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‘ Qverview - b T =

The purpose of the presept prcjecb was to develop a Piagetian-based e 4
todd]er program (for chi1dren aged two to three years) suitable for
. T 1mplementation at a laboratory preschoo] or at a community college child
| care center. Issues in daycare for todd]ers as well as the role of ' i
theory in curricu]um developmgpt are discussed. The adaptation of
Piaget's theory to & toddler program i$ then presénted. The specjfic
) program developed has a basic developmental orientation and includes
guidelines for arrangement of the enyironment, defin%fion'of teacher
roles, development of;open-endeﬂ curriéula.:decisions concérning develop-
s mental'éppropriateness; ahd individualization of curriculum and environ-
ment. . Emphasis throughOut is a procéss rat;;r—th;n product orientation.
Specific curricula are presented.witb attention devoted to deve]opmenta1

goals - .and relations to Piagetxan concepts.
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Should There Be Daycafe for Toddlersle R

v >t

:Although group care for' toddlers can be traced back to the\16th

century when John Comenius proposed sghools for infants (Lazar & Rosenberg.
: 5 ~

1971), the 1ssués of the value, and the detrimental effectd, such care

kf*‘ﬁiirﬁave upon toddlers, children fro 18 to 36 months, is stin heavily

' debated. Some of the major issues ihclude toddlers' social skills and
readiness for group activity, health concerns of having many very'youn;
children together in a group, and t e hazards of group care in the
development of the attacbment to thb natural mother. i

Developmental psvcholdby textbooks (i.e.s Stone & Church. 1973) ;
have typ1ca11y described the todd] r period as one of min1ma1 positive ' ; p ’

- social Interaction between peers, hus negating the social value of ‘ /
‘group daycare.’.The assumption is' that the only beneficial interaction ///
is between toddler and mother.  Ho ever, Rubenstein and Sandberg (1975)///

observed peer interactions among tpddlers and reported that not only
‘were toddlers capable of positive [interactions and social relatiopships |

-with each ofher,_but they also served as valuable behavior models for

one another. )
Another concern has Seén the health hg;d;d of group{ﬁg young chiddren

together. Caldwell (}972) has responded td thié'cPHCErn by citing a

study by Glezen, Loda, Clyde, Senior;’Schaeffeg,“Conley, and Denny

(1971) which evaluated the incidenée of regpiéatory illnesses in ofe-

and three-year-olds in d?ygaré cémpared ta children in a large metropolitan'

community. While incidence was siight]y h{gher for daycare children &

less than one-year-61d, there were no differences for the other groups.




However, the major concern among educators. psychoioqists, and -

-parents alike has been that of detrimentai effects of separation of

. mother{from child upon-the -development of attachmént ties. The primary
attachment to the mother is considered the basis of social attachments 1
formed by the child throughout life (Ainsworth. 1969) and is consfdered - E
an important force in cognitive development as well as in the development
of exploration and independence {Ainsworth, 1969, Lewis & Goldberg, ’
1969). In extreme/situations (i.e., institutional.settings) characterized
by poor adult-child ratios and almost total lack of stimulation, retarded :
development has been observed and in part attributed to a lack of
'opportunity to estainsh primary attachments (Prdvrnce & Lipton. 1962
'Yarrow. 1964) In ‘the several studies which have been done with young . ‘
“children in daycare (Blehar, 1974; Caldwell, Wright, Honig. .& Tannenbaunm,

V 1970; Sagozin, 1975), twodhave reported no real differenceg in attachment .
.behdviqr between home-reared and daycare children varying in age from 17
to 40 months. One which did report differences (B]ehar\ 1974) studied

very young children in full-day situations.

In general, then, in terms of social development, health, and
attachment,‘it would appear that quality, part-time‘daycare could be
..beneficial to the development of young chi]dren by prouiding a setting

conducive to the child's total development, both cognitive and social.

Curricu\um and Piaget ’ b

-

\ v

" In gefleral, developmental theory has not played a major role in

curriculum coneeptualization (Parker, 1974). Although several preschool

programs have been derived from Piaget's theory (Kamii, 1972; Kamii &

5
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' Radi@. 1967; Lavatelli, reported in Parker, 1974; wei?art. 1972). these

havetbeen forltlder:thfldren (thrze; to’?fve-year—o]d§) and @§$tjhayeﬁ
;used'more structured sequences of tasks or act1v1t1és than Qob]d‘seem
compattble either with a,toddler population or with Plaget s theoreticaf
position.. : o N

The curr1cu1um out1ined in this report is based on t\é developmenth p

"*theory of Piaget, and focuses-upon the creatdon of the environment and

the rol¢ of the teacher within that environment.
Piaget describes the development of intelligence as'success%ye;“ '

cumulative stages, each a restructuring firmly based in the one precédfng

%
.

At. 0f concern for the toddler program to be disct:ssed here are tﬁe
sensory-motor period from birth until approximately two years “of age,

'and the preoperationa] representation period, starting Troughly at age

;two and continuing until the child is abgzt seven years of age. {The
f first stage, sensory-motor development, is directly tied and_limfted to

| coordinating feedback from the senses. Séeking and constructinqlxﬁoﬁledge

is not passively received by the child; 1nstead.,Kﬁow1qd§e is not:passively

received by the child; instead, knowledge is-actively sought and éonstructed

through‘his/her direct ipteraction with the world. Only through direct

action¥-grasping, shaking, drog;ng. touching, tasting, etc.--does the
chi]d 1ncorporate the obJect into his/her reality. By'acting on objects
the chi]d develops schemas or action patterns or means of interacting
with the world.” As the infant comes to know that-object, (s)he addg
that knowledge to hls/her cognitive’ structure

The best known area of Piaget's theory, tte‘development of object
permanence, is the one usually apb!ied to iﬂfart'and toddler programs. to

fhé exclusion of all others. At birth the chf]d is completely egocentric.

§ |
: |




"1
&

(S)he does not yet differentiate aspects.of his/her environment nor

him/herse1f from it. Objects only exist whlle they are in his/her

. immediate environment or 1nmediate grasp they lack permanence.. It is
on1y as (s)he’ galns~experience 1nteract1ng with the world and devefdps a
repetoire’of-action and a framework for understanding ig'that the ghi]d
begins to decenter and structure his/her concept of space and his/her

:relaffon'to the worId. The sensory-motor period is a process of increasing-

’

: externa]ization; Objects take on substance and. permanence asﬁthe infant / e

expands his/her experience and cognftive framework. ;

A clear example of the deve]qpment of object permanence is the
child's search for a missin§ toy. In the early part of the sensory-
notor stage, if e pillow were placed over a toy to which the'child‘were"
attené}ng, (s)he would cease to look at it and would not try-to remeve‘
the obstac]e. The‘toy is no 1onger in his/her environment.' However, by
the end of the sensory—motor period, the child wil] not only remove the(
pillow but search the vicinity to discover the missing toy. Entire
infant and toddler curricula have been based upon such exercises.

- However, Piaget's theory has much broader implications for curriculum.
With the development of symbollc function, or the ab1]1ty to represent
lsomething which is not presently visible (objects, events, or actions),
comes the beginning of the internal reconstruction of real1ty. ‘There
are two levels of symholic function: symbols,.which strongly resemble
the thing signified,'and signs, which are arbitrary and do not resenble .
tne object signified. Language'is an exampfe of signs. There are.five
distinct behavior patterns.which appear nlmost simultaneons1y and merk ‘ .
the emergence of representation. They are 1) deferred imitation, or

imitation. separated in time from the perceptual event; 2) symbolic play,
¢

« T
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toor Gging'one object to signify andtye; not presént (te., hsing a'paper

' cup<to—fépresent a’tea pot); 3) drawing what (s)he “knows™ rather -than
what (s)he pgrcepthally sees; 4) mental image, or the formation of
internalized imitations; anq-S) verbal evocatiﬁﬁ, or verbal representatidn.

'@uthe beginning of language on a symbol Jevel rather than on the sign

. leve}fy (i.e., the child "says "meow" after the kitten has disappeared).

In co;sidering the relation of experience io thé development of ihe
cthd's cognitive functioning, Piaget discusses three areas of influence:
physical knowledge, logical-mathematical khowledge,‘and'$ocia1‘transmission.

P ' B or three modes of receiving info}mation. Physical ‘knowledge is direct“
feedback from objects and the discovery of concrete properties'of those
objects. Examples include the discovery that apples are red or that

balls bounce, and glasses do not, when dropped. Logica]-mathematicaf e °
knowledge deals with feedback from objecté-but ré%er to\discovering
relationships and coordinating actioné internally. The child's own

a;tions ‘on the object provide the feedback rather than the physical
propert1e§ of the object. Forainstance; & child might line up a series

of rocks and count them one'way, tﬁehAreverse and kind that- the numerical
prope}ty stays the same. 'Finding that there are ten rocks is physical
feedback. but discovering that the direction'of coupting does not change
that property is coordination*o%~the inforfiation- and an example-of-- S
" logical-mathematical knowledge, | '

Social transmission refers to inforéation passed on'socially: a
parent. telling a y0uhg cKild that an object is called paper, or that
hitting is not appropriate; a child's fmitatibn of someone cooking.

- With the new structures, the child's concepts of space, causality

and time,deyelop. As objects take on substance and permanence, they

. 8




* define the child's sbace. The Woung child decenters, ‘expands and co-

e S ordinates she environment. What had been a succession of separate

: Y‘E‘( ,’;peces is coordihated ané (s)he places higngf'in that space.

