open to question. .
Also, since gidinality is built upon 3 system.of prerequisites, so /ukﬂ!s can
be relatively isolated from other aspects of development. A child could progress
through all stages in the cognitive domam\wth a minimum awareness of
sophisticated aspects o@dy, space, and physical movement. It is dangerous to /
equate age, or e}eniﬁtelhgence, with physicat skill, for we may expect far too e
inuch (or tos fittle) of othenwisg taiented children. Each child must be accepted Vo
St and. Ied according to-where he i in developmem of the particular skill i in :

A{uestlon ~

/ ’ s K
- ' Consolldatlon and Play: Puttmg itall Togeﬂ?er . /

. There is a practical limit to how quickly one can move fram’ one smge of
development zo the next. This is due, in_part, to the fact that it takes time
skills fo befome “fixed” or . consolidated. Bruner {1973) uses th
“modularization”” to describe this.process. The original form of a sk;uhasa lot
of wasted a;zi unnecessary confponents The modularized form of the same skill
is streamlinedl and éfficient. The mobility (ability to _be incorpdrated into other — o]

e skiffs). of an unmodularized actidn is very limited, Likéwise, the ability- to
perfor'm the unmoduldrized act under pressure is low. A highly modularized skl
. whleh is familiar to most adults is driving an automobile. If you remember your
begmnmg day as a driver, you will recall the concentration it required ar)d how
quickly new found skills unravelled during a crisis. ‘ .
e Modularization develops best under conditions that .are much Inke play. It, .
, thrives on a relaxed atmosphere where the meaps to a goal can becoms more
important than the goal itself. Piaget cails this “practice play” and it is an
essential characteristic of early devetoament. -~ -
" * As social play begins to dominate the Jate preoperauonal child’s play time,
there is @ shift in em susaway from pure practice play However, the function
of pcacnce playin modulanuuon is too imporgant for it to disappear entirely.
Socxal play may well serve thany usstul social functions, but some forms of skill
development, may be more suitable 1o fess demanding solitary play (-.-t Jeast unul
some of the basics are mzstered) e .
- Piaget’s Clinical Method: Maybe the How will Help
Piaget’s Clinical Method is an interaction. techrique that has as its goal the
discovery of the child’s level of knowledge about a specific task or concept. It s
not open ended, in the sense that a particular concrete stimulus or situation

N ~
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serves to definé the scope of inquiry. It is open ended, in the sensé that the

questions asked and the direction of ’mqu«ry are determined b§ the observer’s

aessment of what the child is Uy’mg to demonstsate. Three features of the

technique seem particularly worth mentioming here. 1. the goal is to discover the

individual child, 2. once the observer decides where the child is, he then

formulates a question or experiment that will validate hus decision, and 3, errors
P are vievfed as information that is equally welcome as correct responses,

.
.

. anacy of the Concrete: Do you mean Pﬁys:ca/? ’ /
It has been noted several times throughout/thls paper that there is a
consssten development from the concretespecific toward a more qbs:r -
subjective experience. A basic charactenstic of the hrerarchy is a n
concrete i;iadc:ion before one can move on to the abstract.
_ temptaticn | to the conclusion that remediation should‘
concrete, and the concrete could very well mean begm
* interaction. )
However if you look at the purpose in moving to thenoncrete find that ~
. the. aspu'anon s only to find 2 base where assimuation lS.pOSSlb . The retreat is
to the known, and “concrete” takes on the meaning of “'al
adapted to”’. It follows that we, should be very careful
concrete with the physical. Again, each task needs specific sis with each
child. For some, the interchangeability of concr{te and physical be valid.
For others, an internal representation or operation may provide the necesfary
basis for assimilation. ’
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Ed .
formulations on megriory.
_ The sudy of memory, as P:a‘et sees it,

. Al

. - PIAGET'S THEORY OF MEMORY DEVELOPMENT:’
- . IMPLICATIONS FOR MOTOR SKILLAEARNING
Teot ’ Leoﬂgrd D Zalchkowsky . /

v. . /
\G‘QBWJIQ L .

Ahhough he pr Rz af memory has been with man from the begunnung it
ha{’onltze/n‘ duru/thé past ievgs; . hat chnld psychoiognsts haye concerned .

w he problem of 1 memory Tty o PO Amongst the

have shown a sudd’en interest «n memory develop Phtdgalaan

ed in 1973, w‘hach is coneerned with memory deytloppfent in gmdren
the relationship bétween memory ,and mtelhgence hisfresent paper wil
provide "a summary Piaget's* research which has, 1e{ to fus, theoretical
Ny 42 s
phst ;m'par'ta r to generak
education.in that it seems to hold a place in nfucH of the cumculum presented
to young children. How important i the?é ry in the education of a chitd?
-Do- schdofs- provide children with irifo 6n that gquires memonzatnon} or
ungdefstanding? Piaget maintains that if ed tatio to be passive, then merhory,

LS
/3

traditional education has emphasfiz mefﬂory, and of course fraWns upan/this

- approach He believes, that we must’ dlsco'ver the_strotture of spon neoys

memory, |s it closely related 1o mtéihge ce OF-is] mdependent? -
Pstho\oglsts in general ﬁave taken two extreme positions on memofy. 6me, ,
" such as Freud, believed that memory was simply a recording of factsAvhich were
filed in the subconscne(xs. Another theory_considered memory. tg/be ¥ kind,of
reconstrucnopﬁvmch is dependent upon the mterventso/of intofiigeAce. ?/laget
favors the fatter theoretical position. B . * 4
"decoding” with the intervention o a “‘code”. THe questigh pé ed, by Piaget 1s
whether the memory code stays iHe same}o’fanant) thigdug ou;.developement Y
“or becomes modified (vanant), de, ndn pon the «nd %9 als/Opereuonal levei,
Piaget hypathesized the latteér, i.e. ry changes ¢

mes most important inathe Jéarpihg process. If education 15 actiye, the
memory is subordinate to undé) snd discovery. P;aget bejieves yhat ,

is is evidenced by his most recent book Memoyy and’ Intelligen .

/

. 7
* In deglm’ with memory’ Piaget u&;hewsto Ty terrgb o cg!/ng and ,°

/

/developn‘oent do ;
simply reflect a child’s enco/d 9 and decoding/HDéwer. the code utsgl?o ..

* susceptible to change. "/ £ //."' :
‘Piaget jusitifies this hypothesis through a_skyles f systematic expg tme/és
.~ conducted with Inhe}oéu?nd other co]la atofs, ‘Memory was studied by/,
presenting slides to ¢hildren varvmg in, m four 1o nine Aears. Th
different retentiodt uiteryals were  usd g\ey being, one hplir (immegiate
memon/) one week later and six mon /ter It should be soted that Plaget's
“definition oj‘immedm& memory is gifffétent from that us -/-’ North Afmencan
memocy fesearchers. Howe {1970 f,ofexample describedimmediate emory as
guﬁéstlng up to one minute. pd /.
Getting back to Piaget’s yothem Piaget reasép tl'lat/{f the/memory code
remainett the same then sémiory should stay ¢ anged, or pgfhaps-deteriorate
slightly "On t}fe other, hand if the memory coble changes o€ a function of the
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operational level of }he individual, then 9;16 would preduct an improvement in
memory. Three expsniments which lend support to Piaget’s hypothesis will now
‘ be presented as wr)( one expenment which demonstrates a decrement in me2mory

% ’ performance w?tlme
) 4
PIAGET'S E),( ERIMENTS DEAL{(NG WITH MEMORY

Chuldrer) were presented with a shide of ?{stncks varying in size from 9¢0 15 ,
cm. (see/_F/rgwé le) and ordered from smalfest to largest. The child was told to -
look at the~st|cks since he would be asf(ed to draw them the next day After ,
retention intervals of one day, one week and six months the child was asked to ’
draw-what he had seen. The results showed the childs response to be a fungtion
of his development. Piaget rdermfred a first level whrch he called level A (34

{ years). The child remembered the sticks in the series but forgot they were
unequal and henge the drawings were all aboyt the same size {see Figure fa). At

’ Piaget’s second or B levef (4-5 years), the child knew there were small sticks and
. large sticks but faied to recognize a serial configuration (see F/tgure Ib.) At level

C the, child drew $hree sizes of sticks, small, medium, and large (see Figure 1¢).
Children began making a series of four elements 3 /t ‘abolit 5 or 6 years which
* Piaget labeled level D (see Figure 1d), however “they did not remember the
complete configuration. Finally at age 6 7 ye}s the original conf'guratron was
recalled (see Frgure Te).

- v < . A
. y ‘ Vi ’ / 3
) .
“l ll\ Il i
Figure 1a ‘»gure e igure 1d igure 1e

The results.are mterestmg in that the chuld did not remember what shown
him, but rather h0w he interpreted the model When tested six months later it
was strking , tha}, 74% of th cl:)rfdren experienced better memory ‘than their )
immediate memory. The remainder of the subject's experien the same
memory. No sGbjects ¢ demorm{ated a decrement in memory The improvement
in memo s not dlsplay f by large leaps between different levels, rather there
was.grad |mprovernent/ From one level to the next. Piaget’s "amprovemenr"

; fundungs/Zproxum& the phenomena of “reminiscence’’, pop larized by BaHard
(1813), which occurs, in motor learning and verbal Jearning. The theoretical
explaniations howexgs differ. The incomplete theories of reminiscence inclu

ry consolidation through recall, mental rehearsal, motivation, |
rverence O neural actmty Pnaget agrees that /ﬁallards ’remini

demonstrate a progeess in the schema itself.

Piagét explains Ris results by stating that the memory |
representation of the original model, but rather dcts inasy
to reflect the subjects. assimilation "sd’lem«'" which pe

ins to ghe way the |
me of sssimilation

g ot
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evolves as the child experiences different movements, objects, etc. in- his

everyday life. The‘memory after six months is then a decoding of a code which

has changed through experience, and is not what it was at the time of encading.

™ According g& Piaget, this experiment clearly demonstrated that memory 1s a
furiction of intelligent reconstruction and not simply a passive recording.

Piaget replicated his first experiment with a more difficult model. The seples

was M-shaped (consisting of 11 elements) with big sticks at each end and smaier

e ones in the middle (see Figure 2). Memory was tested after one week and’after

10 weeks. Although the results were less convincing, 38% of the subjects

progressed from onslevel to the next. Again progress was gradual rather than

sudden. . .
4
y
K

| i
-~ - - Piaget repo¥ts another‘mem'or'y‘eXpefimeﬁf,Whn'dm deaft with the rétention of
horizontal levels. Early Piaget experiments have demonstrated that children need .
to be 9 or 10 years old before they can predict the horizontal level of water in a
half.full jar of water regardless of the angle. The reported experiment had
children recall 3 half full bottle of w,at’er at 45° using retention intervals of one
hour, one week, and six months. In the first two retention intervals memory
appeared to represent the way the subjects assimilated the model. Af{er six
months there was improvement in about 30% of the class. The highest irzrease
were among the_children aged 7 1o 9 years which is noteworthy gince they ari
approaching the operationaf level necessary.for this task. _ b
The above three experiments thus demonstrate improvement in a child’s
memory over time, improvement which Piaget beiieves is due to change in the
memory code brought about by the child intéracting with the environment,
In another ingenious experiment Piaget demonstrated that changes in the
- £ r?lemory code due to operational progress does not necessarily lead to better
' recall six months later. A decrement in memdry performuncg occurs when a -
subject is presented with a model which produces a conflict between two or
more differept operational “schemes”. *
i “  This" was aptly exemplified in an experiment which had . eight matches
presented t6 children as shown in Figure 3a, e -

A

n

Figure 2 ~
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// B . Figure 3a 'Figure 3b o . Figure 3¢ ;
‘ Figure 3a results in a conflict for young children since there is nume_fical'
equjvalence, however the lengths are different. Young children believe that if the

* two,lines of matches are the same length, they should have the same terminal
points. ° :
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Reproductions appear as Figure 3b for young children. In this case they

4 added more matches to conserve length. Older children conserved the same

number by making each match longer as in Figure 3c. Only advanced subjects

remembered the original configuration. It is the conflict then, between number
and length which ra;l/ in memory decrement. .

.

THE THREE MEMORY TYPES -

Piaget uses hlsﬂr earch to demonstrate the developmental difference between
three types of /memory, which he calls recognition, reconstruction and
evocation. T three memory types represent the same distinctions made by
Adams (1967 with the exception that Adams$ refers to evocation as recali.
Recognition £an rely on perception and sensorimotor "schemes'’ above, while
uires mental imagery or language. As a result Piaget maintains that
not have evocative memory until 1% or 2 years, whereas recognition

mory/is present as early as the first few months of life. Recognition memory
can be/observed in lower animals, but evocation is specific to the higher primates
s . orman.

) 1aget then a|ludes to reconstruction memory “which is intermediate between
re;ogmtuon and 9vomt|on In this case the subject matter must arrange the
e(em ts of the original configuration wh:ch resembles imitation. In all

/expen ntal si s/tuatuons memory by reconstrucuon was better than evocation.

PIAGET'S CONCLUSIONS ON THE RELATIONSHIP BETWEEN MEMORY
/ AND INTELLIGENCE ,

7
/ Pi concludes that memory consists of two components.
7 1. Fligurative component - which is perceptual in the case of recognition,
imi; ve in the case of reconstruction, and mental imagery in the case of

evogatioh.
. Operational component - which consists of the intellectual schemata on
ich memory is built. .
A schema is the generalization of a frequently presented action. When an
action produces a certain result it can be generalized to other situations. This
/ + Piaget also refers to as “memory in a broad sense” as opposed to the figurative
;  component which he terms “memory in a strict sense”. The results of Piaget’s
/ expenments have led him to believe that every memory is a flguratwe symbol
which interacts with the schemata or intelligence which is present at that
-particular developmental stage of the

] IMPLICATIONS OF PIAGETIML DZ'H%%HEORY FOR MOTOR SKILL

LEARNING

The wmer proposes to presen two research lllustratlons which lend support
to Piaget’s memory theory. The first example is in response to Piaget’s
pedagogical questions raised in the introduction of thlS paper, namely should
education concern itself with teaching children how "to memorize or should *
education concern itself with developing creative minds? Piaget himself confesses
that he is not an educator however feels his findings have application to teaching
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methodology He feels chlldren should be ablé to do their own experimenting.
The role of the teac‘:é’r is simply to guideé so that the child understands.
Discovery, Piaget feels, allows the child to retam the mformanon for the rest of ,
his life. In a recént study at Boston Umversny, Mancini (1974) demonstrated
that the dlsoovery method applied to motor skill learning was superior to a
teachef dlrec'(ed approach both in terms of attitude and social interaction of .
children. Although the study did not look at meruory, it does lend support to
Plaget s views on ‘“‘discovery learning”. 7 Kl

‘A study conducted by Zaichkow fky ,‘{1974) on memory development
demonstrated support and application of et's theor;y of memory develop- PN
ment Piaget concludes that memory interatts with the developmental stage of-_ R
intefligence in the performance of arfy vefbal or motor task. Older children,
through experlence in the environment, have a larger storehouse of information ;
to draw from in performmg a task. The ZaichkowsKy study showed that five
year old children experienced trouble|in performing a serial motor task which
taxed the memory abilities of the child. When the serial task was kept simple the
five year children performed nearly well as nine year old children. This
suggests -that- teachers should resort 10" keeping sequential motor tasks simiple,
since in Piagetian terms the schemata has not been fully developed. -

Undoubtedly there are many other practical abplmtlons of Piagetian
memory_ theory to the motor domain which could be mentioned. However,
suffice it to say that Piagetian theory in general has had a tremendous impact on

" education, and is now a fundamental part of contemporary child psychology.

) - R

¢ FOOTNOTES
! Piaget distinguishes between “schemi” and *“scheme™ in that the former refers to an
iconic representation, wheress the hlm' 1mpliﬁ no figural connotation. -
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PIAGETIAN THEORY AND ITS IMPLICATION TO
TEACHING STYLES, TECHNIQUES AND STRATEGIES
. Rudy Mueller

INTRODUCTION

A}

Pt

An examwation of Praget’s works led me to transtate his contributions into,
behavioral proposals for teachers. In a previous paper {Mueller 1974, b}, the
teaching behaviors were identified and evidence offered to support the proposal.
Subsequently, a second paper (Mueller 1974, a), interpreted these proposals into
fifteen §peéificteaching behaviors organized into a checklist. The use of this, .
checklist makes it possible for one to determine the behavioral congruency of a
teacher’s planning or execution with Piagetian ideas. A teacher’s plan of action
could have a range of 0% to 100% in the "Planned Behavloral Congruency
Profile”. A teacher could also determine how congruent tite actual implemepta-
tion was with the fifteen Piagetian behaviors - this is the “Realized Behavioral
Congruency Profile” and its range is also from 0% to 100%. Both of these
. _profiles_help a teacher to plan, execute, evaluate, and change their involvement
in the teaching/learning transaction. - .
It is also important to examine the various teachmg styles {methods), !
techniques and strategies which have been offered and will be proposed to
teachers as a way of conducting an educational process. If it can be determjned
how congruent the intrinsic arrangement is to Piagetian thbught, then teachers
can make decus:ons about its use, modification, or elimination. In order to make
this decision the teacher would need answers concerning the “Structural
Congruency” of the style, .technique or strategy. The following are some
ustrations of . that analytical operation based on the Teaching Behavnor

Checklm presented in Figyre 1.
¥

L

k1

. FIGURE 1 X :
A BEHAVIORAL CHECKLIST TO DETERMINE !
A RIAGETIAN TEACHERS CONGRUENCY PROFILE"

- .-
YES | _NO
1. Organizes learning environments which contain numerou
materials, activities which are appropriate for lnt?feSt:l) .
& . . e °
various ability levels, and accommodates gsher individual
differences.
~ Commen}s. _ . .
2. Maintains_ Ieéming environments so that the numerous] o
O\ materials and activities are highly visable and readily
“* _available. . . ) ) ,
‘Comments: . ‘ . . )
1] ? I
" . . v
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3. Formulates a vague plan of action which indicates whaty YES | NO | /
the expectatlons are. One WhICh is flexible and responsive ' i
to the learners. ' ‘:
Comments: ~
P —~ f/.-
, . :
4, 'Groyps children heterogeneously. o
Comments: -
Ay -
5. Allows chitdren to decide about their involvement with 4
thearning envirpnment. O
Commentss._ . : '
‘\\ 1
6. Allows and values free \mteractlon by students in a '
cooperative rather than competmve climate {where they N
help each other learn). ™~ . -
Comments: ) S~ ) « 3 .
" .
. 7 Relinquishes authoritarian controf to students promoting ~
»  self direction and group processes. b~
Comments: ] .
v ‘et i
8. Inddces and valuet student thinking - including onglnal =
thoughts.
Comments: .
. x
9. Selects learning arrangements wh7re learners ¢an
. manipulate, discover, inquire, verify, Tnvent, create, and ‘
refing. )
Comments: ~
— ! ,;\ v, k2 .
10. Uses “active methods” to increase the frequency rate of -
experience {practice) so that the specific instance becomes
stamped in (engendered, internalized).
Comments; - i .
+
. - A}
/ b
~ :, ., ‘v, A
£ \~~\
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\\ 11 Accepts errorg Or nappropriate responses by learners| YES NO
\ while Iearnmg'*sees them as indicators of development or
b a transitional situation wtlit:h will change with more data. '

Comments:

’alues self-evaluation by the learner. ' . :
ments: ) -~

13. Asks questions which help learners focus on the evaluation ,'
process - to cause the process of refinement or verifying I N
or o
Designs situations which help learners to gain additional
insights so they can be used to reevaluate or refine the
B instance or response. . - .o .
.Comments: 3 ‘ ) A

14. Behaves in a supportive/facilitating maﬁr;er,\never deliber-
ately uses “put down” situations wheré the child\’s self]
worth is red{iced or placed'ir) high jeopardy. ' . :

« Comments: . . . *

- -

15. Did not use tests, exams or situations which value blind| .
. conformity of memorization of existing knowledge, -
Comments: C 4 . Toe

7

4
%
Y

4

- ° . Noota . .
THE $PECTRUM.OF TEACHING STYLES ) - ~

. The Spectrum o ‘eaching Styles (Mosston, 1972) Is a construct of
alternative teaching arrar.mggvzkts based on the relationship of decision making

. between the learner(s) and she teacher. Muska Mosston (1972) offers seven

~_ - distinctively different teéching_stuy% each with its intrinsic strengths and,
liabilities. This realization prompted the &uthor to indicate that each teacher

h Id develop competensy in each style in Grder.to demonstrate ‘;"mobiliti ,

long the spectrum of teathing styles. Let's\aét imine if that still would .

o apply for a Piagetian Teacher. ) A




* Command Style ‘

The first style to analyze using “The Behavioral Checklist of § Pjagetian
Teacher” is the command style of teaching. in this style, the tgache; makes all
tha decisions all the time and the learner s expected to folioW or adhere to the
decisions'of the teacher. In the classroom, the learner would be a passive receiver
of information, In activity classes, he/she would perform robot/military
movements, doing the' same thing in the same way at the same time. The leatner
would have a high degree of dependency on the teacher and the learner’s
behaviors that would be valued would be' those that conformed fo the
expectations of the teacher. - / :

An analysis of the checklist, yields this information,

{1 - No, 2 - No, 3- No, 4 - Instance specific, 5 - No, 6 - No, 7 - No, 8
- dnstance specific but not totilly,.9 - Instance specific but not all, |
10 - Instance specific, 11 - Instance specific, 12 - No, 13 - No, 14 -
“Instance specific, but more likely No in part, 15 - No).
N Therefore, the “Structural Congruency for Command is No - 9, and Instance
Specific - 6, (that’s where the teacher would have to do it before its congruency

Yes. So the command style is 0% structurally congruent, 40% “Implementation

Dependent’*and 60% structurallywi:gpbngruent. It seems to present one with an
Piagetian teacher.

