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’Health the third phase of the Infant Educ}z}lgn Dep)art-
u

FACTS ABOUT THE HIGH,SCOPE FOUNDATIQN
_ Origins / -
The HigiPScope Educationg
independent, non-prof organization with head-
quarters in Ypsilanti, higan. The Foundation began
full-scale operation iy ]uly 970. Members of the staff
have been involvgd ingarly childhood educatiornr
-pro]ects since 12 thé initial projects were funded °
prnmartly throygh the'Research and Development De-
partment of/te Yp anti Public Schools. .

/

/ Purpo es

The prmcrpal/ oalog 4Foundatlon isto develop prac-
tical alteratives tothe traditional m&thods of educating
children and traj
tion engages ji curriculum development for infancy
through the anh school years; operates a laboratory
schopl and confiucts workshops and seminarg for the
training uf teachers, conducts evaluative reseng:h forits
own and others’ educational programs. conducts pro-
" fesional cogferences; and produces' thuitimedia train-

ing package} to supplement face-to-fage teacher*
tramlng ) ‘ .
- Activities *

o Infant Education—Since 1968, the Infant Educatlon

Department has been developing a parent-infant educp-

‘tion 'program and trannmg materidls for home teachin
§ g

/ with parents and 1nfants The Ypsilanti-Garnegie Infant
Education "Project (1968- 1971) was one of the nation’s

first experimental research studies on the impact of
home teaching. Durlng the Infant Videotaping Project .,
(1971-73), department staff conducted a,second home- .
teaching program and recorded the session$ on videor
tape.. From the 270 hours of documentary Tootage, th
staff produced a series of ipstructional television pro-
grams'on infant development, parental support of garly,
‘learning and home-visitor training.

With'the support of the National Institute o {}Ient l

erwa

ment's long-term program plan is now )
ohad

three-year¥Project i in which a group of motjfers

_participated in the ‘Carnegie Project argtraingd in the _

parent-infant program and condﬁct
famxlnes tn the Tocal commumt’y

Préschool Currrculum to
com mumilés { > -

nt staff are nw operatmg,

e Nation jal Fifst &¥ange Dergr«

the Handicap ed. In this progrs
“five- -year-olds. with physu:al
{ are mtegrated with

ee-
1 lor, ‘emotimal
group of nonhan 1i-

ing tedchers. To this end, the Founda.

our- and \

) .
esearclj/Fou ndationisan - -

", school education model

4

- ,of Jean.Piaget. The department provi

capped )oungsters the purpose of the integrated class-

,room is tasupport théchildren’ sicognitive development
rather than coneentrate on theis \ handicaps.

+ Through the Project for the R eparation of Preschool
Specnallsts Preschqol Départmeht staff are developing,
*an tservide training system for e rly childhood centers
interested Ma building cognitively oriented programs.
lslnder a grant from the Office of Child Development and

in collaboration with the Detroit} Publlc Schools, the \

a bili gual/blcultural' pre-
r. natiopwide use by Head
Start and other early childhood pr grams.

department is developnn%

o Elementary Education—-The Elementary Educatlon
Department continues jto develop, the Cogthvely
Oriented ementary Curriculum, ba ed on educatnonal
principlef derived from the child- den lopment ‘theories
s consulting and
trarmng services to schools and sc districts that

nit\%l education., A

»

wish to prov1de cognitively orie
three- -year preject to establish a staff dévelopment and
training, program in the Elemenfary Currlculum is nqw

underway in Region 4 of the Detroit Public School
System. / ,
Since 1968, the Foupdation has been an educational

_model sponsor in the/National Follow Throtigh Project

of the U.S. Ofﬁ; £/Educatton the Elem} nitary’Educa-
tldn: 4 epartme?{ogerv;ces currently reach some 3000

evelgpment'is carried out in two laboratory schools—
the E] mentary & Middle School and the Fjrst Chance
Demonstratian’ Preschool.” Here curriculun) ideas are
generated and tested in practice. Teachers and students
feducation fror many countries cone to these centers

to observe, to practice and to receive tram'ng in the .

Cogmtlvely Orlented Curriculum:

in Cllnton Mrchlgan is an 8-week nonfor
;1onal program for an international | group of
and women. The program isconcentrated in th
scne}ces and phystcal work. A staff of 15 use the
principles of the Cogmtrvely Oriented Curr culum to
help the campers deS,tgn their own projects and take an
active pait 1n the hfe of their communrty .

e arts and

o Resea(ch Thé Reseatch Department is responsible _
" for- ‘designing research and evaluatron studies, collect-
ing and processing data and evaluatnng edlcational
.programs. These functions are carried oyt by a
skills in the fields of psycho’logy, amhropolOgy, child
development statistics and educafional research,

_ hacked by data processers, computer progfammers, ;
onstratnon Presc ools for ‘the Bureg ujﬁ*EducauonfﬁSi' i teSters and techmcal editors.

. Fa
Research Department staff are workmg on} new as-

v
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2 Alternative’ Assessment and’ <

‘ Natiohal-Follow Through :
David J'WeiKart '
Spopsors 1in Follow Through have learned to form
hy, othoses;‘about,emluatio_n n the context of a working
podel rather,than as derivafiyes of theory Curniculum-
specific, mstruments are being developed and used—
perhaps a major breaL-thmugl’\‘l n &ducational assessment,

7 Toward A De\;élopmenial/ly Valid *"
Preschool’Curficulum '~ @ =«

Bernard Banet - ! A
The Cogmitively Onented Curriculum represents progress
toward a developmentally vahd framework for preschool
because 1t ihtegrates jnforhation ahout both the content
and the process of mental development, the “what" as
well as the “hpw ™ "+ | .

I3

*Dennis \igil ~ ® 2 ! - b,
Two' High:Scope/Ataff menibers and 13-small 2ldren.
speaking Spanish and Epgllsh in aj cogpitively oriented
preschool setting are a combination bound to produce
excitement. .and insight - - -

18 Early Childhood édqution in Latin America~—
A Spegial Challenge . :
Dawid Fisk - .o ,
As part of a new emphasis in the ‘developing world on
~ -helping the poor to participate diregtly in the develop-
" ment process. the Foundation is working with Latin
Amerigan educational and social-service agencies to
' . . )

. - . : s
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13 An Exglgratory'VBiﬁ;ug al Program »
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permanently upgrade the quality of programs serving

the most disidvantaged young children.

Parents and Educators: Experts and Equals
Dolores 7. Lambie . .
Home.visitors camhelp parents feel that théir views are ’
important. that they can learn to observe their children, **
arml rely on thejr own informed judgement m raising them

Dramain the Classroom—A Generative Approach
Rich Lgllt " . s .. i -
When teachers help children orgamize. write and-produce
their own plays, thev are providing occasions par excel-
lence for problem solving and for buildjng upon thé con-
municative and expressive pot‘ential.in;lall children

\

Robert Matz “ o -

An understanding of cegnitive-dewelopmental theory, .
and in particulac of 'the differencgs between operative” -
and figurative thought. can contrrbute significantlv o a .
widening of the arena Bf teachirg. :

Data Processing at High/Scope - .
Bob-Hanvey ' - v T
Improvements 1n-High’Scope’s -data ‘processing/ equip-.
ment and procedures havg freed researchers from ‘data
processing tasks and thereby enabled theni toy devote

more time and energy to data analysis and ihterpretationt, -

Notes & News o /
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DAVID P. WEIKART . ', : ) : -

. contribute test items to a pool (as .the ill:fatéd -metaphor s

*

-IN 1968 NATIONAL FOLLOW THROUGH, a program con- . :
ceptualized as a wav of prev enting the loss of Head Start ' s
gains by disadvantaged children in the elementary gfades. /
was. n}troduced -as an intensite; nationally based reseurch {/ - °

project. The fundamental quebtion asked by the study was,,
If a variety of educational methods are emplo\ed w hl(h
will be most effective in helpmo disadwx mtaged childre
learn? In‘order to ansiwer this question. a number of ¢
riculum development groups w ere invited to submit
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was increased to. 22. -

Froii the. start. there was dlsaoreement among
about the ‘assessment procedures to be utilized fo this par- K
ticular study.. After the Stanford Research lastitute wvas
awarded the "hational researth contract. .sponsors were | .
invited to attend a séries of meetings to dlsdlss the evalua-
tlon‘strategy Baslcallv the SRI staff wanted each sponsor to 9y

had it: as- petals {o.a-flofver). from any available instrument,
publlshed or original. that the\ felt re-preSented the proper ¢|

assessment oft‘helr ducatlonal oals. Thisrequest was both | - ~ L
reasonable and i 0531ble for several reasons. < el
) Most‘ spondors pontm‘i/y to Office of Education expecta- | .,/ = § h
tions. did-not really havesa curriqulum ready for 1mplemen- A
tation in kindergarten ;ﬁrouoh hird grade: For example ‘_ Ce e

-~

High/Scope’s Cognitivgly Otiented Curriculim had been Voo,
successfully emploved with pres hool-age children and in |- o
a few kinde /roarten classrooms. but it had neyer been utj- " s
llzed above klndergafte?i and npever on such a wide scale, | . ‘ o

out of the dlrect and personal control of the’ de\'elopment 1.
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group
Y Evenwat the start of Follow Through there was no
gerieral sponsor agreement on the goals -of education.
The sponsors were not developing 22 different ways tu,

produce bigh achievement on the Metropolltan )
‘Achievement Test: they were developing 22 different -

~ systems for, education and child developn;ent The
"~ sponsors’ approaches to educatton formed three basit
clusters. Qne group of sponsors saw Follow Through as

+ "the occasion to reform education through the introduc-

+ tion of r1gorou§ly controlled and teacher-proof educa-
tional systems.-The primary focus was-trpon the trans-
mission of knowledge. with improved performance on

- thebasicskillsasthe goal. Asecond group was outof the
traditional preschool orientation with a focus upon the
development 6f the human capacities for social interac-
tion and concern about the geweral ability of children to
explore and discover within the context of a relatl\'elv
open and(-free environment. The third group saw the
child as developmg in many areas but especially in
+ cognitive capacity. -Their approach was drawn from

“child-development theory and included.the interaction
~ of teacher- imposed structure.and child- initiated learn-
irfg. (There were ‘other clustérs’ of sponsors too. of
course. whose primary focus was a methdd of orgamza-
tion for services such as home teaching.)
When the sponsors from these groups met thé¥ was
general agreement that the goals of sponsors in the first
xroup. what I call the “\rogrammed learning” group..
were ‘more-in line with what National Follow‘l‘hroug’n
planned to measure. The otheg two groups.'the “discov»
éry ‘learning” (child-centered) and the “cognitive de-,
,wveloprental " (open-framework) groups. tended to see
educational outcomes in very different téyms from the

- first group. However. the latter two groups had little to
recommend in the way of realistic measurement\lterna-
tives at‘that time, There has been no solution to this
measurement dilemma since the initiatieri of National
Follow Through. and current natrona#reports reflect a
continuatidn of these difficulties. Basically. as time has
passed. the problem has not been to measure achieve-
ment outcomes but to develop methods or systems that
wotld capture the contributions of the various models
beyond achievement as conceptualized ‘in the tradi-
tional sense. :

About four years into the pro;ect there was a general
reorganization of the assessment battery. Repeated at-
‘tempts by SRI to come up with altérnative assessment
procedurés such as self-concept measures and useful

_ indicators of classroom performance had not been fruit-
ful. A panel was established by the Office of Education.
and from their recommendations a new battery was es-

tablished It added a general aptitude measure. the Ra- |

vens Progressive Matrixes, and some self:toncept and

“ locus-of-control measures and retained the Metropoli- .~ *

stan Achievement Test. Also. the use of classroom obser-
vation efforts such ds that of Jané Stallings at SRI ‘were

- .

[y .

EKC\ -

Full Tt Provided by ERIC. 3

FLl

’

encouraged One additional effort jtas {10 begun:;
sponsors were encouraged to es‘fablrsh SpQnsyr-
specific research related tu the educational goalsthey
held most important. The central problem remained.

= howeuver. different sponsors held different goals as out-’

‘ . .
-

come varrables

Perhaps the most important thing Follow Through
sponsors have learned is that the powerto testin educa-
tion is the power to control. By the fourth year. the SRI
Battery had ceased toJae a passive index of outcomes
from marny experimental approaches and had hecome
“nste 4n index of sponsor effectiveness on some com-

mon dirpensiont tuned to the traditional g‘bals of educa- »

tion, The \1etr0polltan Achievhment Test and others of*
that i1k failed tq test the issues o dycational difference

- that Follow Through ald program att\rupted to define.

(

[N

Self- concept Tocus " of »control and d\'namlc theories
about ¢hild growth and dev elopment were included
only as static questions in paper-and- -pencil formats. :
While the testing- battery of the National ¥ ollow
ThTough experiment r(q)resents-a.reallstrc acceptance of
avhat is available 1n standardized Vests. it has almost
totally failed tq capture the potential for edpﬁ'catlonal
fnnovation that Follow Through as a coneep%promlsed
_ In its limited assessment of educational inno®ation and
~ movement. toward broad child-growth goals. and in its

. scant recognition 3f ti need for all groups to be better

_ prepared for;partrclpatron in Americar society. the bat-

tery is a failure, shockmg"ly narrow in its view of the

needs of children. o -

The natjonal-study on Cohort II isabout to bereleased.
-and this report will be followed closely by the report on
. the main study of Cohort III. These reports are likely to
reveal several fundamental inadequacies in the national
evaluation. They will document that doing-a national
study with sufficient scientific control and rigor is ex-
traordinarily difficult\ Problems$ ramging from the as-
signment of sub]ectsj to groups, to questiops about
whether or not an educational model was in fact im-

- plemented. to specific statistical problems=in da’t}h

analysis will plague the studies. making interpretation’

= ~ almost impossible. The stuslies{ill also.document that"

the maitvissues of N&tlonal I‘olloa\' Through have been
overlooked in-the .interpretation. "Of central concern
will be the utilization of the Metropolitan Achievement
Test as an index of success—a disaster. of course. be-
cause the results of the MAT are not the results 6f Follow
Through. But these NIAT data will be used to announce’]
that some’ models are "successful” while others are

"failures and Follow Throtgh will be dimissed much

- as Planned Variationsead Start was. w ithout the benefit

of the broad consideration jt deserves. - -
“Butthere is another issue. In 1968. when SRI-askedthe

sponsgrs for input to the national assessment battery.

little more than general suggestions could be given

about general educational goals and the relevance of .

certain tests or testing themes to particular curriculum

LI

v
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.approaches Now. hoavever, many of the sponsors havea

capaity, to define their curricula more accurately dnd
('bmpletpl,\ Eight years of curriculum de\elopment
have permitted much greater clarity of intent and outs

" come Importantly. this capacity has evolved through

interaction with field sites where the daily confronta-
tion ot theory and practice-permits the programs to be
based on reality rather than assumptions.

Sponsors ha\ e also learnied to form hypotheses about
evaluation withinthe context of a w orking model rather
than as derivatives of theory. Instrument dev elopment

separate from, working curricular models may be the

* réason for fthe failure up to the present time to evehe

sophisticated altornd{'no medsures. An example from
the F oundatmn s efforts to develop alternative instru-

mentsfor program evaluation will illystrate this point. -
The High Scope Cognitively Oriented Curricilum is

based on the idea that the child g generates his otn learn-

-ing withina structure designed and supported&b\

teac hers The dy namic learning situationds draw n fram
developmental theory. in part Piagetian. and includes
material$ for the child suppoft by the teacher to encour-
age active use of these materials. and questions by*the
teacher that will extend the child’s thmkmg or un-

) .