}; \ . Causality involves if-then relat1onsh1ps These‘re]ationships are
diffiezlt for the young child because the process between the observable

“if" and the “then" (produ;t).must be abstracted. . As with object perm-

anence and space, the world is composed of a series of events which are

decentering, expanded exper1ence, and deve]opment of cognitive structures,

the child comes to recognize the connection between event A and event B’

-and his/her own ability to- initiate act1on with a certain result

‘ " Time is closely related to_causa]ity. The child's concept of one

event following another is the beginning of the temporal concept. Time

is the elaboration of causal relations. As the child develops his/her

“cognitive framewo;k (s)he can coerdinate those relationships and expand

his/her concept of time to inelude sequence, Naking up in the‘morniﬁg

is followed by getting dressed which is followed by changing clothes,
__etc. '

Though these major areas of development have been diecussed separateiy

they are very much related and intercoordinated. fach process contributes.
T o7 ~to~the child''s ~construction of the rea;:zg (s)he perceives-and- thus aids -
in the understanding of each otheqﬂ concept Representation, tge major
deve]opmenta] ach1eVement for toddlers, influences and is influenced by

4‘1
the developing concepts of object permanence, space, time and causality.

'

So far this«discussion has emphasized the cognitive aspects.of

development. However, the ¢hild's intellect doés not develop ihlisolation

from his/her affective de$e10pment. In fact, Piaget has been quoted as ,

9

\

not always connected in time. But through the same processes of increased
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‘saying that there are no cognitlve mechanisms that are without affective

eIements and there is no affective state that has no cognftive element

i 1 {
l (Kamii, 1973).» P1aget con51dered affect the energy behind 1nte11ectua1~
functioning Affect does not in’itself'create structures; but it
! influences the choice of structures and schemds employed through intrinsic
?' , | motivation and ‘curigsity. Therefore affect can accelerate or impede A
f} 1nte11ectua1_deveTopment.: ance the two aspects are inseparahle, it is

expected that their: development be parallel. The decentering that

- allows the child to differentiate him/herself from the environment also
Ieads to a different1at{on of objects and peop]e in that env1ronment and

of tmotional responses to those people.

Piaget's Theory Translated Into Curriculum -

-

The envitonmént for toddler daycare

The toddler program must provide a rich environment conducive to-
1nte11eciua1 development. Piaget's primary imp&ﬁcation 15 this area 1§ .
(  that the ,environment be one which the child can act upon and manipulate.
- At the sensory-motor stage actions are direct, and -motor schemas and
thinking gre the coordination of ac%ion. With the oneet of symbolic - AN
i .MT_.functjou,ilctions may be 'internalized and physicalnproduction of .the. _
actions 'is not always necessary. Since toddﬁers_are in transition from
the sensory-motor to the preoperational stage and in the process of
deve]oping representation the center's environment should be accessible
to direct action. Shelves should be low and open for storage and display
of hateria]s; (That is, with the abvious exception of shelves that heed
to be jnaccessible or locked for safety.) A variety of objects will be .‘ 5 a

¢ i -
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v\ln“fact, any materials are acceptable as long as ‘they are appealing,and f

‘éncourage active exp]oratidn. The toddler program materia1s may fnclude _ ’ g

reachab]e at any given time but not so mary as to be overwhelm1ng
]

Materials will be rotated frequently -from storage to these open sheives.

"Unlike Montessori programs, this educat1ona1 implementation of 2

Piaget's theory does not call for a certain type or set of materials.

a variety of household objects (potsy.spoons, plastic cups, etc ),

traditiona1 toys for ch11dren of this age group (blocksg push/puT1 toys;

play te]ephones, etc ), and materials for fine and gross’ motor use. P
“Appendix A is a 11st of suggested mater1als for_toddlers. . .

The emphasis for a Piagetian-based todd]er preqram -is on the use of
the materials. Through the1n ind1vjdua]1y developing action schemasaend
the. coordination of action, the cnilqren can manipulate the materials
and extend and adapt their rep!toire of ‘action.

A second related 1mplicat1on for the program S env1ronment, which
fo]lows directly from the concept og learning through action, is that : {
experience cannot be transmitted verba]ly While verbal commun1cat1on ‘
has been a traditioral means of education, it is. not adequate for'inte1-

lectual development as exp]ained by P1aget Another's reaiity and

structure (such as the teacher s) cannot be superimposed on the ch11d s

.construction of reality. Understanding comes: through an internal struc-

turing of a concept to the indivjduo]‘s total framewoFEi Thinking at ) -
dirferent stages of devélopment'is not only qdaneitative]y different but
qua]itatiye]y different as,well. "

A third implication of Piaget's theory for a toddler environment
has to do-with the role of peer interaction} Representation, the ability

to symbolize an action or object internally, greatly accelerates the

Xl




' Role of the Teacher

10

;'chile's procese of decentering. (S)he begins' to see him/herself in

Q)

relation to the world rather than vice versa. ﬂe can also begin to :

represent him/herself in various situations, e.g., playing house. The

room environment should be conducive to communication and 1nteract1on

among peers. Through such interaction with other children, the child

~gains models, and d1fferent perspect1ves. Free flowing areas. and material

'groupings in an area with' adequate space are essgntial.' MovaB]e furniture .

suchlas shelves, freestanding bulletin boards, and chairs and tables .

define areas, yet provide f]exfbj]ity for rearrangement. Grouping of"
materials by interest areas would facilitate peer interaction. The
interests and activities of the children must influence the particular

arrangement.’

In defining the role of the teacher in.a Piagetian-based toddler
program, there are two thlngs the teacher ﬂs not: the teacher is not a

passive observer nor is s(he) an 1nstructor passing on specific 1nformat1on

‘at predetermined times. The teacher is there to "minimize instruction

and facilitate construction" on the part.of the child (Kam11, 1972);

s(he) is ¢hild- rather than subaect-or1ented. Hls/her maJor roles are

to set up the environment, direct the action, and encourage the deve]opment'
qf the child's reasoning. .

In setting up the environment, the teacher can arrange it to promote
discovery. An example would be setting up.a water table and making L
appgopriate toys and smocks evai]able. Or the teacher can arrange the
enviropment to make discovery inevitables for instance, storing all of

the classroom balls in one box and having them returned there at clean-up
% ¥ .
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-time, It is essential that the chi1d be provided with choices. 0 that
decisions and selection occur.
CIn directing the action’ withjn the classroom the.teacher should

foﬁow the children's interests, not impose preconceived 1deas or outcomes.

K If water, play 1s set up, the teacher would not direct everyone to piay
. Jher .
. ufth boats but. al‘low each child to develop Ms own schemas. The children's

responsg and the ﬂirecﬁon of an activity may suggest the next'-one,;

Thusy '@ éentra'l'ro\e for the teacher in a Piageti;:n-based program is to' “
' &ncourage the chﬂd s’ discovery and construction of hisﬂgm reality,
.developing hi.';/’I Cognitive abﬂities through action.

Piaget, in his own work with children prov‘lded an examp’le on how to
interact with chﬂdren to promote their own reasoning Je used a clinical
" method of 1nqu1ry. Rather than a prearranged set of questions in reference
to a givgp activity, Piaget followed the‘ child's divection of ;hought.'
The, initfal fesponse a child made would direct the course of actions or

e
questions to follow. - Piaget encouraged the child to elaborate on his/her

. direction of thinking without disrupting 4t.  The teacher, too, can
'Toy tiﬁs method of interaction. (S)he can unobtrusively encourage
e

child to expand an action schema, test it against objects ov;_other

pebple, or integrate other scAhemas and expand his/her repetoire. As
Piaget does, the teaéher attemp!:s to expand the.ch“ﬂd's reason_“lng.without
disrupting it. This flexible methoc.I’ of inquiry should provi’de“the
toddlers' teacher with more information about the individual child's
pattern of thought than a set of questions the child migh't not understand
or misinterpret. The curriculum stt remain flexible to allow for
individual differences fn temperamen‘t. 'style, and leve] of cognitive
fufx;t‘lo_ning. For examples of Piaget's mode of inquiry, see the suggested

readings section, books by Piaget. ‘
g 13 \ '
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ln setting up a Piagetlan-based- toddler program a great deal-

responsibﬂity f;ms on the teacher. It is the way the teacher str ctures
the environmen{ directs the 6se of materia]s. and responds to chﬂdren

that will incorporate Piaget s ideas or not. Given an understanding of

.Piaget s framewark of intellectual development the teacher can intervene

to elaborete eacb chﬂd's direction of reasoning. It also fonows that
since development 1s an individual and personal process. for each chﬂd.

actfvnies for teaching and . the direction of 1nquiry cannot be pre- ’ -~

determined. The responsibﬂity to 1ncarpbrate these Piagetian implications

lies with the teacher and reﬁes on his understanding of the.process of

cognitive developrent. ' N

How rnuch training and experience with Piaget's theory is necessary? -

’ﬁenergl vundersta,ndfng of Piaget's view of development as it relates to

toddlers 1's impprtant for the teacher, but (s)he need not have had great
quantities of academic work on the subject. More fmportant ‘are the
teacher's personality and5:tt1tudes toward c¢hildren, qualities such as

warmth, respeei for qthers, and enthusiasm. For toddlers, it is critical

that the teacher be verbal, responsive, and genuinely. concerned for the

‘ }
chi]dren's ne!fare, as well as bave knowledge of 'developmental psychology.