Task Style - ' \
‘This style provides for some_decisions to be made by the learner which gre
related to the physical difference of learners. The decisions the learner rakes
are: when to start, when fo stop, where to work (geogr;phy not subject matter)
and the pace of doing the task. Lat's compare this'style to the checklist to
ascertain its congruency profile: )
(1 - Instarice specific (partially, Yes), 2 -.Instance specific, 3 -
- Instance specific (partially Yes), 4 - Instance specific, 5 - No, 6 - No,
7 - Partially Yes, 8 - Instance specific, 9 - Partially Yes, 10 - Partially
Yes, 11 - Instance specific, 12 - No, 13 -No, 14 - Instan%e s;j:ciﬁc,

s

+ 15 - Instance specific. * .
The style cbngruencv profile is Yes - 0, Partially Yes -5, Instance specific - 8, No
- 4. The style has 0% Structural Congruency, 55 1/3%1 Implementation
~ " Dependent and only 26 2/3% ‘Incongruent Structurally which indicates that this
_ style is closer to what might t}e used t% g Piagetian teacher. ~ =
g If the teacher were to make the follavaihg modificatjons to the task style of
"+ fteaching, it would have adifferent;profile: . T~
1. Use the multiple tasks - multiple stations format in different content areas
based on student needs, interests, ﬁﬁerenws and reactions;‘ . .
2, Allow chifdren to choose the Task based on their perceptions of their needs,
interests, etc. * . S
. 3. Put no festrictions on interactiof” with classmates, other than those that are
" concerned with the specific task. - . .
4. During the ev?aluation/feedba‘ck students could ask questions 1o encourage

Ve 2 oo ‘
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_ could be_determined). Note_ that in_the.command style there is no.unqualified-~

abuqqance of evidence that the Command Style would not be uysed by a -

o
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T /sel’fevaluatlon or whlch would stimulate veﬁnfymg or refining operatlons
@ §. Ehminate use of all lect;mques which, put high value on conformity,
memorization and dependency on others. \
The modified Task profile would then.read ‘ ike thigt B
{1 - Yes, 2 - Yes, 3 - Yes-4 - Instance specnfuc 5 - Yes, 6 - Partially
Yes 7 - Partially Yés, 8 - Instance specific\ 9 - Partially Yes, 10%es,
- Yes, 12 - Yes, 13'- Yes, 14 - lnstance specific, 15 - |nstanc1
specnf:c
The profile of this modified task style wou|d be Yes 8, partially yes 3, Instance
. spegific *4, and No's 0 (Structural Congruency of 55 1/3% and 0% Structural
Incongruency) which means modified task is even closer to Piagetian thought
than is the Task style off$red by Mosston.

A

Reciprocal Style

. This style is_an' arrangement which stresses the social interaction of students
. where they help each other learn in a cooperative manner. This interaction is the
e es‘sence of the style. The congruency profile would read like this:

(1 Instance specific, 2 - Instance specific, 3 - Partially Yes, 4 - Yes, )

5- No, 6 - Yes, 7 - Partially Yes, 8 - Partially’ Yes, 9 - Partially Yes,

10 - Partially Yes, 11 - Instance specific, 12 - No, 13 - Partially Yes,
@ 14 - Instance specific, 15 - Instance specific). .
So, this total profile reads,g/;s - 2, Partially Yes - 6, Instance specific - 5, and
only 2 No's. Agdin one can detect slight movement toward more structural

’ congruency or potential congruency with some modifications.
— N o . " Inblividual Program - Tegcher Design .
. This style offers the learner learning tasks. These tasks are presented in .

different levels of complexity. The "degree of difficulty’’ of the task is
determined by, the manipulation of some internally related factors. For example,
if the task was “"addition” - one level would be addmg two single digit numbers,
next would be 3 smgle dlglt numbers and so on untll it would be two digit
numbers. .. .fractions, mixed numbers, etc. This level détermination can be
dustmgulshed in almost dIi subject matter areas.

The style itself encourages a pre-contact evaluatlon the learner might ask,
'Where dm | when it comes to addition?” Once thre learner makes the selection
he opgrates |ndependent of the teacher - even to the point of self-evaluation. So
the bongruency profile of Individual Program  Teacher Design (I.P.T.0.) would

. read like: * =
(1- Yes.2 Ues, \3 Yes, 4 - Partiglly Yes, 5 Yes, 6 - Partially Yes, 7
- Partially Yes, 8 - Partially Yes, 9 - Pama"y Yes, 10 Yes, 11 -
Instance specific, 12 - Yes, 13 Yes, 14 - Instance specific, 15 -
> Instance specmc) C i .
" The.total profile is Yes 7. Partially Yes 5 Ihstance Specific - 3, No ; 0.
Therefore I.P T.D. has a Structural Congruency of 46 2/3%, an Implementation
Dependency of 20% and a modification Potential of 33 1/3%. For the first time,
a style has a 66 2/3% - 100% potential to be fully congruent with’ Plagetlan
. education. .

’

[

'

ERIC - 17 U ,1',9_; -

@
P




t

[ /
. // %uided Discovery .-~
This style offers the stude t a series of clues, questions, and stimuli which
create a small cognlti'va dissonance which motivates the learner to inquire and
results in a djscovery. Each learner response leads to the next clue, question,
stimulus and 'this process continues until the learner discovers the pre-deter-
mined goal of the teacher (convergent thinking). Many see~this style. as
resembling the Socratic method and in some respects it Is very similar.
The congruency profile reads like this- ) 7
(1 - Pania% Yes, 2 - Par’tially_ Yes, 3 . Partially ?es, 4 - Instance
specific, 5 - Partially Yes, 6 - Partially Yes, 7 - Partially Yes, 8- No, 9
- Partially Yes, 10 - Partially Yes, 11 - No, 12 - Yes, 13 - No, 14
Inspecific, 15 - Instance specific) . .
The total profile reads: Yes - 1, Partially Yes - 8, Instance specific - 3, No - 3,
Structural Congruency - 6 2/3% and Structural Incongruency - 20%. .

For the first time'in the spectrum, we seemed to move further from the
~Piagetian thought. The fact is that the profile reflects a prescribed involvement”
by the teacher, one where the teacher emits the stimulus, waits for someghe in
the class to i'eSDOnd and verifies the answer. It doesn’t have to be conducted in-
that manner because one could use a different media and,different forms of

', ' communication With the changes in the cormqunicaftion and the use of som
retfievable system to verify responses and the option of the learner to work <
alone or'with someone there would be a signiﬁ@ant change in the Congruency

v+ Profile. In fact, the Modified Guided Discovery Style would have_Yes - 8,
Partially Yes - 1, Instance specific - 3, No - 3, Structural Congruency - 55 1/3%

e K g * and a 20% Structural Incongruel\cy moving Guided Discovery closer to Piagetian
* thought. N n .

] ’ 24 PRI ®
: & . ProblemSolving
This style presents the learner with a problém which causes learner
dissonance. This motjvates the child to explore, inquire, investigate, uqtil he/she
produces a response or many responses {divergent thinking). The responses can
be vefified by ascertaining if they solve the probiem, within the prescribed;
parameters of the problematic situation. If it does, it is a valid answer and all
- answers which solve the problem are valued regardless of their simplicity or
' complexity. . : /"7
The Congruenéy Profile looks like this: s e

(1 - Yes, 2 Yes, 3- Yes, 4 - Instgnce~speciﬁc, 5 -:Yes, 6 - Partially -

-

Yes, 7 - Partically Yes, 8., Yes, 9 Yes, 10 - Yes, - Partially Yes, * - e

12 - Yes, 13 - Yes, 14 - Instance specific, 15 - Instanes specific)
The total profile: Yes - 9, Partially Yes - 3, Instance specific - 3, and No - 0, ~
Structural Congruency 60%, In‘fﬁle?nentation Dependeri'cy 20% and- 0% Struc-
" tural lncoRgryency. Problem solving has 3 potential of 80% - 100% congruency
A in practice. 7 ' ]

- f

) " Individual Program - l‘.earner:b'.e‘s/’gn e
This style provides the learner with the opportunity to'design his/heientire
learning*invoivernent based on a teacher determined focus. The focus may_be

. : ) . R e
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‘ very general like Math, Language, War/Peace, Games or more specific such as
"~ 7 additioh, 20th Century Wars in the United States, nouns, which change their
. spelling when they become piural , The learner would «dentify his/her goals and
], design a2 plan of action to accomphish the goals. The student would make
\ decis:ons about what criteria one used to determune if their goals are attained.
s They would also decide who shali sit n }udgment of the quallty of their
l -~ program. Let’s see where this style fits in regard to Plagetian thbught:
| Vit L {1 -Yes, 2-Yes, 3- Yes, 4 Jstance spegific;5 - Yes, 6 - Yes, 7>
~—Yes, 8 - Yes, 9 - Yes, 10 lnstance specific, 11 - Yes, 12 Yes, 13- .
Yes, 14 - Instance specific, 15 - Yes)  ~
Total: Yes - 12, Partially Yes - 0, Instance spec:f;c 3, No - 0, Structural
Congruency 80%, Iﬂpierﬁentatlon Dependency 20% and.no Structural
Incongruency. re, this style seems to be the.most coggruent with
Piagetian thought about the educating psocess. .- -
. Beforta/nalyzmg other techniques, a word of explanation about the an:lyscs
* may be necessary at this point. In analyzmg a specific technique 1n order to
determine the precentage of Structural Congruency, one takes the number of
" Yes's and divides-by the-number 15 (15 items}; 1.e. 12 Yes's™= 12 diilled by 15
‘or, B0%. Or, one can obtain the percemaoe of Structural Incongruency by
dmdmg the number of No's by 15 {14 ho’s divided by 15 =93 1/3% Structural
Incongruency) One could ‘also find the percentage of instance spec:ﬁc .
limpiementation Dependency} which s the Tesult of the teachers aduosyncrattc, ’
make up or something unique .n the organization, the mstotutnonal goals or the
structure of. the Sub]zﬁ matter. The factor s not determined or controlled by i
the intrinsic structure of the styles, technique or strategy. Therefore, if we bada
situation Where 5 items are instance specific (5 divided by 15 =33 1/3%) it .
L.would be 33 1,5% -mplementatnon Dependency. In other words, its open and
. the actual impleqentation can make it 33 1/3% nfore congruent orup to
1/3% less congruent. The Implementation’ Dependenb\g factor plus the Structurat
Congruency factor would give 3, percentage range ofi nts potentul pongzuency P )
< . o
- OTHER EDUCATIONAL TECHNIQUES ANszso ;| ..t

There are other educational techmd'.xes and mathodsadmmed fo: use by .
teacbers and they_ 100 can be émlyzed {or their nructural congruency.

: . : 3 4

LY cbhrr'acé""“!& o o

‘A stratedy used by sorrit teachors 10 ensuré a clear underst,mdmg of

expectation and resonsabahty isa techmquc known as eontracnng it is a learning

agreement between the teacher and zm le;rﬁer Since contracting can have many

different arrangements the structur eqid would be. ;Yes 0, Parnally Yes_ 0,

nsunce speaﬁc 15, No 0. _' nmrpmgs!nto the rhahzation t,hn contracting _

could be 100% congment of 1 mqongment. Conmcﬁng ) no; necewnly

»
- **\--» ‘. - -4 PR
. . -

ancz{lod ¢ ¢

A Tgroup 18 compqsad people wrﬁngcnq time toge'(her nan npstrucnogal
. semng‘ face to hce and whore indnndml!s pu:r(cnpm i l,eamets, mimbers hq@ »
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__,__mah«otﬂftn their quest for anderstandlng The data for iearning comes from
the immvydiater experience(s) of the group. The process centers on the -
experienced behaviors. feelings, perceptions, and reactrons of the group members

+ while they a together There is a group Ieadar who takes an "actively passive”
role facilitating rGups development and process. The-participants are given a
vague task of constrdcting a group which will serve the growth of all the

< members. [

- "Essentially, a kmd of Social vacuum is produced. Leadershlp, agenda,
expectations, usually prescribed by some authority are blurred 0f missing.

As the gioup members endeavor’ to fill the void, their behavioral output
mounts and supplies the group with information. Participants function as
observer-participant, as disgnostician-actor, as planner-educqtor-evaluator and
theorist-practicioner, as expressor of feel'ng and -critic of expression, and as
helper-client {Joyce, 1972). - . -

The “Laboratory Method” congruency profile read: '

(1-Yes, 2- Yes, 3-Yes, 4-Yes, 5-Yes, 6- Ves, 7 - Yes, 8- Yes 9-

Yes, 10 - Instance specific, 11 - Instance specific, 12 - Yes, 13
Instance specific, 14 - Instance specific, 15: No.) ;
e Totaly YE -T10] Partially Yes - 0, Instance specific - 4, Mo - 1 or 66 2/3%
Structural Congruent and only 6 2/3% Structural Incongruent and 26 2/3%
Implementation Depéndent. “Therefore this technique has a range of 66 2/396 E
83 1/3% potential Congruency ’

-

\

Taba’s Inducuve Teaching Mode! - -
. Taba (m Joyce, 1972) “idéAtified a set of cognitive tasks or thinking tasks and .
. * then *developed sets of teaching moves called teaching strategies which would
¥ induce these tasks.” Taba has identified three major teaching strategies: 1)
* - *  Concept formation 2)° Interpretation of Mﬂpphcatron of principle and .
-, three phases in ach teachlng gmgy‘// . LT

L

e ,‘ TABAS moucrws"réAcmNG MOD‘EL DR

__,,-.‘...‘v(.

“r

.o - STRATEGYONE CONCEPT FORMATION -

: ?hangne* e . ‘PhaBTwo .,  PhaseThree -

AR Enumeranon and L;stmg Cine, *G";zzcgw}g . Labeling Categories

LI . . . ' .
~ e v ] -

‘- , .. STRATEGY TWO- INTERPRETATION OF DATA .

s
A

""" phiase Four - . «PhaseFive Phase Six o

- ’ Identzfymg’d’m”m:om . Explammg dimensions Inferances
O andrelmon:hlps . i andmlauonsh/p:
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STRATEGY THREE - APPLICATION OF #RINCIPLES
Phase Seven _.—Phase Eight / Phase Nine
) g . . I
Hypothesizing prédicting Explaining andfor Verifying the
consequences . supporting th predicting -

predictions ahd

. . “In the case of all xhree strategies, th atmosphere of the classroom
is cooperative, wrtha good deat of pil activity, but the teacher.is
generally to the initiator of phases, and thus is the ma;or
contr: of.u#ormat:on The sfquence of the activities is deter

L mlned/m advance, so the teachér is in a controlling, if coo

. pdsmon" (Jovce, 1972).

Structural Congruency.
(1. rnstance specxfic, 2

an:allees 8- Ya
nce specific, 12 - Instance
- Instarice specific, 15 - Instance

9 - Yes, 10 - lnstan

specific, 13 -

specific)
Total: Yes - 3,P

0% gongrusncy, a 0% Incongruency and a 60% Instance
-model has a high “Implementatjon Dependency”.
e Structural Congruency, the appropriate implementation
e structural/organizational modifications, this model has a
ncy possibility of 80% 100% but it's primarily dependent on

Specific means
Potentially, with
behaviors and
potential congr
the teacher. '
i Dramatic Play Experisnce -
In dra atlc play, role playing is used as a vehlcie to portray a sityation for /
study” anfl analysis. Lmle emphasis is placed. on the roles played, b\ut on
i to the situation thus created. Rofe refusal is rbt\appropnate '(he»
is in dramatic play is how one would actinan actual situation. Tbe pupnl
nevey plays hxs real life role. Through the spontaneous snuatlon which is ,c{eated /
the roup is able to analyze and critically evaluate reactions. .
his teaching strategy is basically a group-oriented apprdadwo}zamed with
Imgs and reactions as individuals interact with one anothsr. Two conditions
re necessary for implementation (1) the situatipn” dramatized must be .
representative of the problem felt by tlw//n 756§ the class and (2) mostof -
the group must want to feel the needvf@g:‘jwﬁg the situztion. In that way- .
the process would resemble 3 problem solvingspproach to a group concern.

/ In examining the Structural Congr Profilds 2

{1 -No.2 -No, 3- Yes, 4. nce specific, 5 - Ybs,s Yes, 7

Partially Yes, 8 :;s)/Yes 10 - Instance specifi Instance

specific, 17 - Yes, 13- Yes, 14 - Instance specific, 1 P:mally Yes)
mth 8 4272/3% Struaural Congruency and a 13 1/3% lnoongruency Leaving a

< . 3
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44% lmplemenmnon Dependency When using this teehmque one must be very
S conscious of their behawor or it will fall below the 50% congruency range.
e »

SUMMARY

/e

Anyone wio wishes to ascertain the appropriateness of using any teaching
- style or stra%egy compare and contrast it to the 15 jtems in the Piagetian
Behawor/al eckl:st and determine jts potential Piagetian “Structural
Congue/{cy if it-were utifized, - ‘ )

T o same 1§ items can be uﬁed when obsemng an actual teaching/learning

saction to de!e’mme artua] "ImmémeﬁmtfonCommmw

Lastly, if Someone does a “Structural Congruency’” analysis and then an
“Implementation Congruency analysis on a.given session, the teacher would

v

potential or how therr behaviors have, in fact mduaed e strugtural po ntzal 1'6
that specific session-

S <
T T "Tleyce, B &Weil M , Models of Teaching. Enxl
/7 1972. S

N Mosston, M., Teaching From C d to Dbcovery“ Belmon}. Cal{\foml;.bWad:wonh Co.,
1972,

Mueller, R/ldenufymz a Teaching Bchxvuor Profile for 3. Piagetian Teacher, Unpubhshed
work. 1974 /

Unpubluhed paper, 1974, 5.
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! PIKﬁET ANDPLAY
B sSandra J, Suttie
L . N )
Piaget has dedicated many of his creative energies to uncovering the nature of
intelligence. Howevef, his efforts have not been limited to the cognitive domain
as he postulated that all phases including affectivé and psychomotor of
* childrén’s behavior depend ‘on their cognitive structures. .Piaget’s .unique
approach fs to study the organizatio /al activities within an individual rather than
from the approach of focusing the stimuli from the external environment.
Thé structure ‘of thmkmg Pi e{(:;heyes is inherent. Piaget believes chﬂdren go
ihrough universal identifiable developmental phases. {ntellectual behavio /
evolves from activity” and, doing, w:thou thought, to doing knowingl
conceptualizatior. Play is an exercise actlons t leads from activity to
reprmntapo’ 1S the meanings the chitd attaches o symbols. Childrén play in
certain wa or patterns because that kind of pattern or behavig I/de,termmed
by th
hitive structure, change systématically” within the child ‘while the functions
remain invariant. ) S i

£

individual to find an efliilibrium between himsélf.and his envtronment As the

. One basic function man i:'adapmtw cognmve strivifig of an
human organism en unters, riew situations or problems in this enwronmtm a

valn some ms:dns jato how their behaviors Jhave real:zed the session’s structural, ’

e
Cliffs, New Jersey. Prentice-Hall, Ine..

Some Teaching Behavior Proposals /Ba,ud onsthe Works of Jean Piaget,

fructure of the cognitive #ocgsses of the child. Strugtures, such as the ’
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state of disequilibration exists. Man, the child or adult, seeks to resolve this
disequilibration. This.incongruity thus serves as an intrinsic motivator to him,
and man wall place himself into situations or will create problems in which a
minor state of disequilibration with the environment exists. Man needs these
situations and problems. They will catch his attention, interest him, motivate
and stimuiate him to action and to interaction with the environment. Problems,
or incongruities to be solved, serve to elevate the level of arousal of the
organism. Ellis, in his book, Why People Play {1973), describes play as that
behavior which seeks to elevate the arousal level of theJorgaﬁism. Of the many
play theories expounded throughout the ages, the concept of play as arousal
seeking behavior is among the newest. Its vaiidity is established through various
disciplines, including physiological psychology.

Arousal seeking behavior, with its subsequent action toward equilibration, is
an aspect of adaptation. Piaget's concept on adaptation, as a biologist and a
behavjorist, are compatible and supporting of this view of play.

Adaptation, or equilibrium, has two functional components. assimifation and
accommodation. The assimilation process involves changing elements in the
envn;onment in such a way that thcy can be incorporated into the strycture of

the organism, The individual rec reco_gmzes “categorizes, and utilizes weﬁ%m.xerms’

of his previous habits, conventions and preferences. He experiences 38 evept as
he conceives it. Reality i is interpreted in terms of past experiences, th input is
bent to fit the child’s extstmg intellectual organization. « *

Accommodation, the other component of adammon is the adjustment or
modification by the organism to the envitonment. The individual notes the
unjque aspects of new encounters and takes account of these in an effort to
change, modify or adjust himself to fit the new reahty Thoughts and behaviors
are modified internally. % -

-,

Attho,ugh assimilation and accommodation are opposite processes, they .

always act together to produce adaptation to the environment. One process can
predominate over the other, but neither exists in isolation. The balance between
assimilation and accommodation is seen as the basis for intelligence. In the adult
intellectual, functioning, consisting of these two processes, is in. a state of
equilibrium in which they are relatively distinct and separate, yet coordmated
and complimentary. To reach this state, the child must undergo various stages of
development during which the assimiliation-accommodation relationshlp under
goes vanous transformations. As new elements are incorporated into earlier
schematas (assumllatlon) the organism modifies earlier schemata to adIust to the

. "new elements. Cognitive change is thusly insured by this shifting relatioqiship

Q

:uumm.- -_ - - -
X

Play, according to Piaget, is that behavior which occurs during a primacy of

assimilation over accommodation. His major treatise on this topic is his book,
Play, Dresms and Imitation in Childhood (1951), which has been translated into
English. {n play, the ‘human bends rBality to fit what he “knows” (asslmllmon)
‘A child playing shenff ‘alters or assimilates reality to fit his concepts. He, does
not accommodate or adjust pis concept of sheriff during his play. Reality is
altered by pretending theres is 8 bank or a jail in the play area.or environment.
Piaget sharply distinguishes batween the causes of play and the by-products
or sffects of play. He db\e\s not focus on the causes &s has been tranditionally
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done by play theorists, but rather on the effects. The two major effects of play ‘ /
he recognizesare (1) functional pleasure and (2) mastery. During practice play, ‘
the child repeats already acquired skills and activities for the affectnye feelings of
pleastke and joy that it apparently gives him. An infant will repeat a movement,
such as shaking a rattle, over and, over again while exhibjting obvious signs of
delight. When pleasure is absent int activiites which might be considered play, a,
reality-based attempt to learn may be prominent in the behavior. tn Piagetian
theory, play behgvior arises only from previously learned activities, not during
the acquisition of new skills. p , ‘ J

As a child repeats new physical and mental abilities, he retains and ingrains |
them so that they do not become lost o him through disuse: This aspect of ‘
repetition is a “fixing” of new abilities in the child’s repertoire, including
cognitive functions. Through the ngraining, the child has then mastered the
activity and can utilize it at a later time without going through the process of
rediscovering it through random activity. In addition, Bruner (1973) describes
play as having the effect of maturing some modular routines for later
incorporation in more encompassing programs of action.