- .

L e ?
N

derline error3 and contradlcnons in his reasonmg The

questions and activities orlgmated by the teacherare not
meant to provnde the “right way" “but to allow the child * +

to reason at' the limits of his develgpmental level.
Now., given this orientation toaard educaaon. what
areithe appropriate criterja for evaluating the program?
First of all. the procedure gust reflect the experience of
the child in the classroom. for to educate one way and

" assess another s s hardly appmpnatL It 1s also necesshry

a

that atotal testing program be-percerved in a broader
way than siimply as measurement of. outcome vanables.
It must reflect the cGnditions under which the uuhumvs
were glux eloped. While (la:Emom -wbservations can be
summative.in nature w hefdefined as nec essary condi-
tions for a curniculum or for speufl( vperational goals,
usually they are conceived as formative or process as-
sestment. Basically. observation of the “climate” of
learning 1s essential to determining the “cost” of what-
ever 1s Jearntd. The story goes that Greek language in-
struction had to be abandoned in dhe public sc huols
when corporal punishment was eliminated. for high
performance by many pupils in Greek w as ted directly
to the threat of physical pumshment

In designing what I call a "generative" testing situa-
tion. sevetal addjtional criteria would have to be met.
The instrument would have toallow the child to express
what he knows in a functional wa3 . He shduld be able toe
construct his answers so that they reflect his capac l() to
thmk and exptess concepts. The situation must be sup-
*portive of, w hatever the student produces so that the
«NSWers are not either right or wrdng. but simply an
expression of his Best ability The situation should have
supportive elements in it—the student’s friends or
others with whom he can work. materials with w hich he
is familiar. opportunities ta express the strengths of his
educational career to date. This format does not call fora
sampling of the universe of possible test questions. but
rather for a situation in which the student can express
his strengths and weaknesses by generating original
material. Generative assessment has the student convey
his knédwledge and abilities by constructing a response
that indicates his level of development. -

The High'Scope Productive Language Assessment
"Tasks. the PLAT. is one example, of a generative ap-
proach to curricllum assessment. It has been developed
over the last four years. and used at the High.Scope
Follow Through sites. It .measures the capacity of the
child to utilize language as an exgressxon of concep-
tual abnhty s '

The PLAT battery incorporates two tasks. reporting
and narrating. In-the reporting task. children are given
identical“sets pf unstructurgd. materials and asked to
make anythmgthey want to make. After 20 mmutesthe\
are asked tosyrite about how they made whatever thL\

de and are allowed 30 minute$ to “complete their
storieés~The children aré permitted to inferact with one
another durmg s of the task. In the narrating
t_aslj. ‘each child is given a set of relatively unstructured

‘w

.
.
[$1

4
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materials tq*help yuu make up a story > After dbout 15,
minutes of frée (and usually dramatic) play ui¥a car-
peted tloor, the chitdren are ashed to write a make-
believe or pretend story As in the reporting task. the
children are permitted tu interact with unesanothertas
. they play and write. e

Initial prucessing of the writing samples, préduces 32
major firstsorder variables. 16 for-each task. Eleven

second-order variables are constructed from the first- *

" order variable set diiring subsequent computer prucess-
ing.” All But two ol these 11 variables are derived by
combining reporting and narrating scores The purpose
of combining the two writing samiples is to ubtain a more
representative Corpus ofindividual written language pro-

. duction and. thus, more reliable individual Measures.

[nitial data from the PLAT suggests that ‘gencrative
testing produces a yiew of a child ssachicvement that
is different frm that pbtained by standardized testing
procedures. For example, onvthe California Test of Basie,
Skills. the High Scope Follow Through grotps usually
scare somew hat lower than non-Follow Through
_groups. although occasionally the 3eores of FFollow
Through children are higher. However. when using the
PLAT the results are ‘considerably different. At the
third grade level, High Scope Follow Through children,
(N:270) significantly outpe‘ih)rm non-Follow Through=
children (N:125} on 7 of the 11 components of the test. It
should be noted that these findings were obtained under
awideagjety of field conditions in diverse gu)graphm
regions and with children frum varibus ethnic groups.

“Currelations of the PLAT variables With standardized
igteligence tests and aghien ement tests produce fasei-
nating results. Correlations between PLAT variables and

“the Stanford-Binet [ntt,]llg,cnu, Test indicate that chil-
dren in the non-Follow Through classes maintain a pat-
tern that is appruximately what wetld be expected be-
tween an achieventent test and an IQ measure (correla-
tion inthe 0.45 to 0.65 range). However, for the children
in the Follow Through classes. the pattern of corre-
lations is much lower (0114 to 06 30). Approximately the
same pattern holds for correlations between the PLAT
and stdndardlzed achiev ement tests. In other words, the_
PLAT as a generatl\*e test seems tu measure tapacities
of children which are a product of the qurnculum. It
measures these (,apéutius in %n hunest manner con-
sistent with'classroum experience and in such a way as
to tackle the major issues of cpgnitive functioning.

Is the PLAT a test of language? of writing abulity ? of
capacity to cunceptualize? The answer is that it 15 all of
these. but it 1s also Glusely related tu the actual perfor-
mance needs of the real world. It is nut an attempt at a
multiple-choice shadow of that world. lt is a test of the

'ablhty to produce: . .

R .

0y

> -

*The 11 variables are fluency. syntactic matunty. vocabulary diver-
. sity. descriptive quantity, descriptive density. descriptive divereity
Jdescriptive scope. reporting quality. narrative urganization. explan-
atory statements. and decodability . R

‘be re
area for extensive development.

» ..

Whije the High, bwpc I’LA."I 15 defimitely nutacqmplete

instrument, it does representthe ty pe of ussessment pru-
cedure that is evolving frum the groups of spunsors in
Nativnal Follow Through who represent child-centered
and upen-framework ty pes of carricula. Itis an instrument
that could be utilized widgly to tap abilities of children
not assussed by regular batteries. abilujes that in many

respects reflect the highest goals of moust educational

programs. Instreuments of this hind.are a major contribu-
tion to the nativnal effort to evolve alternative assess-
ment procedures w Bich -respect the individual and his
cutturg. Whether the promise of these instruments will
1zed is not known. but at least the} offer a valid

Sigh Scupe’s expuorience with generative "testing-
suggests sume conclusiyns.abuut the assessment of \d-
tional Follow Ihmugh s

(1) Basing judgements about the lmpdtt of Follow
Through on such instruments as the Metropolitan
Achievement Test 1s appropriate only for thuse modets
which subscribe to a programmed-legriing methodol*
vgy and uts daccompanying the urvtuql assumphions.
Continued use of the MAT i1 assussing the educational
impactof all Follow Through programsw.an nu ludger be
justified un the grounds that it Is the only testmg
alternative, -

" (2) In the,past. instrument development has oc-
Lurrca within the context of u theory tested upon a
gt'neral educational pupuldtmn It was thought suffi-
ciefit to, attend to statdstical coneerns in otder to fulfill
the requirements for a useful instrument. Now that we
hate ddta from_ sponsor-specific instruments. it is ap-

. pdarent that atmng, new instruments van be developed

withinthe context of u nell unph mefted curriculum,
Nativnal Fullow Through represents the development

of many such specialized situations and. therefore. afs

furds the opportunity for major bredl\thruubhs in the'
de \.clupmu]t of et assessment procedures. This op-
portumt} necds federal-agency bm king now.

N .

In 1968. SRI asked for sponsor recommendations with
regard to’ the problem of adequatu assessment in Na:
tional Follow. Throtigh At that timé most spunsors were
unable to contribute specific information or instru-
‘ments, It has taken the eight intervening years fur spén-
sors to develop suffluentl} valid and useful procedures.

It may be that it is too late tu alter National Follow.
Through assessment, but’it is not too late to alter our

* thinking aboul the potential of curriculufn reform in

American education. where'lack of effective and \d]ld
assessment proc. edures has'bgén a ma)or problem m)

-
.

F mmddtmn This article 15 an edited version ot aspeech
he presented m March 1976 at the 53td annuabmeeting
of the Amernican Orthopsy Chiatric T Associabeom in
Atlanta, Georgia
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In our view the, role of the
teacher remains essentml but
very difficult to gauge it .
consists essentially in
arousing the child’s-cu-

‘riosity_and in stimulating

his research. It accomplishes
this by encouraging the child
to set his own problems. and
not by thrusting problems
upon him.ar dictatjng '
solutions. Above all the

adult must contmuaH\ hﬂd

“freshways to stimulate the

child’s activity and be pye- . .
pared toarv his approach as

~ the child raises ngw questions

or mmgmes new solutions.

In particular, when these = *
solutions are false or in-
complete the role of the

-teacher will consist pri-
. marily jn devising counter ~

éxamples or'control-experi-
ments so:that the chikd will

. be able to correct his own

errors and find<Jfresh

solutions through his

own actions. ) '
TEAN PIAGET

.

TOWARD A

P
»; g,n. .

‘ BERNARD BANET |

L} , -
Tmz O\ERARCHING GOAL of our
vork at the High $cope
‘oundation is to produce a .
ameWwork for developmentally
vialid education. The concept
developmental validity makes
the asgumption that human
beings dev elop capacitiés in

Aruitoxt provided by Eic
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DEVELOPMENTALLY
VALID PRESCHOOL CURRICULUM

. . .
] -
.
.

predictable sequences. xhrough-
out the life span. At each’
developmental stage new
capabilities emerge. Good "=«
environments for learning
exercise and challenge the
developing potentials. Poor

. enviropments forlearning do

not permit newl; developing
skills to, be used. or demand
that these skills be employed .

1o

L4

5

at a level of competence too
far beyond the learner’s reach.
Despite the predictability of
developmental sequerice's. .
human development of course
does net produce uniform.
predictable outcomes. All .
people have individual
characteristics from birth
“which progressively differen-
tiate-into unjque personalities.




,Learning always occurs in

“the context of th(*Al('arn('r S -
upique charaeterisfics.Educa- <
tional procedures which ignore.
or attempt to eliminate these {
characteristics obviausly do so

Ve

" with unfortunate consequences.

* If there 1s predictability in the
" process of growth and chunge
from infasc. v through old age.
.that is.1f (h(r(' are develop-
mental stages. then it is likely
that there are times during the
Iife cvele when certain kinds
of things are learned best or
mo;t efficientlj. and that there
are”pedagogical methods that
are more ap [)l‘l.)‘pl‘ldl(’.dl ceftain

- times in thv‘ developmental

U sequence than at others.
 Given that developmental

thange is a basic fact of human

! existence. but that each person is
’

also developmentally unique.
“=_» and that there are optimal times
& for partnd’alar kinds of learning.
developmentally vakid education
can be defiried by way of three
** criterjar An educational ex-

. perence. procedure. or method
1s developmentally valid 1f it
(1) exercisés and challenges
the capacities of the learner
.that are gmerging at.a g,won

' d(,velapmental stage: (2) -
‘encourages and helps the
learner to develop his or her
umquc pattern of interests,
talents, and long term goals; and
[3) presents the learning ex-
_perience when the learner

_is developmentally best able

" . to master. generalize. and re-
tain_that which is learned and
relate it fo previous experiences

- and future expectations.

"HighiScope’s Goghitively

" Oriented Preschool Curriculum
represents gn attempt to con-
struct a developmentally valid

)

framework for group experiences -

“for three- and four-year-old
chlldr(,n and other children who »
are functioning at what Piaget.
calls the “preoperational” level
of development. We have uti-
llze‘d the work of Jean Piaget’

and his (.ulleagues in Geneva as

RIS = .

3

.

. the basis for an approach tga ¢ _
developmentally valid frame™
work. Piaget's contributions
to our understanding of the
nature or content of thinking in
a particular stage ol _develop- -

*ment. and of the processes
= of developmgntal change. inform
the first-adl third critetia in
the definition of.developmental
vahdity. On-the one hand this
.hvory provides insights into "
the charactenstics of the
thinking of the preoperational
child. his enterging albilities and
the developmental Iimitations
on his understanding of logic
and reality: On the other hand it
¢ descrlbes the pibcegses that =
aLcount for developmental
change (ie how the ¢hild*
“moves.from pne developmental
level to anQUlor] )
American educators up to the .
present time have had difficulty
integrating information about
both the characteristics ‘of 5
thinking in a particular stage
and about the process of de-
velopmental change.'It is as if
they. like Piaget's preoperational
child. find it difficult to focus
on more than one aspect of a
relation or process at a ttme s

%

ThllS \\O seée some edut.ators das-

: 11, -

-t

o~

suming that adults nyust teachl

‘ pregperational children the logic

that characterizes the’lhmklng, '
of childreh in the next de-  _
velopmenta}l period—They see

- the child's world view gs de-

ficient. and so théy proceed to J
design a sequenced instructional’
program _to move the child more
rapidly ipto more mature levels
of functipning, .« )

Other educators have focused

“on the process assumptions of ~

the theory. They correctly _
re)ect the idea of didactic ally
“teaching” developmemal
change but seem to lose sight
of tthe usefulness of important
information about the content of* -
development provided by the
theory. We fecl that the
Cogmtlvely Oriented Cur- .
‘riculum represents important
progress toward a develop-
mentally-valid framework for ——
preschool education’ because it
integrates these two aspects
of the theory—information
about both the vontent@nd . -
the process of intellectual’ -
development, the what ‘as well
as the how. ' |

The basic mbdel Piaget uses to
describe .the process of-develop-

o

©




+menfal change* is that of an
active subject who gains
knowledge by acting upon
the world and utilizing fegd-
back from these actions to
"construct increasingly lm“ful .
hvpothests about reality, \\hll(‘
at the same time dl)stra(,tmg,- .
an understanding of *self-
evident” logical and"mathe-
matlcal truths. Development *
is a process of agdaptation
to realfity. New experiences
are interpreted in the Hght of
existing hypotheses. assumyp- -
tions. theories” mental
. structures. - ¢

Piaget Iras dlstmgulshcd four.

.majar determinants of cggnitive
development: maturation, ex-
perience, social trapsmission
(including language). and
equilibration. Equilibration
refers to the continual striving

. for consnst.t’ncy between in-
terpretive structures (assimila-
fian) and new demands-to
accept new information about
the warld (accommodation).

. :Experience inclides physical

.

»
[

[

r

ll
‘Much of the theoretifal picture
presented here iy byief summary

Y

1s amphfied 1n the articlé. Operatneity '

and the Gognitine Unconse ious. 1n
this lssiw of the thgh Scope Report

[mc ;c

Aruitoxt provided by Eic:

!
.

|

('\p('ru'n((- thr()ug,h the senses
as feellback from active ex-
ploration’ and logical-
mathematical experience,
from which logical pgine iples i
are deduced. untonsciously. ;
,Jhr()uﬂh ‘reflective abstraction.™
Logical truths. Such as the

* principle of“transjtivity afa -
1s greater than B and B 1s greater
tharr C.then & muglbe greater
than (). are con

.Sonwthmg innate. lo

- mathematical knowle
construgteds by the chilc

~of many specific actions,

and experienaes. The altain-
_ment of logical insights such +
as number conservation, trdnSI-
tivity. the ¢ ldSS -inclusion’
relatiod, and the conservation
of physical proptrties (]Os[)lt(’

' /apparent transtarmations
(transformation of mass,
weight, volume, etc.) emerges.