“For toddlers, a ratio of 1:3 1s advisable to allow the teachers to
organize, direct and respond to individual chﬂdren. "This would include
one teacher, one assistant or aide (who handles much of the physical

aspects), and rpne student teacher scheduled throughout the day for ten .

4,
.toddlers. In larger grou’ps. more aides, student teachers, or parent

. volunteers could be eanted, with the ‘prerequisite of preservice and

inservice ‘trainin'g supervised by the téacher.

4
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Conlent of a todd]er program

- This section is Med—m&e—fhrdeMmmm-murﬂﬂm
» Wnﬁant to provide an outline of key experiences for
> toddlers: As previously stated, each child is different, Constructing

his{h gv:r{ {ntellectual framework. Therefore, activities cannb\ be laid
out according to "what tovdo when." Rather, this is a collection of
'areas to explore and btjov‘ldei starting points for manipulatifg the envdron-. *
ment, . Tﬁough ‘lliste& in terms of go\a]s or objett‘ives. emphasis is on
processes rather tﬂan products. Though they are discussed separately,
in actuality socia]-emotiona] development, cognittve deve1opment, and

the different areas of experience are integratég.

Physical Knowledge: This area-has to do with feedback from objects
in ?he child's environmen't and his/her own body. - : ce b
- Develop an awareness of objects in the environment. -
- Be awa're of one's own body as an object in the enwironment
', with specific identity.
- Respond to the env’ironhent with the body..
- Use all of the s.enses to explore and niscover.

N .
Coordinate body movements.

Move self in different situations (large motor coordina-

tion). . . \ §
+ .

Manipulate toys and objects (small motor coordination).

Increase and. éipand ore's repetoire of action.
Use the same action in different situations to explore.
Use different actions in the same sfituations to discover.

-

) Logical-Mathematical Knowledge: This is.the child's coordination

of feedback from the environment to discover relationships. Piaget
. - \ ']

15




~ /
discusses three specific categories of 1ogica1-mathematica1 knowledge
classification, seriation, and number. Logtca]-mathematical.inowledge
refers to the coordination of feedback; thefefore, the categories overlap}

Classification relatés/s1milarities and differences leading to -

.grouping and sorting of objects according to the properties of the
. -~ v

Objects. . L - )
, ’ v e & . V. g
- Recognfze attributes (color, size, shape). . \
= . \
[j - Recoﬁpfie fdentical objects. . -
- - Group objgcts according to general-classes (dolls, blocks, »

, balls, etc,) | ' \

‘0, -Recognize g-oss differences ' \

¢ Sort objects' according to general class dffferences \
Seriation is relating various differences. Lt e
- Identify differences (first in d1chotomies, then in trichotomies) \\
- - Recognize relative differences (starting with trichotomies).
- Hatch objects in sets with relative differences (10ng/short,
Iarge/ small, 11ght/heavy. loud/quiet)

Rumeration is more than mere counting, but {s the relationships and:

= propertie; of.numbers and one-to-one correspondence.
- Recognize relattve amounts (large/small, many/few, more,
}(,! another).
- Cognt by rote.
- Uhderstand’and use in é}actical situations the number one
(then two, etc.). o » /
e Time: Time fs the expansion of the child's concept of causal’ '
relationships. From if-then situations the child develops his/her
ability to recognize sequences. Initial sequences are very personal

temporal relat1ons (eat. sleep, play)
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:— Recogn;ze causality din a variety of s-ituations.
-  Initiate cause and effect action ;equences.
b Notice temporal seq}:en;es of t.wo events and resnond accordingly
o A(such as"getting a blanket for a nap after 1uncn).

\
- Recognize the end of an activity. .
- Recognize changes in temporal s;equences. , V /
Space: Beginning with the chﬂd‘s awareness that objects are ’/

/

‘stable and consistent in. the environment. the chifd copstructs a-pers al

space and his relationship to objects in that space. (S)he graduall

‘ expands that. personal space as (s)he incorporates more ob;ects and

coordinates separate spaces. (The Htchen and bedroom combtne t fom a

concept of the house. ) School is an entire]y new space.

Move self around the classroom.

Find objects in the classroom.

Expand ’one“ s environment. , >

Understand simple spatial relatfons (up/do‘wn. in/ u't, nn/under).

Locate an object hidden in a limited area.

»

Find an alternate path for one's self when one direction is

~ blocked,

Move objects around the c]assroom {
. | 1
Find alternate path for objects when one path 1s lg}ocked

1y

Change an object and/or its relation tb the pace ffo'ld bend,

stretch, buﬂd. take apart,
el 'Regresentation' * A particularly important area fqr toddlers, symboHc
function greatly expands the child's ability to ¢once tua'Hze and dea1

with the environment. There are two levels of répresentation: s¥mbo1s

and signs. ) Y17
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, Symbols are totally personal, developed by the ciyl 1d and having
' meaning only fo%‘ him/her. They strongly rgsembIe the thing signified. . {
- Imitate actions. . ' ' ' [
- Recognize whole objects by sound\ touch, taste or,smen . o |
- Use; objects symbolicany in play (pretend1ng)
= Construct an object to represent another (with clay. pipe-
' c'l&ners, blocks, etc.). '
; ' - Dra\v, paint or color’ 2 picture. b
f : . Coordinate a picture vdth the real object.

Signs arg sgcial]y determined. They are arbitrary and do not
resemble the thing s1f.'n_jfied. Lénguagg is a complex group of signs.
- Corre;.tly'_hbel- (right names -for object of people).
- " Receive tee&back"about language usage.
< 'Heaﬁ language used ‘(§tor1es, descriptions).
" Respqnd .;o di(;ctio :
Affe‘ctitre-Socia’l Development: Though Piaget’ focused on cogni,tiye

dewiopnvent in much of his ,research. he recognized tﬁe interdependence
of cognition and affect. The child also functions in -a society that has

complex structures and expectations. Piaget saw affett a's the energy

behind cogn1tton. as capable of moving development fonvard or retarding

v that developmet . B ‘ '
-~ Rirect one's self. _
) ." : . - . 'l
. & D’&nnﬁrate curjosity and hesactive. : *

Make own deci;ions and select own activities.

Develop confidence in those qectsions..

Communicate and téke care of needs.

15
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;participetjng in the particular activify. Thus, many activities ar
" fopen-ended, providing unlimit;d/possibie adaptatfons. The goals 1i

~as both offer important experiences for toddlers. Peers provide an

new behavior and refiecting new interpresations of. oid behe}iors

‘times fqr the chiia to p]ay alone. A cthart of important dimensions
the activities is provided (see Table 1). ) .

’

. S | T

C .
A I e

9')' " N

. Share when appropriate.

S & Hork in groups or aione

- Relate to other people in the environment (adults and children).

- Learn socially determined expectations and appropriate behavior

x = (using the bathroom when necessary, washing hands when they *

* are dirty, etc.).

»

- Activities . Y ) i,' LR w

: The foilowing,is a se]ection of ectivities for toddlers. This

-

) S . A , ,
section 1s not intended to provide a daily gufde for working with toddjers

but -rather to show activities that have been déVeioped using a Piagetian

base. To provide a complete cookbook“ of Piagetian tasks wouid be
diametricaliy opposed to the theoretical interpretation impiicit in

program. Activities must” be interpreted for individual children dnd :
1telated to the specific level of development of the group of childre

relate the activity to the dqye]opment ofshe child's total cognit,

framework.

.,

ted

Group ‘and individual activities (both, teachen-assisted) ‘are ‘tntluded,

additional dimension in.the child's deve]opment. serving as models

lndividuai times aliow the child to work with the teacher. Indepenc'

(without teacher assistance) activities are aiso incTuded to proVid«

‘.

for




In addition to individual a'nd group ctassroom activities such as
:2 ' those suggested pere. field trfps and the role of everyday experjences o
lre also important in the todcner s curricu'lum. Field trips broaden the

‘ch11d's range of experiences and provide know{edge (s)he can relate to

‘;and s,ymbone in play. A chﬂd cannot mentaﬂy represent a bus or

,.pretend to ride on one 1f (;’)he has never had’ tT\at experience. Al so,

»
-

P everyday activ’fties uch as snack t‘lme1 washing hands. and coming or

going are not breaks in the learning process hut barts of 1t.' One-to-

o one correspondence can be 1earned passing out napkins to each chilﬂ, and' .. K
putting on ane's coat requires coord1nat10n of body movements and bod,y

\

awareness.. iy . - : 3 : v
' Teaching is a creative process. Keep'ing objectives i mind and .
reflecting’ the abnities and 1nterests of the child the teacher can use
v . many situat‘lonsv and activitfes to activate learning experiences and then

. fol'lw the d1rect:ion the children take that experfence.’

-
- i :

) ‘Beneral Guidelines fon Developing Activit,es for Toddlers v
-~ : Activities should be developed with flexibility in mind to make |
' © them appropriate for children with different rates of development and -
styles of 'lnteractiqn. ' 3
Choose act‘i'vit'ies,that-: reflect the interests and abilitiesof the
children pa‘réf'cipating.. . ) , ’ . )
Structt;re the environment to support or extend each activity. If
A N children show an intergst in fish or:peee._prévjde books, !rnv{es, or
field trips related to ehe subject.

4

* Keep the physical abilities of the toddlers in mind and carefully

.

. consider ’safety'-factors in any activity. (x.é.. toddlers may "modth" ,
\iﬂl_.artﬁ:]es«-are they-edible?) .