In addition to these two prime by-products of play, pleasure and mastery,
Piaget describes several play behaviors ‘which serve both as processes and
products, and may be an aspect of mastery. These.behaviors serve to reduce an
unpleasantness in the child. One of these behaviors Piaffet terms “compensatory
combinations”. which refers 1o behavior that improves or corrects reality by
distorting it to fit more desired and agreeable thoughts. An example is a child
who pretends to carry an infant in her arms after being told she must not touch
a new baby sister. Reality is distorted to fit the child’s needs.

- The second behavior of play Piaget calfs “liquidating combinations””. The
child, faced with an unpleasant situation in reality, may tfy to relive it in a play
siwatLor'\\bv transposing it symbolically and hence reducing the unpleasantness .
of the situation. A young child, having had an unpleasant experience of taking
some medicine, reduces the negative affect of this situation by in turn
pretendiqg to give some medicine to her doll and repeating what had been said
to her, "It will be all right. It will help you get well”’,

These two play behaviors, “‘compensatory combinations” and “liquidating
combinations” consist of reducing or eliminating a disagreeable situation by
reliving it in make-believe. Through symblic play, reality is changed and
assimilated to the ego while freeing the ego from the demands of accommoda-

.- tion, or acceptance. These theories reflect ‘Piaget’s link with psychoanalytic

’ models as they are closely related to modern psychoanalytic theories of play,
especially those of Freud and Erikson, o .

Piaget, in Play, Dreams and Imitation in Childhood (1951), makes several
referenéel to Freud relative to- symbolism and play behavior. The.behaviors of
“compensatory combinations’” and “liquidating combinations”, which reduce

- the unpleasantness of a situation, appeir to stem from Freud'’s (1959) pleasure
principle. This principle states that the course of events takes a direction so that

. its final outcome is to fower the tension of the unpleasant. Play provides the
opportunity for assimilation, in the form of repetition, of an experienced avent

even when the experience was unpleasant. Through _the repetition and the
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assimilation to the ego, the event becomes more bearable and perhaps even

pleasant. The phenomenon of behavioral repetitions Freud Terms “compulsive
repetitions”. Children repeat, in their play, everything from real life which has

made a great impression on them. In so doing, they abreact the strength of the
impression and make themselves master of the situation. The child can take an

active role in play in situation? in which he passively suffered previously. The
unpleasant or disagreeable experience is then handed on to a playmate. The child

in the active role is revenging himself on 2 substitute which brings mastery of the /
situation and pleasure to him. An example is the child, who suffered qassively -/
while the doctor looked down his throat, now assumes the active role of the
doctor by pretending to look down the throat of a playmate. Through such play,
a child is able to lower his anxieties by taking an active role in situations he had
previously found painful. Hence, he is able to restore a sense of mastery to his
reality.

Freud's ideas selative to play were expanded upon<by Erickson {1950).
Erickson proposes that the play of the child is the infantile Torim of the human
ability to dea! with experience and planning. Together, Freud’s apd Erickson’s .
theories appear to -be the basis for Piaget’s .play behavior of ™1
combinations” in, which unpleasant sutuatlons were relived symbolical
assimilated by the child. s

Piaget's theories of cognitive development demonstrate that there are
identifiable developmental patterns which are experienced by everyone. He sees
all development proceeding in identical sequentes, although the specific age may
vary during which a particular stage occurs. Development progressés from the ‘
simple, the noenate, to the complex, the youth or adult. The child first deals |
with problems in his environment. When a situation is mastered, development ‘
proceeds toward the mastery of its corresponding abstraction. Piaget places these |
sequences, and others, within four major developmental phases of the chuld {See |
Figure 1.) 1

The sensorimotor phase of the child extends from bmh to approximately two |
years of age. During this perlod development depends primarily upon sensory
and body-motor experiences. Piaget breaks the sensonimotor phase down into six
separate and distinct stages. The onset or first appearance of play is difficult to,
determine. As early as stage two of the sensorimotor period, approximately one
to four months of age, play appears to have become a part of the adaptive
behavior. As soon as a motor skill 1s mastered, 1t can become play. When, an
individua) repeats an activity in a happy display of comprehended behavior, play
behavior is exhibited. This type of functional play is termed exercise or practice .
play, with the function of pleasure and sheer satisfaction. It is the most primitive
form of play. The repetition of these s&fills in practice play 1nvolves no rules,
symbols, nor make-believe. An example of exercise play would be the child
having discovered by chance the possibility of swinging a suspended object, at
first repeats the activity in order to adapt to it, to understand it. At this point,
the skill has not yet been mastered, and the activity is not play. After the

“adaptation and understanding have occurred, the behavior pattern is repeated
numerous times for the functiopal pleasure of confirming the newly acquired
skill. This repetition for pleasure is play behavior. Exercise play continues
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‘ throughout the sensorimotor phase. )

During the fourth stage of the sensorimotor phase. play patterns emerge
which Piaget cafls ntushzation. The child, exposed to the usual stimuli
associated with going to sleep {pillow, blanket, sucking his thumb). Ritual play is
preparation for symbohic play which begins during the end of the sensorimotor
phase. Symbolic play is the second category of play. In it the child constructs
signifiers or symbols and utilizes them to express his needs. Symbolic play is
make-believe play. It implies representation of an abseht object as there s a

« comparison between a givén and an imagined object. )

The second major phase of development, approximately ages two to seven
years of age, ﬁlaget calls the preoperatlonal phase. The child discovers new
symbols, the major one being Ianguage "he can imitate previous events, can
search for objects, and begins to pefceive the restraints of r/galrtv Symbolic play
reaches a zenith during the early part of this phase and replaces practice play.

+ Through symbolic play, the child perceives more and more of life’s situations,
During the later part of the preopera;ionél phase {ages four to seven), symbolic
play continues However, 1t is modified by new charact;ristit: Play becomes
‘more orderly and orgamzed Imitations of _reality are accurately and exactly

performed Pl_yers differentiate play roles and orgamze ‘them into compll
mentary actions. As the symbol becomes more closely adapted to reality, the
!udjc or play character becomes distorted. Instead of assimilating the external

_ world to the ego, the child subordinates the ego to reality.
Phase three of development occurs between the ages of seven and eleven and
1s known as the stage of concrete operations. The child proceeds to manipulate
symbols and to comprehend numbers, time and space. Symbolic play is replaced

stage of play is the most complex and the last to emerge. Piaget designates it as
games with rules, involving social relationships. With the socialization of the
young child, rules are needed to impose social order. The individual, acting alone
in earlier play stages, has not needed rules. Play now acquires rules imposed by
- the play group. There are two major sources of these rules. They may be handed
down as a cultural-social institution. from one generation to the next, varying
geographicdlly and changing somewhat from one generation to the next, or the

rules may be spontaneous, created by the players. -
The fourth and last phase of development Piaget descnbes is that of formal
operations, occurring between the ages of elevan and fifteen. Play, as such

. maturationally, and youth begins during this phase. e
Pigget's term, “games with rules”, includes games with sensorymotor
combinations (races, ball games_ marbles, etc.}) and games‘(mth inteljectual
combinations between’ individuals, otherwise, Piaget states, rules would not be
L *neededulbumphmmsu.ihmmlas*andﬂcompeuuomgo together.. ﬂencey
cooperative rule-governed games (hand clapping gamas, cat's cradle games) and
rituatistic games are excluded from Piaget’s gnalysis. In addition, mdmdual
games havingrules, as opposed to group games, would also be excluded.
Pugel i The Moral Judgment of. The Child (1932), has summarszed studies

N -
‘

ot over one hundred chlldren in their moral judgment or rules in a gamc setting,

by oqllectwe games with rules as the child expands his social relationships. This”

diminishes during this phase although games with rules contlnue Childhood ends .

+
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namely, marbles. Two major phenomena were btudied by Piaget and his _ )
colleagues- (1) the practice of the rules, by differnt age groups, }and (2) the
consciousness of the rules by age groups. Consciodsness of rules fefers to the
child’s concept of the' origin and sacredness of rules, whether rules are obligatory
and binding or whether they are subject to the. whum or choice of the
participant. . o |

Relative to the phenomenﬁ of the practice of rules, children aged two to five, |
in the first half of the preoperational stage, often engage in paraltel play with ]‘
others. The ch:ld while perhaps imitating others, plays ““on his own*". Players do
not watch each ‘other, nor do they unify their rules. This type of behavior,
intermadiate between purely individualized and social behaviof, Piaget terms
egacentrism (1932). Relay races planned for ch:ldren would probably occur as
follows: if the object is run to a line and return to the team, tagging the next
’ runnér, and if runner 1 of Team A had a large jead over runner 1 of Team B,

+ runner 2 of Team A would wait for runner 2 of Team B to start. These chitdren
would pereform in an individual race. The social or team aspect,has not yet been
developed. > . »

Rules become practiced in a cooperative way sometime around age seven or-
enght Common rules are observed and the game becomes primarily social,
involving social interactions. Finally, around age eleven, children begin to -
practice rules which are known and fixed by an entire society. The dominating

"interest seems to be in the rules themselves The child, having mastered the-tules,
now takes pleasure in jurisdictional discussions and decisions. In the practice of
rules, the child has progressed from independent play to parallel play, to the
observances of rufés or laws in a society.

Practice of rules differ from the constiousness of rules, in that practice

“involves what the child does, while consciousness deals with the origin of rules,
and the degree of Qbservance of rules. As soon as the child begms to imitate the
rules of others, he begins to regard the rules of the game as sacred and
untouchable. This attitude appears in most around age six. Prior to this tinTe, the
child has great difficulty knowing what comes from within himself, and what
originiates externally or from athers. When the child begins to respect adults,
authority, and prestige, he becomes submissive to moral ryles. Rules, hence, are
perceived as sacred. A child will not invent a new rule nor accept a proposed rule
change as fair. He would call rule modifications “cheating”. Rules have intrinsic
and absolute truth to them. A child, playing marbles, will not vary the area of
play in size nor shape, will not vary the shooting method and will not alter the
sequence of play. -

After age ten, the second half of the cooperative play. stage, and during the
codified stage of rules practice, a change in attitude or consciousness toward
rules take place A rule is no longer an external, absolute law. It becomes a free

hdecrsmn-among‘ptayerrﬁmes €an now be changed if all the players agree -
democratic decision Rules are no Jonger considered sacred, unchangeable from,
one generation to thg r next Rules now depend on the initiative of the players.

An example is the child who invents a new rufe relmve to marbles or some other

game. Instead of shootmg in the usual manner variations of shoatmg or even

dropplng the shooter from above the marbles might be tried. The consciousness
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of rules at this stage implies a freedom. Rules are no longer coercive, but '

something to be built up progressively. The aduit origin of rules has ceased, and
radition is discarded. The consciousness of rules has progressed from sacred and
obli observance to an autonomous creation of a collective group.

Piaget (1951} has stated that games with rules increasg, both absolutely and
relatively, with age. by Eiferman (1973) tests these-theories. Eiferman
found that both an absolute and 2 tive decline in participation in’games with

rules set in at a ceftain age, around eleven, instead of continuing to increase.
Piaget describes a decline in practice play after age two. Eiferman’s research, on

the contrary, reveals an increase in unstructured play and practice pfay around _

age twelve to fourteen. This rise in practice play is part balances out the decline
in games with rules. e
While assimilation, as one aspect of adaptation, gives rise to play, the primacy
of accommodation gives rise to imitation. The imitator is concerned with\
producing an exact account of the reality of the situation; hence, reality does
not change, but the initator. himself changes. In imitation, the child,attempts to
copy either the action itself or the representative symbol of the action. The child

. .mightimitate the. parent's work or he_might imitate_the. same actian to convey.

the idea that he is "going to work™ like his parent. Through imitation, symbolic
signifiers are developed which become part of representation.

Piaget views the balance between accommagation and assimilation as the
basis for intelligence. This equilibrium s not static, especially in the child.
Assimildtion can predominate, with play being primary. Or a primacy of
accommodation produces imitation An act.of intelligence or cognition in which

the two processes are in balance or equilibrium constitutes jntelligent adapta-

tion. An individual experiences events, his cognitive structure increases in
complexity. The person accommedates his thinking to account for the new
experiences. Changes in assimilation {play) in the child produce new
accommodations, and the accommodation changes (the internal changes} alter
the overall cognitive schemata, which in turn affect the constraints of
assimilation. As assimilation and accommodation interact, cognitive change
hence occurs. Each adaptation paves the way for its successor. ' .
_During the early se'nsorirgotor period, the child 1s engrossed in sensorimotor
activities. As skills are mastered, they are repeated in play for pleasure. Play at
this time is purely functional. From this stage evolve activities done "knowing-
dy”. E'nds become differentiated from means. The development of symbols and
symbolic play serves to consolidate and enlarge the child’s previous acquisitions.
The child, through symbolic play, is brought into contact with the questions and
objects of everyday life. Meanings are developed and attached ot the signifiers or

.;’;ymbols, which then leads to reprasentation. The ludic symbol itself is integrated
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in intellectual activity to the extent to which the symbolism is a preparation for
construction of representation. Free assintilation becomes creative imagination.
Play, as the primacy of assimilation over accommodation, is seen ln practice
play, symbolic play and games with rules. During the course of development,
new acquisitions become less and less numerous, and practice play diminishes.
As the child attempts to adjust to reality rather than to assimilate reality,
$ymbolic play and play in general diminish sometime between the %ges of eight
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-and twelve. Games with rules persist at_the adult stagef These have beco?e‘
socialized games, still controlled by rules. . as Piaget defines it relative to
assimilation, is not part of these games. Within th context, the adult does not
play. However, further thoughts on this topig by Piaget would help clarify.the
existence or non-existence of ludic behavior in the adu Does Piaget really
believe that adults do not play? = .
Other theorists of play differ from Piaget by contending that play is a vital
function in socialized adults as well as children. Huizinga (1950) saes asa
permeating element not Oply in games and some modern sports, but also i:gv
cultural activities. His treatise, Homo Ludens, A St dy of the Play-Element in
Culturs “traces the play_element from the earﬁest—c&}u:gL o_the present. The
play element finds expression in a variety of social t:ulturalilmr\‘*v
cultures, and in all age gro lay does not diminish aftt; ﬂe\!elopmental

phases are completed. Research g by Roberts -and Sutton-Smith
substantiate the importance of play and ga'r%mcu ures.
In dealing with play in the Piagetian sense, the defimiti .of play must be
kept clearly in mind. Adjéctives commonly seen in many definitiohs bypthe;. . .
play theorists, such as fun, happy, free, spontaneous, regulated or sapérate are.
not a-part of the Piagetian definition of play. In prder to understand Piaget’s
concepts of play, one must literally accommodate or change his concept of play
t0 a prirpat;y of assimilative behavior. To resist this acceptance of.Piaget’s
concept results in a failure to understand the contributions of Piaget in the realm
of play and cognitive development, Piaget has carefully defined his terms, and
has applied scientific methiods throu'gh succinct observations to his work in child
development. it is vital that his definitions and concepts be clearly understood
prior_to any efforts to test his theories. Through his varied background and
experiences as a European scholar, through his years of research into child
development, “and through his prolifi¢ publications, Piaget has created and
described a model of play in cognitive development which - is the most
comprehensive work in this area to date. :
’ To summarize, Piaget views play as a primacy of assimilation. Play is divided
into three categories::"pracﬁ_oe or exercise play, gymbolic play, and games with
rules. Rules practice develops into cooperative, then into codified rule practice.
Rules, when incorporated into games are first considered obligatory and sacred,
byt later become freer with modifications being common. The,by-products of -
Play are functional pleasure and mastery, including the affective mastery of
unppleasant situations, Play begins befdre the first year of life is completed and
diminishes between the ages of eight and twelve as the £hild adapts to reality.
Play, as assimilation, produces meanings and symbols which become part of
representation. The oscillations between assimiliation {play} and.accommodation <
: {imitation) produce cognitive changes which eventually fead fo an equilibrium’
——— ~between them and 1o intellectual adaptation. Play occupies a major. role in the
" cagnitive development of the human bein/g.’
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PIAGET-BASED EARLY DEVELOI"MENTALL EXPERIENCES
IN PHYSICAL RECREATION AND PHYSICAL EDUCATION
JosephP. Winnick
. o
- INTRODUCTION

This paper is designed to suggest programming implicatigns for physical
education and recreation on the basis of Piagetian Theory. The implications
which will be presented relate to the sensorimotor and preoperational periods of
cognitive dgvelopment and are suggested for chifdren who need an énvjronment |
which will nurture cognitive development because they have not attain ba\ .
cognitive abilities. The causes for such lack of development may be due to™ -
mental retardation, social or economic disadvantages, emotional .problems, or
physical disabilities. A bas&assumpnon is that if childran do not posses these
basic abilities, they can be deve d 1n a program designed for that purpose is
created. ) K , :

Since the early years'of this century, it has been asserted that one of the
benefits of physical education is its contributioq to mental development.
Leaders in the field have asserted that mental development would be enhanced
by activities such as learning the rules and strategy of games and sports, studying
the history of dances and sports, and learning thé physiological and/or
anatomical principles involved in physical activity. The &pparent association of
such activity with mental development is that such experience involves cognmve
actwnty . '

. In more recent times, the importance of a motoric or physuo@glcal base for
academic achievement and, in some cases, intellectual development has been
proposed by writers such as Kephart (1960) Frostig (1964}, afid Barsch (1965).
Of inferest to this topic and the commonality in these writingy is that motoric or

" physiological activity is beneficial for the development of abilities which are N
necessary for academic achuovement or intellectual development. A third view of
the contribution of physical and motor activities to intellectual development,

- which is perhaps more extreme and less substantuatedJ has been the theory and
practice of neurological’ organization presented by~ Delacato (1?63). In this
work, prescribed motor activities purportedly contribute to the develgpment of

~ optimat comcal dominance and thnrefore improve intellectual functioning of the
organism.

Anhough perhaps mdre intuitive than theory -based, the problem solving
approach has been favored in physical eﬂucmon by those who fesl.that thmkmg
is a major educational goal. The underlying assumption is that problem solving
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stimul'ates,thinj(ing and therefore enhances cognitive activity. An inadequacy -
with this and other approaches involving increased cognitive activity, is that
cognitive activity may be necessary but is not a sufficient condition for cognitive
development to occur. In his latest works Cratty {1971, 1972, 1973), advances
from cognitive activity toward cognitive development by presenting games which
contribute to elements of mtellectual development which have been identified or
suggested by writers such as Bruner, Gmlford and Piaget. \

At this point, it appears that turther advancement would be enhanced by the
identification of a hierarchy of cognitive development and the arrangement of
physlcal education and recreational experiences on the basis of such a hierarchy.

“l-!opefu_lly, such physical education and recreational experiences would serve as a
stimulus for cognitive development. if such an idea has merit an important early
step’ would be to develop or accept one or_an .eclectic theory of coggitive
development. The developmental mplmtuons for physical. educatio Kﬂ

physical recreation of such a theory would need to be examined. The materia
wh:ch follows sugdests programmmg implications for physlml education.and
recreation from the literature for children funcnomng at sensorimotor and
preoperatlonal stages as identified in Piaget's theory of cognitive development.

PROGRAM IMPLICATIONS SENSORIMOTOR PHASE J

During the sensorimotor phase, knowing is bound to personal external action.

reflex patterns to form new schemata, and utlize acquired behavior patterns to
produce effects .on the environment. During the latter period-of-this -phase,
children distinguish means and ends, utilize familiar schemata for problem
solving purposes, engage in trial and error experimentation< and fianlly
symbolically plan actions or events before carrying them out externally.

The separation of self from exterml objects appears to be basic to successful
sensorimotor development and, where appropriate, should be established as
basic goal of a developmental program. Unless extremely deviant, children wiil -~
be BTG make such distinetions by the time they come in contact With
professional recreatars or physlcal educators, If necessary, dnstmctlons between
self and external environment can be enhanced by having chnldren reach for,
push, pull, feel, smell, taste, hear, and follow objects in the environment. At .
other times, the immediate environment may ‘be manipulated to produce effects
op the jndividual. Examples include washing the child, placing the child in a
wading pool, rubbing the heel of the child with a rough cloth, and stimulating

Separation of self from the environment enhances exploration of and learning
from the environment, however, he needs to possess the ability to move and to
move efficiently. The ability to move efficiently requiresstrength, balance, the
ability to create appropriate muscular tensions, flexibility in .movement, and
rhythmic movement. A remaining need is the ability to plan movement. Once
the child possesses the ability to explore hrs environment, he is ready to further
receive valuable informatiof from it through is sensory neural mechpmsms,-Smoe
movement ability, movement efficlency, and sensory feedback are critical to
exploratlon_ and gdlscovery ancj since exploration and discovery are critical to
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Children functioning at this level adapt and modify basic reflexes, extend basic .

the child in warm inter-personal interactions. ~ ) .
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. sensorlmotor dmlopment the importance of movement is apparent. In
addition, since moll’ment is a schema and since schemata are forms of knowing,

. it logically 4ollows that mastered mavement can be viewed as “knowledge”.
Thus, the movement abilities may be viewed és ends to be attained as well as a
means for ‘environmental exploration. Since program activities which elop
strength, balance, gross motor coritrol, movement flexibility, and M#/thmic

, movement are sufficiently avallable in the hterature no further delineation will

be presented here. b ‘ P
L _The appropriate pedagog:czt approacti to enhance development. at the '
_\ sensorimotor level appears to be prdblem solving and discovery. actmty‘
mvght, be related to external objects as weil as to the child” s Q) dy and its
\mpabllmes. .