.in prodlctablo developmeéntal |
5(*([11('nccs which resist ac-f
celeration through adult
intervention,

One implication of Piagets
work is that logical-mathematical
knowledge is the ledst yteath-

. dblet kind of knowledge there

12"
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is. This knowledge. however.
is inevitahly mastered by
organically irftact human
beings. at'least through the -
concrete operations level,
Acceleration of d(:\'«l(’)pm‘
through.didactic teaching is
not a developmentally valid s
course If children con- ¢
sttuct their onn model of
reality. which develops over
time 1n response to new
experiences and exposure
to conthctmg viewpoinds.
and 1f acceleratioh of
this (l(-\('l()pm('nl is not
‘a valid goal. what. then,
15 the role of the teacher in
* a developmentalby valid,
curricdlum? 7
“The tedc her 1s a supporter of
development. and as such his or
her prime goal is to promote
active, learning on the part- (11
the child. Active learmng—"s
the direct and 1mmediate

" experiencing of objects, peo-

pleland ev enfs—is a necessary
"condition for cognitive-re-
structuring and hence for de-
\(l()mm-nt put simplvs voung
(hsl(lron learn concepts through
s l[mltmt('d activity Such
< ag tl\'lt\' cartied on in a soedal
context in w hl(.h an alert =
and sensitive tegcher is
a partjcipant-obserter. makes
it possible for the child ta'be
involved in experiences which
praduce the aptimal degree .
af cognitive hs@uilibrium
- and hence the impetus far
" cognffive restructuring. The
“terests and talents of the_
child are most readily enlisted
wheizlearning is conceved as -
an interplay of physical action
and_mental manipulation ini-
tiated by the learner.
Learning 1s decisive and
lasting tov the degree that it .
is active and direcd. because*
active and direct.experiences
engage the senses and the
motoric. system. thev-provide
the child wrth the core of
undorslandmﬂs ar()un(l which .
. new knowledge can be bult
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.able to reflect on his owrt’

r

through less direct means wher

the child is developmentally

- more mature. The teacher.

in’ order to support active
learm‘ng\ must greate an_en-

*vironment in which children

"~ —Explore actively and with
all senses. .
v sDiscover relations through™
direct expenence
—Mampulate ﬁansfor T
and’ combine materlals.
+—Use their large muscles.
' —Take care of their ou,p§
. needs. R
- —Choose materials. o
sactivities. and purposes,
—Acquire skill with tools
and equipment

g

The ey experlen( es” in active
learmno summarize the most
funddmental proces’scS necessary
for intellectual development.
The Cognitive]y Oriented Pres
school C,urrrculum is orgam/ed
around such groups of key ex-
periences. w )_t(,ll support the .
development ‘of thinking
processes in the. preoperational
child. These key experiences'
have been derived from Piaget's
description of the emerging .
abilities of the preschooler.”
Let us summarize these abilities.
After a couple of years ofahard
work as an infant and toddler.
the developmentally normal..
child has substan/trally achle\ ed
the ability to mentally represent
and direct his actions and ex- “-

periences.and to communicate .

verbally s¢ith others. These are
enormous atcomplishments; *

the three-year-old humar being
i$ probably a more competent

problem solver than any other .,

being on earth except for older
members of his owil species.
The preschooler is becoming

actidns, to recall) past experi-
ence, to predict consequences

in familiar ause-and-effect - .
sequences, to ‘solve everyday
kinds of problems in his head -
without relying exclusively

‘.

*

-
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on physical trigl and error. and
to think ‘about places and times
other than the here and now.

_ Symbolic representation. the
utilizatiop of so-called
“figurative knowledgein

the form of'mental.images and
imitation, has déveloped out of
the actions of the sensorimotor
period (the first year and d

. ghalf to two yeas of lifé). The ¢ +

preschooler is powerfully.
motivated to exercise these
Eymbolli processes, lust ‘as he
is obviously “programmed.’ by

\
'8

inherited’ patterns.to exercise his ‘

language -using gnd language-
learning capabilities. Heé enjoys
imitating, pretendmg drawing.
pi¢tures, making “models"

of real things out of blocks or #
‘clay. because through these
activities he is able to exercise
lis ability to represent the |
world. He is learning to dis-

, tmgulsh symbols or representa-

“tions from the things they stand
for. although sometimes fantasy.
magic, dreams, and make-believe
are difficuk for him to dis-
" tingnish from reality.

The unconscious “operative”
mental structures which guide

' the voung chjld's*thinking
ptocesses are. however. net ..

vet organized into systems of
mental transformations as they

" will be in the next peériod of

development. the period of

- cuncrete operations. This lack
* of organization results in an-

lnablllty to mentally rpverse a
“process”or transformgfion. to
separate mentally that which has
been combi to reverse a
temporal sequence. While the
"child can mgntally represent

a given state. he cagnot depict -

* in his mind the sequence of

steps“which occur jn a trans- |
formation, whether that trans-
formatlon represents motion
from one point to another

or change due fo physical ~
processes such as melting
agd freezing. The child has

di¥tulty focusing on more ,

‘than one aspect of a relation

N _w1~3'7

. . . -

 causality and measurement can-"

A
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or -process at a time, and he
“has not yet achieved an
understanding of “class:
inclusion.” “transitivity”
of relations. or “conservation.””
Prepperational thinking is also
characterized by, “egocentrism” «
—centering on one’s own view-
point: A young child’s con-"
ception of space and time is
egocentric. i.e.. not bbjective:.
hence his understanding of

" pot be the same as an adult’s.

Irom these facts about- the
thinking of presch‘oolers we have
-derived the following groups of

? key experiences : ‘-

The key, experlences in .
repreSentq,tlon ‘mobilize
the child’s emergent. sym-

_ bolic capacities: they help him.
to encode’and store inforniation
ina \zz_\ety of modalities,
that is, th yse his motoric.

* visual, verbal, and auditory L

. systeqs to record and express
what he has learned. These l\e)
experiences include :

—Recogm‘zing objects by
:sound;.touéh.- taste, and
sinell.

—Imitating actions.

—Relating pictures pltoto-

L, graphsrand models to real -

. plac;es and (things.
« —Role ﬁﬁa)mg pretending. L

—( onstructrng ‘models out
‘of clay. blocks etc-

—Makmg drawings and . .
pamtmgs

Lang.,uage is another mode of
representation which is emergmg
during the prevperationals irears
Cognitive-developmentaligls .,
and most psycholinguists

* agree that intellectual under-,
standings are mastered before
the appropriate use of linguistic
forms which indicate compre-
hension of these urrderstandmgs
Children master, for example,
the acts of comparing and . Y -
ordering before the syntactical .

. for’rInS of the comparatlve and

- - o~
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‘su‘per'lative appéar in their -
yspeech. Once a child has |
mastered a concept. it is pos-
sible to teach him a verbal, ~
- label.for that concept. b
teaching a verbal label does -
‘niot teach the concept.
Languag@.-in other yords, is not
. the primary means by which
logical and plivsical relations
are mastered. Action is. Hows
-ever. lqnguago,gmd other forms
of representatioh (such as ‘
meqtal images’and motor gn-
coding) do seem to be invelved
in the problem-solving process.
Language is also a medium for
communication betiveen in-*
dividuals. making possible the
corrective feedback necessary to
reducg egpcentrism and
facilitating social transmission
of knowledge. The key ex-
perientes in-language de- " *
velopment identified by the.
ngh/%cope staff are

‘—.@.!wersmg about . .
\personally meaningful
,experiences with adults
. and peers.

. -—Descnbmg (and llstemng
to others descrlbg’f’objects
events, and relations.

—Expressing feelmgs in .

o 3 words. - *;;

‘ —Having one’s owh spoken
language written down *

| IO

¥
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,by an adult and read back.

" -+ thyming..making up
" stories. listening to
poems and stories.

Kgg/' experiéfices which

Q . -

. —Having fun with-language :

)

&

P

[

Lzonstmcts ()perah(mdl logu

N

éuf)por?jle emérging logical
structufes of the child include
experignces we group v ‘under the
rubncs “classification.”
“seriation,” and * ‘number
concepts.~ These are the ex- *
periences fram which the child

4

CLASSIFICATION
wInvestigating-and laheling
the attributes of things.

Notl(‘mg, and describing :
haw +hings are the same
. afid how they are dif-
ferent. Sorting and
*" . matching.
. —Using and describing o
"something in severalr
different wavs.
—Describing what
characteristics some- *
- thing does not. possess
or what class it does not
Belong to. ’
—Holding more than one
" attribude in mind at a
“time..{Example: Can
you find something that
is'red and made of wood?) -

-

-Dist&nguish'ing between, " |.

“some” and *“all.”

SERIATION'
. —Comparing: Which one is*
" bigger (smaller). heavier
(lighter]. rougher -
(smoother). louder* 5
(softer). harder (softer). 4
“donger {shorter). taller
(shorter). wider
(narrowes), sharper.,
darker. eic. -
—Arranging séveral things o -
in order along some
-dimension and describing
the relations (the longest -
“one, the shortest one.
‘etc.). . . . .
NUMBER CONGEPTS
-—~Comparing numbet and
amount: more/less same
amount; moré/fewwel
same number.
—Comparing-the number of -
items in two sets by’ 1
« matching them up in

- LY b

’ 4

. w
4

hj

*

14

L one-to-one corres-
v ) pondence. (Example:
are there as many

.penem‘cs out pof, which*more.

_reality emerge. \We group: thesé

r“—"f_\g_gari"anging asetof . .-

-

. crackers as therp afe
. chjldren?)
. —Enpmérazing (countifig)
, objects, as well as
" counting by rote.

l‘ina,]‘l)' we have the ext

roature “conceptions of physical

experiences under ‘.‘jempgﬁral
relations™ and “spatial -
relajons™: ' L
TEMPORAL RELATIONS _
—Planning and compleling
what one has planned.
—Describing and
representing past ™ -
14
AVeRts:

—Anticipating future
_events.verbally and by -
Hnaking appropriate

preparations. 2.
—Starting and stoppfng?
an action on signal.- ‘

—Noticing, describing.

and representing
the order of evénts.

—Experiencing and .
‘describipg different |

rates of movement.

~UJsing conventional time °
- units‘when taging about

past and futurgfevents
(morning. yest *rd,av
" hour. etc.).
., —C om[)arlngtlme'pormds,
(short. long: new. old:
’ young. old: a liltle while.
« a.long time).
—Ohserving thal (‘locks and
calendars are used fo . *'
mark the passage of time.

—Observmg, seasonal .- -
changes. .

-

R

SPATIAL RELATIONS
—Fitting thifigs tegether
“and taking them apart:

objects or oné object
in space (folding.

twisting. sfretching,
sta(‘kmg tying) and .

Al -




vbserying the spatjal
transfarmations.

——-Obsor\'rn[,,thlng,s and
places from different
spatial viewpoints. -

—Experiehcing and .
describing the posi- *
tions of things in
Jelation to each .
‘other (e g..in the Ih?d-
~ dle. ori the side off of.-
off. on top of, ov er.
abowve). .

* —Experiencing and

+describing.the direction

of movement of things
and people £to. from.

. into. out of. toward.
away fr()m)

—Experiencing and
descnibing relative
distances among things

-
~and locations {close.
near. tar next to. apart.
. . ‘.
together),

—Experiencing and )
_ ». representing one’s
Sown body: how.it is
struc.tured. what various
. bodv parts can do.

. —hkearning to locate . -
“things n the class-
room.* school. and

neighborhood.
—Interpreting repe
- resegtations of spatial’
““relations in drawings
and picturo's.'.
— Distinguishing and
describing shapes.

The key ez;ponences are note «
ingended to create fragment(,d
teaching learning situations
organized around specific con-
cepts. Rather. they are designed
to give teachers an aivareness
of the basic intelectual
processes and contents with
which any activity'can be
enriched and extended. Taken
together. they are the teacher’s
framework for supporting child
. developpmt Ve beheve such
experiences should be mcluded
in some form in any preschool
program. They are the intel-

Aruntoxt provided by Eic:

evaluated according to the

lectual nutrients which sustain
the develqping operational ~
schemas of the preoperational
child. while rospectmg his
limits. *

Teachers learmng to use the
Cognitively Oriented Preschool
Curriculum are learning to
apply the key ex i‘penences to
activity planning and evaluation
andto obser rvatien of in-
dividual children. The key * ’
experiences ‘provide a way to
cOncéptualize what a develop-
mentally valid preschool-
program is all about. Because® ~
of the power of the equilibration”
process. it is not necessary fo -
have précise objectives for
each child if the range of
adtivities is wide enough
and children are permitted .
copsiderable opportunity for
initiation and selection of -
activities and materials. .
Preschool programs can be -

richiiess of experience they
provide. The keyv experiences -
provide a framework for doing
this kind- of evaluation.
While the kev exper l/mos are
the_cornerstone of the (o?
Oriented Preschool Curriculw.
we are not ready to say that
they completely solve the
problem of mtegratmg the

-“process” and “content”

contributions of Piagetian
devglopmental theory. The
fohl(z\‘vi‘ng questions remaijn
dilficult to answer in, a con-
¢lusive and precise, way:

‘To what extent should teachers
.attempt to use developmental

information about children

to create opportunities fqr “*
activities that provide a
“match” for individual
children? Undér what. cir-
cumstanees.is it bétter to rely
on the child to sel{:select
actwntles which are at an -
ophmal degree of intellectual
challenge?'

-

How sh-ould a teacher go about
striking a balancgﬁm the class-

15

. devel

|
{
i
|
- fo
i

ognitively

room between teacher-.lmtxated
and child-initiated adhvntu,s—

*“a balance among such things &%

stimulating discovery and
problen‘f’solvmg responding s,
to children’s interests, and
supporting acqulsmon of - -

spocnfm ‘concepts. skills.

n{prmation?

When i ppropriate for

tea"ch(’r to select materials.
plan-agtivities. and -intervene

in classroom mteractlons Wlth

- the ,dellberate purpose of ex-

arcising children’s developing
operatjenal schemas (comparing.
grouping. combining. orderjng.
and relating objects. ¢lasses.
events. and locations)?

Under what cnrcumstancos

can an aduli's questlons stimu-

late.and support cognitive
Fpment? é

.Whey, if ever. do verbal labels

fou:l hsses and relations. given

to chjldren by adults. assist

intellectual development?- *

.Sinc languaée and “figurative”
knm{;l(,dge are rapidly de-

veloping in the'years before
school entry. what kinds of
supports should teachers

in preschool programs be-
consciously trying tQ | rgvide
to the development of spoken
lang,uage and other modes
of.representation such as
mental imdgery. imitation.
pictorial represeftation. and.
the production and decoding

" .of models. maps. charts. and
. written language?

' <

Ihese questions must continue
. to be addressed through
systematic' research. They providey
an intellectual challenge to

adults who work with young
childfen: Theories of develop-
ment tike all'scientific theories,
are useful for the questions

“ they’ raise as,well as the questions

they answer.[] .