P . 20
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2 Activities should be action-oriented, designed for the children to
part'lcipate directly.
’ Materials should be manipulative rather ‘than primarly representative..
Don't depend on pictureg. try to have real objects.
Activities shou1d be divergent and open-ended, hav1n9 multiple
o directions, rather than convergent, with only one direction or solution. ' Ea
i © Thus, th.ey will be open to individual adaptatioﬁS and variation.
o . uS'e goa]s as a,startling point for developing activities, not as an.
j‘" ob.jective e e . ot -
" Be treative and have fun, ' A

N '«.‘ =y » [}
N ) P »
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! ) ACTIVITY. BALLOON BOUNCE (INUIVLPUAL OR GROUP IEACHER SUPERVISED)
ﬂ" ' GOALS' Physical Knowledge ,
i . «Coordinate body movements: Move self jn a large space to reach the
. balloon. Q-_—’//) .

| e

-1h1t1ate cause and effect action sequences: The child hits the Y *
balloon and makes it bounce up. , { .

. SPACE:
~Move self around: gn area: The child moves: in re1ation to-the ba1100n

- - -~Find an alternate path when -one is blocked, ’
o -Change an object s relation to space Make the balJ go up and down (or

i
}

pop: i
ane -Spatial relations Up. e ettt e ) TS : _
« N 5 ” .
HKTERIALS' ‘ Large sturdy balloon (Use caution with balloons and young children.
A broken piece of balloon could~ee inhaled.. Choose a heavy
/7 gauge balloon, don't overunf}ate. and supervise the activity )

" PROCEDURE : Have a large clear area. Outside 1s good or move furniture in
LN , the classroom to open up a large.area. Let the children feel:
. 15:5\‘;_;/" the balloon, pushon it. Explain that mpény balls bounce up and
“ v down on the ground but this ball goes up too. By hitting.it up
in the air they can make it float or bounce on the ceiling,
Start the balloon up and demonstrate keeptgg it in the air. ’
' Then let the children interact with it not stop the activity ..
T ] {f they change it. Verbally.reflect what they do and let.them ~
. procede. If the balloon should pop, explain that the air i#nside
. ‘ . the balloon came out very fast and made a Joud sound. Collect
' 211/ of the broken pieces and blow up another balldon if the
children are still interested. . , '

" VARIATIONS: 1. Toddlers also enjoy blowing soap bubbles. They can blow
. them up in the air and run and catch them.
2. Toy stores often sell an inflatable ball of 1ight rubber

. T, that has a stretchable handle. It can be bounced off of the
. ' hand and come back. It is a good size and weight for toddlers.
/. " 3. Another type of ball available has a sturdy handle and is
made to sit pa~dnd bounce. Keep it in the grass or on a padded
area as falls are likely. ‘ 1

4. Soft foam balls (Nerf) are good for the classroom. ' They can
be‘thrown and will not harm any object .that might be in the way.

oL . . - B
ACTIVITY: BLANKET PLAY (INDIVIDUAL OR GROUP: INDEPENDENT)

L

v

4

GOALS: ia%ce - 2 ~ »
. ve self-through space: The child moves in a new, limited area.
* ~Locate hidden objects: Without being able to see the objects, the
. ¢child will search for them in a 11m;tcd area.

T . 22
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physical Knowledge \ . )
' -Respond td the environment with the body: The child will discover

. means of moving his/hcr body in an’unusual aréa,

= .- . . =Sensory awareness: Child will locate objects by touch
* MATERIALS:
PROCEDURE:

One or two large blankets (a parachute also woxks)

_Before children arrive in the morning or before they come in

. from outside play, lay the blanket out in an open space on the
floor. Hide several small soft toys underneath. Don't instruct
the.children on what to do or what they will find but rather
give them time to éxplore and to apply their own modes of inter-~
-action. If the children don't interact with the blanket at all,

" they may need reassurance that it is o.k. to trawl] under and on
it, move it, etc. ]

- .‘

4 VﬁRlATIONS: 1.. Hide several toys under the blanket but ask the child to

. ACTIVITY:

GDAL$:'

nAtmms

. 'PROCEDURE:

V'

td

'

.find a specific toy. (S)He will need to locate it by touch alone.
. If the child brings out-a different toy, do not say it is wrong
' but rather label it. Tell the child what (s)he did fipd.
BURIED TREASURE (INDIVIDUAL OR GROUP INDEPENDENT) \\

Physical Know]edge

-Sensory awareness: The chi]d uses his/her sense of touch to explore ard

discover. _— ‘ ‘
-Expand actiqn repetoire: The child applies 1Fffercnt actions to
find hidden toys. /. . g

ac . > t o
ting objects Looking for hidden dbjects in a.]imited space.

’

“n

Representation '
' §SEEEI Tevel (recognfzing whole/part retationships) Chf]d may

identify the hidden object before seeing it..

-Sandbox or sand table ¥ e T y C
Small -toys (that will not be damaged by sand Examples: plastic
cups, rubber balls, plastic chips, spoons, .etc. ; e

- Bury severaI small toys in’ the sandbox or Sand table. Smooth: -
-over»the top of the sand. The children may either be told that
there is buried treasure or leave the toys to be discovered in
4 play. Encourage ‘the child to describe and label. what (s)he finds
before (s)he pulls it eut. - . :

© VARIATIONS:  1.. Tell the children éxactly what 1s hidden.. The teacher may

: put up pictures of the objects. Ask the child to find a specific
u toy and just that toy.. (If the child does pull out a different

toy, label it and then ask him/her to.try again to find the requested

~toy.)
2. Tell the chlldren exactiy .what's hidden and how - many of each
object (two bal\s, one spoon. tNO-cups) Emphasize how many the

253 .
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child fioos Match objects to pictures to reinforce the concept
and let the child see if there are more.
3. Items can be hidden in a box with holes on the side. Take a
cardboard box (not too large for ‘small arms to reach around) and.
cut.a hole in each side,  Cover holes with a piece of cloth
taped at the top and hanging over the hole. Put the hidden
L " -treasure in through the top and claose the flaps. Let the child
LT jdentify the object or objects by touch and then-pull them out
£ . to confirm. Change the hxdden object frequently.

‘ACTIVITY: n COOKING (GROUP: TEACHER ASSISTED)

N QORLS: . 'Physical Kno!Iegge V. ' by
... ' - ~Sensory awareness: The child will use -senses of touch, taste, T
‘;sfght, and smell to exp]ore and dxscover
'o"Logical-Mathemat¥ca1 Know1edge S,
© =Number:, Experlence wzth amounts used in cookwng various recwpes
" Time '

¢ “Temporal sequence:: The child can deal with the sequences in cooking,
‘what comes first and the finished product. ’
-Causality: The child can initiate and recognize cause and effect; !
‘the making of the item and the ‘finished product ‘ ’ 4
'Sgace ‘ , :
-Change an obJecg s ¢e1ation to space: The parts combine to make a
» whole that is unique:
MAIERIALS What ever items are needed for the spec1fi€ recipe to be cooked.
‘Mooden spoons are good for stirring, giving a good grip for
+ . toddlefs, Plastic knives can be substituted for sharp metal
ones when children do easy cutting. Plastic bowls placed on a
‘dampened wash cloth cuts down on slipping when children stir,

* " PROCEDURE:. Choose simn]e recipes to cook. Keep procedures short for toddlers.
Lt © . Let the children taste and smell each -ingredient (even the Tess ~
% n s : pleasai: “ones such as vanilla, if the child wants to). -
Some su.juestions for ¢ooking: . - ,
- -Jello (cubed or mixed with dessert topping) -
L " Pudding (add fresh slices of banana to instant pudding mfx)
T T Fresh fruit salad (let the child cut the bananas; pineapple, o
. - orange sect1ons, grapes, etc.) ) , S
LI S Muffins - * B CT T s
YR T L e . Butter (made by shaking heavy cream in a: small jar. add salt) Ty e, g
: "7+ peanut butter sandwiches (try different breads) .
Carrot-raisin salad - - 2, “u

ACTIVITY. [ FTASY PLAY (GROUP: INOEPENDENT) - R

GOALS. ‘ Logjcal Mathomatica1 Knowtedae .
"Classification (recognize atlributes) ‘Whe child wil1 recognize and
use materials that are.appropriate for a certain play role.. X . B
4 ~Classification (sort according to g$pefa1 ‘class): Use materfals 'y, =« .
\ appropriate for:each role. < v SR k2

& _ e
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e resentation A » “ . i
=S Tevel (symbolic p]ay) The child uses objects in play to
-represent® roles or objects.
~Symbo1 level {imitate actions): The child, imttates actions’ (s)he
‘thfnks are approprfate for the role.