Also important to this period is Ianguaga development. Relative 10 their
linguistic environment, the presentation of positive language models, the
opportunrty to speak, the motivation to speak, are essential. Tha activity of the |
~ ‘child should be actioh oriented (legrn by doing) and, at this level, mdw;dual ,
rather than group oriented. The activities associated with this phase are not new,
to educators,or paréns but, simply_remind them what 3 normaliy developing, .
_.child_experiences. They are activities_frequently. associated. with_the. play,oh_* —mm
child. Play at this level provides ah opportunity. for the child to assimiiate an
" . external event to a schema of knowing. - : :
As the child moves through the sensorimotor period, play becomes an
expressive functjon, an opportunity Yor imitation, an opportunity for pretending
, and essentially the primary ool for adaptation. Play leads the child from
egocontnuty to communication and subsequently, to socaal:zatlon

-

PRECPERATIONAL PHASE .

Prior to the dn;v'ing of implications relative to the prebpenuomlbhae itis
necessary to draw an educational framework or model from the massive work of .
Piaget, Lavatelli (1970) pmposed that a cumriculum could be planned which
would be centerad on dwﬁmon, space and number, and seriation and

presented implications based on model. The framework to be utilized as a
) point of deperture hers is on ‘the work of Constance Kamii and Norma' .
fadin (1870). These authors feel that the twg areas which are very relative t9 !

curriculum design are logical knowledge and physical kncmiedge The first,
logical Wkdge consists of -bglco-;naﬂ\em:gal operations and spatial-
témporal operations. Log:co-mathemmcal operations deal W[th classification,
senmon and nNumbers. Spmo-temponl operations deal wnh spmo—reuonmg
and tomponl reasoning. The second broad ares, physml knowledge, refers to
] the child's knowledge of the nature of matter. The child leams about the nature '
. of matter by acting on objects and viewing, analyzing, and synthesizing the
. results of these actions. In order for the child to structure his knowiedge and .
“ " symbolize it, Ksmii and Radin slect remntanon a8 the third area within their
Srameworks These authors summaﬂzo three types of extsrnal npmonmion
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2. Marks casually rélated to the object {e.g., foot marks in the snow) -

———

. B. Symbols .
1. Imitation (the use of the body to represent objects, e.g.. walking like
a duck)

2. Make-believe (the use of objects to represent other objects, e.g.,
using a box to represent a duck) -
- 3. Onontatopoeisy, (e.g., uttering "quack, quack™)
" 4. Three dimensioral models (e.g., making clay ducks)
5. Pictures {e.4., drawing ducks)‘

T. Signs
1. Words and other signs (e.g., algebraic signs)
Developm‘ent at the preoperationa level would be enhanced by an environ-
ment providing opportunity for quaﬁ’tat?ve classification. At this level, there 1s
agreement in the literature that classification experiences emphasizing qualitative
aspects without class inclusion are appropriate. The progression begins by
dichotomizing and trich6tomizing objects according to their similarities and -
differences—Such opportunities iQ physical education include arranging or
sglecting games where balls of different jcplo_(, sizes ‘sh'ages, and texture are . =
grouped; arranging games or movement experiences where movements such as
_walking] running, hopping. and jumping are,involved and distinguished, sefecting
games and movement experiences where squares, triangles, circles or other
geometric forms are utilized and distinguished, arranging obstacle-or confidence
courses which provide an opportunity for children to perceive similar dnd
varying qualities in objects (slanted, moveable, suspended, rolhing) and which,
stimulate varied movement responses such as climbing, jumping, creeping,
balancing; selectity games and rhythmic activities which stimulate auditary
* discrimation, and mimetic activities where chi‘l'dren learn to identify, imntate,
and distinguish various animats. | : ~
. Kamii and Radin {1970) propose that prerequisites to operationaf seriation
include the ability to dichotomize and ‘trichotomize things in proper order
These authors point to the desirability of using a variety of materials and
sensormotor activities to teach the prerequisites for seriation Opportunities {61
such activity are unbmited in the physical education or recreational environ-
ment. Opportunities may be created by children to order.each other in terms of -
Reight, weight, and girth They have many opportunities to seriate forms they
create with their ‘'own bodies or with others. Examples include forming
progressively!larger geometric shapes and progressively larger ar smaller letters or
numbers with their body or with cther children,.__ =
From this_begirning, implication for further programming may be drawn
from-the following steps leading to operational seriation developed by Lavatells
. {(n. 138 ) . - .
_ A Arranging ten or more items in a seriés according to one variable only. |, . ]
B, Arranging items in a series according to more than one variable.
C Inserting an object’into an already completed series {devefop concept of
~ an inserted object as the middle ob{get in a series of three. rather than

.

.

— N

. 3 2 member-of a pan v} objects) . ’ 5
i D Solving a double seriatiap matrix . -:??" .
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‘E. Achieyqumt of transitivity. ) ‘
- Progress toward operational seriation following the attainment of
"« prerequisites will be dependent upon the success with which the chiid attans the
progressi¢e steps presented by Lavatelli rather than the type of activity engaged
in. The types of activities already identified with prerequisites may be
continued. The important pedagogical consideration is that the teacher or lsader
presents problems which will stimuiate further cognitive development. .
The structyre of numbers is the next element included within the rubric of ’
. logicat operations. There is agreement in the literature that the child develop-
mentafly proceeds from intuition about groups.to reversibility and that the
foundation for number structure s an_understanding of equivalénts. Children in
schools "Jvho need such a foundation may, be provided experiences in game
sttuatlons to match objects. For example, opportunities may be pfowded to
. match projectiles with striking elements, e.g., softball bats with’ softballs
badminton rackets with shuttiecocks, or hockey sticks with' pucks. Og:or
tunities may be provided wheres children may be paured by variables such as
height, sex and weight or where children are distinguished n their ab:llty to .
perform physical feats such as jumping for distance or height. The concept of -
equjvalence-may aiso be-heightened by division of objects or groups of children”
into ssts of equal number. Games such as Busy Bee or Sq&rrel 1n the Trees are
examples of games where the number of persons in a group are equivalent.
Relmye to numbers, it is important to emphasize that preconeeptual children
P base their ability to quantify an spatial considemlons. Normally, a child would
have no difficulty choosing a group of tenballs over a group of three bails.
However, since the space occupied is the same, he would have difficulty in
choosing between a group of ten balls and a group of eight balls if the balls were
arranged in rows of equal lengths. Such chlldcen have not developed the concept
of conservation which .may be st:mulated in & variety of ways in physml -
education. Children may be stimulated to understand that the weight of
“own bodies is invariant when they make 'themselves as small or asd
possible; that the number of persons does not change when‘ther?ﬁ move in &
perception box even though the area occupied is sm;jl;r -t -
Songiist, Kamii, snd Defman '(1970}_feel that children ‘are helpedd to
overcome their tendency to base nunf'aljudgement on space by the teaching
‘of lineas ordermg. These authors feel that such x'tjvlty helps the child to focus
on each object separately and prevents them from basmg judgment on the space N
owupced Linear ordering is evidenced in games where children observe 5
movement a child makes and are asked to imitate the movament and add a .
movement for the next child to imitate.
One of the very direct contributions of physical education or movement
activites is the area of spstial reasoning. Concepts of space are dev‘
mfancy as children reach and move toward and aw:y from ob

v,
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distance from the object. Through cobnﬂeg
develop egocentric localization, i.e., the abi
oneselfrand an awareness of one’s body fhspace. As the chid moves through the
predperational period he develo ability to "'decenter” as he gains the
ability to locate objects in relazfon. 15 each other.

At the. preconceptugl fevel the child needs opportunities to develop basic
space concepts and 16 recogmze space sHapes those abiities may be developed
“by having ct)jdén move through, around, over, under, inside, outside, on and
off shapesnade by the teacher from cardboard or made by children out.of rope.
Mﬁgz;e contains unlifiited additionai games and activities.

In order to develop basic abilities of spatial reasoning, children need
opponunmes to move in a stimulating environment. Such an environment wouid
Stholyde objects of different sizes, shapes, colors, and sounds. Games or activities
condu echnh balls, balance beams, barrels, perception boxes, ropes, hoops,

~~tires and vau boxes may provide such opportunites. Obstacle courses or
= follow the leader games may be developed which involve all basic spatial
v concepts at the level .of the child’s ability. Other favorite activities for the

development of basic spatial concepts are ‘trampohnmg {or bed fumping),
. tumbling, and swimming. - -

Temporal reasoning may be enhanced in a physlcal education curmiculum by
having children create _and_conduct locomotor or other movement activities in a
sequence or having chlldren reproduce movements demonstrated by the teacher.
Pr@'asnons may be developed by increasing the number of activites performed
in a series and increasing the complexity of patterns. Ta add enjoyment, games
may be selected which require temporal sequencing or memory. Children may be
motivated to' move through an obstacle course in a particular.way or to perform
routines on a tumbling mat orArampoline. Finatly, causal activities where
children are asked to pred:ct consequences of actions are recommended-for
the development of temporal reasoning. For example, children may be asked
what would occur if s were rolled ageinst the wall as varying degrees of force
were applied or what would occur if a'ball was dropped from varying heights.

The hlerarchv presented by Piaget, summarized by Kamii and Radin, and
presented érly in this paper relative to representation appears to be succificient-
ly explucst to draw implications for movement experiences. Development of
representation at the index level will be enhanted by, providing.opportunities
children to view objects from various perspectives. Activities
prsented to’ develop basic spanal coneepts could appropriately

ed pupils may bs asked to play games where
ounds or where they need to distingursh balls of .
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characters, animals, airplaines, trains, cars, toys, or positions formed by doils.
Children frequently enjoy forming letters of the alphabet or numbers with thewr
own bodies or cooperatively with other children. Children may also be
stimulated to present objects with other objects. For example, the bed of a
trampoline may represent the surface of the moon, a balance beam may
represent a bridge to be crossed, a ball may represent a bomb to be avoided,.a
scooter-boara may represent a train. As the child engages 1n games and activities
in which he imitates and represents objects, he may reproduce sounds associated

. with the objects. Subsequently, games may be selected in which children need to
guess objects as a result of descriptions made by gestures and/or sound. Story
plays in which children are stimulsted to pretend that they are objects or
animals and are stimulated to act out or dramatize these representations would
also be appropriate. Also helpful would be activities in which children are asked
to produce movements depicted in pictures.

In order to enhance development at the sign level, opportunms need to be
proyided for commumication through language, movement, and gestures. Such
opportunity would be found in games which enable children to enlarge their
vocabulary and increase their comprehension of language. Examples of activities

mentioned. Also beneficial are games and activities where children recite rhymes
or_ chants such as in Charlie Over the Water, ér rope jumping; games and
activities where motor activity is initated {Run Rabbit Run, Hill Dill, Brownies
and Fairies), changed (Streets and Alleys) or ended {Red Light) by language

cues, games and activities requiring letter, word, symbol, or pattern recognition.

Imitation of acceptable verbal communication as well as the opportunity for
such communication in small groups or play settings is vitally |mportant
During the preoperational period, the child continues to develop physical
- knowledge or his knowledge of the nature of matter by moving within and
exploring his environment. Learning through discoyery is of paramou
importancs to the child. Through feel, the child gains inforraation abotit objéct
properties such as texture, size, weight, and resiliency. From this background a
teacher can stimulate language development by, havmg the child learn compara-
tives such as raugh-smooth, - light-heavy, large-small, a ard-soft. Further
physical knowledge is developed by having children~act upon objects and
- observing the effects of such actions upon objects._In physical eguatlon or
recfutlon programs children have opportumf jes to drop, thrust, pull, push,
bend tw:st punch, squeeze, or Irft objects possessing various properties. They
have an opportumty to compare the eﬁects of their actions on similar and
dissimilar objects and begin to systemlze the gffect of their actions. As was true
for tempoyal reasorting, there is also agreement in the Ilteratm’e that oppor-
. tur_mm be created for. predictive purposes in_order to increase .physical
knowledge. Again, students may be asked what would happen if a ball was
thrown against a wall or to predict the rebound effect of deflating a ball. From
. the ability to predict, children would be asked to explain the cause of an action

at hnghtt lavels of cognitive development. 4 , o

. Itis |mpomnt to realize that the child’s abulmcs during the preconcamual
" stage depend to a graat extent uporn peroepnoq During this period, percepitual
. R |
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abilities continue to develop but since they are not- yet combined ‘with
conceptual development, the results may be inaccurate or distorted judgements
will be amade. ‘Many activities already identified in ti}is paper contribute to the
enhancing of perception and additional ideas may” be easily found in the
lgerature. Suffice it to say in this paper that opportunities for development
would be in accord with Piaget theory. However, it is important to note that,
from the standpoint of cognitive development, accurate understanding of the
environment occurs when percsstion is combined with "knowing” or conceptual

activity. ’ . -

- - -
PERSPECTIVE ) . - =
7., “The program activites or the developmental theory discussed herein are not-

new. The unique role of the teacher in cognitive development has been presented

in many other works and is appropriate for physical educatoss or recreators. It js

recognized: that “if this paper makes'a contribution, it is the attampt to
+ . coordinate’physical recfeational or physical educational experiences with phases
@%—‘;%}Z?iﬁvtw developmental theory. ’ )

> T _"¥ 77 However, there is another strength and weakness of this paper. It isbased and _____|
T TTTrelies o a1 Tamework which has been designed for classroom teachers, It isa
strength for interdisciplinary coopération. But, is it a model most relevant to the
- unique coptributions of physical edication and physical recreation? .
. In closing it s imgortant to stress that the experiences suggested in this paper
L are frequently not. s critical to e@iﬁve development as the methodology
employed by a teacher or recreational leader. [t is important to pot only arrange
'experienws which will stimulate development but also to interact with pupils, -
. Pose questions that require cognitive understanding and serve as 3 model for
- imitative purposes. Thase frustrated in attempts to visualize the "“appropriate™
setting should perhaps simply observe normally developing younsters below the
age-of six in play situations. This would probably best serve to palce experience - -
in their proper perspective.

-
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APPLICATION OF PIAGETIAN CONCEPTS TO
g PHYSICAL EDUCATION* % -
Ronald French and Noel Shakeshaft *

-

» O

In the past decade’there has been increased attention ta the role of physical
educaticn enhancing academic and/or inteliectual development of the child.
Three major approaches for the utilization of physical education as means to
academic and/or intellectual development have emerged. (1) structured group
games, {2) movement explorauon and {3) combined facets of structured Broup
games and movement exploration The purpose of this paper will be to briefly

discuss these approaches and then propose a fourth based on Piagetian Theory
' &

’

b .*_1.Structured Group Games .

Numerous authors {Humphrey & Sullwan 1973 Wedemeyer & Cejka, 1971)
have *developed structured group physical education games which primarily
incorporate academic skills In other words, most of the games involve
recognition components as contrasted to games which mcorporate recognition
and oénoeptuaﬁzation {comprehension). The critena utilized for the
participation m ;he games is the child’s handicapping condmon his grade
plaoement or his specufuc academic deficiency.

> ~

2. Movement Exploration ' - .
Mcvement expleration is an individualized approach to physical education
that has been utifized to enhance intellectual development. Some of the major
objactives of this approach mclude (Tedgwell. 1969): -
ﬁ‘.mprove the child’s understanding of his body, its parts, and how 1t -
functions n his environment .
B Heighten the child’s awareness of the sensitivity_to his environment by
the provision of multisensory stimuli tomovement.
C .Improve the child’s perception and eoor}el'tioﬁ of his environment by

increased use of the tactile and kinesthetic senses. . .
D. Help the child to gain a knowledge of himself and sensitivity to others N
around him. -

Although this approach has \b;een |nf.uenced by the thoughts of several
developmental theorists, the movermnent exploration approach is not aligned with
a specific theory of intellectual development but eclectic in nature. In contrast
to the group game approach, the criteria for participation in the movement,

.‘exploration activities is the child’s level of intellectual functioning {Hackett &
Jenson, 1966 Harvat 1970) not type of handncappmg condition, grade

placement or academic defacwncy
¢
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3. Combined Group Games and Movement Exploration i

" This approach (Cratty, 1973) integrates the objectives and methods of |

* movement exploration and structyred group game approach to physical |
education. Si ilar to movement exploration this approach has been influenced
by numerous developmental theorists and “no attempt has been made to explore
in detail the various cognitive models” (Cratty, 1973, p. 9). Further, this
approach includes not only individualized activities but structured group games
- that incorporate recognition and conceptual components. The criteria utilized
for the participation in the games is the child’s handicapping condition, his grade

placement or . his specific acagemic deficiency. : :

4. Piaget-Based Conceptual Physical' Education

Implications for physigl education programming which utilizes Piagetian.
Theory has been suggested by Winnick (1974). The Rurpose of this paper will be
to present gross-motor activities which may serve as a stinulas for cognitive
develogment based on this theory. . ) .

The activities which will be presented relaté to ﬁiaget's Preoperational Period.
This period encompasses the approximate' chronological ages for intellectually
normal children (Robinson & Robinson, 1965) and mental ages for intellectually
" 7~ 7 "subnormalchildren”(Reiss, 1967 Stearns & Borkowski, 1969; Woodward, 1959)
from two throughi seven years. . -

Some of the major conceptual limitations of the child functioning at the
Preoperational Period can be classified under the following headings (Phjllips,
1969; Robinson & Robinson, 1965): -

A. Egocentric-the child does not possess the ability to adopt a variety of

. points of view of a problem. The ““Self” is.the center of all_y,ﬁms and
the child is relatively unaware of others points of view. T ’

B. Concreteness-while the child can function in a representational world,
he believes everything is exactly. what it seems.

C. Centering-the child focuses on the most compelling attribute of a
problem; he cannot integrate a variety of stimulus characteristics.of-a
problem: ) .‘“f’

D. lereversibility~the child is unable to_reverse, without major distortions,.

a chain of thought elements. )

E. States versus transformation-the child tends to focus on the successive
states of a display cather than on the transformations by which one

. stateis changed into another. -

F. Transductive reasoning-rather than proceeding from the particular to
the general (induction reasoning), or from the general to the particular
(ductive reasoning). This level of thinking lacks a hierarchy of

o oa ' categories resulting in a lack of refinement and mobility in the child’s
thinking. ™~ . :
Because of thése limitations, the child operating in the Preoperational Period
* s unable to solve a viriety of conceptual tasks which have been developed by
Piaget (Flavell, 1963). Some of these conceptual tasks are defined below with
the specific conceptual limitations listed: Games-and-activities.which may be

, N - . A9
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utilized to enhance the ability to solve the problems are subdivided into those
activities that may be accomplished in the gymnasium and on the field and those
that may be accomplished in a swimming pool. The criteria utilized for the
participation in the activities is dependent upon the child’s level of cognitive
functioning and motoric proficiency, not the handicapping condition, his grade
placement or his specific academic deficiency. i
‘ ' : |

Games and Activities
" 1. Conservation of NuUmerical Corresporidence . .
Conceptual Problems: T,
A. Definition--the ability to establish a one- to-one correspondernice between >
sets, of objects. This problem involves limitations. centering, states versus
transformatlons concreteness, meversublhty and transductive reasonmg
B. Playground and gymnasium games and activities to enhance the oognmve
development of numerical correspondence.
1. Tire and Bean Bag Games: .

Equipment:  Six tires and ten bags of different sizes and shapes.

Procedure:  Place ures and bean bags in sepirate but parallel rows of
e e the same length flfteen feetaway, Throw.abeanbaginto. . _ .
(each tire.

Variations: Place bean bags in a row farther apart than
tires, in a bunch, or vaty the numbe;%ires and/or bean

—

bags. tnstead of throwing the bean , carry bean bags
to each tire while hopping, jumping, skipping, or
gelloping. =~ )
Concept: ‘Instructor asks the child which row has more. After he
decides, ask the child to throw a bean bag into each tire.
After he cbmpletes the task, ask the same question.
Instructor may ask the child to explain how he knows
that there is one too many or just enough tires or bean

bags. )
2. Finda Ball
. Equipment:, Equal number of bats and balls of various sizes, shapes,
. and colors.

Procedure: ~ Dependent upon the level g:f cognitive and motor
functioning of the child, placé a certain number of bats
on a line forty feet from starting line. The child must
look at the bats then run down to the balls (twenty feet
from the starting line) and select a ball and match it with ~
a bat. Continue pairing hats and balls by site, shape or
color,
< o ] Variations: Place bats in a plle or spread then farther .
. apart. In place of running, do animal walks, skip, or
gallop. Vary the number of ‘balls or.bats presented to the
~ o " child. Also place bats and balls -together ‘with one or = .-
. more_extra balls or t‘he same number. The. child must T
determine if there ar# r# just enough balls or too manhy -

- . mrea !
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Concept: Instructor asks.the ihuld which row has more obxec’(s
_ After, he decides, he'#uns and attempts to match. After
o \ he completes the task, ask the same question. Instructor

* are too many or just enough bats or balls.
C. Games and activities which may be conducted in the swimming pool to

—enhance the cognitive development of numeral correspondence.

1. Corks and Things - >
- ) Procedure:  Place all the children at slde of the pqol, in or out of the
) water. Teacher toses,all objects into the water (shallow
and/or deep end, dependmg upon swimming skills of the
chnldren) Dlrections are given that upon slgnal all
students go out and collect as many objects as they can.
~ When all objectshave been collected, children bring the
. ones they retrieved back 1o thesside of the pool.