O3
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Berndrd Banet is director of the

Predchool l)updrlmt .
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Tdtesin 1975 two High Scope staff metibers atter iHted Lo fust some of their behiets about bilingual
: / hicaltural education in a practicalapplication at fhe High Scwpe Foundation’s laborfitory preschool.
/ They recruited a grou of 13 young 'Children 1o would participate in o dady twg-hour preschool
education program conducted in English and’ Spanish. The parents of halt this-group vl children
were tareign-exchange students from Latin America, the est of the families woerb frony the \psilanti--
Ann ,\rbni%\\,li(’higm. arva. Hour uiifth}w hildren were bilingual. fow were monolingual in English.
two were 'xii.c"mulinglml in S;Jdllibb. gnd theee were English-speaking but Knew some \Sp,m'iah. The .
- sessians took pladébetween November 4 and Decémber 11,1975 Muach of the < lassroom interaction
was recorded on videotape. In this articie. one of the staff members.aho organized dnd conducted
the program gives his impresgions and his evaluation. - ‘ K
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‘O?mb NRS! lmbt our bnlingual 3T = .- T “ \
sessions at the [}ig,hiiS(‘()?Zlab- N P Co. . e ~ ‘ ‘. S
oratory school, Corey. d fivd-year- "1 dll() “It's time tor the ciao song.” . ‘
old Anglo boy. was thefirs| to N : ’l l‘sd, Well 1 say adivs.” ) vl
‘artive. He didi't knoy mU(}J ’ mlkas ‘No. vousay cigo.” ?. : y’
Spanish, bt his parents ha - “ g L )
told him he wds/going to atterid 1 + . - Lisar “\Well 1 say it another way. o d /
abilingyal Spanish and English) |~ - I‘qd(,lu *\Vhat do you think, Monich? : C
class \\4th childrén three to six _ 7 Monica: .Sun »los dos.” . . NG /
vears gld (»0()03 set the spirit ’ ': Carlos: ["You can-say adios and ciao.” | - —7 ,
\ for tl 74} _thie sessions when . Jennifers 1 know good-bye.” 2 ' : |
- h'e_\ itﬂ :m “l,ti(t)ht egrliiss.r.?)(::lﬁgd , . Lisa: "\We can say it all ways . (u‘lios._ ciao'and , . /
, /rz‘a fejo” (old man). And | T | - ””Ud bye. K . - ,/ .
) mg/to(havela the other -~ L . - . s ‘/;
feather. he chuckled. “andShe's - Y )
v 2;,;;1:;1 ‘il;rzlk:i:tse”:ris”:;;w | \\'OL}l'd lea.rnbmore‘_effec'tively in ‘] 'sessions sta‘r.ted. It wassour h'op -
- endearment; this was (aorov a 'etunulat1‘ng"env1r(:nnwnt that the sessions would provide
way of letting s know he was .with a variety of materials and, some information with which wé¢
, ready for the bilingual classes. the freedom to use these materials could begin to answer
;. Though the bilingual sessions a(:(:o,rfd'm;:.; to their own interests. these questions:
were to be exploratory! we had | - Implicit in the developmental . 3 Does the bilingual- fusnon
_ established three language argument is the belief that teachers . approach {more (.ommonlv
“ goals: (1) to support the de- . need to have some understandlnb known as: ‘ ‘cancurrdnt™
Velopment of a monolingual _ ol Ch(lild developmerr:& pr}(l)cesses ' -approach) reatly confus
child's fiest language: (2) to "(11 order ta lﬁietermm w aft ' \ = the children, 4s has begn-
introduce. and support the de- el l;(.latlona yap;:g;)mftehorea01 ' commonly held? - 1
) velopment of. a monolingual " | . child: A concomigani of this How do monolingual .

. view is the assumpt$on that

l l " 3 B O
child’s second language; and langdtage is not,"taught”-but is, children feel about the" -
(3) to support the development  rather. the outgrowth of both constant presence of another *-
of a bilingual child's first and 8 language" ) ¢ .

the maturational process and
. the engagement of the child with
_the’environment.
-We chose what we called

second languages. WVith the “open
»+  framework" of thd Cognitively

Orlent(ﬁ (‘urrlculum as our frame

“of reference. we were able to *

To what extent can childreri

Lot . .
learn sécond languages from
each other in an “opgn frame-

< hebi . . e _a bllmgual fus)non approach as’ .. Jwork” environment? ) "
‘ 'Ele:al'rnj:;ss?;;?l?Sh(‘:‘l\,”:ezzwgrs t\he most appropriate ‘and . In what \Allayq can'the > = -
should behave in a bilingual . n{fectlve model for the develop- " |- Logmtnlre y Orieritod
setting and what elements werg™ © hent of bllleguallsm for all the . Curnclu um be s&ll(;i)portlve of
necessary to support learning in children. This meant that both + the bldmgual child's con-
¥ such a setting. It is our belief teachers fvould use Spanish - ) tmue develop?merxi of
that the.cultural lifestyle. valués and English throughout the class . . twolanguages
and languagefs) of each child in period asthey saw fit. according to Iri whagt ways can the.
N any educational s&ttm{., must\be their goals and strategies, the ¢ Cognitively Oriented
respected® supportex and given sifuation and the children’s |- Curriculum be supportive of
fostered. In our own bllmgual needs. We would-nt }}ave separale - the child's positive feeling,’- )
classes this meant accepting-and Spanishand English “lessons,” nor about his or her language(/)
. " using, Carlas’ " ciaq ,?Gﬂrey s . would we ‘identify one teacher as and culture? M |
+g00d- bve“‘z;nd Cigi'$#adiosy” the English model and the other ‘ What efféct does the parénts’ . . /
Because of our, commitment to. |- *as fhe Spanish. model. + - support of bilinguali m,, /
a cogmtlve-dé‘\'elopmental o Wlt,h our educatlen'al p'utlg’ok - have on the Chlld‘:“ ’

thus rooted in cognitive-
developmentalism and bilingual .
fusion, we were able to formulate
some specific questions before the - ‘

Once underway; t’ﬁe 1lméuaf
sessions Wwere as ex ting awé /) ‘
”. had expected One would see on '

typlcal day chlld/ren making -

ouflook on thmkmg and learning,
we ant}cxpated that the chnldren

.

. *The ltdlnn.word ciuo'is frequently used
by Spanlsh—spedkmg puople in

tho Americas. R : _ believe in él nr}(‘on -de Ia c/ﬁs v
: . * .
L. - 1 " _ ] . S
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" dmiling and enjoving their '

or building a house with large lego’
blocks irfe I ring on de 108 blogues.
which had lp;ﬂ tes and ventanas,
.or quietly working on puzzles
or strm{;mg? beacls in el rincon
tranquilo lhroug,h()ut the class-
room there was diverse. active  +
play as seme ¢hildren werked
alone and qgthers in groups. * 7
If was pl(,asmg., to us that
the childrenvere it in the least

-\ :“threatened by thid fact that both
Spanlqh and Lngllqh were
being spoken at all times. Over i in
the block area one could distinctly
hear Mdnica-say. as she and .
‘Carlos were carrying a “table”
ihtdthe block house. “Que se T4
quite Mandy. H,lu mesa estd ~ /
grande And iR’ the art area
,Patty and Syl\ ia, Kristina were
maklng constructi n§ with sm
irregular blocks of%s 06d and gf‘;e. -

-

L
I

wbrlx although qpuakmg, 5 ng[rsh

for {He most part, they )murd,lend
*an .ea/to the Spanish/spo én

aroynd. the room. parhcw ery

. 5
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_since they both knew some

‘G rey's “adios!”

S Donde estd Méxjoo?

Aejos ... . pe
Ira M(mfo' v

Spanish. (At a later time,
4 parent meeting, Patty’s
was to tell us that althgdgh Patty
was r)uluctant to speak Spanish \
g,fore the sessions, she was
opening up more to Spanish and,
was even encouraging her ol(ler L
brother to speak Spamsh‘JJnf

, the quretarea,aCoreyand Lis we{(e/

. workmg with the tmkerlo s whi

ne ¢ uld hear
sthe/waved:

1is hand. (Jlg,r who'was dressed
up pretending to b an old lady.
(()uld. be seen talki 8 to C hawln
" Gigi was
‘Ah, Méxi¢o esta muy
queé fjaieres
Porque me abuelitu

asking.

esta alli.; gn(l so thg
(llalogj/ng '
Rathier than sit the children
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down op chairs and have them:
Sden elop first- and second- langu‘ag(‘-
vo abuidry by repeating words fo
pl/cgur(:sk we. preferred to
introdute or feinforee ¢ 'O\buld'ry
in a more Tiatural and casual way .
by relating it to whatever the .
children’s dctions happuwd to be’
at a given oment;: . ¥l O

- A(ll‘ldn§ ‘Quiero guardar el |
glue.” * o
" Teacher: *Bien, ;donde vas
N " aguardar el g,Jue?"
or * Q"
“Bien, , dondv vas
-;gunrdm la" oma?" ]

§

- There would b(, no dtten{\)t tu
impose. da goma;’ on Adl‘ldll ;-
‘f;g(cr we would'try to open’ up

choice for him to use the |
Spanrsh term as well as the . e
English, Lsay choice bq(,ausc
the intefit was nogto s{{jn faat:
the child;s own i#hguage, Qbut:& b
to supplemcnt itgfhus, whep Gigi. ,
who'is bilingua aqk(,(

"‘("an you broc hp this?

\ve didnt

4 .
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’%atteanpt to]*corfect” her. Qur which we attempted to make " trgigame un cafe,”
.re,spon$e as.’ " Yes. Fll broche stimulating and supportive in Jennifer (prédominant] T
that.” ‘Si, te lo abrocljo.” or- * order to-enable the children to I'!r{ lish s )eakeyr
eveh Y. 'l button it for vou. " * learn from each other through a * “16 praker.

playing role of
tvaitress): “'Okay."

-~

“We (hﬂn have fixed responses variety of practical applications. .

for anticipated sntuatlon Probably one of the most (She brings the -
Our responses werg moge: . exciting discoveries for us was ’, coffée ) ‘ .
spontangous and epen led upon the extent to which the children o ) .
the circpumstances. of th¢ moment. did actually learn from each other. Teacher: “Ahora. por favor
the ﬁ]at re of our relati nslnp This was.not just a matter. - traigame “'é”“""“
wigh the thild. the child's tevel of of their attempting to teach . ]enmf r: “Okay." (She brings
cognitife dev elopmen( and the . each other. however; because . the cream.) .
v.‘ztellt f his bllmgudhsm ’ so mauch was going on in the Teacher: “Ahora el. azucar, v
and ]hi attitude tosvard speakmg? classrgom’in both English and 5 ‘por favor.

-t the two languages. ) Spanish. it was more a matter of Jennifer lesitates. not

:gard to second- lahguage chifdren picking up language understanding azucar.

ac ition for the monolingual through “osmosis.” Of interest A . .. .
© chi il %\\o felt it was extremely to s also were the attempts . Carlos (bilingual. pli.i.ymg .
imp man( for these children by Spanish-speaking and Fnglish- ‘Tole okchef): J)e.r.l,ms
to “‘M) good about the second speakingchildren to communitate C means’th(e sugar.
langiage and those in the class through nonverbal means. %éf In angther situation. in the block
who 'pokv it. With that estab- such.as gestures and made-uf area’Chavela asks Yudalith,
lished. ive felt the mvc,(hdm(s - words that reprcsontod‘ih(* - who is monolingual Spanish.
of acquiring a second language - | “other language: L, . “if she would share one of the-dell
would comg;with the dynamics’ Anether exutmg dis¢overy figures with Mandy. who is mono- .
" of socjakinteractiop in the class- for us was the extent 46 i 'l‘ hich. . lingual English: Chavela then
roed. By putting equal value - blllngual children woy . strategically decides tg ask Patty.
~on ot own use of Spanish willingly act as \trﬁnsﬂatohs‘ and who knows some Spanish. ‘

and English (both of 'us are . intermediaries: t to assist: . .
bllmg all. we were able to help. Teacher (in house area, « B Clfavela: "Patty will y(au ask

«ghc my t|)1()lm(l’ual chlldlr;m feel « pla\{mg customer v Yll(ldll;l] £ ;
gbod out the seconc ang,lmg,o X " N .
o 4 o oo
the Clnldren e.atmude toward ) S ’ R SR Y .

. the sekond language was the ’ . g . Patty (to Yudahth) M(mdy ¢
support of the parcnts. ‘Corey’s - quiereuno de esos.” -
.parenits ‘were a’case in point: N Yudglith hands one of thé By
not ¢ !ﬂ\' did they support his dull figures to Mandy who )

\ loarpiing Spanish. they actually '~ | . accepts it. * )

T us(* d Spanish ai home to'the ' Patty (to Mardy):Now you ’

D ektent that-they could. - : l .t say gracias.” - .Y
- ‘Agto direct teaclnn stfategfés. . Mandy: “Gracias.” ° -l
fér sgcopd- languagé a%quisition ..

" Because there hasbeenso much v
neas speculalion about the mixing

and hifting,of languages having

a retardmg effect on chlld:/{ L
we kept our minds focused ¢n that

. issue. particularly ‘with the -+
_bilingual children. It appeared
to_us that the children, and in

‘we g g,(znqrallv introduced-nouns
. ,flrst ‘preferabl4 in association
with a roncrete ob)eq? “Mandy.
WIH you please pass me.the .-~
a”etas’" or "Yudalith. cuentame
10 es cows que pstdn.en tu
‘co}‘ al de bloques,”~But we felt

ﬂ fz}(lz(;ti?llt1tgnS$\?;sn:ol§'g§l:§2h the ) particular theé bilingualsghildren, N
Ieachers strategies as the ' ‘ felt quite comfortable shmg back )
pn\'lronment itself. which had an i .and forth between Englls -

"*aura”, of bllmguahsm. and ; ‘and Spanish. It’s our guess that .
o o |, * this :would,generally-hold t\rue (
B ot ) , =, (N 4 I'e - . . t
e R — R ,,(‘.:[' A H ' . . . LN ‘
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Ain bll)nguarcr’ssrooms as long as
the children were actiVely engaged

in an environment that had
meahipg for them; and as long as
they could choose activities
thaf proceeded from their own
interests. Because there has been
a tendeficy among bllmgual
children in general to move | N
away from Spanish (for a myriad
of reasons), we were very careful
to encourage the bilingual .
children to feel good about
their Spanish.and to contmue
to use it.

- Athough these“sessions weré
conducted informally, with
no attempt at controlled
experimeéntation, they were
nevertheless ™ich more -
than a mere flirtation with
'practlcal issues in bilingual .
education. They have provided a
foothold for any subsequent,
protracted bilingual educational
programs which would study,
in depth, such issues as the
following: (1) the value.and prac- -

- ticability of developing two -

' languages for minority andglon-

minority children (m contrast to

the popular language transm 3

RIC . " .
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approach or the language-
mamtenance approach); (2) the
consequenqes of adhermg to a
bilingual-fusion or “concurrent”
mode] whereby two languages
are valued and utilized equally
throug-hout ‘the day (in contrast -
’to the language-separation
models); (3) the consequences of
adhering to a cognitive-devélop- .
mental model for bnlmgual/ )
bicultural edycationyin cofitrast to
language-oriented or culture-
oriented models) (4)the relative..
1mportance of supporting the * -
child’s use of his dialectical
language whnle,g:.adually intro-

" ducing the standard language L.

~ (in contrast to 1mmed1ate
instruction in the: standard
language, usuall} at’the expense
of the dialectical language);
" (5) the valuetobilingual education
of a child-initiated process
whereby children are encouraged
to be actively involved according;
to their interests and are‘given
choices (in contra§t to programs
which generally put childrenin *_
receptive roles only); (6) the value
“to bilingual education of team .
teaching in an “open” classroom

- AN
'See the article by Vigil and Moore,
“A Perspective for Bilingual/Bicultural
b Educatlon."m High/ScopeReport 1974- 75

20 g / a.\:."

‘ . - A
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. to/learn from each other,

. particularly bilingual children
assisting monolingual children

ith-second:language develop-

ment; and (8) the influencé on the
classroom process of parents’

. encouragement of bilingualismi
in the home .