" <MATERIALS: - The teacher. provwdes the props to encourage of support fantasy
RS g p)ays Some kits that might be made available (one or two at a
. , time
House:, Kitchen appliances (may be' cardboard boxes with ink
marker drawings), plates, cups, dolls, blankets. dress-up cloﬂhes,
dolls and doll c¢lothes, doll bed. .
© Grocery store: Empty cans (watch, out for sharp edges), cash
reg)ster, play money, plastic food, paper bags, pads of paper
-, and péncils, dol1.buggies may be used as % gping carts. '
Doctor/ilurse: “Band-aids, cotton balls, plastic stethoscope, .
doctor bag, raisin p111s, blankets. pil]ows, white smocks, nurse'
. - - hats.
S ‘ ‘ Postman: Bag to hold the mail, o]d and new envelopes, stamps
TR LI R (used or Christmas and Easter Sea]s), hat, blue jacket, badge.,
- Firempan: - Length of plastic hose, short steps (or a small wooden'
- box or block), toy firetruck, red. jacket, hat. badge, boots.’ . AL
Po]iceman Blue Jacket, badge. hat. . \ Cane $0s

PROCEDURE: . Provide the materials/(one or two kits at a time) in an area set
aside for ‘fantasy play.  Support the activity with short movies,
~ . stories, and picture Rooks. Chiidren will invent their own
' means of ysing the rials

CACTIVITY: FINE 'MOTOR TABLE (INDIVIDUAL; mnspmosm) & S

U GOALS: Physical Knowledge Foa _ ; S 5
P ~Coordinate body movements The child can manipulate toys and objects.
- ~Expand action repctoire:  Use different actions .on the ‘same object
and ‘the same action on different obaects. “ '

" Logical-Mathematical Knowle#ee . . 3,
JThTs will vary with the specific toy but may 1nc1ude number (How -~
pop- beads?z seriation {match large and small shapes), and

c1a551f1catlon matching ldenttcel shapes ar sorttng)
Time ' A _ L , { S e
““Causality: Many mani u]ative toys 1nvoIVe ceuse and -effect ﬁelatton- :
ships {Jack-in-the- boxg . ) e : -
by . Representation V v .
o X ~Symbol level (construct somethﬁng that represents another object): a8
The child nay make a plcture wtth pegs or but]d SOmethtng Wwith the
blocks. , ,
R ' L
\’ ‘(,&, . \ 25 l ‘ .
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T ~1uAT£RIALS:» ' Some suggcstions
R TR HNesting cups or nesting measuring cups
.. Pop beads -
“Puzzles
Shape box

arge pegboard with hubb e
&oxgs gn colored chsps o¥ goggen‘pegs to sort

Jack-in-the-box -
Lock box ° ‘
-Cards ‘with pictures to match (May be made from 1dent1ca1 magaz1ne :
. - pictures glued to cards.) A )
-Small blacks (At heast 2" square)
T Busy box’
" Berry box and yarn to sew through 1t :
- ,Dressing doll’ ,

Q

-~

-, "PROCEDURE; Set up a fine motor table in a separate area of the room. - ‘Put’ " :
out several table toys and let interested children'thoose. Do .- =~ " .7
L - not tell the child which toy to choose or how to use them-unléss-- .~ -
| 7' 5 © '~ the child seems frustrated. Let the child-éxplore, discover and : .
ERECIN ; invent. Change the toys occasionally, putting some away until a
IR VA later date. - Try to promote reasoning. Ass the child w at (s)he
% - " has, what it does. Ask other® chi]dren to Cumpare

g VARIATIONS:-» 1. . A ‘similar procedure may be used with 1ar$e motor : act1vit1es‘ B [
i \ S iy a larger-area.. Rotate items that are available to interact - -
o with Edcourage chi]dren to find new. ways to- use ob;ects.

L

htﬁimv: F{NGERPATNTIE L TH puooms (moxvmm OR GROUP; mnspsnoem oa
SRRV TEACHER ASSISTED) = ,

v . & v.l;'.v“

Cfi © GOALS: " Regresentatxon ’ 7 » : :j; ;g
ok it SABELICYE (dr“”‘"g) The °h11d nay draw’a picture, represent ans ey
-7 - object; in the pudding. . " - - - TR i

,‘~ & b A .

. 7 Physical Knowledde : R T
Sl SSensory Stimulation: Severa] senses (touch. taste. sight; sme11) !
s . are used simu]taneously LR
©. & o .. =Coordinate body movements The child w111 use his/her hands 1n a variety .J&;j
o gl ,"of movements.‘~‘ . , c

AP s L 3 .b . 3 . A L B

e, e e ‘!. L 2 . ':.‘,:'w
HATERIALS. ‘o -Smocks N *j*;v-:v S T A IR
. Instant pudding, milk bowﬂ FCTRIEE LR i .x,.«A::;izsugky -

4 - Hngerpaint‘ing paper, masking tape ST UL R I <

j{f&ottﬁURﬁfb; ' Lay the paper out around a tabIe and ﬁape each pmece 1n piace koc ‘v5 ”;<.\ N
o« n - prévent shifting when the children paint. ' Making the'pudding . T

ey g 7+ may be a separate cooking activity or the teacher may prepare 1& :‘e.,~

S ¢ ahead of time. ‘Place-the bowl- -of pudding in the center of the ”.‘;‘ - i

ce., %00 table where. the children can reach it and scoop pudding onto !
v e v thelr -papery ~If no one has tasted it after a few minutes, the .

P T L _“teacher might take a -taste, If the children don't imitate, tell:

EF PR AT R them 1t's pudding. (It probably wil] not. be, necessgngxto te11

. J .
. . . * S - N 4 . . . Lo ERY e
., N : ! o, \ , e i
3 il & . o “« : P o B Ty e U oF u
& - Ca . o i L v 3 g v 3 oa? K
o B ” . 5 o o @ g . H n i o o R
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then to~ taste it.) Encourage the children to talk about and
.label their drawings. Accept any answer. i?ubols are personal.

Let them observe each other and the differe
the pudding. Dry the pictures thoroughly i
heatér. They may be kept several days. !

ways of drawing in-
the sun or by a

VARIATIONS: 1. After the paintings have dried, let the children touch them .
again and note the difference. Have each child identify his/her
. own picture,

2. Another painting technique uses cleaned, used deodorant
roll-on bottles. Fill with tempera/fingerpaint. Colors and .
designs are rolled on the paper. One color can be rolled over L 5
another. . . _ '
3. Powdered paint added to sand creates a textured art medium,
e The children can "draw” designs on the paper with _squeeze blue
bottles or finger paste. Then let them spoon on the cqlored
sand in a box and let the child turn the glue covered paper over
in the box. Sand will stick just to the glued sections.
4. A stand-by drawing medium is soap bars on windows. . Let the
children wipe their designs away with a wet cloth when ey are
done.

LR S B A —y e - e ¢ S s bt e st

* way el Bed e s v
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ACTIVITY: " FOOTPRINTS (GROUP OF TWO AT A TIME: TEACHER ASSISTED) :

-~ GOALS: ical Xnowledep-
_ '557 awareness he chﬂd uses and seey a "picture” of a part of

his/her body.
-Expand action repetoire: The child will use’a familiar action
{walking) in a new way.

Lime ;
-Causality: The child can recognize a cause and effect relatfonship »
in walking and leaving footprints. (S)He initiates the action and ' 5
stops at the.end. ) .

. . ! LA

s epresentation

~Symbol level (recognize a graphic symbol): See the footprints (s)he
made.

-Symbol level (part/whole relationships): The footprints aré a
v o~ symbol of the action of walking.

MATERIALS: Paint, brushes
Newsprint or a long roll of paper
Dishpan filled with warm soapy water, towels
Two chairs
. Plastic painting cloth or large oﬂcloth to protect the floor

PROCEDURE: Spread the plastic or oilcloth on the floor for protection,
Roll out a length of paper (about 6') and place a chair at each
end. Put the paint by one chair and the dishpan of water and
towels at the other, With shoes and socks removed and pants
rolled up, ane child sits in the chair by the paint while another
. child paints the bottoms of his/her feet. Let the child walk thes *

)
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“YARIATIONS :

)

ACTIVITY:

-

- Tength of the paper,leaving footprints, At the other end {s)he :

steps into the ®oapy water and cleans his/her feet with some feacher

? Label one print so (slhe can find his/her footprint later.” The
child who did the painting is next to get his/her feet painted and
walk the paper. Continue until cach child has had a turn.

1. If the children have an opportunity to visit the beach, let
them make and look at footprints in the sand. Or if there is a
sandbox that may be used this way, walk barefoot in that.

2. Do the painting activity with hands. Each child can paint
his/her own hand and print it on a length of paper taped to

a table top. ‘

3. If there are distinct differences, point out large and small A
foti)‘t‘pr;nts. (Maybe a teacher will volunteer to make a comparison
print

4, After the prints are dry, let the child retrace his/her

path and valk it again.

HIDE AND SEEK (GROUP' INDEPENDENT OR TEACHER ASSISTED) . " e

[

a ~50ALS-«- Physxcal Knowled dge ..

-Body awareness: The child recognius his/her body a as an object fn ke T
the environment with identity.
. -Coordinate body movements: Move self in different situations.
-Expand repetoire of action: The child may use different actions to
discover classmates. ’ '

* Space

to find a‘place to hide.

o -Move self through space: Child mjes through the classroom searching

-locate hidden objects: The child

MATERIALS:
PROCEDURE:

»

VARIATIONS:

earches for classmates,
None needed

Explain that this is a game where every one hides in the classroom .
50 no one can see them. Then someone goes around and tries to

find everyone who is -hiding. Give the children some examples of
hiding places (under a table, behind the door, in the closet).

The teacher may be the searcher first to demonstrate the looking
techmique. As children are found let them join in the search

for the others. -Talk as you search (I'm looking under the desk:
now I'm looking behind the bookshelf and I found Mary!).

1. Have child hide several large balls or dolls and then let
the others search for the object,

. 2. Hide a large object (or a chﬂd) and tell the other children

{f they are getting close or going far away as they search.
Yell which child 1is elose. But keep the chatter simple and
specific. . o
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ACTIVITY:
GOALS:

I CAN DO WHAT YOU CAN DO (INDIVIDUAL; TEACHER ASSISTED).

Representation
~Symbol level (imitating actions): The child will be following the
‘teacher's movements.

Physical Knowledge s
~Coordination of body movements: Child will- make his/her body
move as the teacher's 'does as seen in a mirror or directly.