Concept: Pair children and dsk them to decide, in each pair, which
< . of themhas retrieved more objects. Ask them to explain
the "why” of their answer. Then direct children to see if °
. their answer was correct by gairing up each object they
o e e e e e have with-one" of their partrier’. FoF example, child #1 ™
may have 12 golf tee and child #2 may have 7 ping pong
balls. The balts may occupy more space and appear to

. . tees of child #1 it may be shown who has the most. As

s the mastery of this concept occurs (later,part ‘of the

-~ concrete preoperational period) the use:of symbolic

represéntation (numbers) may be employed to abstractly,
v reach concluslons rather than pairing objects to.derive at

representation.
2. Flying Saucers - - .
Equlpment‘ A number of inner tubes of two dnfferent sizes and a
stop watch.
Procedure:  Children form “two teams. An equal number of :hner
- tubes is gwen Jo each team (one team the larger inner .
tubes, the other the smaller). Upon signal, have one team
throw their inper tubes across the pool, swirh to them
_ {or walk, hop, jump, etc) and throw again until tubés -
are to- the oppasite end of side-of pool. Time how long
the first team takes to complete task. Repeat for second
team.
" Concept: Tell children which team took longer. Ask them if one
. team has more inner tubes thah the other team (lét" them
- look at each team’s pile of inner tubes at completion).
’ Allow them to match tube for ‘tube from each team to
. : determine answer, Concepts of time,. movement, and
e velocity may also be interjected (vary course each team
takes, and/or distance to finish line).

~
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the child as a larger amount. Once paired with the golf

a solution. Introduce symbols for numerical .

may ask the child to explain how he knows that there . °
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o tl. Conservation of Quantity -
Conceptual Problem: ) N
"~ A. Definition--The ability to conceptualize that the amount of space occupied -
by an object remains constant although the structure of the object is
altered. This problem involves these limitations: centering, states versus
transformations, copicreteness, irreversibility and transductive reasoning. P
_ B. Playground and gym activities to enhance the cognitive development of
' ~tonservation of quantity. L
1. Obijects in spaces . :
Equipment: Balls of same sizes . :
Procedure:  Child throws balls differerit distances.
Concept: Before the child throws the ball the instrictor asks the
child if the balls are the same size. When he agrees, ask
him to throw the balls varying distances. After the .
.completion of the task then'ask the sgme question now
that perceptually the balls further away are smaller. _
Instructor may ask the child how he knows that they are
i too big, smaller , of equal in size.
v Jump Rope Activities
Equupment Jump ropes. -
, Procedure: Make 2 circles using 2 jump ropes and perform these

activities.
. a. Put all your body inside. -
. ) b. Balance on three {one or-two) body parts inside -
the cn;cle ’
c. Jump outside the circle forwards, sldeways and B
back. . - ® -
d. Combine activities in #2 to makea sequence of

. ’ activities. ' .
) Now make another shape using the j jump rope and‘
attempt the same activities. -

Concept: Instructor asks the child if the shape of the crope in the -
fnrs ivity takes up more, equal or less space.when
oomplred to the other shape: Instructor-mgay ask the
child how he knows tfiey are equal, Smaller of larger in
size.

C Games and acnvitles which may be conducted in the swimming pool to
enhance the cognitive development of conservation of quantity. .
1. Shapes and Sizes . - .. -
Equipment: None. .
Procedure: Al children join hands throughout activity, Two groups,.
. each having the same number of chlldren should be
formed Both groups begm by forming gircles. .Upon- the .
comand change size”’ or "change shape”, the group to- N
- * which the teacher points makes a smaller or larger circle. . |
_ or forms a new shape, such as a trfanglel Game continues X
. TN . ' \}
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. . o with changing size or shape. Children may -then be
directed to jump into that shape, or hop, or skip, etc.
through the water as they change size or shape.
Advanced swumyners may participate in the deep water.

Concept; In the beginning of the activity it should be pointed out

. to the children that the two groups are the same: both
~ groups start thé same. After a comimand to change size
. or shape ask the children if the groups are still the same
- ) even though there has been a change. The group which
- ’ changed may be asked to change back to the original size - )
_ ’ or shape ta demonstrate the conservation of the‘space”
’ Co- inside the shape and lrreversubmty Children keep their
P . arms outstretched throughout the. activity and the™
i n volume inside never changes |rregardless of the shape but
- will change when the same shape changes size. -
‘2. Fiutterboards -
Equipment;, “F‘Iutterboa‘rds numbering one and one half times the"
o number of participants, scales.
L ’ Procedure:  Separate the number of ﬂutterboards into
e 3 ©orm . T “thireé equal $tacks, have children pick up
- ‘ the stacks, examine them and determine, that all three
are the same and that each stack is equal in weight. .
. Weigh each stack if necessary 16 demonstrate their
.- . * equality. Participants form two teams and a stack is
. given to each, The team takesy the stack back to the
) starting point. Upon signal one member of a time from
LLach team conveys one kickboard to the other side in a
'desngnated manner. The object of the game -is ‘to  *
. R * construct a drfferent shape from the ongnnal with the
. * flutterboards, ) crem s T
Conoept\:’ Teacher asks if all three pules are still the same weight
U - even though they are now arranged differently. Ask
. . participants to explain thelr answers. Weight sxacksagaln
; - is necesséry )
1. Numbering . -
* Conceptual Problem: * s

- A. Definition- Synthesls “of two operaitoons {1) cardination which involves

the answering of the question “How many?” and {2) ordination, the

arrangement of objects in a senes This problem involves the hmnatlons

of reversibility and coricreteness. . -

B. Playground and gymnasium games and_activities to ephance the

e e cognitive development and nunlﬂenng ’ .

s 1. Bottle and jars e '

Equipment: Different size j jars and bottles with twist off tops. -
)Procedure: Jars and tops are placed 20 feet from child. The child,
‘must jump, hop, run, gallop™o jars then run bdck to

R start\;ngllne ) . /
. ) ) "/ i »

.u

TLRICT T T T v Es T mem




t
Concept:  While by the Jars: _
.. Place the jars in a series from small to targe.™ -
’ b. Place the tops in a sequence from small to large.
. c. Place tops on the correct bottles.
d. Answer the question "How many?’’
2. Jump and Reach
Equipment: Chalk. - .
Procedure:  The first child reaches high with both hands held
! together and makes a mark on the wall with the chalk.
He then stands sideways to the wall with the chalk held
in the hand next to the wall. As he swings both arms, he -
jumps in the air. At the highest point of the jump he ‘
makes a second chalk mark on the wall. Other children
perform same procedure.  _ - "
Concept: Based on the distance between standlng helght and
jumping height, compare and place, in sgries from short T
to tall. The instructor may want to cut out strips of
. - paper, corresponding to the helght of each jump,
C. Games and activities which.may be ¢onducted in the swimming pool to
enhance the cognitive development of numbenng
1. Races
Equipmeént: Nane
Procedure:  Have children move jn a designated manner (hop, jump,
swim on back. swim underwater, etc.) from one side of
. pool to the other. The teacher keeps a record of the
) . child who comes in first, second, etc.,.
Concept: Point out to the children the order of arrivali Place
children in this order, the first child next to the child. -
. who was second, etc., re-run the race, and discuss results.
Have children, count off upon arrival -dhd then arrange
the order themselves. . ‘ -

¥

N

2. Get It - s
. Equupmenﬂgﬁﬁwe number of identical objects for each team (one
objes for edch child on the team). These may be balls of
. . differént sizes and/or coJo!S :

Procedure: Relay type dctivity in vqnch one piayer at a tlme from
’ each: teém travels to thc«‘plle of objects at the otherside .- -..- —~

of the pool (various methods of traveling across pool

may include, walking, hoppmg, swimming in a pamcular

, fashion, etc.) Each child on each' team in turn goes

=3 . across pool and gets the X'biggest’” of the objects in his ~

team’s pile. He brings it back and the next team member

goes, A point is scored for the team which finishes first.

Concipt: Award a point to ‘each of any of the teams which
’ selected the objects in the correct order so that when the  ° -
team has finished the.object each child holds should be

N N
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progressively smaller than the object which the
preceeding child holds. The number of children on a
\ team and objects used should be small. 'If necessary a .
team may consist of one initially progressing to two, etc. .
with corresponding number of objects. When “‘team’’ is
~only on:%erson you may wish to have two objects so —
the_child is forced to select. In all the races you may
s wish to have one more object than number of children
on the team so even the last child must choose. In the
beginning, the difference in objects should be large. As
the concept ‘seems to be grasped additional objects may
" be added wuth less obvious discrimination between them. -
This may also be"done with colors, such as black, grey,
and ‘white. When’a team has finished the oolor of the
object each child holds should be progresswely Ilghter
than the color of the object whjch the preceeding child -
holds. Add varying shades between these as children
" progress. . .
3. Stack Them - o . r
Ef;uipment: Rubt?e‘r inner‘tubes of varying sizes: trauller, 20" bicycle,
’ 24%bicycle, cats, trucks, tractors.
Procedure:’ Each player is given an inflated tire tube. Upon signal,
* whoever, has the Ia(gest tube brings it (in a disignated
~ . 1 manner) to the center of the playing area of the pool
(use shallow end fér non-swimmers and deep end for
swimmers). The person(s) possessing the next largest
~  tube brings it and stacks it upon the first, etc.
Concept: Cheglg for accuracy. Have children explain their answer.
o Variation: Have each child sit.in the tube which he was given.
Direct them to scatter ti\roughout the playing area of
pool. Upon signal they paddle together formmg’ an
ordered line of tubes from smallest to largest. If ther are
sufficient tubes, do this in a race by teams {water polo
- hats may be worn to identify team members). Encourage
evaluation of resulting.order of tube¢ to come from the
C children. Let them correct_any mistakes. For the less
° cognitively" developed children decrease the number of
tubes used (perhaps begin with only two sizes}. As the
understanding of the concept seems to increase Jncrease
* also the number of size tubes used.

.

IV. Composition of Classes N
+  Concéptual Problem: ' |
A. Definition--ability to organize classuflable material into a huerarchy of
classes and subclasses founded on similarities and differences among
. objects. This problem mvblves the hmnatuons of centering, meversublluty
. transducnve reasonmg and concreteness.
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8 Playgrouru and gvmnasxum ‘games and. acﬁvmes za inhancg _ﬂx-.
- devkl pmcnt of composition of classes. . NI
~ 1. Blonds, Brunettes and Redheads .. B - S
* Equi t: ‘None. T, T ) T e .

Procedyre = Instrisctor calls out qﬁzer blonds, brunettes, ouedbeads

. lfﬁe calls blonds, only blonds follow his di ra:ttons, e,

, alt blonds do four.jumping jacks.

B Toncept!  Instructor may add other higrarchial classifications to .
- A . game such as boys, girls, duldren Instructor may ask -
¢ ) - .questions such as "Are there more Redheads or boys?”

2. What's the Difference?
Equipment: Nene.

] Procedure:  The teacher executes a sequence of m@nment patterns _ i
N : {jump forward a hop backward once,- jump sideways, ot
- hop forward once, jump forward three times). ’ o
R , Concept: Children attempt to -imitate the sequence. Children_

attempt to das‘s‘tfv‘sequa@e“ into categories such as all -
moyements: were forward or backward except for one - | ..
-that was sideways. , ;;« I
T 777 C. Games and awvi!;es_;;hf&\ may be conducted in the swimming pool to
enhance the eognmye development of composition of classes. ] .
g 1. Round and Not h N
Equipment: A number of each of the foIIow:ng ping pong balls
‘ twhite"or painted yarious colors) corks, golf tees, stones
pal?ngg various colors (some rbund, some ﬂat) inner
tubes, hula hoops, kick boards, rubber balls orany other
L objects which are flat or round. :
Procedure:  Toss all objects intd the poo! {omit the objects t5at sjink
- for.ahe nongwimmer): For beginner swirhmers place
gbjects that %ink in the shallow end and for the
swimmers place some in the deep end. Using one fliat
. D object and one round ob)ect show “round” and “flat”.
Upon signal cfrect children to gather as many flat .
ob)ect‘?’ as they  can. Check for accuracy upon
. completion. Repeat but direct children to get round
t ‘objects.
. Concept: Have children explain why they felt all the objects they
" retrieved belong to the class called for. May be repeated
v for objects that a) float,*b) sink, c) round and float, d)
roynd and sink, e) a particular color, f} & particular color
and fhape, g) a pamcular color, shape and floator sink.
2. Red Rover, Red Raver . .
- Equipment: None. ° )
Procedure: Al tfijkdren line-up at one edge of the pooj One person
{6r teacher) is designated as “it”. "It" ves to center T
- ‘of playing area and calls out "Bet Rover, Red Rovet, let

[ W
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“ all the boys come over”. All boysattempt to cross to the
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other side without being tagged by “‘it”. Those that are
. tagged help "it” next time. Repeat calling girls, or all
~ ___ . - children. . .
Concept: o Puint out that there is a group of 1) d'uldren 2) gidsand @ |
3) boys. Ask children to tdenufv to which -gfoup or
groups a particular child would beleng {i.e., Mary fits
group #1 and #2). After beginning with the group
children’’ and subgroups of “boys’’ and ““girls” add the
element of color. Color is determined by bathing suit
color. Call for boys/red or girls/blue, or all
children/yellow, etc.,. Again ask children to' identify
groups, subgroups and justify their responses (i.e.,
boys/red and boys/non-ed and subgroyp of boys and
. grotrp of all d'ulqren) .
V. Egocentricity in Representation of Objocts vl )
Conceptuai Froblem: '
A, Definition-The ability to imagine an abject from the perspectlve of
another person. This problem involves the limitations of egocentrism and
" Concreteness. .
- 8. Playground and gymnasium games and activities fo enfance the cognitive
development of sgocentric object hpmmat:on . &
1. Part of the Whole -
Equrpmem A vafiety of playground equ:pment (le bats, balls,
. jumpropes).
Procedure:  The child closes his eyes and is given an object and
allowed to touch only a part’ of the object. When he
- identifies the object he use¥ it to:do an activi ;

’
s
.

’

Concept: Chlld Iearns to determin Yy representation
. . (o) © increase the difficulty-of the task - -
- . the instructor .can decrease the area of dbject tBuched.
2. Symbol Relay . -.
Equiprient:  Balls of various sizes T - ¢
Procedure: ° Place three different size balls (football, sqccerball,
: softball) .inside a two foot circle. Two children are
B - - - = fifteer feet from the balls, standing across from each
< - other. A box of different size, balls are placed ten feet

frotn each, child’s starting line which is near 3 two-foot ™~
circle. The children must hop to their box and try to
dupljcate the exact pattern of balls in the center cin‘él{fl
then hop back to starting line. He can only take one ball’

- ’
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Concept: ~ When child can complete this task, the instructor asks,
. - the children to play the-sime game but this time the
. children must-pgt the balls in the same position. Each
cb,ud‘must imagine the objects from the perspectwe of
e “the other child.
;:. Gams and Activities which may be conducted in the swimming pool to
enhance the cognitive development of egocentric object representation.
~ 1. Will-o-the-Wisp {American Red Cross, p. 136)
Equipment:  Blindfolds,for each player and a bell or whistle.

Procedure: "“This very intereﬁinb game is preferably played with six
or eight swimmers. All are blindfolded except one
- " PP person who is “it” and has a bell {or whistie). “It”
submerges and swims under water. Each time he surfaces
he must ring the bell and thase blindfolded try to tag
him. The player who tags the bellman becomes “it” and
- gets the bell. The tagged player joins the blindf
, group, and the game continues.” The
. simplified by fhonening the

ies of the playing

used 1o enhance child’s awareness ‘of
y in relation to-another person by use of auditory
rather than visual cues.
cle Relay (American National Red Cross, 1969). s
Equipment:  Logs, barrels, poln life buoys and/or other floatation
N devices
Procedure:  "Teams line up at edge of,pool. At a signal the first
swimmer in each team races to a log dnchored in the
water, climbs over the log, turns and swims under it, and
returns to start. Then the second swimmer follows suit,
and the prowdure is repeated in turn by the remaining
. . team members. . .
Concept: This activity should be helpful in enhancmg the child’s
concept of such things as “over”, “under”, “behind”, LT

“in front of¥, etc. Task may be modified to suit the leyel- - -
B of swimmers and progress in War o
. I example, initial stages of g@me may be to .- :
: ’'go-around” the object and come _back: For
_ non-swimmers this may-be goua—nrshfll/t;\‘v‘wmr and for,
—— swimmers i deép water. Additional obstacles may
ed with different tasks at-each (i.e., go around a .
log, go over an inner tube, go under a pole, come up in
: the middle of the ring buoy,etc). &
3. Mind Reader R

Eguipment: Stones partially painted or colored wooden |

.. blocks~many of #ach kind. i v

- /R,aroce'du'r’e:_ _ One-child sits “Indian” fashion on deck at the side of .
Pt the pool thh a number of stones in front of him. The |
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remainder of the stones are placed at .the edge of the
- pool Each child must select stones and place.them in
" front of himself in such a way so they will look to him,
just as the “leaders” stones look to the leader. The child
,becomes a “mind reader" upon successful completion of
the task.
The purpose of this.activity is to provide the child with
an‘opportunity to take the “other person’s point of
- . view" in relation ,toﬂuects Initially the procedure may
slmply»be to 1} select the exact objects as the leader has,
2} order the same as the leader from left to right and
then 3} be certain that objects are facing in thé correct ;
begmmng and increase the number of objeczs,as the
children seems lo progress through this concept.
Children may select necessary objects and then arrange
them correctly on top of a kick board floating upon the
water. Once complated they may “swim™-the kick board
toa deslgnated finish line. .
S SO 17, S - C e e e -
“ Equipment:  Rope and/or hula hoops.
<" Procedure:  From the pool deck have the chitd jump over the rope
and into the water. Vary the height of the rope as well as
Ry - 7 its distance from the child. Place Hula Hoop in the watér
) and direct the child to jump from the deck in front of
. . hoop, behind it, into its center, to the right of it, etc. In
"deep water the children may dive rather than jump
through the hoop.
Concept: These activities provide experiences for the child to
further develop an internalized awareness of the
_ —refationship of his body and it’s movements to objects in
o hi¢ enwronment v

5, Sirfion Says . ’ ; o
Equipment:  None.
. Procdure: One child is “*Simon” and faces the rest of the group.

""Simon” selects any activity and says "“Simon says to do

this. . .” and shcws the children. The childean must then
- duplicate his movement.

* Concept: " Select activities involving only one side of the body, or

- . . one limb. The objectrof the game is for children not to

- "mirror”, that activity but to perceive it from "Simon’s

- point of view and duplicate it. They must perceive that

for example, if "Simon” slaps the water with His right

hand they cannot use the;r left, but must also. (se their

right hand.

<
am

oo “Two of the more tradmonal Pnagenan conceptual problems can be
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incorporated into all the gross-motor ganies. The first conceptual problem of this
nature is Egocentricity in Social Relations which is related to the child’s ability
to take another person’s point of view toward a physml display. At the
preoperational subperiod, the child is capable of what physical educators have
termed “parallel play”. Piaget extends this by implying that the child is
incapable of intercommunication with another child because he is unable to take
the role of the other. The-child s striving toward increased mobility of thought
which will permit the chyld to shift rapidly back and forth between his owp view
point and that of another person. With increased mobility of thought
{approxymately seven vears of agel, the child begins to be interested in games
with rules. In order to play such a @ame, one must be able to conceptualize the
roles of the other players, and in fact, a child develops this interest at the same
time that he begins to show in other ways his emancipation from egocentricity
{Phillips, 1969) This concept finds its home in the very essence of structured
games and activities. The instructor may further point or draw out from the
child the roles and rules governing other players in the game.
“ The second conceptual problem which i§ incorporated in all grosmotor
games consists of time, mavement and velocity. These concepts are depandent
. on each other. For instance, when a child throws a ball at a target he begins to
~ " perceive the refationship between the ball, its size, speed, distance, weight 6f the
ball and the accuracy of the throw. The instructor’s role should be to point these
relationships out tc the child and begin to draw out explanatlons from the chitd
as he progresses in his acquisition of these condepts. -

N Summary
Although many approaches have evolved using physical education activities to

- enhance intellectual development no attempt has been made to align thess/

activities with a specific theory. .

« This paper demonstrated the application of physnzl education activities, to
Psagcnan Theory Spectfcc conceptual problems which a child functioning within
the Preoperatlonal Period exhibits difficulty solving were listed and defined.
Appropriate physical activities to assist in the solution of each conceptual
problem were presented.

*This paper was designed to Present a pratical apphcstion of Piagetian concepts
based on the informstion presented in the previous paper: Winnick I.P.,
Plaget/Based Early Devdopmmtal &MWM“O;: and
Physical Education.”

American Association for Health, Physikal—Fducstion snd Recreation,
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- PIAGET, SELF-CONCEPT AND PHYSICAL EDUCATION -
John F. Hayes

_In developing the theme of this paper, | will f:rst discuss self-concept, then
delve into some tengts, of Piaget’s theory which seem relevant to us in physml
edumuon and which relate to self-coricept. "

In early ch:ldhood the youngster, sees himseif as thacenter of the unwerse He
is apable of seeing things only from his own viewpoint, and the world revolves
aroundvhim and his desires.. Gradually his understanding broadens, and he begins
to see himself in.a more realistic perspective. This self-eoncem includes both

oW the individual sees himself and how he feels that others see him. Closely

50 related 10, and gréatly affecting these two aspects of self-concept is the way that

others actually do-se# and act toward the individual. |
Self-concept- is a phenomenological approach, and has been g:ven mereasmg
atténtion by psyqulognsts in recent yedrs. Many, mcludmg this author, view

. self-concept as the most ‘important single factor in detegmining human behavior
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and performance. Bigge and Hunt (1962, p. 429) state that “Schools should do
what they can to heip children achieve adequate concepts of self. This may well
be the most impertant of the recommendations we can make. To a large degtee a
person’s achievemnent is limited to what: he thinks he can achieve.”