We need to thinksseriously
about these issues, in the hope
of opening up bilingual-and
bicultural educational oppor-.
tunities for all the Coreys, Gigis

_and Yudalithsoin thig country.[]

. . l .

*Innovative educational approa\fhes
= which have been developed 1n recent years

" such as open classroom and team teaching
often have been difficult to implement
within the educatxonal system due to
resistance on the part of many ‘educators
. and adpministrators to new teaching  *
" techniques. A bilingual bicultural '
education program makes it possible to
“introduce both the innovative educational
approaches and the new ‘program at the
same time. Commussiok staff fonnd that
both open classroorm situations and teamé

* teaching approaches are frequently
wutilized in bilingual bicultural programs.

. Because of their capab)hty for accom-
* modating groups of various sizes’
and facilitating change from one grouping
arrangément to another with a fnimum

+loss of time. spen classroams ark .

particuld®y condllcxve to teachin L ’

different groups of students of y

. different language’ proficiency !
ynd dofmiftance. In bilingual bi- L3
cultural programs, where students -

- of two_langyages are at different stagds: .
of native language development and at
different levels of second language
proficiency. team teaching may make
mofe effective use of the talentsand
iiterests of staff members. permit ot
teachefs to give greater attention to. -
“the individual student, end. prévide an™
effective means of using teachers of both
lahguages to teach different subjects to
different stydents.” (A Better Chance To .
Learn: Bilingual-Bicultural Education, - \ng
United States Commission on Civil
Rights Clearinghouse Publication
51, May 1975, page 92)
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Dennis Vigil. formerly a field won-
_sultant and bilingual edbcalion
spet. falist with the Elementary and
. Preschool Departments. is now on
the stafﬁof&he Bxlmgual Bicultural -
Unit of the (,olorado De;':irtment

of E du;*atr(m
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ERADICATION OF Exnu;ws POVERTY 1n the developmg\

world is a challenge much discussed by third;world
economists, develppment planners ‘an# professionals
working in the social sciences. The evidently un-
successful attack on extreme poverty through large in-
vestments in works of “infrastructure” {e.g}, large power
projects and construction of* higher-education faaili-
ties), which was bac
i

d by a “trickle down” theory of |

o A\

past five years we have had the privilege of participat-
fng in a’variety of projects~in Lemn America working
toward these’ goag s :
’ - ’ ’ :
) H;_ghfScope s Involvement in Latm America ~

.

“The Foundathns first intensive. contact with early
childhood programs in Latin®America_ was through
prmlsmn of (onsultmg §ernces to a landmark pre- °
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“social and eC{momlc progress, has triggered a recon51d
eration of how development monies should be spent.
"Many argue‘lhat mvestments in aell planned programs
directly aimed at helping the ‘goorest to participafe in
the development process in a meaningful way are not
.only required from a humanitarian point of view but
“also pay the highest returns in terms of overall de-
velopment goals.*

In recent years governments of the poorer nations and
international development agencies have begun to take
note of these arguments some are targeting the eradica-
tlon of extrenie poverty as, their first developmental
prlonty and are attempting to design programs directly

atfectlng this problem. In line with this overall em- .

phaSns. in re-evaluating education and other social-
4eCtor investments, increasing attention is being given
to two igsues of special interest to the Latin American
counterpprt agencies with whom ngh/Scope has col-
aborated. The first is the critical role of parent-infant
and preschool programs focusing on health dnd nutri-
tion as well as the broader aspects of cognitive and
social development. The second is the need for changes
in the formal educational system so that it may better
servé those from the poorest sectors of socigety.-Over the

*A thesis carefully argued in DEVELOPMENT RECONSIDERED by Edgar
Owens and Robert Shaw and miore recently in the bestseller SMALL IS
nFA}mnu‘hy EF Schumacher. -

»

>
:

“lefy S . .
In I’uno Peru, educptors are' using the (;yommtl\
Ornfnrnd Currirulumgs a referent in pmdm Ing traming
"materials for the e arly education component.of ard inte-

uml ruml development program.

L Q A -
*school l;ter\ entlon prU]e(,t dlrected by Dr. Leo,gardo .
Sinisterta of the Human Ecologncal Research Station 1n
Cali, Colombi# and supporte by the Ford Foundatlon
" This project defonstrated, mong “othfr thmgs that
giv Pn‘(he proper orientation and : supgort, teachers with -
mitrimal 'schooling could organize, 1mplement and
evaluate &eld trips and classroom experienges based on
a deveIopmentaFconceptlon of child growth.

In 1972 the Foundation began a%onsultmg-servxces
agreement Witha pipneering r\e\search and development .
project in Bogetd, Colombia, studying infant-parent in- .
teraction.* This projact, u'ncfer the direction of Dr.
Obdtlio Mo,ra of the Instituto Cdlombiano de Blenestar .
Familiar, i$ assessing the ﬁnpact of a combined pngram
of nutritional supplementation and home teachmg and
has found HIgh/Scope parentmg Tesearch a useful”re-
ferent forthe desngn of the home-education component.

In the fall6f 1974 UNICEF sponsored a sequence of
short trammg progr’a‘ms on the Cognitively Qriented - .

‘Preschool Cumcfulum for personnel from the Peruvian
Mlmstry of Education’ “Working ‘with infants and pre-
\scho"‘iers As a result of these seminars, pilof proggams
“experimenting with Key.aspegts ofthe currlgulum have
been started by the Junta de‘\sxstencxaNacnonal in their
chngare cenf¥rs in"Lima barrjades, and by a regional

.

‘rurgl dev elopmentcounul in the altiplano area of Runo.
Follew-up contactsis scheduled to begin in 1976. «
Dr. Ferdando Monckeberg, head of the National Nutri-
tion Commission in Chile, saw the otentia] benafits of
combjning the nuutmtlonal -§ervices of his agencys-with
the Foundation’s #ifant and preschool educational pro-
grams, and’it is ‘his inierest which has sparked a variety
of contacts, since 1973 hetweerr ngh Scope staff and -
Ghilean educators_ and. social development planners.




in Chile and‘a workshop for six Chilean educators at the
Foundation's headquarters 1n Ypsilanti sponsored b
the Agency forlriternational Development Thetranmng
group participating in the Ypsilanti program repre-
sented service agencies such as the public-sector Junta
Nacional de Jardines Infantiles and the pri\'ate‘-s’e‘aor
I'undacion de Jardines Infantiles. Universidad de Chile
and the ‘Catholic Universities of Santiago and Val-
paraisp The Interamerican De\ elopment Bank financed
dt\\?o monthtochnu,alasslstancecontract which enabled
‘twd High Scope‘,consultants to conduct a training
. vorkshop for a gloup of 40 Chilean early-childhood
- éducators ﬁhrg Juli and c\ugustof 1976. As a result of
these effbrts. the (()gmtnel\ Oriented Curriculum is
“nowused as 4, major frame of reference'in a variety of
tva(\:léaLtralntrrg courses in (,hnlean universities. and
some 25 dephonstration schools in Santrago are testrng
and adapng the principles of the curriculum t8 the
realities of Chilean early-c. ltlldhdod education. .

“Bridges of Contact”

In these programs ahd others currently being planned.
High Scope and”its Latin American counterparts are
" at wrp”ptnng to'incorporate a developmental perspective
onchrld gro\\th into a variety.of programs serving the
most dlsadvantaged pepulations of Latin America. The
brndges of confact” through which this is being done
inctude’ specnalnzed technical consultation. qverseas
. tralnmg couyses (both at our headquarters.in Ypsilanti
-—«and in the host country) and provision of Spanish-

' language teavher-trainjng -and evaluation. materials.
" These are in place in the following program areas: *

A0y,

. —Design of the educational components of projects

oL serving young children and their families. in- |
N eludrn rmplementatron of educatnonal reform

Fye 't‘ L e\permrents based on ke) aspects, of the Cogm-

y tiv el) Orientsd C‘urrt(,ulum for presq:lrodler&and

peNegary-school children. ~.

~ e
L
:—l)esrgn and r'mlplt'nmntotron of preseruice and
mservice training svstems to give

14

‘cemim mtv volunteers etc. a greater under-
standi{}; ‘of the developmental prdcesses of

voung children and an ofientation to practical -

wavs of supportmg these processes.

—Design of the comprehensn'e summative and
formatne evaluation c%mponents forprograms
..~ reaching young
needs. provide opérational feedback and give an

T accurate measure of program effectnveness

Eald

‘ The Role of the Cognltlvely Orlented Currrculum

’

\k\'htle the F oundatlon s technical support to projects in~ -~

*Latin America has not been limited to w hat w ould come
- under the umbrella.of the Cognitively Or.xented
Currnculum the currnculum has been of special \alue in

ERIC - el

ot Provided by ERC

i

. These contacts have inchuded a series of short semmars .

“outreach™ «
personnel such as teachers. extension agents; .

e,

(éhnldren to identify priority °

-

overseas work concerned with supporting child . de-
velopment and teacher and pataprofessional training.
As used 1n congjunction with these efforts. the
‘carriculum proy, 1des a cont enient framew orh for a sys-.
tematic mutual study of how to improve the effectaye-
ness of any educational efforf. formal ur informal, urban
or rural, permanent ar fempurary. be it well endowed or

L 3
- Lepts common tu every learning ssttipg. but does not
ne(,essarll\ provide the specifi methods or dictate the

e prpotie natare of. tb&udueatwnalumlronment \ lulern

one sense it is true thgt the 3urrtr,ulum 15 only one
alternatn e mydel. 1t is not a closed model but a systemn
that ¥ encourag.es one to ask and answer the question, Is
this program or activijy devglopmentally valtd? The
curriculum is able to do this for these reasons: °

—It'is based ‘on well documented facts absut the
- nature of human-development and learning.

It has a demonstrated effectiveness reflected in .

13 vears of research and evaluation. including a
significant body of cross-cultural data.

—It is explicit enough to masls for training

and replication, if is a fupctioning method. not
simply an ideology.

»

—Because.of its process focus. it is applicable in a

wide variety of settings and indeed encouragés
and demonstrates ways the local content of pro-
grams can be effectively ffansmitted.

’

— It contains quality-contro mechanisms and en-
courages ongding evaluation of the quality of
_learning and teaching.

X .
- It is economically viable because it permits and
encourages maximum utilization of available

natural resources and paraprofessior'lals As dis- -

cussed below, it is usable as a basic model for
widespread' replication even mthrn extreme re-
source linitations.

. —~———" . ) .
Developmental Validity and Cost Effectiveness

M\

Millions of "dollars are 1nvested annually in Latim. »

American early- chnld/hood service efforts in such areas
"« as basic education. nufrition and child care. T,he nature
of these programs s as varied as the-popu atlon they
serve and the specific problems they are ad ng. but
the larger gnes generally reach their clients through.the
fraditional service models. such as child-care centers.
kindergartens and children's health clinics and hospr-
tals: The educational components of these models are -
generally a reflectrmdttronal e(lucatnonal re-
quirements’ and sprocedures, ~ .- -
‘These programs areseef by many as an excellent way
to promote adequate nutrition, env1ronmental stimula-
tion, hygiene and health care for the children as well as
to reach the parents, Theyare considered by many to lJe
an essential antecedent to any meaningful participation

a barebunes operation. The curriculum draws out con--

&

o

SR

of the poorest children in the formal educatlonal ‘syster. e

. ., .
A - . . . ter

e ’ . -~
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But there are many people who view these programs
with skepticism. They point out‘that the traditional
maqdels for chilll care and education require large num-

, bens of professnonally trained staff. massive capifal in-.

vestments and large operational expenditures. Others

cite data demonstrating that the payoff from invest-’

inents in nondevelopmental programs: may not be as

, significantas many would like to believe, and that new

approaches to the education of) oung.children have 0

sins of earl; chlldhood development will only be
¢ B

Here are some of the ‘ways nghlg’ope s eounterpart

JJardines Infantilesin Santlago hlle has focused
on the labor-intensive nature of developmentally
Jvalid preschool educational models (as well as
he capital ipvestment cost8) by training teenage
lunteers and young mothers-to-be to serve as
onitors in an open-air community Jark pro-

£e

ram run under the direction of one professional .

:ducator. In this model. now in the experimental

’ tage‘.' the use of community, paraprofessionals
eans that somg 200 children are being served by

‘one professiondl educator in-what will hopefully
urn out to be.an administratively yorkable and
evolopm:ehtally approprlate educatlonal
xpgrience. -

—When the question ofo grating costs came up at
"a recent meetlng of 1rectors
chools implementing -a program based on the
ognitively Oriented Curriculym’, the group sur-
rised the HighdéScope consultant by, unani-

ously.agreeing that it wasno more expensive to

f 20 Santiago”

- ‘divisions in the open-air educational setting! The
ultimate value of the learning taking place in
these construction aregs is. of course. dependent
upon how these materials are ‘used in the
student-teacher. interaCtron. But the yhoice of
materials was (,ertdmly more culturally appro-
priate-ard just as pedagoglcally useful yas the
jigsaw and electric drill you might fi dina
schodl m anotifer setting. «

'It appears that mth inHovative prog{ammmg, majbr-
new mvestments w duld not be necessary to make manyg

of the existing social service and edlgatlon programs -

more effective In Latin America. as élsewhere, short-
ages of equipment and traditional service structures can

be compensated for if a ngw relationship betw een par- —~—

ents and téachers and children is brought about in a_
creative s&\'lc& framework. \ '

* The Fbundation's grassroots approach to edu(,atxonal
reform does not permit massive hange overnight in the
national educational or social service networks, nor at
this stage are we even attempting to accurately predict
the time frame necessary to effectively work with these
networks. However, our experiencg ir Latin America
and the U.S.’is showing that once this process is started
at a critical ]uncture in any of the various_program areas

Z{g preschool or bilingual education, nutrltlon or
[th

education), it may spread to, ‘other areas fe.g..
primary education, preservice training. day care). In our
Latin American work, the points we have found to be

most critical are a careful sele¢tion of thre counterpart”

"agency*and the desigitof a program model providing
systemadic support to the grassroots efforts over.an ex: -
tended period of time. We have worked with regulatory

v

* and primarily educational -institutions (e.g.. ministries *

artd universities), ard. as shown by our work jn Chile.

#++Peru and Colombia. these institutions can-be. vahlable

stablish and maintain a cognitively oriented. .

lassroom than-a- traditional classroom. They
noted that it was no loager necessary to have a
air of scissors and a textbook for each childrand
classroom full of desks. In further examining
“this point, the educators concluded that every
‘key experience” identified in the Cognitively-
Oriented Currictlum could be appropriately
andled with  readily avallable and in most cases
ree materials. ' L

K/ 6.

e

‘e found that the cdnstructlon areas” of the"

“early chlldhood centers run in conjunction wrth

UNICEF-supported integral rural development
program in Puno.'Peru. consist of clay, water.
dung and straw. The children and teachers are
usnng the resultlng adobe brlcks to set up the,

N

collaborators in certaln aspects of our intervgntion plan.
Hpwever, joining forces with the service agencres di-
rectly xesponsnble forimplementing programs for needy._
children is alsg central.to the achievement of our ob-
Jectlves We are-,not mterested in helping to-establish,
research mstltutlons rather ourinterest lies in work-
mg with the service agencies in their efforts to perma-

~

nently upgrade the quality of their programs to serve the

children from the neediest sectors of Latin American
sociéty. We hopethat withinfive toeight years this effort

" will result in a network gf specialized service agencies

which could spéarhead application of What they have
found to be efféctive to other programs thiroughout Latin
America’ and that these proggams will in turnymake an’

‘1mportant confribution to-the alleviation of one facet of

the problem”of extreme poverty in the dev eloping
world['_'] ) . .