MATERIALS: Large unbreakable mirror :
PROCEDURE: The teacher suggests that (s)he can do what the child can dp. If

e -

the child seems interested, imitate his actions as closely &s
:ossib]e. Move in front of a mirror so the child may see

© him/herself as well as the teacher, Suggest reversing the
activity and let the child imitate the teacher, Start with
movements similar to ones the child used previously then extend

- into simple but original actions. Keep the activity short.

. YARIATIONS: . "1. Looking in the mirror, imitate an ever day act;xu{ such as
e kn

combing hair, brushing teeth. Ask the child if (s ows what

. ACTIVITY:
GOALS:

MATERIALS :
PROCEDURE :

>y

you are dofng.” "This can.be used to-stgnify-a change-in activities—— . ema
Pretend to be putting on a coat can symbolize time to go outside

or pretending to eat could symbolize snack time. Ask children

what you are doing and what time it is. ’

2.' Looking in the mirror, ask children to tell you what they .

-see {other children, certain toys). Or go around the room and

point to objects and let them identify them from their mirror's

vantage point.

*" JACK-IN-THE-BOX (ONE OR TWO; TEACHER ASSISTED)-

Representation .
-Symbol level (imitate actions): The child will imitate the teachers's
actions and/or the /Jack-in-the-box's movement. ‘

Time

~Initiate cause and effect sequences: The child starts the Jack-in-
the-box sequence expecting certain results.

-Notice temporal sequences: The child will imitate the pop-up action
after ‘the music begins. e

Jack-in-the-box (or other such pop up toy)

After the children have -had some ‘experience with the Jack-in-the
box and seem able to anticipate the "pop", the teacher can
demonstrate the action by squating down, head tucked in. Sing
the melody or have the child turn the Jack's handle and provide
the music. .. Pop-up at the appropriate time. The child may just
observe at ¥irst but encourage him to try.

29




v e

N

.
-

.
‘ir ‘ ‘ '
. .
. s 1]
. g

‘VARIATIONS: 1. .Add another dimension to the game by using a cardboard box.

. ACTIVITY:

GOALS:

958+ peaduey

MATERIALS:
PROCEDURE::

The ¢hild can crouch down inside and pull the flaps over the top

(if it is not frightening for him/her) and pop-up at the

appropriate time as the Jack-in-the-box is played.

2. Try to be another toy. If there is a moving dog or duck on

a string, let the child 1mltate its movements. -

¢

LOOK AND SEE (INDIVIDUAL OR SHALL GROUP; TEACHER ASSISTED‘

Physical Knowledge ’ ;
-Object awareness: The child will identify objects from the environ-
mnt. : » : ' .
-Sensory stimulation: The child will use sight in a new way to_
‘explore the environment.

Space .
-Locate objects: Using "binoculars", the child identifies areas and :
objects in the énvironmént.

Re resentation
ymbol Tevel (recognize whole from a part): Identifying objects
rou a Yimited view through the binoculars.

-Symbol level (construct something to represent another object): The
child is making pretend binoculars.

-Sign level (correctly label): Naming what (s)he sees th?ough the
binoculars.

-Sign level (hearing language used): Listen to other children describe
what they see. "

»
g

Logfcal-Mathematical Kne':led
-Ciassi?ication (identiiying ttributes) Recognfze descriptions of

N e peners s 6 phaern

objects.
~Number (using numbers): Count two rolls to use.

Two empty toilet tissue rolls per child; tape

Show the children the real binoculars and let them look through
each end. (Teacher may discuss concepts of large and small.)
Then suggest each child make his/her own. ODemonstrate how to tape
the two rolls side by side and assist only when necessary. Then
encourage the children to look around and tell what they see,
Some children may simply label what they see. Encourage them to
# tell what it looks like,

VARIATIONS: 1. Ask the child to locate specific objects using the binoculars,

r children-can look for something with a particular attribute
{red, round, moving) and label it.
2. Make a telescope out of oné or two paper towel rolls.
3. Get several magnifying glasses and have the child look
through and then compare with looking through the binoculars,

. 3()
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ACTIVITY: MAKING PLAYDOUGH (INDIVIDUAL OR GROUP; TEACHER ASSISTED) ’ %

GOALS:  Physjcal Knowledge
-To see parts become a whole: The child will|have an opportunity to
- " combine the different textured materials into|a smooth dough.
-~ «Sensory stimulation: ‘The child can touch, t3ste ‘anq smell the
product.

Re resentat‘o}\ o . ‘
-Symbol level (consiruct something to represent an object): The
child can manipulate the dough to represent objects from the environment,
i : : .
Space . \ , ’ ‘

~Changing objects 1n,spice: The ¢hild can rolll. stretch\-, pound,
divide or combine the dough to change its relation to spa‘ce.

\ ,
y :

MATERIALS: Salt, flour, water, food coloring
- Bowls, forks, % cup measures
Recipe: Per child ,
% cup salt
¥ cup flour
% cup water

e e e et e
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PROCEDURE: Havé a bag of flour, salt container and bow! of water centrally

located on the table along with % cup measures. Premeasure salt

' and flour into individual bowls. Let them see the two ingrcdients,

- - touch and taste if they wish.. The child may scoop a measu:.. .,

full of water to add to their bowl. Several drops of food
coloring may also be added. The child then stirs with his/ner fork
until the mixture begins to hold together and then mix with the
hands. Let the child poke, squish, pound and pull the dough.
TYoddlers are likely to taste the mixture. Encourage them to
talk about it. Is it salty? Do you like it? Store dough in an -
airtight container,

VARIAT]ONS : 1. NKhen making playdough, coffee grounds, sand or uncooked rice
may be added to provide different textures. ’
2. Once the-child is familiar with the mixture, (s)he can be
encouraged to expand his/her repertoire of action. The teacher may
demonstrate how to roll a ball or rod shape. Encourage children
to imitate but do not dictate the action. The child will apply
his/her individual action schemas. The teacher role is to serve as-
a model. Added materials may be made available such as rolling
pins (or wooden block cylinders) and cookie cutters.
3. As children manipulate the dough, encourage them to relate

. the shapes to real objects. Ask what the shape looks like, or

the reverse, suggest making something. Accept any answer or

shape that the child offers. S$ymbols are personal; that's how

it looks to him/her,

4. When a child has sculpted a shape (s)he likes, place the model

on a cookie sheet and bake at 200 degrees for one hour.. The

hardened models may be painted or decorated. .

§. Shapes (such as diamonds, circles, or squares) can be cut

out of rolled playdough and a hole poked through with a pencil.
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CACTIVITY:
GOALS:

16 .

These shapes may be baked, painted and strung on dental floss or
string, Talk about the shapes and let the children sort them by
shape.

~ 6. Allow children to’ measure the'lr ovn ingredients and make the

dough. Children will need supervision scoopjng two measures of
flour, one of salt, one water, Exact measurements are not.
jmportant so let the child de the measuring with as little help
as possible. Emphasize two flour, one salt, one water. Write
the numerals 1 and 2 on the flour and salt containers and bowl
of water. Count measures out loud.

7. Use the same basic ingredients in a cooking activity. Make
cookies or biscuits. and butter. Compare smell, texture and
taste. . . 5

MAKING PUPPETS (INDIVIDUAL OR GROUP; INDEPENDENT OR TEACHER ASSISTED)

Logical-Mathematical Knowledge

~Claseification (recognize attributes): Identify the pirts to go on
the puppet. ™~
-Number: How many of each item is needed for the face. .

BEEVT I, "PH_YS"CKT'KHO‘,EUQE’"'"‘“”“W"" A A PG T O e A e N U N A N Y

MATERIALS:

PROCEDURE:

VARIATIONS:

resentation - e - - - 2 .
gi‘—b T Yevel isymbolic play): Pretending with puppets.
-Symbol level

puppet. . )

-Body awareness: Look at their own face and see what the puppet
needs. . :

)

graphic sympol): The child can draw a face for.the

Small brown paper bags (the candy size; ask at the local grocery
or drugstore) |

Water-base felt:tip pens or crayons

Sample puppet and hand mirror

Let the children watch the_ teacher -make the face onra sample
puppet. Count and label:  one nose, one mouth, two eyes,.two
ears, hair. Put the puppet on and demonstrate mak{ng it talk,
Yook around, etc. Leave the sample puppet, materials, and a
mirror for self examination of the activity table. Do not
assist unlpss asked or if a child seems frustrated. Accept any
face a child makes, though you may ask what each mark represents.

. If a child wants a puppet but does not want to make it, draw the
-face for him, label and count as you go.

1. The bare hand can be a puppet. Using water base felt tip
markers, draw eyes, nose, mouth, and hair on the thumb side of
the closed hand.™ Q)emnstr?te that moving the thumb makes the

". puppet open its mouth. V

-
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2. The fingers can also be puppets. Draw the facgs on.the tips
of the fingers palm side. Encgyrage the children to have the
fingers talk'to each other. ° &
-3. Make sock puppets. Children may que on precut bits of felt
+* for eyes, nose, etc.

.

ACTIVITY: - :éng%NG)PICTURES AﬁD _OBJECTS (INDIVIDUAL, INDEPENDENT OR TEACHER
SISTED . .

- BOALS: Regresentation :
» -Symbo] level (recogrﬂze a graphic symbol): ligpntify objects by
pictures. ; .

T i v e

! Physical Knowledge . \ ‘
. -Object awareness: The child will identify objects from his immediate
environment. . 2 .
Logical- Mathematic Know1edge . i
-Classification (recognize attributes): The child needs to focus on i
specific attributes to identify objects.