A book that should, be “must” reading for educators and parents is Purkey’s
Self-Concept and School Achievement (1870). Purkey states {p. 10) “perhaps
the single most important assumption of modern theories about the self is that
the maintenance and enhancement of the perceived self is the motive behind all
behavior.” -

While parts of the self-concent are in a constant state of flux, overall it is
relatwely stable, and fortunately so, as self-concept is the foundation of
personality. Ausubel and Robinson {1969) point ‘out that it is important'for an
individual to have a stable and favorable view of himself. in order to maintain
this stable self-concept, a person will often distort or reject interpretations of
reality that are in conflict with his own assessment of himself. This is recognized
and explained by various psychological theories. Piaget would describe thisas a
failure to accommodate, with the individual distorting reality in ordet to
assimilate Jit.into his existing cognitive structuce. We will return to this point

_shortly. Rogers {1951) states that experiences are either (a) organized into some

relationship with the self, {b) ignbred as being irrefevant to the self, or (c) denied
or distorted because the experience is inconsistent with the structure of the
seif-concept. Freudien defense mechanisms are extensively used in this situation.

If it were not for this relative stability of self-concept, most of us would
probably be. faitures in life. Most things worth accomplishing have some,
set-backs before the final goal is reachéd. If a single defeat changed the’
self-concept for that particular endeavor to ! can't”,.most of us would not
accomplish very much. Conversely though, circumstances often dictate a higher
concept of one’s self than does exist. A boy or girl not accustomed to winning
might attribute an unexpected victéry to fuck, and downgrade the rofe that their
ability played, just as the individual who expected to win would use defense
mechanisms to explain why he lost. ’

Purkey (1970) points out that success is hard to handle tvhen a person has
bad many failures. Aronson and Carlsmith {1962) found that students who
expected to do poorly were more contented when they did so than were those
who had low expectations, but did well. chtmgeis theory {1957) of cognitive
dissonance seems relevant to this point. When resuits do ndt fit the individual's
concebt of himself, dissonance is produced. To keep dlssonanoe at a minimum,
the child will do whatever is necessary to have his behavior fit hls‘Selfconocpt

«s-and expectations thereof.

Beisser (1967) relates many instances of athletes who seem to have all of the
physical abllrty to, be champlons but just can’t seem to win the big one.
Sometimes, after fmally winning a championship, thess individuals selfdeprecate
themseives as lucky, unworthy of victory over the champ, and so on. Only after

2 period of time do they adjust to being a champion. Certainly, the individual
‘who does not see himself as being capable of winnifg a championship has very

little chance of winning it. If he should win, this success does not fit his

_ seff-concept, and some adjustment must be made, either of his self-concept or of
..
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the data in question. The teacher or coach must be ready to reinforce the proper
<adjustment, which is toward a'more pasitive concept of himself. L

Having an individual feel that he is actually better than his performance
indicates does have some obvious advantages. If a person is natyet performing at
_the level he is capable of reaching, to accept defeat would certainly be harmful.
One of the real problems in teaching and coaching is to prevent coltapse of the
seif-concept after repeated failures

Bandura (1969) has made the observation that a fow self-concept often has a
good reaon for existance. If a person has achieved poorly over a period of time,
he is cognizant of his performance, and his setf-concept suffers accordingly.
Regardless of our success in improving a person’s self-copcept, that new image
will not survive in the face of non-confirming experiences. N

It doesn’t do much good to convince an individual that he is a great sprinter,
only to have him finish last in the race. Unless a person has some psychological
problems, his self-concept will be fairly well based on reality. There will be some
"bright spots” and some "not-sa-bright spots.” These bright spots come about
through success. Many students may have academic’problems, but achieve some
measure of success in physical education. For these children it is especially
important that we provide some positive school ex periences,

There are many facets to the seff-concept. Some of these facets may be very
important to an individual’s concept of himself, while others are peripheral and
relatively unimportant. As a common example, boys may often see their athletic
prowess as extremely important, with academic ability as a relatively
unimﬁortant‘ factor. Teen-age girls often seé femininity as a more important
element of the self than athletic ability {Coleman, 1961). We must be very
careful, however, not to assume that something is important or unimportant
because of what an individual might say. “’I'don’t care” is a primary technique of
€90 protection, often used when the individual may care 2 great deal. Freudian
rationalization may well be present.

. Self-concept has often been referred to as the “self-fufilling prophem
person sees himslef as being capable of doing samething, he has a good chance of
accomplishing that task. Successful coaches always seem to have a knack of
building confidence in their players. Confidence is nothing more than a positive
self-concept of one’s abilities in a given situation. When an individual 1s
successful in something that is important to him, the success seems to affect not
only that particular aspect of self-image, but otlter areas as well. .

Glasser (1969) makes a strong plea for doing away with scholastic eligibility
requirements in extra-curricular activities. The child who is not doing well .
academically may profit greatly from success in athletics, debate or theschool _,
. . play. This success ho(&fv? found to- have a positive gtfect upon the individual's
“self-concept as a student. If wa take away the only opportunities that an
individual "has for success, and leave_him with only the areas in which he is
experiencing failure, thé result to the self-concept is obvious. There is ho way to
« 0o but down. N o o
Some of the best examples of psychological limitations can be found in track.
" For years_the top milers- were running within split seconds of four minutes, but
* always with the belief that a four minute mile was physically impossibje. When
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Roger Bannister finally broke the four minute barrier, many runners soon
followed suit and accomplished something they had previously believed was
impossible. The self-concept 1s much like_this femr-minute barrier in track. When
an individual believes that there is a limitation, be it mental, physical or
whatever, he will not exceed this limitation. .

With the significance of the seif-concept hopefully established, let us move on
to Piaget and to some of the implications that his work has for physical
education and self-concept. Piaget has not, at least to my knowledge, dealt
directly with selfconcept. However, his work does have many implications for
those of us who ate concerned with this aspect of development. Some of these
areas are developmental level, stages of learning, transductive thinking, language
acquisition and adaptation. | am sure that there are other areas of his work that
we could apply, but | will confine myself to the above.

Self-concept is both affective and cognitive. It involves how we feel about
ourselves and what we know, or assume to know, about ourselves, our abilities
and our shortcomings. While Piaget has not devoted much time to affect, he
readily acknowledges the importance of the affective domain. “Affective life,
like intellectual life, 1s a continual adaptation, and the two are not only parallei
but interdependent, since feelings express the interest and value given to actions
of which intelligence provides the structure" {Inhelder & Piaget, 1958 pp. 347
348).

Perhaps one of the more obvious aspects of Piaget’s work for self-concept is
in the area of language acquisition. Ginsburg and Opper (1969, p. 90) in
duscussmg Puaget and language, state that: .

. .in his initial experience with language, the thing {or action) and
the word for it are simultaneously present, and the two are seen as a
whole. The word is in a sense part of the thing, and vice versa. It
,takes a long tlme for the child to fully disassociate the word from its

.referrent; he must learn that’ the word bears a totally arbjtrary -
relation” to that which it refers to and is not a part of it."Even in the
period under discussion {four to seven years), the child has not fully
grasped the relation between word and thing.”

A child may be eleven or twelve years of age before he is able to fully
separate the word and the acu@ If this 1s the case, then béing called a
““dummy’’ 1n fact makes one a "durmn( This helps to éxplain why younger
chlldren are so upset when someone calls them a name. The |mphomons of this
factor‘ in Ianguage acquisition are apparent_. In dealing with younger children, we
Aﬂ be extremely careful in our choice of words. When a child fails to perform

properly, the statement that "I guessou’re not strong enough {or whatever) to
do that stunt™ can have serious effects on the self-concept. Conversely though,
telling a child that he is “g00d”’ makes him “good.” We are quite likely to get
the kinds of, performance that we expect from a child if the child knows what
our expectatuons are, and if he feels that it is within his capabilities.

Transductive reasoning is another idiosyncrasy of early stages of development
that may have a bearing on se|fconcept Piaget {1951) defines transductive
thinking as_a preoperational method in which the child gaes from particular to
pamoular FIaVell (1963, p. 1602 comments. ““Centering of one sahent element
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of an event, the child proceeds irreversibly to draw-as conclusion from it some

other, perceptually compelling happening.” Our 8 year old demonstrated this

type of thinking for us recently. We were discussing how dark it was when we

got up in the morning. When | told her that each week the day got ten minutes

longer, she thought a moment, then «eplied, “In six wesics~the-day-will-be——pw--

twenty-five pours long.” This type of reasoning could easily lead to “l can do

this, so 1-can do that,” or conversely to ”I cap‘t do this, therefore | can‘t do that

either.” At this stage a-child cannot rely on reasoning to the extent tl';at an adult

does, but must trust his perception to reach a conclusion. A child tan only see

that he has failed, whereas an adult is able to reason through the cause of his

failure and try again. If this possibility exists, it is very important that we set up

our curriculum so that the child can experience success, and avoid as much as

possible, situations in which the child has a likelihood of failure. , *
Two somewhat related fal:tor; that must be considered when teaching

physical educatiop activities are cognitive developmental levgl and the stage of

learning for the skill in question. While these two points do have similarities,

they are different in important, ways. Egocentricity is a factor in oégnitive

development. Piaget comments (1989, p. 13) “. .the child’s initial universe is

entirely centered on his own body and action in an egocentrism as total as.itis. . .

© unconscious. . .” Egocentrism is evident in stages of play, with the young child

Progressing from solitary play through parailel play, low organized games and
eventually into teamaspons, This is a pognitive decentering,\in which the child is
gradually able to handle more and mpre interactions with others. He decenters
his thinking from consideration of his viewpoint only to one in which he can

“take into account many different factors. It would be very Hestructiye to a '&

child’s self-concept for a'teacher 10 try to teach, or worse yet to critize errors. at.
a stage the child is not yet capable of comprehending. An example might be in
Little League baséball. We often see coaches and parents berating a child for not
making the double play, when there just is no way that the individual could take
intg consideration the runners on first and second, the batter and the ball, his

' teammate moving to second, and so on. The child can handle one element in

A,

relation to one other element, but not in relation to a combination of other
elements. For instance, he can handlé the ball in relation to his glove, then in
relation to his teammate covering second, and so on. He iandle the bait, - _
the baserunner and his teammate=all at once. Hé 6- ay come up with the right .
play- intuitively, but not deductively until he reaches 4 cogniti‘ve'age of perhaps )
fourteen. We must be ready to help the,individual ipfo the next stage when he 1s

ready -to move forward, but just as pulhing him i;{:phyéical feats for which he

is not mature enough will destroy self-confidence, so pushing him in cognitive

areas with which he cannot yet cope with have the same harmful effect.__

Piaget identifies three levels of thought. First is the sensori-motor or plane of ~

action thoug/ht level. At this level the individual is.assimilating the motor skl at

the concrete level. Ths second level is one of cognitive association, or a plane of
thought about an action. The individual can_describe and can think through the
physical skill. At the third stage, that of abstraction, the individual is able to
interpret and act out abstract thought. A “game plan” can be understood, and

the individual can improvise in a busted play situation. This third .stage is one
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that we should not expect the individual to reach before the age of deductive
‘reasonlng thought Before that stage if we want a particular react:on, we must
drill that situation for a habit response. -

Just as a young chitd is not able to think about other things when he is tying
his shoe, the student who is learning a motor skill at the first level must devote
his entire attention to that particular skill {Oxendine’s fixation stage). If we as
teachers step in and attempt to teach or to criticize the individual at this level
for anythmg other than the skill itself, the individual’s confidence will be
shaken. We've a)l seen many examples of a basketball player busily dribbling the
ball down the court, quite oblivious of a teammate open under the basket. If the ©
dribbler is operating at the abstract level with this skill, a “gentle”” word from
the coach regarding the merits of team play may be in order. However, if the

Iayer is operating at stage one, all concentration must be on the skill itself.
Talkmg to him about passing to the open man will only cause him to divert
attentlon from the skill, causing him to fail. We have everything to Jose and
nothing to gain when we criticize the individual who is funcnomng at Ievel one
thought for not passing the ball. :

In our teaching we must recognize the three Ievels of thought, and help the
.individual to gain confld’e in.himself at each level. In accompllshmg this, we
must implement allethrée “areas as part of our practice sessions. Again, it 15"
|mponant to differentiate concentration and stages.of learning. An individual
may be at the point where he can cognitively handle team interactions, and yet
be at stage one of skill learning, where all attention must go into the skill. Or he
may be at stage three of skill learning, where he can think abstractly about the
skill, and yet not be cognitively at a point where he can handle the complex
interactions necessary, for instance, in moving without the ball in basketball.

Piaget’s functional invariant of adaptatlon wuth its two components
assimilation and accommodation, has Ampllcatlons for self-conoept Cognitively,
assimilation is the process of making. additions to pre-existing schemas, or of
reorganizing information into existing structures to adjust to new conditions or
new information. Accommodation is the process of changing the existing
structure to fit new input. . )

We might consider Archie Bunker as an assimilator. If Archie heard that a
black outscored the whites on an examination, he would not accommodate, or .

_ change his schema of blacks as inferior, but would distort the facts to fit his
existing mental schema on blacks. He might conclude that the black cheated on ?

. .the exam, or that the questions were not fair. Edith {Dingbat}, on the other
hand, accommodates, or changes, her existing schemas to fit everything she is

«told . ¢ . - "

More reahsmcally, assimilation and accommodation are complimentary
processes, occunng s:multaneously We both assimilate and accommadate as new
information is fed into the existing schemas. Ani extremely important point that
Piaget makes is that we can adapt to new input only if there is a pre-existing
schematic structure capable of handling the information. in question. For
instance, if a person were to sit in on an advanced chemistry lecture with no
prior expostre to chemistry, he would get very little from the lecture. It isnot a
questiop of intelligence, bug simply of not having ariy pre-existing schemas to




. s .
which the lecture can be adapted. Another example would be listening to a
lecture in a foreign Iangyage. Without a prior knowledge of the language, we

% cannot adapt to the content. ' .

Archie Bunker also illustrates for us the importance of the affective domain
in structuring the cognitive domain. Archie does not accommodate his existing
cognitive structures to fit the new mput because of emotional feelings about
blacks. Too often, we cannot change our self-concept, or accommodate to new
input, because of affect. if we do not "feel good" about ourielves success does
not fit our cognitive schemas. We are apt to attribute our success, to something

. other than our abilities. . .

Let’s look at two examples of how an event might or might not be adapted to
our cagnitive structure. If | were sent up to bat against a major league pitcher
and hit the first pitch over the fence, | would attribute this feat to *‘dumb fuck™
(especially since my eyes probably would have been closed when | swung). There
is nothing in my concept of myself which accommodates to this new input, | do
not see myself as a hitter. | don’t “feel good” about myself as a bas player.
But suppose ndw that you have a young minor league player who is a good
hitter, and has a great deal of confidence in himself. Given that same situation of
hitting the first pitch over the fence, his reaction will be very different from

S mine: He'will probably feet that “Hey, 1 can hit these guys just like | hit those

* minor leaguers.” And if we both come to bat again,-l don‘t have to tell you

~ which one is more Ilkelv to hit another one over the fence, even assuming that

: physical potentials are equal

In our teaching and coaching, we must take into consideration not only the
physical potential of the individual, but the self-concept as well. If an mdwndual
has great physical potential and has a govd self concept, a few faulures before he

. _achieves success are not apt to change his beliefs about himself. Failure is forelgn
to his mental schema, and he will reject tt.\leen that same physical ability,
however, in a person with a.poor self-concept, the teaching situation is very - ~
different. Failure would b\e assimilated into, and strengthen, the pre-existing
schema of failure. Success does not fit into the schema, and cannot be N

accommodated. This second individual must be put into situations where he can
experience a series of successes, even though each may be a very small step.
When dealing with self-concept, there are n9 small victories. Every success is an
important one.

If we were téaching math most_of us could probably agree that you start
with the s:mple things and build toward the complex. If we were to start with
the complex, most students would give up after experiencing repeated failures.

would be violating Piaget’s theo;y that we can adapt only tq that for which

~existing schemas have been developed which are capable of both assimilating
the new information and accommgpdating to it,

If we can assume that the cognitive aspects of self-ooncep‘l are developed ina.
similar fashion, we cag recognize that self-concept should also be built on a
progressive basis. Each child must be able to experience successes which help
hlm to develop a cognitive structure to which he can both accommodlte and
asnmulm future successes.

Let's go back briefly to a few statements made egrlier. Purkey (1970) pointed
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out that success is hard to handle when a person has had many failures. Might it
be that the existing schemas relating to abilities of the individual are all negative
and the adaptation to the new information simply is not possible?

Beisser {1967) pointed out the difficulty that many people have in adjusting
to championship roles, and of consistently playing like champions after they do_
reach the top. Certainly, there are many complex factors_in this snuatlon |t
seems to me though, that one real message here for us asvedumtors is that we
must build schemas of success in our students. We must make sure that the
framework is there to accommodate and assimilate to succw if we are to do
this, we must make sure that each student is ab,lc to achleve sucgess conslstently

#enough that this success fits into the existing schemas. We must bulld confidence .
in our studeng’,to the extent that they expect to sueceed Both assimilation and
accommodation are necessary. The success must approximate expectations and
beliefs about the self closely enough that it can be assimilated. At the same time,
accommiodation takes place in that the schema is changedto include these new
achievements,

In odr constant ?trlvmg for championships in the coachlng aspect of our
profession, we may set goals that are unrealistic for some of™t our students. In
physlcal educatlon classes we must set our standaras u'hot for varsity

© competition, but for the mdlvndual student. If our goals are t00 hlgh we relegate
many students to failure. If a student is performlng at his fuII potential, we
should consider that performance as successful, and that success could help to -
start building toward other successes. What is most impbrtant is not that we turn
out a champion golfer or tennis player, but that we téagh-the skills well enough
that the student learns to enjoy them’and desires to pamc:pate in,them, both for
fun and for health, throughout h:s lifetime. We too often conslder wmnmg as
success and losing ag failure. What is a good performance? ls it par golf? Orisit
120 with a lot of exercise and a lot of relaxation? | am not suggesting that we
settle for mediocrity. What 1 am suggeﬁ'ting is that we set standards for success
that are within the grasp of the |nd|vldual For the good athlete, lets talk about
par, and let him equate success with par But, for the average student, and most

! of us know that the average person does not shoot par golf, let’s set standards
that allow for success within the abilities of that individual. Our attitudes must
be such that we can recognize the small steps as successes, and use them tq_help
each individuat putlga new mental sc’hemaof himself as someone- who is capabt
and suceessful as someone who "feels good” about himself, Again, dealmg with
self-coneept, there are no smallvictories.

. In working with children in phys:al edumt:on ‘we should be able to find
something in which mqst children can be proficient. Forlnstaﬁce if we examine
the components of fitness: strength,,power speed, endurance, ag:llty, flexibility,
and so on, most children should Have some area in wh:ch they can -succeed.
Perhaps it will take some imagination on the part of the teacher, and some ]
children may excel at nothing greater than being a good helper wnth equlpment ‘:
atter clas, More important than skills, ‘though, is the childs knom that he is '
liked and accepted Despite lacking in skills, mOst mdwiduals g8 s}nll have
pretty good self-concepts if they are liked and accepted by othés. Maslow's  °

"hierarchy of needs points out the importance of being accepted bY others.
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tn summarizing, it seem’ that the one message that comes through over and
over is that we must build 1adders of success for our students: Curriculum must
be geared to individual abilities so that each individual can experience succéss.
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- ON THE APPLICAEILITY OF PIAGETIAN THEORY
TOMOTOR AND AFFECTIVE DYSFUNCTION
~ " George D. Patrick

" INTRODUCTION

Therapeutit“intervention has been known for its lack of methodologlcal and
theoretical uniformity. Piagetian theory 4 %as received considerable currency in
developmental psychology, early chlldhood education and, mord recently,
therapeutic intervention. The applncatnon of Pnaget s theory and methodology‘
provides a chance for consnstency between %theory and pra.ctlce but its
acceptance brings considerable controversy. It is the thesis of this paper that,
= while much of Piaget’s methodology is applicable to programming for atypical
populations, especially exceptional children, appllcatuon of his theory is highly
problematlc

Four sections of this paper are Jo be undertaken: (1) relevant aspects of
Piaget’s theory are exammed (2) the appllcatlon of this theory in the practice of
therapeutic intervention is reviewed, (3) Piaget’s methodology. and its

g therapeutic applicability is discussed and {4} situations from therapeutic settings
o are used to summarize the appllcabxhty of Piaget’s.works ta motor and affective
dysfunction.. ‘ ‘.
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»  PIAGETIAN THEDRY
Jean Piaget refers to himself as a genetic epistemologist. He is first a
philosopher of intetligence and only méthodologically a developmental child
. psychologrst. As an epistemologist Psagat is concerned not only with the nature
of knowledge, but espeaially with the structures of the mind and the processes
by which knowledge i acquired. He s unique as a philosopher for his
exammaud’n of the growth and development process. His is no armchair
philosopher. - - :
Piaget has placed his theory in relaupn to the modern period of philosophy
by reviewing DesCartes, a rationalist. Looke Berkely, and Hume, empiricists,
and Kant, who made an heroic attempt 10 synthesize those two dzsparate
philosophical positions. ~
As | see it, modern philosophers have abandoned many of their traditional
concerns to focus upon the problems of knowledge. A radical, but s»gmﬁwnt
phlisophml pnsmon lmgu:stlc analysis, suggests that with ;ncr&slng
sophzsuanﬂh n .mp-mcal science, the only, pkﬂosophm! problems re‘l'nanmng
are the policing of langyage (Linsky, 1852; Austin, 1965). Piaget, too, is

pr cincerned with the problems of knowledge, but he viewse
' ,,developmemal,,psydwlogy _as. _an_emnmml .resou:oe.ior.ihe _generation qf. }
» o @pnstemologlal theory. °

1.