“w

- ¢ ’ *
David I'isk. turm(,rl\ \\1th the LS. Agency for Internd:
tuinul Develupment in” atin America, directs the
Foundation's Latin Ameridan effpr't’s.

¢
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e ’ . 'P’ARF.NTJNFANT EDUCATION .«
oo *.programs and public policy . .
. . statements have.begup to focus
' N ' _on_support for all parents — ‘
2 B . not only for parents-of children |
- ., with physical handicaps or -

-+ 7 /. serious disorders, and not dnly .
for parents labelled or diagnoséd
as having parenting handicaps.

, The evolution from diagnosis

of “ills” to the protision of . _
supportive programs for all
parents is, of course, not tomplete.

- ¥As part ofan attempt to-document .
the soure and direction -  * -
: ‘of'the continuing evolution,in* .
. High/Seope’szpapgflt-infz{nt'*'* .
. education’ proiect\s’. I recently . X
. ' compared our objectives forthe ‘e
3 Ypsilanti-Carnegie Infant ;
, g Education Project as\ﬁﬁted in

TEE a . a 1967rproppsal,;iil\aeprelim:iﬁary T

; = L. - % S,
. ‘ ~ ) B ' ’ 25 ' . 7 ‘. \ . -
22 . T .7 ¢ . A .




"¢ fesearch study of 19b8 Thls

" Edtcation of both young
" and adults is ineffective unless
- it grows-out of the initiative
" of the people themselves, 4
unless it speuks their language,
‘and whless it influénces
~ % fot only_isofated individuals
but'the life of the whole
community. .
Robert Ulich, €d.
THREE THOUSAND YEARS OF
'EDUCATIONAL WISDOM (from -
_his introduction to an )
. - excerpt from Pestalozzi’s—-,
' LEONARD & GERTRUBE)

‘s

report\of 1968 and i 1n the main *

-

comparlson is pgesented in the
chart below. - .
/he shift in stated Ob]eCtheS
v from * altermg a situation
" that was supposed to exist to

A
R

. People change'and are agent,s
of change, Ordmat‘}ly the
: eviranment is viewed as a sét of
4ob)ects toys or things, but a
curriculum for iftteractive

. learning takes into aM@unt ,t:hat

there are dlffqrences between T .

tosome extent as lpng\as&he chifd
is cared'for, it daesn’treally matter
{ ' what other kind§ ¢f interactions
- adults have with their infantr .
Some-parents hav specifig goals-
.| - for their children . uch as | 2
/. wanting them to bg’ mdependent

e

’ assisting mothers in “orlentlng, people and that being an effectlve " at a very early age, and others
- adopting, obtaining, utilizing,” " | teacher or homg viSitor or pagent feel that it1s inappropriate |
shapi F and reshaping” was educator m gnﬁing to exlpect anythlng from infants
. parallel m our program by real that one type of pagmting style unfil they are two or three years .
changes in curticulum. Cur- will not work for aljchildren. . | . old and walking and talking. -
riculum is not static—one set of Some parents are vepy definite An appreciation of pluralism,
‘ activitiés, one.set, of experiences, about what they aréfyrying todo -| of alterpatives, of diversity, }
f ~ oneenvironmental arrangement, with their children and how it _ a respect for different life styles - N
* It is an interactive situation should be done. Some feel that —these are necessities in any '
between peoplet.Information, N ) w o _ 2| program that-attempts to work -
" goals; activities, experiences, « | -with parents, for America'is”
physncai epvirohment, tech- o d d pluralistic sqciety, and federal g
niiques, etc. are all parts-of a legislation now reflects the - .
-curriculum, but none in.itself - - T , pressure to protect that pluralism
* constitutes the currigilum. The N N o rather than to mandate the, *~ .7
* one.element that binds them o “melting pot.” .
=  together is people ) . < P . The “real changes” in our &
., - -, ‘e ) .- ' currlculum, then, were esentially
- . a N changes in attitude of the staff con.
- " 2 ' - U %ﬂ , 23%
. . : :-:\6 : . , . v .
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e Fall 1967 - , ~ - ' _Spring 1968 Fall 1968 RS I
— . 177 - _PROPOSAL ~ . REVISIONS FOLLOWING " OBJECTIVES FOR 1:
&l . L - PILOT STUDY MAIN RESEARCH STUDY
w1 N A o S -
T To alter the mother’s teaching ¢ To help mothers: . . To help nrothers:
|7 style tanardsthat of mothers who  orient themsely eggo the teachidy  orient themselyés to.the teaching -
| teach successtully * N “as \xell as to the disciplinary  as well as to the, disciptinary
* ) ’ < aspects of.the mother-child aspects of the mother- (hlld
- o . rel?tmnshlp. . ‘ relatmnshrp
: adopta successtulteaching style  adopt a teaching. stvle that rein- 1
: as defined by Hess and Ghlpm(m » forces the child's lgarning and ..
, o { l‘)()/) . growth:- , .
< . a . . e L
and to support thv intellectual  obtaip and utilize the intormation Ubldi}] andutilezS the information
“growth of the child directy - necessary to teach-thew’children  necissary ‘to teach thvlr ¢hildren
J + through, trafiing the mother fop  in age-appropriate ways. i 'm developmentally’ appropﬁdw
- ], teac hlng, the ¢hild 0 age-appro- L - : "wavs: R
priate W avs e o ® ap Lo . !
7 Ve . . ] =
o To ulu 't the mothers ldl]”lld"t‘ shape or reshape their language shape or reshape the language -
sje toward more vamplex and  style of interaction with-their  interaction with th(-lr(hlldren to
‘ expansive patterns when talking  children toward niore dpprupn(g{@ﬁ Hacilitate the acquisition of speech
. wvithand responding to her child; pattvrns , and support intellectual develop-
s . . . ment, h ,
. . . ? 5
* To altgr the mother’s manage- d(‘\elop altomatnt* management - *
mernit proc oduros toward use of ’ procedures involving mdudm’ L
e pldnatl()ns find reasons in . te(,hnlques(e g. explandtlons) in .
A (ntmllm the.child. controlling the child. i ‘
- &“' g , . ' v 5 ) !1 -‘ ' ¢
. L . - N . vy 0 — I
towards the'people'with i respect for individual differences. have . .. to do well in school )
whom they wére interacting.* " We had learned that the attntude& N . to have a better job so he ~
changes marked by" mcreased with which curriculum goals - ) doesn t have to work as hard as
_ - are formulated detenming -whether I do. .. to have more time’
" *The kind of attitudinal change I am or not staff-will be 3 ing by . than Lhave with my children.” ¢
. speaking of here is rarely reported . implication, “You aye a bad . With some changes in termi- |
i heshcatonlandscontic e | (o ignorant, o stupid) parent; | nology is evident that the
example. provided by Dr. Michael Resnick my goals‘are better than y0ur _ are the same broad ‘goals that mOSl
of the University of‘Florlda s Division ¢ goa]s, the information 1 have educational programs have: y P .
gfef‘:l%g';’e‘:fpﬁg:f:r'r:"?r:;";"g;Ory n about children is bette: than the for'child development language .
" alocal Florida newspaper: .l ‘mformatlon you have productnon -success jn school
- When Aaron (hi§%soh),wés an infant. _, |+ This emphasis on respect L E —wccess as an adult, etc.*
) MiKke conducted a sérjes of respgn- -, ° . for individual differences is not - - How can educators help 2
siveness tests. @ne of these tests ‘. PR :
gonsisted of ringing a bell. "I fang meant to quYv of course, A parents fealize both theircommon
«e o itoverhereand overthert and Aaron that parents-do havsamany goals goals and their individual goals? - -
~%* " wasn't.responding . .. Finally lacquxe in common. If you ask i parents, *One way, of course, is to share . L
- (hs.wife) sad. *What are you doirrg? LA
I thought about it. If somebody were “Whatare your goals whatdoyou' |. information. But the manner
ringing bells in ray ears, Iwouldn'tknow | * want for your children?” yéu are |, in which jnformation is shared is
.?ox\ to respond either.” That was the” - likelz to hear, “1 want my child all imporfant Educators can *
-tugning: point.-Mike decided to throw .
ot the books and start over using to be smart . . . to talk better, share thejr experfise with .
himself as the "instrument” for response . to have the chance I didn® t parents or parentS’and educators
*> ... his own voice-,. . his oWn face .- : T 2. --can work together to find and -
.. andset out to find where the real , SO T . . .
*."+ needs of parents and-childrert . ) ‘ utilize information and resources  *
were. (emphasisadded) e . C pertinent.to the parents’ goals. .
’ : L RS i -. - LY. ; R
;o240 = SN - 2% . " ey N Sty
+ ] - R O¢sr ~ - .
.Jf R - . . -t = e
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. Here is a common parenting .
. situation as well as a typical C
example of sharing information:

Barent:~ "*My child*cries or
- - . whirles all the time.
“ .., “My husband and
I are so upset.
.. He Wants the baby
g ' to learn that it can’t
.- * be near us all the
. time. A three-month-
.- old baby neéds,
to learn it can’t have
. attentlon every time -
it Whines. What can
. . Ido?” v
Home Visiter: “What are you _
i doing now?” -
" Parent: “My husband told
/- "me that every time
the baby whines
o Iamn to pick it up and
put it in the crib
in the other room, -,
close the door . * .
and let-it cry2”
. Home Visitor: “Does that work?"”
Parent: “No, the baby just
W crieg and cries,
until I can’t stand
‘itand I 8o to plck .
* . himup’
Home Visitor: “Do you Want' the
© .+ child hear you?”

*

2

£

A g W

-

Parent:. - “Yes, Ireally do, v
© ‘ But I don’t want
~him whmmg
el thé¥ime.”

Home Visitor: “What happens
- when you have the"
_child near you?* _
"] put the baby in
the car seat and
he looks around .
.a Fflfittle bit and
then he whinés
and criés untilvl_p‘ick
him up.” -
- Home Visitor: “It’s not unusual
forhabies to cry
when'they are
strapped inta very
-uicomfortable g
positions oron hard |

Parent:

-

b -
“’%.q -
. -«

. surfaces. Some
parents find a baby
is hapgler and more,
inferested in
watching things if
there is a blanket
padding the back
of the car seat. Other
parents will put

. . ababy that age

) in an armchair with

. pillows on each .

side, or move the

crib into.the room
where they are
working. You could -

+  try some different

" ways of having

the child in theroom

with you. Watch

to see exactly when

the child whines; -

f
Foa]

that will give you

the information you
"~ need to decide what

to-do. I am looking
. forward jo talking
.~ with you about it

. next time,

"This is a‘n example of one- way
sharing. sAlthough it’s.a very

_ usgful-form of dialogue and has

s - -~

1 ° < %;

1 —

g

« 4

. 4 « -

the advantage of the educator -
seeking information from

thé parent about her child,

all the information about -
what to do and how to do it
comes from the home vasitor,

not the parent. Sharing can he -
one-way (I share my, information
with you) or it can be two-way
(we share with each other”

what we bot know best—we're
both experts). In the latter case,
information is more likely to be
learned and used, the more so

if shared in the context of

actual experience. In the example
above, the home visitdr may

have given the mother some
valuable information, but if

is more likely that changes-in the
mother’s attitudes and behavior
with her child would have been
assured if the home visitor had
joined in the experience:

Parent: “I put the baby -

N

t’s do that now.
Let’s put the baby
in the car seat and’
see what's making
him so unhappy.” **
Parent and hpme visitor put
the baby in the car seat near them
#*and try to play a game with
toys. The baby cries as u§ual.
Home Visitor: “It’s not unusual for
KT babies to cry when
: " they’re strapped
into uncomfortable
positions or on
¢ hard surfaces.
"What could we do
) ) .to make the baby )
¢ _more comfortable""“

o in the car seat.. . ."
|| Home Visito\éf you're willing.

Parent:
_.crib blanket under

: * the ‘baby and see

' s+ *° if he stops crying.”

“In thig-way the home visitor

wpuld have been"helpmg "

the parent solve a problem for

herself by dctually doing things-

with the parent and baby;

the parent would havé had the

chance to. determine, empmcally,

what works Dbest:with her child

25
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\ and what is most satisfying
) to them both.
When it's not possible to enter
- into experiences. home visitors .
can still involve parents’in
,a two-way sharing of information’
‘Not too long ago a supervisor
went ona visit with a home visitor.
and the mother began the visit
inan argumentative tone (evidently =
‘she had Had this conversation
with someone before): “Boys
- are smarter than gitls and that's
why this child (a gitl) is just
- acting so dumb. because boys
are smarter than girls.” The
home visitor tried {o convince
the parent that dll boys are not
smarter thar all girls and that
| ," maybe if they could provide
= asitdation that was interesting
enouglidor the little girl she would
learn too. The mother remained
unconvinced. The supervisor said»
“Mrs. . in your family
are all the boys smarter than
+» all the girls?" They smiled at
each other, sat down and had a talk”
about which of the childrenin .
. her family, male or female.
did things sooner. Did they walk.
sooner, did they talk sooner? .
- Was that really what learning was
about? Did that make you smart?

~

—

‘This dialégue succeeded in
, changmg the mother’s opinion
because she was an expert on her
own family: her own observations}
brought out by the supervisor, -
~ served to disprove her ill- | ‘
; considerec but firmly held . L
belief How different is such
‘a dialogue from ‘the authoritarian.
“Now I shall teachgtyou in such a
.way that vou know that boys
‘are not smarter than girls.” *
\ Generally speaking. people
respond better to cooperative
learmng situations where each
person is an.agtive and,eQUal
participant. Home vnsltqrs

their views are important.
rthat they-can learn to observe .
- their children and rely on thenr
own informed judgemént in - °
. ransmg them—-that they possess *
26 , 7
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_ toward child-rearing. As

can help parents feel that. o |

ERIC « .

intuitive knowledge.and a.
capacity to learn by doing that .,

‘is more valuable than all the

child-development information
coittained’in books or in the
minds of home visitors.
Programs that depend solely
on experts or sesearch data to
detemine the content will fail -
just as surely as programs
that depend solely on parents.’
Current newspaper articles.
books and advertising brochures
assail us with information
on how to be an gffective parent.
Despite, this barrage of materlals
many people still‘question’the '
effectiveness of their parenting
skill. while some don't have
the time or resources to utlllie
the “expert” mforrpatton.
Programs -working with parents -
are discovering the linitations
ol written materials in-
communicating information
and affecting parents’ attitudes

<

i

Lally*and Honig point out.

The problems that*we face tpd‘ay
are not solved simply by

the provision of curriculum
manuals or by dissemination of

exemplary cognitive pfograms
-for infants and voung children* -
. Hopefully they can be )

- solved by . a climate - -
in which the parents angd
caregivers can feel bptter about -
themselves and can gee ’
themselves in positiong of
responsibility and pride
ivith regard to the education
of their young children™
“(“Education pf Infarits and
Toddlers.™ in THE
LACEPTIONAL INIANT. Nol. 3) .

" A parent in High/Scope’s

. Home-Visitor project expressed

this “responsibility an pride”

when she said. “High/Scope has
made me aware of what my child

is doing at his particular age.

It has ‘encouraged me o spend - -
‘more time with my children
as-individuals. ngh ope

has taught me'to encolirage my

child to do things I th )ught .
she could do. without pushing.
High/Scope has also helped,

me enjoy my children more.”