-« ~~MATERIALS: ~—-Large, -clear-pictures -of common objects (colm may-be: Pohroid WS S —

. or cut from magazines if good match with the real object ‘used).

.

Tape
. 'Real' objects (examples--telephone, hard boiled egg. cup,
- - envelope, ball, can, pencil, etc.) - - "

PROCEDURE: Tape the pictures to a-table or counter top. Start with all of
the objects matched to their appropriate pictures. Let the
child take them away and then replace them one by one.

VARIATIONS: 1. Mix the objects. Put the wrong object on each picture and
- Yet the child correct.
2. Using small amounts of picture/object matches add the dim@ns1on
of number. That is, have a picture of one cug two pencils, one
ball, but have several of each object available. Keep the
numbers small. The child may simply match one object per picture
regardless of -one to one correspondence. Accept this. The
teacher may point out the number as another aspect not that the
, child did the activity wrong. .
3. Have a picture of part of the object (ha!f of a pencil, the
: stamped corner of an envelope, the bottom of the telephone)
. Let the child match whole to part and ask if (s)he can pcint out on
' the object which part is pictured.
! 4. For advanced children, let the child draw his/her own pictures
. and match them to objects. Put‘up different children's drawtngs
above a display of the recal objecty.

.

ACTIVITY: NEXGHBORHOOD HALK (GROUP TEACHER ED) -

GOALS: Physfca1 Knowledae N
-Object awareness: The ch]ld will be looking for interesting objects - .
from the environment, .
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| mATERIALS:
PROCEDURE

A\

*ACTIVITY:

¢ y 3 :
' -Sensory stimulation: Using the senses to explore and discover.
u§ ~Coordinate body movements: Move self through different situagions:

Space
5. : -Expand the environment: - Explore the local area. !

o JARIATIONS: 1.
" for more 1asting ATSplays, "™ © = e varm v on s it o o+ ~

-~

18

-

-
e

Representation ; '
-Sign level (correctly label): Name the objects found on the’walk.

One brown paper bag per child

Take the children on a neighborhood walk, Give each child a
paper bag to collect interesting things they might see, Watch
carefully what is picked-up. If it is Tnappropriate or not
safe, explain that some tnings need to stay outside. Name each
tem the child chooses. Keep walks short. When ready to return
the classroom, let the children lead the way and orient
themselves to the area. Back in the classroom let each child
display what (s)he found on a colored piece of construction paper.
Compare and label. 3

-

Many of the items could be glued to the construction paper

2. Or flat items (flowers, grass, leaves) may be laid between

two sheets of waxed paper and ironed to seal. Place newspaper

between the waxed paper and iron and use low heat.

3. On & later walk ‘let the children decide where to.walk ahead-. =

* of time and let them lead the way. \}et them find the way back

as well,
KURSERY RHYMES WITH FLANNEL BOARD (GROUP; TEACHER ASSISTED)

ﬁaALS: Representation '
=Symbol Tevel (graphic representation): Child sees pictures used

to represent action.

-Sign level (correct label): Objects will be named as they are
presented. ’

-Sign level (hearing language used): The child hears the rhythm
and descriptions of language. .

Time o
-Recognize temporal “sequences: -The child sees the progression of

+ events in a nursery rhyme,

" MATERIALS:

- » PROCEDURE:

A board covered with felt or flannel.
felt pieces cut to represent the basic objects in a nursery

rhyme 2

Have felt pieces cut and ready fo represent each major character
or object in the story. Introduce each character and name each )
object before beginning. Read the rhyme at least twice pointing 5
to the characters and objects. Explain new or difficult words.
Then read it again, Nursery rhymes are excellent for toddlers
because they are short, have a distinct riythm and tell a story.

(
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YARIATIONS: 1. After showing .a rhyme on the flannel board, the teacher

B could read it from a children’s picture book of rhymes. Ask the
children to help. Let them point to the characters and name
them if they can. The children will see two representations of =
the story (flannel board and pictures).

fhey tan o th L1265 Shde? The hayatack 1 The TS efethey b 1ia o

sit on a tuffet 1ike another little child. ,
3. .Sing simple action songs. * (Some nursery rhymes have music
* associated with them.) Repeat often and keep words and actions
simple. Toddlers will join in as they are able. Examples: The -
T Itsy-Bitsy Spider, Open/Shut Them, or This is the Way We...

1] . "
ACTIVITY: - OBSTACLE COURSE (GROUP; INDEPENDENT OR TEACHER ASSISTED)

G0ALS:  Space : :
-Body movement in relation to a variety of objects: - The child moves
hi rself and objects through the environment. g
-Arrgngement of objects in space: The child participates in the
placement of objects in the environment.

. . Y
o s e e PHYSTcal MBowledge oL S :
. ~Extension of action repertoires- The child applies ‘and adapgg™ " """
actions in a variety of situations. .
. ~Coordination of body movements: Practice using large muscles.

MATERIALS:  Furniture from the ¢lassroom, pillows, blocks; cardboard boxes; -
. inner tubes, and yarn. . .
“y
PROCEDURE : * Initially, the teacher sets up a specific path for th& course,
- placing objects in the way to climb over, go around or under.
’ Mark the path with a length of yarn for the children to follow.
Yarn may be taped into place to create jagged or curved lines.
T Include a variety of directions (under, over, through). Safety ,
" wust be carefully considered. Use-caution with heights and
moves requiring developed balance. Respect personal
interpretations of the course. K/P

VARIATIONS: 1. On subsequent courses let the children help construct the
' ‘. path and obstacles. Suggest an object and let them decide where
and how to use it. - ) g
2. Create a path with no obstacles, only yarn marking a turning
path. Tape in curves, zigzags, circles, or around the class.
3. Set up an obstacle course designed for the children to drive
through with push/pull toys or on their hands and knees with a
toy truck.
4. Suggest going through the obstacle course backward, sideways
- or crawling. b
b §. Informally, an obstacle course for toddlers can simply be
changes or additions to the room arrangement. After children
are familiar with a particular classroom structure, change a
section. Move the smack table to another part of the room; turn
‘ a shelf around; or move an activity area. Add something, Hang
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- ¢repe paper strips in a doorway or cher a table with a b)anket,.
The/children will adapt to the new set up within the” Qpntext of
everyday actions. ;

-

ACTIVITY:  OPEN/CLOSE (GROUP; TEACHER .Assxsrw)

GOALS: = Physical Knowledge °
© 7 - «Body awareness: ‘The ch11d will focus on how the hands, eyes, and,,
*mouth move,
~Expand one's repetoire of action Using the sameraction Yn
different situations. A ,

Logical-Mathematical Knowledae

~Classification (recognize general classes): The child will look for
objects in the class of things that open and close.

-Serfation (recognize re!atrve differences): Things can opeh, open
more and more. .

Space /
-Changing an object's relation to space Opening and closing

E. - different objects., -
I e ?‘egentaf{Oﬁ e »u-ew, Rt B : TPt Dot Ko 1400 e THOMEr® 4OWN el P ptrsa Daag o yaion
§Egn Tevel !correctﬂy 1abe1) Name the 1tems that open and close. ‘

o HAJ;Ri@ESg - Objects around the c1assroom that open and close

PROCEDURE: - Explain that many things move. Parts of the body mov Let the
. . children think of and demonstrate parts of the body that move.
When hands, mouth or eyes are mentioned, specify that the
movement can be open and close. Demonstrate each and let the
children move each. Then suggest looking for other things ..
around the classroom that open and. close (drawers, doors, ’
<cupboards, boxes, windows, toy chest, books). Give each child-a
“chance to find something. Name each thing they find if they
cannot. What other uses each,object has can also be mentioned.
{You open.a book to read its you close it when you are done.)

VARIATIONS: 1. Find objects that are bfg/smal] high/low (based on whether
o the child can reach it or not); light/heavy (based an whether
- . the child thinks (s)he can )ift 1t§
e 2. Find an object in the classroom that is a particular color, '
;l' o :. dThe children could learn a song about opening and closing
ands. ;
, Open, shut Eﬁem (Move hands)
Open, shut
Give a little clap (Clap hands) -
Open, shut them
. Open, shut them
Lay them in your lap (Clasp hands in lap)
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| GOALS:f

ORCTIVITY: .

'Répresentation, . L S
+ =Symbol Tevel (retognize a who?e from & part) Child will attempt to
‘recognize another child by only a part showing, I A

 MATERIALS:
- PROCEDURE:

* PEEK-A-B00-HHO (snovp TEACHER ASSISTED) Ham et gy

’

~Sign Tevel (correc 1y label) Name children. .
Two large pil]ow cases -

“* This aqtivity is nppropr1ate on]y after the children know each &
- other well. Children are divided into two groups separated from
" each other's sight, Oné child from each groug is ¢overed by a .
" pillow case and guided to the other group. - A4 the child stands
“covered in front of the children, the teacher raises the case v
. slowly. ‘The other children attempt to guess who js underneath TE e
“based on the parts that show. If the children don't guess S
correctly, continue to raise ‘the case slowly until the child e e 8
appears, .If they do guess correctly, continue to raise the case .
slowly whtil the child appears.. If they do guess correctly,
- remove the sack quickly. Continue the process with each.child =~~~ .
¥ until all of the children have changed groups. Move quickly . ur
between each child so the game will not take too long and the cL e

-‘m-u-«.\n

-

~ ACTIVITY:
GOALS:

MAIERIALS

{

childrenwlosewjnterest.*ww«nh.m.h

"

VARIATIONS: 1.0 Have the child talk from behind a screen (perhaps as they

‘:rrive in the morning) and encourage chiIdren to guess who it
e i 18 .
- 2. Let the children vrecord their voices on a tapé. Can  they =" = wuse o
1dent1fy themselves when it is played back?. thelr c]assmates? . .