- Pnagn s theory has ach:eved na somewhat scnenuﬁc manner the synthesis
) that K;nt was seeking. The symhms must explain the subject-object (self-world) )
relanonshlps and must answer the oonoems of DesCartes thesis of innate
knowied‘@ and Locke's antithetic "b!apk slate” vmoftbvmmd» -
As 3 self- prodalmed epstemologm it is anly, fair o ask Piaget what it is that
ahuu@bemg snherits as far as his mtellecmat fup.ma is concerned. He writes
1t is obvious, in the first, plaoe; :thn ertain hereditary factors
condition intellectual develommnh But that can be interpreted in
‘ two ways so different i ih their b:ologmtmumng that confusmg one.
with the other i probably- -what ha; obfiiscated the classic-
) e controversy over mnate adeas'and’zpstemologml a prlonsm (1952
p. 1). ) '.‘[/'({""m;; R
Ptaget H posltmn is nesther here;!rtanan nor envuronmentallmc, lt is both, Itis
el mterac'aomstk: He has present } picture of deye!oprheqt as a -process of
chariges in _the structure of behao:or and of thought that, ongthate ‘trom the
mfary or chitd mteractfny with his cnrwmshmes He hons that 3 newborn
mfant‘wmes,gqulpped ‘riot with a storpe u:bg? and ooncepis but with a
"funct{onabnucleue of the mntellectual Organfmon (1952 p. 31" which will
onmt the pe:o;pﬁon of the world sﬂ'uctums*-lo, the mind and.mednate its
.. Sagtadk ¥ reality. This function begins, preluably as Aaturally 8 breathing.
] lf‘grows by funcnpmng deu!ops lqvels of u'ggusmg vophisi‘auon through
;- - ”’-'~- "fw./,‘lvcd s s

B o f gl R M
- / The s»mpfkmnof i}x@?’l’s 1M xs alimost ongﬂmm a neonate moving .
’ h

\;
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1$ arms_and lm,nsal er 1 r‘j:fooas jmmb{y leading to the most
found meﬁtaf‘ grocesses it’or’n“ly,haconunu-sto “deal with* his environment.
He gradually, ecmmulates.mcré‘u’ nd? cllbonmd)emu €ombining them. us;nq
them to oon‘eot ms percéptnons; uma/ﬂt)err: 10 resu'ucture  the i mco&;ng data
8 ;Jat./,,. » :7 -
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Crucial to this paper is the dynamlcs of mouvatmn Piaget holds that every
human being has a continuing and powerful need to act and to know. Motwat.on
and cognition are inextricably combined in their own dynamic. The posessnon
of a structure requires the exercising of it. Yet, in the process of exercising it,
further schiemas are developed. Extrinsic motivators are oot requred. Cogrutive
structures are self- -motivating.

_The causal basis for epigenetic d';anges in "behavior and thought are the
proosss Piaget calls accommodation, assimilation, and lack of equilibrium .

" between the infant's behdvioral repertoire and circumstances encountered.

Whlle accommedation and  assimilation are lmportam concepts sPraget’s
process of equilibration is a ‘concept whith Tolds. greatest ‘concern for
therapqunc intervenors. According to Piaget the human organism never achieves
equitibfium; it seeks st:mulatlon, it tends to do that which it can. Thus each
internatized” coghiitive structure” involves affective self-regulation, its own
motivational dynamic. From within the indiyidual, this regulation is termed
interest, effort, selection, drive, etc.; viewed from the, outside, this affective
fegulation is based on the perceived value of the ob)ects concerned and of the -

" solution sought. Even from the objective viewpoint, cogn.nve structures are seen
*, by Piaget as self-mouvanng.

-\"

‘Plaget’s observations of early childhood dcvelopmem have allowed.him to
F\w important theoretical hypotheses not onfy from conceptualizations of
havioral development, but also from conceptualizations of intelleigence and h
{vation. Hunt (1969) notes that Piaget’s obsérvations and theories *, .
definitive answers to few questions. Rather they serve 1o open doors
ake issues for’ investigation.’- ) oo

_ APPLICABELITY OF PIAGETIAN THEORY

Ptaget S theory must now be placed along side current theories and, perhaps
more imigortantly, problems in the area of motor and affective dysfunction. In
thls way we can observe su'uctural-coneepmal fit or musfit, styles of remediation,
and problems dealt wjth or ovedooked by the application of Piagetian genetic
eplstemology - -

in 1969 J. McV:cker,Hunt undertook the task of comparing Piagetian theory
with some major theocetical postures in psychology. He compared Piaget with
Gesell, SR‘ Behawoﬁsts, Gestalt Psychology Psychoanalysis and Drive Theory.

A creful” readmg of P{um gives some general insights into the limitations of
P:agman theory upon wfuch it seem§ appropriate to comment m this paper. .
"Piaget desq’bes an epngeneuc system of changes in the structure of behavior

K] essentsalh? [pre-determined, altered by sensori-motor interaction between the

ant ‘or child and his environment. Those involved with the change of behavior
ark condemned to very. real limitations based upon individual maturity and
"“readiness”, Piaget and learning theorists take issue over the concepts of
readiness and moyvatlon which appear to be critical concemns of the ic
Y intervention. Learning theorists are concetned with operant conditiony which
“eqjoin the individual to action. According to Skinner and 10 behavior theorists
oenerally, the modmcations in behavior that constitute shapmg occur because of.
rewar'd_m%vents that follow this c}cg:mnce They view the individual as
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r",basuzlly passive and inactive. They search forextrinsic reinforcing consequences
of desired behavioral modifications. . .usually attributed to events which directly
“ollow that modification. Piaget, on the other hand, calls into question extrigsic
modifiers of behavior. While he is mast concerned with matters cognitive and
epistemological, he deals with this subject in his notion of “lack of equilibrium".
Piaget's observations suggest strongly that changes in behavior {dnd in cognitive
structures} come at the time when the learner encounters circumstances which
will not permit him to proceed as anticipated. These circumstance upset the
child’s equilibrium and force him into accommodations. Piaget views the child as
active in the seeking out of dissonance (Fstmger, 1957). The child is seen as |
seekmg stimulation through novel situations. In the language of Piaget, |
reinforcement would consist not of achieving equilibrium, but in exercising \
existing structures to the point where they achieve the child’s anticipated goals ‘
aqd would assimilate a modification in the behavioral structure as a result of ‘
encounter with novel circumstances not beyond the child’s adaptive limits. In J
the therapeutic setting when there is gross disparity between the kind of |
function needed to exist in society and the deviant or retarded functioning of a |
particuler individual, we need to deal actively with such categoties as readiness, |
_._mo motivation, and_styles of leaming, The theoretical difference between Piagetand. - - -—-—1
larnmg theorists poses this question. "Are we working from a repairman model |
or a healer model?” Bakan {1966) points up this distinction:
The _healer assumes that the forc&s for healing are already inherent in |
the sufferer. and these forces are to be released. In contrast, to the . -
repairman, the healer does not ammpt to supply efficient cause, he _
only permits the existing forces to operate (p. 98). .
The issue of intervention style is thrust open upon us when confronted by these
two theories. As a therapist, | am concerned with the aspect of Pianetian theary
which prohibits the repairman approach in therapy. For, if we take Piaget
seriously, it means that we must not see therapy as providing efficient cause, but
Instead as enabling exisiting forces within the individual to operate. Afthough |
every effort is made on my part as a therapist to involve the child in the planning
of his own therapy, | feel restricted in my effort to provide thempy undér this
limitation imposed by 2 Piagetian view. In sececcing developmental functioning
i gross or perceptual-motor areas, social-emotional functioning 1n recreational
settmgs, play behavior, and the-like, | look for indications of what would *
prowde the most efficacious remediation program. | search for lnkely styles of
) Iaarnmg {in Hopes. of providing efficient cause} and the kinds of reinforcing
e evefits to leleB the effect of therapy. | do this not because | am a radical
" behaviorist, nor because | lack respect for Piaget. | do it because | have a childin -
front of.me who is different enough to réquire special therapy.

Is Piaget being insensitive to the therapeutic needs of speciai populauons? N
not from his point of view. Easfey {1972) points out that *.
shown litdde interest in individual differences .in i
differences in rates of progress throughsth i ectual development’’,

Piaget is not ﬂnmanly' a dev t; he is as stated before, a
genetic epistem " gnitiv’e development of
individusls” much less developmentally different individuals but rather the -
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development of cognition. He is not being m?enuonally insensitive to individual
differences and deviances. Yet, the fact remains that the genetic theory of
evolution from which Piaget operates génerally disregards variability within the
species.! Maier (1969) points out that "It 1s up to us to sort Piaget’s concepts
for their relevance to research, teaching, and therapeutic intervention with
individual human being (p. 90}".

The question of developing creatively in children is strongly related to the
concerns of Piaget. Bishop (1971), stresses intensive fogitudinal training as
nesded to attain creativity. The ret3nt study by Reynolds (1973) indicated that
creative responding could be brought under immedsate operant control. While
simnt tBrm Lanang did not transfer to other circumstances, ,repeeted training did
produce differences in creative responding. Reynolds (1973) states:

", . .t is apparent that the provision of interesting materials,
continuous attehtion, and random praise are not sufficient to foster
the highest levels of creative responding in children. To insure the
emission of desired creative behaviora} responses, reinforcement in
the form of verbal approval of desired attributes of creativity must
be made-in an immediate and meaningful fashion {p. 83).

Thus, conflict arises with Piagetian theorists who ascribe. creativity to-the . .

carcumstances when children have maximum manipulatory impact upon their
environment as the similarities Elkind (1967) and Kohlberg (1968) point out
between Piaget and Moatessori.

The areas in which Puoet:an theory seem to hzve fimited apphcablhty for
therapeutic intervention are found in the concepts of reydiness and its
encouragement, the style of intervention, and the problem of developing creative
responses. -

PIAGET'S METHODOLOGY AND ITS APPLICABILITY
" In general, Piaget's methodology has four attractive aspects for thoss involved
in making therapeutic interventions. {1) a client-centered approach,” (2) a
non-judgmental semi-clinjcal interview; (3} child responses  viewed as
non—defectwe, and {4) action as the initiai mode for knowing. -

The clientcentared approach is basic to Piaget’s method for working with

" children. in reading Piaget, one senses his ability to get into-tfie heads of children

Avui s providea by enic

unmatched by other authors in developmental psychiology. Piaget's approach is
to work with children as individuals one at.a time rather than as a class or group

. of individuals assumed to have similarities. His intent was to develop

epistemological generalizations from individual snstances, an inductive approach.
Piaget tried to see the cpacies in general from the individual in particutar.
Nevertheless, he fully respected the mdmdual nnd his style of thinking and

behavmg . .

The application of Piaget’s dlent«centered approach gives credence to the B

non-categorical approach (Linford, 1971) to remediation, that Is, fabels such as
“mentally retarded,” “brain damaged,” ‘emotionally disturbed,” “cecebral
palsied,” and the like are not useful in the planning for and—actuating of
programs gauged to increase levels of adaptive functioning. It encourages a

foqe-to-ane approach to therapy, at least for diagnostic purposes. While the

¥ - - “

EMC T e I o

72




P ~

Lo

duldooentered approach is not unique to Puaget {t is a principle often accepted
in words and most frequently breeched in the day to-day operation of treatment
facilities and public_schools. The concerns of the child {or client) rarely come
" first in daily considerations of staff schedufing, administrative policy, and

- day-to-day routine. To accept this aspect of anget.s methodology is a
revolutionary, status quo upsetting posture in today’s child caring institutions.
The semi-clinical interview used by Piagét is gauged.to find how the child is
functioning, to «nquire and check the personal cognitive structures which exist at
that particular moment. Piaget methodically focuses upon the thought processes
of the ch:!d concerning an issue, but he artfully manages to remain non-directive.
The atmosphere created by Piaget comes through his reported interviews, it is an
atmaosphere of a concerned aduit accepting a child’s responses as valid for this

moment. In later childhood, Piaget often asks for evidence of their explanations -
of suggests tentative alternatives, still the approach to the child is-
non-judgmental.

Many thetapxsts would be’ comfortable with this aspect of Plaget s
methodology. His non-directive open discussion about an issue is not unlike
Rogerian dialogue or the play therapy guidelinés of Axline. Piagetian theory is_
entirely immersed in an attempt to comprehend children’s cognitive schema,
.nevertheless, he, faithfully pursues the. direction .taken by the chlld His .-
r.heonzmg takes place after the data is recorded.

The semi<linical interview gives birth to what might be Piaget's most
significant legacy to the art of therapeutic intervention. non-defectivity of child
response. Piaget insists that there ara no “wrong” cr dsfsctive child responses. If
we remember that no human learner approaches anythmg in this environment as
a blank slate or empty computer program, then we are en)omed to determine
what potential underlies the entry behavior. Easley (1972) states:

We don‘t realize that children may be pre-adapted to think about
their environment in particular ways, and that many of these ways,
while different from, and even logically inconsistent with certain

" scientific conceptions, mnevertheless, have great - -potential for
developing u)to currently acceptable scientific or other rat;onal ways
of thinking.

From Piaget’s point of view, we faHl to respect. the child’s authenticity when
we conduct a skills analysis from an adult viewpaint. We (iew the child, in
Easley's words, ““through the big end of the telescope”. from the teacher-made
terminal objectives. Page after page, Piaget tells us by precept that children’s
responses are non-defective Our job as therapist-educators is to free kids to
think the best way they can. Understanding can be encouraged and fostered, but
it is an autonomous development, according to Piaget. Those of us who have
been trained in analysis of human movement have to unlearn error correction as
our-primary jneans for obtaining greater skill proficiency and substitute a more
positive approach perhaps as radicil as that suggested by Seldentop (1972).

- The similarity of Piaget’s principle of nondefectwe response to other
therapeutic approaches is striking. The ex;stennal pWoanalytxc approach uses

. this technique to respect the client’s lmegmy and the validity of his “her and

. now" mode of being. The atfinity to Rogers and Axline has been previously
. .
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mentioned. Harris (1969} would label this kind of responding to children ‘as an 1
‘I’m OK, you‘re OK” transaction. |

When Piaget’s works are taken as a whole, the most revolutionary principle is |
seen to be-that knowledge develops from action. Action is the initial mode for |
cognition. More advanced understandings grow out of simpler ones, but they
always originate in action settings and develop through actions. The ,
metiodology implied by this principle transcends a simplistic emphasis in the
sensori-motor phase, in spite of the fact that Piaget devoted more detailed
analysis_to the senson-motor phase than any subsequent period. Regardless of
the developméntal stagg every new dxmens;on Is first experiganced by its physical
realiiies, Epngenetlc deyelopment proceeds in identical sequence from the
physical to the psychological, from eoncretg o abstract, and from experuence
with the object world, to the social world, and to the ideational world. In spite
of the fact that this development ends in"formal operations and the acquisition
of propositional knowledge, Piaget stdtes that “. . .it consists in a gradua
construction of organs obeying the same functional laws (1952, p. 359)". P}
gives us no rationale for a hierarchy of kinds of knowledge of Ways of.kfowing
even though he indicates in what order styles of knowing are coped. It is
erroneous for us to infer that sensori-motor information progessing is of less
worth than an abstract logical operation just becauss the latter coms Iater_m

|
i
|
|

, he eou[d comprehend. These goals are heavily weighted toward gross motor

I
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human cognmve development.

Those of us'who work in mental health semngs are well aware of the primacy -
of action. Physical exertion and sensual expenencmg have a powerful directness.
Physical involvement begets psychological involvement.? The child placed on an
appropriately challenging but possible task, say, a four-inch wide balance beam,
is able to derive consuderably more benefit fromthat than from a demonstration,
lecture, or group discussion on balance beam walkmg Not only is the benefit in
improved physical skills, but concomitantly we see psychological benefits. i

My experience in a residential treitment center over .the past six years has
verified the principles that knowledge develops from action. The géneral

program objectives developed by the activity therapy team at Herman M. Adler
Center for Children are: ~ -
1. Basic physical skil! competence ' e ] N
2..Leamning how to learn physical skulls/ -
3. Learning to cope with new ex/ponences in physncal actmty, sports
and games. -
4. Assessment and understanding of performance (Patrick, 1971).
These program objectives were interpreted spec:fu:lly for each child in residence
@nd negotiated with the child in terms of his own personal goals at a level which

concerns. They avoid the “learn that” or “learn about” in order to stress “learn
to’” and “learn by doing’’. They are consonant with the principle that knowledge
develops from action. -

It must be carefully stated that these activities were riot done t0 m(;mse\
scademic skills such as reading. To suggest this putcome is unfoupded by
research (Ismail and Gruber, 1967). Instead we aimed to help the child build his
own organization of systematic knowiedge based on the foundstion of physical
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" interaction with his environment. It wes expected that the child whose motor
responses were improved to the point where he was experiencing facility in
building up such a systematic body of information would show general
improvement in learning as indicated by achievement measures and even in terms
of intelligence tests {which are an imperfect form of achievement measures). Our
experience confirms that we do move to Tearn as we learn to move.

SUMMARY THROUGH EXAMPLES
1. Autism -
. Piaget’s genetic epistemology required him to study the affective-perceptual
system <slective attending begins early in life. Selectwity reveals interest, a
focalization of affect. As William James expressed it:
Millions of items of outward order are present to my senses which
never properly enter into my experience. Why? Because they have
no interest for.me. My experience is what | agree to attend to. Only
those items which | notice shape my mind-without selective interest
experience is an utter chaos. {1890, p. 402).
When disturbances occur in attending in an extreme form of withdrawal from
reality, it is called autism. Piaget {1954} suggests that there is a stage of infant
development during which the child cannot distinguish from himself and”his
experiences. From this autistic stage, the infant comes to distinguish befween
1 and the “not-1". ’
The development  of awareness of self is crucial for outgrowing complete
autism. °-aget(1930f'wrote
“4n order to be ,objective, one must be conscious of one’s “l".
Objective knowledge can ohly be conceived in relation to subjective,
and a mind that was ignorant of itself inevitably tended to put into
things its.own pre-notions and prejudices, whether in the dgmain of.
"% reasoning, of immediate judgment, or even of perception. An :
'o\)iective intelligence in no way escaptes from this law, but being
conscious of its own “/I’, will be able to say what, roughly, is fact
.. .and what is interpretation {1930, pp. 241-2). ’
Writing more directly about autism, Piaget said:
From the ontological viewpoint, what corresponds to this manner of
thinking {autism) is primitive psychological causality, probably in a
Jorm that implies magic proper: the belief that any desire
whatsoever caninfluence objects, the belief in the obedience of
- . external things. Magic and autism are therefore two different sides of
one and the same phenomenon--that confusion between the self and :
the world which destroys bothfogical truth and obiectiv; existence
{pp. 302-303). :
- "~ While Piaget studied, thought and wrote about chlldhood autism, he did not
make direct suggestions for correcting this dysfunction. In fasrness to Piaget,
however, he was describing qutism as a normal stage of early development. Still, . “
it 1s a basic limitation of Piaget’s theory of genetic epistemology that it does not |
M |
|

suggest practical approaches for assisting the child through developmental stages.
We should expect his theory to generate experimental hypottleses. We should be
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“able to prednct observe and match the developmental stages as the child
becomes more aware of his own self, his actions and discriminates events causcd
by his actions from those caused by, say, the therapist’s actions. 7
Our attempts at this goal through activity therapy have been encouraged
(Costonis, 1974a, 1974b). The movement therapy approach taken can hardly be
described as being implied or otherw:se derived from Piaget. What is implied,
however, is that we first establish a consciousness in the autistic child of his own
selthood and, second, establish the world of “not-1.” What we gained from
Pisget was the concept that autism is a normal stage of early childhood, that our
task was to help the child mired in this state of development to give up
perceiving aut:stlmlly in favor of more veridical percepts. We wanted to change
the attractiveness of autistic stimuli-the child’s stereotypuc behaviors. To do this
we imitated these behaviors, made dances incorporating them, did them in
different positions in space and with differing magnitudes, teaching the child to
go the stereotypic behavior at will and in concert with the.movement therapist.

7/ We effected a change in the quantity, quality and intensity of the child’s

4

behavior. It is believed that this diversification and controlied use of the
stereotypic hﬁavnors was successful in ameliorating autistic perception (and we
know that it decreased the stereotypic behaviors) in that the ground upon which
the percept occurred had become more general thus wearmg off its gratification
quilities.

In the use of swimming activities with autistic and inattentive profoundly
retarded children we have had occasion to teach an orienting respo\nse. In several
children between the. ages of four and ten, we have observed a lack of child
response to being submerged in water and released. These children made no .
"effort to reach for the activity therapist or t0 "climb” to the surface. This
submersion took place after poot orientation sessions and some familiarity with
instructor and routine was established. We dealt with this lack of reésponse.by
progressively taking the child to a state of oxygen insufficiency (no easy task for
people who are trying to develop positive relationships with these chtldr_en).
Through repeated trials we were able to help the child learn to recognize his -
system s incompatibility with a oxygen-less enwronment a healthy respect for
the water. These children all leatned to reach for the mstructgr who would then
rescue them from the underwater position. The method may seem extreme, but
it worked. V\!e were able to get orienting or survival-type responses from these
otherwise disaffected children. These children made satisfactory adjustments to

" the water and were able to gain the rudiments of water safety within their penod

of residence, usually between four to eight months. )

These examples of affective- -perceptual disorders can be “extended to
behavioral disorders in more mature, less severely invoived patients. Therapy.for
emotionaily disturbed children is not found in Piagetian theory As practitioners

_we know so little. As Solley (1966) states, “The questions remain how affect

and perception are interrelated, what are the precise developmentat sequences
end how affect-control behavior develops. The area is ripe for research and the
future eagerly awaits the answer (p. 302)”. ° .

2. Gross motor dysfunction .-

Piaget expended the greatest amount of e}fon in the explication of thg lgml
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sensori-motor period. This should be of particular interest to activity therapists
who work with children in therapeutic settings and physical education specialists
working with exceptional children in the public schools. My experience {Patrick,
1974) has been that the incidence of children needing gross motor remediation
runs between 5-14% in the public elementary schools and between 30-50% for
children in residential treatment for behavioral disorders and nearly 80% of the
severely developmentally disabled need similar remediation. From normative
scales of growth and motor development, it is possible to assess the level of gross
motor functioning of a particular child. If he is significantly behind the norms
for his age, some remedial program is usually indicated. The problem of the
activity therapist or physical educator is to find appropriate "developmental”
activities—that is, activities which are at a sufficiently challenging level that do
not overwhelm the child. Hunt (1969} cailed this the problem of the match.
Certainly this principle finds acceptance in every theory concerning human

' learning.