 Dolores 7.

Lambie is director of

Department.

the Parent-Infant t‘ldtl(.dti()n
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—a generatlve approach

-

RICHARD LALLI

I

CH!LDREN DERIVE particular
enjoyment from dramatic activ-

, ities they have generated
‘themselves. They are always ready
“to re-create some part of their
home llfe some person they have
known' *or'seen or read about, some
‘situation that has personal
meaning for them. Through such
ré-endctment they build on these
experiences and thereby deepen
their understanding of them,
they become aware of what people
- different from themselves'do Way
“and feel once they've tried be-
" coming those people. As children
grow they generate more

" sophisticated forms for their -
dramatic instincts. They rarely run
out of ideas or become tired of
generatmg their own dramatlc

play. Théy stimulate one another

to expand the content. detail
‘@ . B

<’

and devices of their invented
plays. While doing drama they
find many ways of sglvmg the
problems they discover. They
use language. costumes. music,
dancing. puppets. fopd and
the audience in their creative
efforts. ¢ >

A generative approach to drama
does not aim to produce polished
actors and actresses. Rather it
seeks to help childrefi develop
their capacity for codperative

dramatic play, in order fo -

(1) provide occasiens or thinking
sthrough and solving problems
and (2) allow children to build
upon their communicative
-and expressive potential.

Two recent preductions at the
High/Scope Elementaty-and
Middle School illustrate some as-
pects of child- generatdd drama.In

*_oneplay, “The House 8n the Hilly’
_ six children created'a seven- scene

collage of events. In the other,

one twelve-year-old wrote a .
A

’

_“History of Black Amgrica.” ., "

detailed _scrn;t and directed
a production with many children -
of different ages: - -

“The House on the Hill"

This play grew from some chil-
dren’s.plans to have a party.

They gathgred one day to nake ,
a list of foods each person would
bring, They invited an adult

ta help and alorfg the way decided

. the party would be part of a play,
. Lisa, age seven. started writing:
_“One’s up on.a time."

Before
getting much further everyone had
agreed to first make a list of the
characters’ names. By this

time five people were im'bl\ ed:

Brenda
a mother
'Nikki (age 6) Christy.
- \ her teen-
- age
et . daughter
~ Johnnie (age 9) .. ... .Suzie,
- R . their
maid

Ljsa (age 7)




.. }; * .
oo
Sonji(age 10) ...". . Shalisa.
'a college "
P " girl
. - Mr. Lalli{teacher) . . .Grand-

. Fos ’ father
In the course of making up the
story. these people were added:

, Tahia (visitor). .. Grand-
o . mother
Tim (age7)....... Bill, the
. . “milkman.
) paperboy
. and majl-
i, . man,
Robett (age 11) .. .Bob
. Wayne. the

ki

with explicit relationships in
« mind; only later did everyone
agree that the grandparehts were
- married. and that they were the
parenis of.Brenda. the mother,
'Varymg conceptualizations of
what the play would “be like" )
were verbalized and negotiated -
as the children wrote the scene
descriptions. But first they
needed to settle upon the stage .
> setup. There would*have to be
" about five houses. The home
where the-iarty was to be held”
got center stage; the maid’s home
would not be visible td the. -
% . audience.

The children started writing:
“Ong day~. ..” The adult helped
them focus: Whlch day? -~
What time?” Making such simple
vet exacting de¢isions gave thefna’
»  more permanent framework

within which to develop the
story. They devised this scene
format: ~

~ 3

: rtﬁaxrman ]
These parts were not chosen I

s s
[

= ¥
.

e

-

SCENE I;'One Monday Morning
" Shalisa —ijyst about to go to”
school -

Br@da—c Iling the maid to
Lome ‘down-and clean _

Suzxe—talkmg on the phone'
- " Christy—getting'réady to go’
to school - ...
v Grahdparents—sleepmg
¢ Bill—delivering milk

-~

t e
*

-

-
.
'

Bob—pffsta.-ge (working
the lights) ‘

Three scenes were composed in
this fashion in half an hour.

The action of the play was to-
culmindte in a party. ;

. Atvarloustlmesdurmgthenext
few days the children gathered &
to complete the scenarios réad it
over many times, write about their
characters and draw pictures of
how their houses would look. .
They were not concerned w1th /\
tehearsing, even when the
perforinance ‘was a day, away. but
mstead spent time prepar;mg.

» -

. the set and expandmg the story!

There were soine new elements:,

" Sonji was to have a bpyfriend,
which would lead to,a wedding: so
the party at the end.would be

a wedding party. Tim would be
Nikki’s boyfriénd because they're
the same height. .

The younger chlldren were
involved only in their own parts.
The two oldér children, Robert
and Sonji, howaver connnually
made decnslons which co-
ordinated many partsand produced
a somewhat logjical sequence of
events. In so doing they tended tp
becoriie the- main characters. |

Individual mter,prgtagons of -
‘what the p(ayflwas really about
.grew as the group began sgtting up.
.their houses and playin -thelr
roles. So many eleme/ ts were
at work — eight characters and
seven scenes — thatgmost
of, the Chlldnen could not grasp :
the overall loglc of the play. .-
But they;,Werg not really concerne
whether the audjence would /
understand the story. Qnly Sonji
wanted to hurry.and start
practicing so that sh dn’t
forget her part; the younger
children were not lookmg’thal
far ahéad. -
\T e hlghhghtx
for most of the/éhi}dren w

/

e

- he had rigged ip."He a
worked the lights and s und
system. Somé¢ of the pl yers
merely pantpmimed agtions and |
let the grale parénts( e 1

was “on sfage” mosff of the/
tlmé?'élthough they/were rela-

were doing. The fipal Pr dygtion
was a fifteen-mimte series¥o

many simultaneofis e17
7 %

“History of Blagck America”
For a few monfhs®Carmer, a -
twe]vq year-ol middle sthooler,
had been reading the EBONY
PICTORIAL HISTORY OF BL CK
AMERICA an she decided to
write a play/about how black

. people havd been treatedin =+
A‘mer‘iba. “armien knep how she.
wanted to jgo about this pro-
dUCthl’l e read parts of the
book picked events
the desc ptions of the events -
1ﬂto herfown words. Shé had

chlldre 1,[1 the class on two
. othef cripts, buf she wanted to
write fhis one on her own,

becayse. as she said. “other .

chll ren qren 't able to ecom-

p opnise.” The script, which she
-typed twice and dittoed herself,
seven scenes with precise

es and some stage directions.
ere are some of the scenes:-

- [N

SCENE 3

Harriett: Come on my-people,
« let us hurry. Let-us not
, be slow. We want
* * to be fast as we can. We
X will have todoa - ',
* lot of walking and not *
al of it will be"in the -

-
0y

f

- » undergroun tunnel.

We will have to -

s dress up -as strangers so’
that np white man-
can know that we are-
runaway slaves. -

:* Harriett, let me tell

R you something.”You

d translated‘

/

prevnou ly collaborated with other‘f ‘

.

4]
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by
N -

sure do got a head on
your shqulgders. . .

«  Harriett: Well, thank you Greg.

SCENE 4 .
‘Wow, man, wﬁat a -~
beautiful place.you

pnckedout sweet mama.

o’
Greg:

- You really did it ¢
- ", this time! .
Harriett: Never mind about all
»" that sweet mama «

stuff right'now, Greg.
. We have-to find houses —
_™ + and get settled. -

{They start-singing thg song) i

SCENE 5

e Narrator Well everytfqu

: went fine for Harriett
- and her people. She”
. transported _all of °
y . them to this beautiful.
,> part of town and

Soon in the next part of town . ...

- they enjoyed this and .

. <

\T\tﬂzir houses

and lived veryohappy.
doing wrong -escaping .
) ‘llke thisbut she never
* gave up+faith. 'That was
the most important
» + thing to her and
. ~her’people.

While writing the script -
* Carmen seemed to.have’a very
clear mental plcture of what =«
sheavanted the play tobe like. She
*could rake decisions very *

quickly regarding. tke appropri- .-
" -ateness of lines, the use_ of

music, the (,ontmual addition 1 0k
.new, interesting details. She
has the narrator summarize the
action betiveen scengs; at the -,
end the narrator describes a
number of black.Americphs who
have pldyed sngmflcant roles
hlstoncally '

3

1

-

following:

- children to demonstrate these
" behaviors through théir self- -

-

she’s not sure how long it will

ng

At the time this article is being
wrltten Carmen is just @ompleting
the script. She feels she will
need another month to do the

1. Get-everyone together

for a read-through.

Get props. t 'y
Get the right scenery and
stage.

Get people to learn their - -
lines (in two weeks). -

Practice each scene:
" Dress rehearsal.
7. Sell tickets. ) )
8. Put on the play. _.

She realizes, thdugh. that she can't
set a performance date since

,owoN

=

C) wn

take people to learn their "
lines and how difficult it will o
to get everyvone together at the
same tifne to rehearse. She has not

yét thohght about some aspects

of the production process, : .
such as lighting and space for the \
audiente. but shg is confident

. and patient."She has already spent

]

one mgnth preparing the script.’
@ - o - ¢ .

| SR
In de'i;éloping drama as a content

area for the Cognitively Oriented
surriculum, we have been

identifying*dramatic beliaviors of
children whlch,reflect coegnitive- - -

i developmental stages as described

by Jean Piaget.* By allowing

generated draman(, activities.

we are learning ivhat teachers can . .
observe and strengthen as they.
facilitate‘drama in the classroom. .

The two plays described above
illustrate some’characteristics
of natdral dramatic behavior that
reflect general thinking abilities.

-«

*Children in'the preopgrationgl, conerete
operational apd formal eperational
stages of dévefopmcnt are refegri'd tothere

. as. respectively: younger. older and.

adelescent children.

29
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(In situations where ¢hildren
havebeen "taught” drama: such
. characteristics may not be
evident, for these children -
may stop relying on their gener-
' ative-abilities and merely follow
y *rules or mimic the teacher’s
"examiple.) The most obvious
differences in children’s
dramatic behavior can be seen in
the roles they play. Chrldrerr
choose roles that are within’ thelr
range of social awareness. ,
The youngest children in our first
example chose to depict char-
acters they had direct knowledge
of. as young children usually
do — mother..daughter, paperboy.
They envrsloned these characters
in terms of their general contours.
with few precise details to
givethem individuality —in other
words, they portrayed them
as "types” ratheTthamndmduals
The older children included
. characters they had seen once or a-
" few times.{érhaps only from _
_ a distance{or on a television .
show) —
« girl. Older children seem te
' prefer roles that pertain to their
own.aspirations — what they want
taxbe.” Adolescents like :- ,
(%rr:n can portray people about
h®m they have only heard
or read “who embody some ideal
or virtue with which the -
‘agglescent identifigs. '
Thus the specttum of roles
children chobse ranges from
the immediate for the youngest, °
-to the more distant of infrequently
seen though still visible for
the older children, to the
-“invisible” {histarical in’our
second example) for.the oldest
. In addition, children at all ages
‘are attracted to various exciting "
. characters, such as those
who possess some power or magic.
Children’s dramaticactions and ,
re-creation of events demon- .
strate their ablllty to coordinate
.. details. Young children repeat a .
~few familiar everyday actions
which are “usually rather simple,,
.such as reading a newspaper
or watching TV; they do not

33

maid, repairman, college

<

I3

5

-, petsoh will have to do in

expugss the kind of person
a character is, but merely what he
or she often doeg. Older children
become concerned with the
details of realistic depiction.
They make a room look just \
right or walk with @ wiggle and an
armful of books the way they think
,a college girl does. They select
complex actions such as
stéssing a party or getting
someone to help them f1x a car.
Adolescenlts coordmate even-,
more details and varigbles. They
v’are concerned with details of
gesture, facial expression .
and tone of voice, which they
ted to control as they act. ~
Drama depends upon complex’
relatlonshlpsal‘trong players’ °
" actions.and 4t gains in meaning
as adolescents intentionally

‘link events arid characters.

As children develop intel-
lectually therr dramatic behavior ,
encompasses more details-and
more interactions with co-players.
Youn‘g children ere often unaware
of co- players and therefore
_do not relate to them. Older
children set up\sitdations which
depend upon jnteractions *
among the group: in order for the
parttho occur. someone,must
“inVite the guests, prepare the
food and clean the_house. after °
which the guests must all arrive
and.do what they thifk happens

»

*

at partres Thijs, requrres much - 7-.

response to others. .
Young'children’.chqosé -
characters and act out events
spontaneously. They are natural
improvisors. After setting
up some props and trying outsorhe
roles they can often say what
role they want to play and mention
a few things the character would"
do, but these plans are often
forgotten as improvisation
takes over. Older children can
plan roles and specrflc events
cooperatively. They anticipate
problemsand figiite out what each
order for the events to occur.
Adolescents will often write the
entire’script, complete with :

N
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. with the effect on the audience

¢ t

-

. 'observe two aspetls of cognitive

* time'in distinctly different ways

. lights. They may then divide thf\S_:

L

- icall dy abpropriate gs she
€

. toschool. goingto ed and talking

\
hY

stage direttjoris. before actmg
anything out. ﬁThey plan events

in mmd—

» e -

I

Teachers can facilitate child-
generatgd drama by encouraging’
children to generate the content
and by helping them to glan

and record their plays ina anner

appropriate to their 1é el o !
.devélopment. Tegcher;%an then

experience which drama eligits
and strengtherts 4 time and
-awareness of cher points of view.
In few other act1v1t1es do -
ditildren have the chance to scru-
tinize and re-create time as in
drama. Children at different
st::fes of development perceive

and thus represent time dlfferently
in theit dramatic play. Nkax *’*“m
a six-year-old: was confent to go

to bed at noon in “The House

on the Hill.” She spent her time .
domg only three things: going

.on the phorie. On the other
hand, the (,b* older children,
Sonji and Robert, wanted things’
to happen loglcally to the

point where basic (though
dramatlcally irrelevant) steps
could pot be omitted; for.example,
Sonjivnsjsted that a complete
new scene be inserted since

she had to walk to:school before
Consequently, as older’ chlldren
try to in€lude as many parts

as possible to represent time
comprehensively and logically,
their plays become long con-
‘tinuous scenes with few high-

-

action into separate_scenes,

but usually nothing has happened
between scenes. A still older
child, Carmen, showed more
awareness of what ' was dramat- . -

N/

condensed over one hundred years

-

o

of histpry into eight scenes in

PO
4

I3

ot

her “History of Black America.”
In these scenes she tried to
present only key events in a
logical sequence; the scenés varied,
in length accordmg to the effect
she wanted to achieve,

Children’s awareness of other
pomts of view expands as they
develop Young childrenfBortray
very simple actions of ¥ery
familiar people. They do not
firmly dlstmgulsh between
themsel-vgs and thelr roles. or
among:the roles they play. and
they {requently have only a

¢ vague-notion of co-pIayers rofes.
As they grow they are better

able td respond to co-players and <

to cooperate, and the invention  ~
“of drama becomes a truly social
affdir. This new dimension brings
amtrlgue conflict and excitement
to the activity — the roots
‘of drama. Older children want to
- make things happen. This takes
ofganization and awareness of
thers’ roles, as well as the
iblll ty to distingujsh clearly
betweén oneself and one's role
Many situations arise in
dramatic activity which require
thildren to consider how someone
» other than themselves‘would
* feel, think and act. With
* adolescents another dimension
Jis added to this awareness of ether
points of view: they think about
what the audience will think and
see. Frequently they stop to
.objectively view what - they are -
doing — to picture’it {n their
minds from the audience’s
. position. This’ ‘complex process -
of steppifig into someone else’s K
“shoes gives rise questlons like,
What does th ience need \
“to know? H he audience
feel? Is-this as clear ko the
audnence,a&gt is to re? These are.
questions-that profgssmnal
dramatists must ask themselves,
and itis exciting to see adolescents
discover their significance.