SENSORY TABLE (INDIVIDUAL‘ INDEPENDENT OR TEACHER ASSISTED)
fhysical Knbwlegoe X
-iensory stimuTation: Using all of the senses to explore and

scover. '
Expand action repetoire The child can use the same actions (sme]l,
taste, touch, hear) 1n different situations.

Representation ‘ ' . ] )
-555551 ieve1 lpart/who]e re]ations) Recognize whole objects by a

part o
~Sign Jevel (correctly label) Name the items being used.

1
1
Bl Bt b B M%<w«~u B (A My P, gt e ‘.,}
i
|
1
l

Some suggestions:
Touch: pieces of fabric (satin, canvas, burlap, swiss dot.
velvet); miscellaneous items (sand, sandpaper, cotton, wood,
rocks). aSee hidden box activity. . : .
Taste: for part/whole relationships (apple, orange, lemon, ' T
- chocolate chips and chocolate chip cookies, banana, carrots); ' ;
for comparison (dates, prunes, rafsins;-lemon, lime, orange, . ) .l
grapefruit; blackberries, blueberries, strawberries, . - o ' :
. raspberries; salt. sugar, flour; lettuce, celery, radishes) :

N
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PROCEDURE:

[

" smel}: flowers, bottled flavorings, peanut butter, Iemon,

onion, orange.
Sound: bells and other musical instruments ;- baby food jars ‘

. filled with sand, cotton balls. bottle tops, dried beans: (Tape

Ifds on firmly) .

for the children to explore independently. .

. Have a sensory table set up in 4 separate area Lay out. itegi;“)

‘Touch: Make a ringed notebook of fabric textures.u Samp]es are™ ?)

often available at fabric stores or-ask mothers who sew to send-.

~in scraps.. .Glue or tape the top.of each piece of fabric to cach

- whoe . original.item and pieces to taste,

page.. Miscellaneous items ma% be 1aid out on the table and each = .. - .
" child may add one 1tem from the

c]assroom that (s)he 1fkes to

touch,

Jaste: Demonstrate part/whole relat1onsh1gs by showing the
ut cut pieces-in a

" bowl by the “whole". Keep samples small and watch for .
" overzealous tasters.. For taste ‘comparisons, set out samples of

similar edibles. ~Do not expect children to identify the '

differences but-rather discover differences and sxm11arit1es.

Smell: - In the spring, ask children if thev have any flowers in.
their gardens. (Or grow some at-school) -1f so, ask them to -

e

»sensony table and let the chi]dren compare

..s“sﬁcflvlry.“

. GOALS:

for one shoe, he has one.'

‘ -Eoc ting obJects Child will search for

MATERIALS:
PROCEDURE :

- Shoe Pile- (group, teacher assxstedl o ke

. Logical Mathematical Knowledg@

~-Classification (recognize. attrfbutes) The child w111 focus on the .
attributes of his/her own shoes..

~Classification (recognize identical objects) The chfld can match
one shoe to the other.

-Classification (recognrze gross dafferences) The child can compare e

his/her shoe with his classmate's. U
-Numbers (Use numbers in practical situations) The‘chj}q is.looking

area.

s(her ‘shoe in a specific -

One shoe from each child -

Have each child take off one shoe (he]ping only 1f necessary)

Each child.places his/her shoe in a pile in an open area. Logk at -

the pile and encourade comments about what they see. Then: have
each child focus on the remaining shoe. What color is it? Does

. it have shoelaces?” Then let the child scarch for his/her own shoe.

1f (s)he chooses the wrong one, point out the attributes o the

found shoe and of his/her own shoe., Have the child try again. Give "

assistance putting shoes on only as necessary. Give the child a~
chance to try to do part of it him/herself, o .

38
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- VARIATIONS: - ‘1. Do the same~act1v1ty with coats or. sweaters. Give children~ Loy
calo<. 0w @ chance to focus on' the attributes of their coats and then putj,;'

gl T Tvlﬂthem in.a ﬁ!le. Let each child find his/her own. = ST
SR e w7 gy dhenchildren are quite capable.of finding one shoe, have @ el T Vg
2w Lo them take off both.  They will need to find one (using = .. o . ol
AR 'tgg resentation or trial and error) and. then-matcb 1t to o R b
. _other. .  E
. 3. or try the\activity'with one shoe and one sock R

: EAACTXVITY HHOSE TURN IS IT? (GROUP IEACHER ASSISTED)

,fQGOALS:a~ ‘L_gical Mathematical Knowledge e B - e &
© ... «Classification. (recognize attributes) The chi]d wi]? focue on his/her g

“.. o7 "own and his/her classmates’ personal-attributes. . . _>~3

cot . ~Classification (recognize gross d)fferences) The child nay notice

i 5‘V>Ldifferentes and s1m11arit1es.,; BRI

> o T »

'1f”Physfca1 Knowledge ’ ' ;
St o -Develop self awareness: Ch11d sees h1m[herse1f as an obJEct 1n the
'L‘?,,& . :environment with attributes and identity. '

‘...,..,.4. MTER!ALS;@-&:*N-NOM neededm ; v ik . _ , v.,; J w A '

O ;PROCEDURE:” Hhen ch11dren are breaking from a group activ1ty and going e e LAY
,‘-~1f,;ﬁ 7 individually to another activity (such as taking turns - going to". . -
woin o sl e el n e o ShE "Dathroom,  snack: table, or leaving ‘for the day) make a game. e 5 oA
oo . o - of whose.turn it is.. The teacher. ‘describées a ‘particular child T e
oo < bit bybit until the child recognizes -him/herself or the other ;,K'
o . children recogn1ze him/her.. Attributes used in the descr1pt1on
] . should be prominent ‘and when possible have personal: meaning: for
HEREL IR N the child (such as a new. dress or red shoes (s)he has boasted
i 0L about)s- I1f-a-child- s havwng difficulty: recognizing him/herself
e B 'f.' ‘ ’L';maintain eye contact with him/her. If two children recognize .-
f(»~.? E .j.themselves 1n ‘the. same attrwbutes, emphas1ze the s1m11ar1t1es.

‘.. ot

VARIATIDNS Turn the game into a general c]ass1f1cation actlvity by S
R asking for all of one attribute.  Examples: :all of the boys, -

' ’ R ,a;ll the cmldren with green_ ont all of . the chﬂdren weaﬁng
. -shoes. .. - e
2. Use prctures of ‘the children. Hold one up. and let the child Fo iy 0

recognize him/herself in two dimensions. A R

3. A more difficult variation would be~compa?ison of tw° = .;-a?
children's attributes 'such as which is sibrter (taller), has .
longer Qshorter) hair. is wear1ng more (less) yellow. i “
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Some Suggested MateriaTs for Todd]ers

~

(x;?;ﬂjvhysical Knowiedge

'”ffrmznmnk L

\'jkiffnesting cups 'n'ff’ (may be made from ciean vegetable cans‘of
: : 4 different s1zes)

w':'V',",-‘l)t)p beads N o

71}puzz1es J‘_;fJJ:V }i1 - (heavy duty puzz1es with 2-6 p)e es, some haveflj’“““x"”'.'

smal] knobs for easy handling)

b-fpegboard and pegs i
boxes or baskets (good for sorting)
Qcolored‘chips,or uooden shapes o uu(ﬁood fgr §ort1n9)Q ff’f;?
: hammer and,wooden nai]s in avcarngnter 8 bench ‘ti ?;;
";,turning tops L e ;

3 f busy box k“3,?fﬂ,;;f{;f%(a board with several moveable piecés)‘;J;f-';‘ﬂ'~:‘

lock box o Y'i :gf, {;f:(a board that has Tooks, hooks. or a doorknob)
LARGE MOTOR N e S

e,

'fzblocks ;ﬂ ;”:}:Q;;' (varied sizes rang1ng from no less than 2" oquare
R s to 1-2' 1n length, p1ast1c. foanu wood or c)oth) i
‘~>2;§anj§na.pgiif§ays : (on a string or stick) B '
5y 1 s ol (Firetruck, cranég 3eep, dumptruck, etc~
{varied sizes. rubber. foam, cloth)




sandbox ' {or cornmeal table)

large unbreakable -ﬂ;ror {3-5* long; High enough for a child to see his

whole body)
rocking boat (reverses to stairs) ‘
balance board (wide board on blocks 1s sufficient)
Representation
SYMBOL LEVEL (graphic representation)

playdough, clay.' pipoc"\ams

materials to draw, color, paint

chalkboard and large chubby chalk

SYMBOL LEVEL (symbolic play)

playhouse furnituré (small stove, refrigerator, sink, doll bed,
cupboard; -‘ny be simple, cardboard boxes with

ink merker drawings wil) do) ( ’
household objects (measuring cups, spoons, pots with 1ids, plates,

tic.) ' y
uleph.ono (1f possidble, a real phone, disconnected; also

several play phones)
dolls (dmsing‘!solls. baby dolls, and a large child

sfze fadric dol11; doll clothes)
dress up clothes (hats, shoes, purses, dresses, pants, etc.)
SIGN LEVEL ‘ _
books (some sturdy picture books available for the ’

children; others for teacher access)

records &
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