Of the éuldren identified as significantly behind in their motor development,
many, if not most, will deviate even further from the norm wnth each passing
year given their previous environment and their own inadequate gross motor
learning style. When there is disorder in neurolog:yz:rganization so that what is
apprehended, of -reality for-a young child inhi
accurate apprehension of his world, intervention is indicated. Though we cannot
see inside his cognitive structures to ascertain the effect of gross motor therapy,
we must intervene with experiences which have some chance of helping the
child’s perception of reality become more veridical.

What concerns me about Piaget, or at least Elkind’s (1968) |nterpretat|on of
Piaget’ is that wlyle it is deemed possible to accelerate a child’s development,
that acceleration is not desirable. Elkind mentions an opumal timq far
learning--the problemmatic concept of readmes Those who allg

Piagetian camp do not w:sh o ntervene to bnng the child to leam‘whg@{f E ;\:". -
,»41

child is not “ready” for. The opposite view is posed by the &M n
behaviorists and Bruner (1960) who insists that “. . .the foundations “of any
subject may be taught anybody at any age in some form {p. vu)"‘? Is there a
middle ground or synthesis? From a practical, clinical point of view, the doctrine
of postponement seems untenable. as for readiness to occur, the child and
therapist might as well be “waiting for Godot”.

The child who has the gross motor skills of half his age and does these skills in
a jerRy, unrythmic fashion needs considerable help before he will look like a

_normal child to his peer group. Our approach to children with gross motor

deficits {Patrick, 1974) has been based upon assessment, lnduv:duabgemedmlon
small groups using related skills at previously achieved }s.als, and encourdgement.
of independent reliance upon the child’s own integrative mechanisms for
seif-correcting feedback. Our controlled 24 hour milieu setting is highly

structured, ‘even to the point where free play often has to be scheduled. With a

high ratio of staff to children, we can try seriously to apply theory to practice.
Regard[ess of the importance of theory for generating experimental questions, |
would argue that the development of methods and techniques is largely a
functnon "of the intuitive. skill and ingenuity of the
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individual-craftsperson-therapist. Even Pia;et's carefully worked out theory of
cognitive development does not tell us how to r'nodify acqunred strategies in a
child suffering some form of abnormal behavior or motor pattern
3. Mental retardation
Perhaps what limits the applicability of Piaget’s theory in the previous two
problem situations is their common need for re-education or rehabilitation. A
maladaptive behavior was to be extinguished while an adaptive behavior was to
be substituted. Most of the therapy involving severely and profoundly retarded .
children s habilitative./rﬁost often, new skills are being taught where no
competing behaviors exist. In this situation Piaget’s framework of developmental
cognitive stages generates clues as to what the progressive steps are which the
child must take in order ta achieve higher levels of adaptjve functioning. It is of
little importancé for the clinician whether these stages are discrete, lock-step
entitities or whether they are continuous processes ebbing and flowing in the
irreliance upon previous schemata. Despite this type of theoretical fit, the
concern over readiness and maturation remains in habilitative cases.
Si/nce the mentally retarded child has significantly more communication-
. expressional problems, it becomes even. more difficult to assess just how the
child is reacung to the learning experiences presented to him. With the lack or
absence of verbal accounts, the semi-clinical interview becomes inappropriate
with the mentally retarded. Nevertheless, the therapist can watch for signs of
non-verbal affective expression. As an example, in climbing activities we look for
signs of tension in the facial and large muscle groups and, of course, overt
/ non-compliance,

Werking with the retarded seems to place the therapist in greater control of
the choices within the environment, the tenor of Piaget’s writing would sesm to
suggest that children should have as much freedom to manipulate, choose' and
act as possible However, severely retarded children are rarely self- actuating.
They are not high rate assimilators or eager naw information processors, they do
not have sufficient play skills. How do you teach someone to play? .

The signs of play, its overt behaviors, at beginning levels are repetition,
cyclical activities, and acquisition of new skills. Ellis (1973) characterizes play as Y,
adaptive behavior which generates & tendency for the organism to engage in the
elements in the envirfonment whlch are changing. This*gives immediate benefits
in satisfying the need for stimulation and yields the behavioral flexibility to,
allow the individual to deal more satisfactorily with future unknowns. Ellis’ view
is generally consonant with Piaget (1962) who made a complete explication of
the play in his own children. Piaget traced the stages of play from late in the first
year through the peak of imaginative play at the third and fourth years through
a decline in symbolism and fantasy and a progressive socialization and reality
orientation as the children matured through puberty. - '

If severely retarded children lack the self- -actuating need for novel stimulus
which is a prerequisite for play, it would seem that therapeutic intervention can
not afford a Piagetian approach which depends upon play to develop the purely

_ assimilative function. Therapists must offer opportunmes for child determined
pldy, but given the lack of that response, must provide structured even
mampglaged experiences in places of the play experience. Perhaps nothing can
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!’tké" tﬁe piace of the pfay experience. Yet, children who do nqt play, need
expenences which most nearly approximate it.

e

CONCLUSION

The applicability of Piagetian theory to th'erapeutac intervention in gross
motor and affective dysfunction was found to have limitations and liabilities.
Problemmatic were Piaget’s conception of learning as a function of development.
This implies that the stages of development can in part explain learning and
similarly, that the learning cannot explain development. Specifically, Piaget calls
into question behavioral therapy, attempts to accelerate readiness to learn, and
efforts to teach for creativity.

Piaget's methodology was found to be eminently applicable for purposes of
therapeutic intervention. Four aspects of his methodology were generally
acceptable. (1) the client centered approach, (2} the semi-clinical interview, (3)
the non-defectivity of child response, and {4} that knowledge develops from
action. ‘
* Three examples were given in a way of summarizing the applicability of |

Piaget's works to the concerns of activity _therapists or ‘special physical !
__ educators (1) therapy for childhood autisrh, {2} rememediation for gross motor L «‘

.dysfunction, and {3) habilitation for mental retardation. |

Despite the theoretical limitations of Piaget for therapeutic intervention, the ' |

. strength of his methodology for dealing with children and his description of,
developmental trends in human potentiality provide a useful sourte for |
professional application in therapeutic recreation and special physical education. . |

1t - . 2

el FOOTNOTES

! Thus, as Easley point out Piaget can neither take the side of ;enenc control of
intellectual ability (as Jensen and Shockly) nor the side of the .environmental control of
intellectural.ability (as do many behaviorists). -

The 1nterested reader may wish to look into the recent work of Seymour Fxsher, Body
Consciousness You 4re What You Feel. Englewood Cliffs, New Jersey. Prentice Hl!l
1973.

Similarly, the generally agreed upon idea that rewards affect performance does not ten us
what will be an effective reward in specific instance.

It may be well to note that play as Ellis defines it does not cease during the early

adolescent years as Piaget may be interpreted as indicating. This points out a

contradiction worth pursuing, for, if Piaget and Ellis Mold compatible theories at earlier

stages, how does one explain the apparent rift at adolescence? Ellis suuesls that the

more developmentally mature individual plays in increasingly, covert (mentalistic)
. propomons while Piaget is silent about play past puberty.
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PIAGET AND SPECIAL PHYSICAL EDUCATION

. Reinhard Bergel
INTRODUCTION , % . -

In understanding Piaget's view on 'psychologi't\zl theory, which centers in
intelligence, and the principles of Special Physical Education, we must develop a
concept that attempts to combine both to a certain degree. The virtures and
faults in such conception will not be duscused here. Before | proceed to present
some of Piaget’s major concepts in relation to Special Physical Education, a
word should be said concerning Piagét’s methods of research. Piaget's clinical
observations are usually made in an informal manner with little expgrimental
control, on a more or less opportunistic basis. Children were given simple

informality of method his observations have been numerous and his insights have
_been fertile. The outcomes, however, are in the form of only partially tested
hypotheses, to say the least. Fortunately, other investigators are replicating his
' less informal studies. Sometimes his conclusions are supported, sometimes_not.

——

STATEMENT OF THE PR(V)BﬁLEM/

The_term Special Physical Education, is telatively new, and is mainly used as
_an umbrella term for remedial, developmental and adapted- physical education.
The basic pnncuples of it should be £0 improve and maintain motor efficiencies

¢t deal the rationale of perceptual- -motor *programs, which have as their ultimate
goal the improvement of academic achlevement Although objectives of many
_programs include the improvement of body image, dlrectlonallty‘ spatial
orientation, coordination, etc. there is a subtle or ‘open implication that
enhancemwt of the aforementloned qualutles is somehow, related to improved
scholastlc achievement, T'he most recent surge of |ntgrest in perceptual-motor
. —programs has been closely allied to the problem of Iearnmg disabilities. Perhaps
the focus, of the recent mterest “stems from a smgre article {Oliver. 1958) that
clanms significant mpro:&nts in 1Q after a penod of exposure to a program of
physml activity for reta youths
A logical outgfpwth of the child study reports pf severa! decadesago was that
|ntellectual functioning, was an outngth of, earlier’ es'tabllshed motor
functioning. Longitudinat observatk:(’ revealed that the infant. engaged in
random exploration of the environment before purposeful behavior became
evident. Verbal activity was establlshed long after the child was capible of
making wsual ludltory or uctlle dlscnmmatlons It is therefore not surprising
that the motor base of |nte1|ectual development received strong support from
’ . those conducting investigations on children (Gesell 1946, Goodenough & Brian
: 1925 . Piaget 1947) Up to this time relatively little is available that illustrates the
. . relltlonsh}p betvteon duldhood motor behaviour and intellectual, strategies in a
- +... form of active - Yasks that anvolve_total body movement. The relationships
> between oogmtwe abmtles motor abilities and physical characteristics has been'
establnshed in two ways one. through empmcal evaluat:on of correlat:on’s
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pfoblem's to. solve, depending upon their degrees of readiness. In spite of this _

s s e on e e et aeene (. . - -

of the body through physical activities. Instructlonal programs mclude to a great
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between intellectual efficiency and motor performance, two, through the
generally positive results of above mentioned programs. From these results we
cannot draw <conclusions to what extent the relationships take place in a direct
causality, or if it is caused by a third variable.

There are numerous analyses of early childhood static-motor development and
sensori-motor lntelllgence actions. Their implications, however, are very much
limited on rather general statements about the body-soul unit of development
and the continuous derivation of the conceptual intelligence from the
sensori-motor intelligence. Conditional motor sequences are often globally
interpreted by the issue of ontogenetical succession. This is in agreement with

" the meaning of the sensori-motor period for the subsequent cognitive progesses.

The conditigns, however, for cognitive development in childhood” motor
performance remains unknown as long as the developmental stages and penods
are separat,ely analyzed. nget has, in His writings, presented considerable detail
about the development of cognitive processes from the infantile, sensori-motor
stages t0 the mature,. reflectlve stage Of primary interest in Piaget’s work was
that he concerned hlmself most with the mechanisms which propel, or ‘foster
growth from stage to, stage. The question about such conditions becomes

,pracncally. relevant in.out work with the handicapped individual. His motor =

development cannot proceed in a normal characterized way because he is
handicapped in his movement capacity. Only when Yhese conditions are
recognized; it is possible to work in a differentiating Way on the basis of
educational and psychological support of handicapped indi¥iduals. .
Perhaps the most important single propositionsthat we can derive from
Plaget’s work is that children learn best .fram copcrete activities. Movement
activities may affect the child’s proﬁciency in tasks which require thought,
observation, concentration and perceptual abilities We realize from practical
experiences regarding the cognitive developme physically handicapped, that
the physical handicap is considered as motor deprivation. But it could be
precipitately assumed that only descriptive analyses of physicaily handicapped

children of their development from birth oiF can give any information about to

what degree the motor impairment can keep up with the cogritive development.

, The development of these children is not only very often impaired by secondary

problems like parental attitude towards the educational achievement of their
child, reactipns of the peer group, and environmental barriers, but also in the
large group of children with cerebral palsy, for instance, we find a damage of the
brain substance, v_vhlch still does not reveal very much about its effects.

From the late 1950's until the present time, descriptions of various evaluation
procedures and -movement programs have been the subject of a great many
books and journals, and have attracted the attention of,a large. number of

“parents and educators. Yet, an evaluation of the motor behaviour of physically
—handicapped children is not very fruitful as long as it is not standardized, which

observation criteria are S|gn|f|cant in order to refer to cognitive development
Therefore this matter rgmains in theoretical structure until valid measurement
__procedures are developed Despite the measuremént difficulties, the, findings of

the development of various physically handicapped children are useful in order !

1o be indicative for a theoretical analysis. They explaln very clearly how a
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mal_motor Gévelopment cannot be a parttunar coﬁdmon for t‘he cogmtwe
Tevelopment. ThE FGUENT AYAIBTIGCH an OPtORN IS ttmmm.'r: a'muratnvvf‘ sl
mrﬁvmtxdicapped with. I FRparIent mﬁmm - o ee—
‘indicate average and abave average ntelligence” performapce. The ofteh. r )
mennoned derwation “understinding results from prehension” rust be refuged
as Iong P one undérstands grasping behavuour as the normal grasp The. |
derivation s dusproved by r&searcjtﬁ‘ﬂndmgs on dnldn;en with limbs mlmng from
birth of early «nfancy. The early ingapagjtation frequently limits the chl,lds
opportunities for play and other social contacts and greatly restricts thé. .
development of sausfactory social growth. Research data on thalidomide . . .
children revealed that there 15 no sgnificant connection between the damage of '
the upper, extremities and the ‘intelligence of the youngsters (Sievert 1968;
Schonberger 1971). The effect of motor impairment on inteiligence performance )
.15 obvious and sometimes serious if all the extremities are mvolved (Asher &
Schonnel 1950, Dunsdon. 3952, Haeffelinger & Pfefferle 1972 Schonberger
» 1972}. The lack of physical activity, mib?lnves of the youngsters has detrirsental .
physiological  and psydmologml consequances To athieve satisfactory .
-adjustment the handicapped andividua), must compengze fos hus lack of success
in physical performarﬁe .‘ompemate by achaevmg ;upenonty in intellectual
, tasks. ’

P
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MOTOR BEHAVIOR AND-COGNITIVE ACHIEVEMENT e

.. Piaget’s s constructive theory offers perhaps the most consistent approach in
regard to the developmental pontmunty of the child’s activity and his
P . mampulatnon and exploration of objects, which is conceptual thinking.
Understanding 1s continuods activity of the individual deriving from the ..,
. biological function of simple sensorMmotor assimilation concepts, which lead -2
through thewr doosrdination to deep intuitive s_t_n.g'ctu[es and nternalized symbols L %
which become grouped reversible operat:ons after an adaptation process. From ,
the aspect_of tognitive theory we see that P'caget s work on the continuity from
the biological function of performance to logical fummonmg of their operations
is completely preserved by the adaptation proctss ‘ A s .
Piaget indicated that at the earlier sensori-motor ‘stages cognitive functioning |
s completely dependent upon what ;s physically present and can. be physuzlly
manipulated. With the development of “inhibitory powers”’ the full behavnour
sequence becomes abbreviated to a gesture stgmfymg perceptual recognition of
., the object and representing the typical action panern demanded for coping with
Tew that obsect. This gesture, in turr, can be seeh to become further reduced to
patterns of muscular tension. After much repetition, even this tension is brought
. down to_practically immeasurable. proportions and spokeh of as images formed
in the mmd’ it 1s through thrs process of mternahzatlonand the combmmg of
_schemata (through recuproal as.mnlauon) that thought proceses- become 3
R relauvely autoriomous of the concrete situation and become the moblle =
o - efﬁc:em vehicie.of problem solving that LS. Thesa cons:dem;ons imply 8 cIosa
~ connection betweén thbugh action, 3nd temuon ‘Psychologlcal analysis,
revedls .2’ bo‘ ary between senson-mo‘tor intelligence _and .
explamad by the mcthodoloqml
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charke from tausiticat tonitudinat observations {Plaget, 1969; 1950} to ciinteat -
experiments (Piaget 1869, 1971). When Piaget defined inturtions, symbols and
furthermore operations s internalized actions, he offered only -2 vague
indication of his understanding ;of “performance™. The improvement in motor
performance is essentially characterized by the selective restrictions to
.movements strictly necessary to make action effective.

As examples Piagét mentioned adjusting movements to it the’| propert.es of
objects, and thus indicate that he has understood thent at the level of motor
responses, i.e. thé child can move these objects, or lift them up, turn them
around. Regarding the structural assumptions of these movements, they often
can be partially associated with sensori-motor intelligence (to turn around, to
‘shift), pre-conceptual thmking of with operational thinking. In his analysts of
sensori-motor intelligence Piaget offers a variety of observations of sensorinotor
activities. Although the notion of performance and its basic concept s not
clearly defined it is suffiently explained by the assimilation hypothesis. The *
mechanism of “reciprocal assimilation”, involves the concept that +f independent
behavioural patterns,’or schemata, repetitiously recur together,they will, mainly
on the basis of their common elements fuse togethet {assimilate each other) into
“one superordinate’ schema. To filustrate. at an early stage various reflex |
behaviours, such as thumb sucking, and grasping objects ‘which stimulate the
paim of the hand, become fused and'lead to that common form of orgamized
actwvity whereby all the objects an infant comes to grasp get carried to the

mouth for investigation.

Thus, in the description of hls observatlons Piaget only msufﬁcaently‘
differentiated between the motor and sensor portion wigh the assimilation plans <
{there 1s a grasping plan as Well as a vision or auditory plan existing), but Piaget
always emphasized the meaning of motor behaviour foy structutal development,
it causes 3 transformation of the perceptual area with the cpnsequepces that
“each area is understood as a total of relanons which are deté;mmed‘by motor
behaVbur

Ve

mp”uc;mons OF PIAGET'S wonx METHODS AND Tscnmbues OF
INSTRUCTION . - -

’

While P;aget has not been mainly concerned with schools one can denve from
his theory and retain general principles which may help and support educational
,'procedur:s We must be cognizant that educational objectives are different for
youngsters with a handicapping condition in comparison to non-handicapped
ones. Well planned physical education programs can make one of its most
significant contributions to the benefit of the handicapped 1n the teaching of
appropnate motor skills which will enable them to pamapaie with pleasure in
active games and sports. Motor perfd'mance «¢ anderstood as a vaniation of the
senasor;-motor ares connected with the variagtion of motor behaviour. In
. opposmon to the ‘absofute movement’ motor performanee has a transitional
uwacter a it s included in Puaget s assimitation theory According to that. the

" umplication of motor behaviou or cogartive devefopment is to be recogmzed on
the grounds that can~be used to nfluénce the enviromment through
transformation by means of spatil gnd conqunal changes of object which also
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- - include the chitd's body. int-this respect childhood motor pedormance a5 2 — — =
cognitive adaptation process does not require any general fixed motor sequenee ’
Piaget has analyzed childhood motor performance only during the
sensori-motor penod. It i1s possible to indicate that he grants in his work on
internaiization of behaviour an implicit position to childhood motor
performance 1n the peniods of preconceptual and vivid thinking In Piaget’s
views, one of the major suurces of Jearning, if not the most essential one, 1s the
intrinsic activity of the chnld At the end of his sensori-motor stage the child is
able. to internally annc:pate his activities before the execution The principle
that learming occurs through the chiid’s activity suggests that the teacher’s major
task 1s to provide for the child a wide variety of potentially interesting materials
N - on which he may perform {Cratty, 1973).
If the solving of a task requires an internal anticipation, then in exeo.mng the
performance the child is forced to “decentralize” othervrise he oould oot
accomplish the task. This 1s an important factor in the accommodation process
that Piaget has not explained. The fact thata child by himself sotved the answer,
by himself discovered the response, seflects the special dimension of
R mternahzmg data {Piaget, 1958}, which creates a more intimate relationship
between the child and the subject matter With the start of operatlonal thinking,”
motor performance is only used as a 10! that has no more repercussion on the -
structural development but instead exclusively on the contents of cognition The
child must act on things to understand them. Intethgence reinforcing effects of
movement education in the school requirds a different explanation that
hypothesizes an indirect motor behaviourcognition relationship For  hese
- reasons a good actwity program should encourage the child’s activity, and nis
'ma?npula\fon and exploration of objects. Motor training programs that promote
. activities for memory and imagery, symbolization, categonzauon fanguage

. communication, conceptuahzauon evaluation, stc., can explont the child’s
potential for learning, and permit him to evolve an understanding of the world
around hin. The principle of adapted teaching methods and techniques requires
a eonslderable reorientation of beliefs and philosophies concerning education.

Piaget felt that it is the teather’s job to get the child to act on both physical a

mental fevels. These actions represent real knowledge, “far more than
facts or concepts. , v ¢ '
. T ' - :.“

CONCLUSION - T ’

s At .

There. exists s:gmfumm evidence which d‘Emonm}ates tha1 some Drograms of

. motor education have 1mproved a cifiid ¢ self-concept, to the extent that the
. child gains confidence n his ability to succeed in the cfassroom (Cratty. 1973)
fough a well orgamzbd | development, successoriented program of ]

|
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physica , Ts capable of achieving success that can be igstant <
feedback enhancmg the development of a child’s self-image and self concept '
wh\@@ in essence will contribute to the’ dnl;is totat physical and mental *
development. Piagat's contribution to the concept and pnncxples of special
. physwl\l education cannot be obtained from_ a text book per, se. ZAs already )
mentioned, wé can desive. from his theory genml edum:onal prmciples that oo
. havc beeq oxpr;ssed by the "pfogrmve edumlon movefrﬁnt" for fnany years.
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"Piaget’s contribution should stimulate and provide the teacher witha Sourid basis— |
for a program that assures promising success.
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