™

The fact that differences in
dramatic behavior are linked to
cognitive development stiggests

s

that adult expectatlons should ]

‘.I
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y be geared accordmgly, and'

that adult 1fer{ventlons ould
respect the nixtural pedpensity
for, dramatic activity that most -
chlldren will display, if they.
are given adequate space and time ,
and encouragement, Teachers
‘can help-children organize their
own plays, write them and
prbduce them. The dramatic play
we see on playgrounds, in
« the backyard and in the classroom
&an lead to educationally. s
significant experiences. guifed"
but not controlled by teachdrs.
in which commumcatlon
cooperation, problem-solving,
movement and thinking skills are
strengthened as children -
‘express theif co:mj(ﬂtions of.

reality. .

’

Richart Lalli is a field consultant
with- the Elementary .Education
Department, He has dore con-
siderable work in dovelo"ping the
performing and visual arts %ireas
of thé C ognitively O,rmnl(-(l
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ROBERT D. MATZ For instance, tgttile perception, waypro‘vnded by.direct experienice
R . mental imagery. Ynd memory of —one"cannot in reallty-start with *

t . )
MACGINE A -FIVE-YEAR-OLD
girl playing at a water table. She dis-
covers that a wooden'spoon and a
cork both miay float on the surface -
of the water. If the child’s thinking
about this event were cast into
. adult language, it might take the .
Lfollowmg form: “The cork and
spoon are both made of wood and
they both float . . . wooden objects
float, chairs are wooden, chairs
+ float, metal chairs’™™.. will float
likewise.”! From the perspective ~
of adult logic there afe certain
flaws inthe child’s reasaning. Onge
mistake is thte confusion of the
_class of wooden chairs with the _
" class of chairs in gerteral‘(mclud~
ing metal chairs, plastlc chalrs and

- all othertypes). * .

What factors have led the child
t6 make. this mistake and what
significance does this mistake
have? Many people.would say ==
that the child hati acquired an in-
correct fact about’chairs. and’that
it is important to insure the child’s
early acqun‘31t10n of a correct base
orld in
- order for the child eventually to
attain alldlt concepts. Let us refer
to this point of view as one cen-
tered upon the cqntent of thought,
or dts figurative aspect. For the .’
purposes of this article, figurative
processes may be defined as.those
elements that can be a part of one’s
‘moment-to-moment awareness.

v, . C e

S e
» o " o

‘Ymental symbhols yre

. \rative charactgr when they are i
_ Ourewareness.” - e °

glements of*
figurative though Thus; etypes
of things we refer €o as s facts) q_es,
and concepts all possess a igu-

Operative thotght *

* Cognitive-developmental theory
informed by the.work.of Jean
Piaget and -his colleagues, recog-
nizes the importance of figurative

existence of a complementary—set
of processes referred to as operafive
thought.?2 Operative pracesses,
which are unconscieus, lend sig-
nificance to figurative processes

cause they permit mental trafis-
fo atlons rom one figurative
element {6 another. o

- For example,.one typé of trans-

processes whlle z{fflrmmg Qle/‘_

* formation -is-the action of com-
" bining; its inversg, séparati’rtg

is another After arriving af"a
partlcular stage of develdpment,
*people can mentally combine four”
.chairs with two Ch'alrs and .con-
clude tha} there are six~ chairs.
The fxguratlve elements in this

. process are three different quan-
tities of chairs. Readers'may have - =

various ways of representin! these *
.quantities. to themselves (for

. example, as images of groupsqc')f ]

: chairs, or as the verbal rule “4 4~2

"= 6”), but there will aIways be

three quantities.
These three quantities are m no

‘-3*8 PR

N

. Six chairs in a room and put four
of them inone corner, two of them,_

* masecond corner, and six ofthem
m a shird corner. so that there are
hrée different quantities at the -
same time. The three quantities
~ are mental products created by the
operatlons of/combmmg and
se’paratmg These operdtions
allow ug to understand the cdn-

. nectlon between one momemt of
-awareness m which there are two
separatg groups; of chalrs and
another. oment of awareness in_
« which. there is a thitd’ groug;.
g

L

¢ Thys, anothe%way f representi

the relatlonshlp between flgu-
" rative and  operative processes’is’
to say that operative processes
allow us to extract-meanings from - *
.the changes of one momnient of ".» -
awaren.e%s tq another? 'Y
The O‘peratlons of combining
and sepafating arelso relevants
to_the first example of the child’s
. reasomng at the water table. A
~cognitive-developmentalist wou}d
-assume that.the, child had not
deyeloped the operatlve structure
. of class inclusion, .the ability to
combme and separatg a class of,
objects, or events with super- .
. ordinate: class,es and subclasses. . |
Inthe example the child eonfused-
the cldss” of woeden chairs with
igthe class of chairs in general eithers_
2 . because she had. n?t acquired the
mental -operations?of cembining |
and separating or because she was
owTm s

. . . -i.

-

&
<
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- not geared to use the operations
. in her reasoning.
~For.the cognitive-develop

brain is the speed with which one,
unit of thought follows. another.”
Experiments in human infor-

mentalist. the significance of ﬁ(
child's mistake would not be that
she should be tatght directly some
facts about chairs. Instead. the

i cognitive-developmentalis} twould
1 lce that the child wag engaged
mentally in attempting to mani-
pulateelassesof objectsand events
and would attempt to extend this
activity at appropriate moments.
Once the child consolidated her
structuré of class inc¢lusion. the
“facts™ about chairz would be -
obvious to her.

- The cognitive unconscious
Cognitive-developmental theory
involves both operative and figu-

| rative mental processes: other
theories tend to involve only
figurative processes. The reason
for thisomission is not mcrdental
"Figurative processes are easiest of
the two for thost persons to under-
-stand. betause we are. for the most
part. unaware or unconscious of
the operative aspects of though
- ~~- Since each person's operative
¢ processes are predominantly un-

~ , conscious. it is difficult for ns.tosy
appreciate the role they ‘l}y in-
out thinking. and it is that muah

.mpre difficult for us t6,apprehend
the ,workings of operative struca,
tures'in the thinking of children.

The term **unconscious'”

-~

. most often refers to memeries and". ',

drives that are removed from
“awarengss decause they are .
threatening to the self Howe\ er,
cognitive psychologists recognize
the existence of other mental pro-
cesses that are characteristically
_ outsie of awareness not because
of emotional conflict but because
of some design features of the
. human brain One writer has stig-
- gested that the pervasiveness of
these design features prohibits us
from recognmng the existence of
the cognitive unconscious in
much the same sense that a fish
would probabl) be the last-creature », -
, to discover water. . -
Oneof the Qesrgn features of the

te
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mation processing have shown
that sequences of thought run off
in bursts of microseconds. Yet our
awareness of gur tKinking does not
seem to proceed rearly as quickly.

" So we are generally awfare of the
products of our thinking rather
than the processes. ,

.Another designp feature is the
multiplicity of th§ught. Research
has demonstrated- that mental
operations, often run together in
parallel “%gashron
related unitskctivated in a simul- 7

tahious pattern. One area of this =

arch has been the visual

*scanning of printed lists. S,ub]ectsf

scan.a list of consonant strings
until they find one that has some
critical property such as the letter
Z. The result of importance is that
_it takes no longer to identify a

string if a practiced subject is look-

ing for several letters at once than

. ifthe subject is searching foF one

letter only.3 For example. suppose
the following strmgs are a section
from a larger list: °

CTVGT WRDZQ LSYJD -« -
SDZLB  DPKBL KTVGL
NYXCH HTGCX “RBCMB

1t will take the subject no longer
to find all the’ strmgp with two
letters. Z and S, than'it will to find
all the strings.with one letter. Z.
Other research has examined moye
complicated problems and has
shown how! they require several
‘deas tq be actnated simul-
taneously to achieve solution.
so_ " This demonstration of the ca-’
pacity to conceptualize more than
one factor simultaneously seems
to belie our intuitive :knowledge
of the difficulty of engaging in,
) two types of tasks at the same tinre.

fact, there 'is consrderable ‘
. ev:dence that people cannot fol-

low two‘ conversations nee.

«@r solve two puzzles at once.
. &

without a #8ecrease in succesful

perfarmance. This apparent con- :

tradiction may be resolved by
"qualifying the assertron of the

»

.

s
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multiplicity of thought. mental
operahons may occur simul-
taneously when at least one of
them is "autumatic” enough to be »
outside of consciousness.

. The actf¥ity of letter 1dentifica-
tion can be represented in the
following manner. -’ ’

T

Conscious Operation

“Iind all strings Containing
. 7 and S”

=
lUnconscrousl
' Operatrons !

"Detect features "Detect features’
of 2% of §" J

s

. The renresentation indicates that

the actual processes by which the
“individual letters are Tecognized
usually are unconscious and can’
oceur simultaneously. The un-
conscrou§ operations referred to in
the dragra;n can be thought of as

“rules.” Thi-rule for recognizing .
the letter Z can be represented
in werbal form'as-follows: “If a
letter has_ two horizontal parallel
lines connected by a diagonal from
lower left to upper rrght then the
letter isaZ.”

v

Beyond introspection | .
These features”of the cognitive
unconscious point to thie fallibility
of intrespection for gaining

knowledge about the activity of ,
thinking. There JIs a-strong ten-
dency to believe that the elements
observable through rntrospe(.tron
are &ll there is to our thought,
The tendency is so powesful that
one'scholar has referred to it as the
major stumbling block in the path
~of the psychology of intelligence.
Once one has been alerted (o the
inconclusiveness of introspectioh,
one can gasily find commgnplace
illustrations of ow individuals
do not have access to their own
Logn\rve processes\ For any
particular domam of thinking

& gkills. this lackofaccesscanapply .

even to individuals who are highly

A |

-




- trees reminded her of her father,

, .
," . . ! ‘ ' b N ,
- ’ﬂ R T . . ' - - .
proficient. For example, a few - feet over his head. Suppose there snapshots. Visual imagery in itself
vearsagol was attemptingtoteach is no ladder ayailable but there is a cannot have a problem-solving
myself to recogm% trees by nare. chair in the room. Suppose further ability (although it can be used to
[ had a frie#d who was able to the man had never perceived any- solve problems), we cannot assume,
1dent1f3 correctly most varieties orfe standing on a chair and had that a set of snapshots would be,
q?‘trees and [ would often ask hdr never encountered any verbal capable of “jmagining™ a snapshot
to in{forma#e of how she knew that statement about standmg o'n not already 'in the set.
a particular tree was a walnut, (,halrs Despite these constraints, The same arguthent may be ex-
’SPI‘liC@ or el ™ Her responses’ one can assume most people tended to the figurative process of
"gwen in serlou ess, were sitilar wou»ld be capable of reasoning memory for verbal symbols. In it~
, to the followmg ‘Ijust know it is through the probﬁam and eventu- ., self this process wou)d consist of
- a walnut tree because walnut , . . T '

trees remind me of my father.” .
* While it was true that walnut

t&:s memory needed to be the
ult of a set of other-cognitive
nrocesses. Detection of the par-
ticular featurgs. of walnut trees - -
related to prgperties of the bark.
"leaves. ‘ang/ composition* must

her father: Otherwise
there 4s rio reason to suppose
walr{it trees would,revive the
memory any.more than other
varieties of trees.
* In order to'reach bq&ond mtro-
* spection, then, it 1s‘ necessary to
step outside of thought and_
examine it from a diffefent per-
spective. A perspective informing
cognitive-developmental theory is
that of modern biology. A line of ,
reasonmg derived from thﬁ
principles of modern biology
suggests a third design feature of
tmental funetmg-—that opera-_
tlve processgs contro1 flguratlve
/
proceéses ) )
. Ofie can begin to appreciate this
statement by asking the biological,

-

-

question of how under even the . : . . | T
best of 4%l possible conditions hu~ ally using. the chair {o reach the .’ sorrret.h.mg like a col.leetron of

e “fans are capable of adaptmg to Cell”}&»?m this a_blllt‘y to "‘revason : 'ﬂe}f”.“,fmns' The defmrtlon of

. the demands of a changing e . through mustvbe ettrLbuted inthe s Charr V,VOUId be a collectjon of all ‘
ronment. Adaptation in this sense main to o‘perafi\‘/'e, not figurative, the verbal statements one had
refers to the ability to use past ex- thodght If the i man\ had neither either heard, read, or been aware of
perience to respond successfully seen nor heard about the thmkmg,aboutthat were explicitly
toa present problem. Véry often possibility of standiflg on a chair related to “chair.” 'Agam, verbal
adaptatlon is derpanded in situa- togreach ,a ceiling, his tive »statements do not in themselves
tions possessing an element of . .. th®ught processes,cotid in have g, problem-solving ability. A
novelty. These situations do not . themselves have prqvided thg sol- " set of Verbal st“atements would not

*  need to be very dramatic; individ- utlon' This is clear when we’con- be capable of “imagining” a state-
uals may encounter them daily. sidér the piOpertidd, of figurative ment not already in-the set.

* As an example, imagine a situa- thought. One of its major compo- Operative schemes .
tibn where a man needs to reach nents is visual imagery, which can * In attempting to make sense of his
the cerlmg of a room about four ! be ljkened,tqacollection of mental ) observations_of the deYeloping ca;
® Co . J o » . . -
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pacity of children to adapt to

novelty in their environment,
Piaget hypothesized the subordi-
nation of figlrative to opegative
processes. It is the operattve pro-
cesses that providesthe logical.
problem-solving components~of
thought. Piaget refers to Yhese
hypothetical processes as
schemes. or p]ans of action. His
treatment of ‘the construction of
the-scheme_ formis an under-
" pinding for cognitive-déevelop-
N . ~

. the scheme. The environment of a

scheme is composed of both figu-
rative processes and of other
schemes. In this analogy. the in-
coming wires correspond to the if
clause of a compond rule, and the
outgoing wires correspond to the
then clause.

« For instance. consider Row the
.scheme for “chair” may function
during the microseconds between
an individual's perception-of a
particular chair and the applica-

] ®

Jnental theory:.

Schemes are akin to plans of ac-
tion because each scheme func-
" tians like a compound rule withan

i clause and a then clause. For in-

stance. the rule for recognizing the
letter Z was exprigged earlier in
this*form: “If a letter-has two hori-
zontal parallel lines connectedgi
adiagonal from lower left to upp
right, then the letter isa Z."”

\

An indivi s current reper-
_ toire of schemeqcould be likened .

" to rows of lightbdlbs o’n a switch-

~ board* Each lightbulb has sets of
incoming and outgoing w ires. The
outgoing wires lead either to other
schemes or to directions for physi-
. cal action. The ingoming wires
‘each correspond t6 a feature in the

em ironment‘capable of activating

AN

'tion of his knowledge about the
chair. Two of the mahy figurative
~elements of a chair are “has legs”
.and “h 73 horizontal seat.” Be-
“cause all of, the 1nd1v1duaTs

schemes aré extremely active andlt
.want o apply to any possible in-

put. the.glement “has legs” can ac-
—tivate many schemes, including
the schemes for. “people,”™ “ani-
mals,” “dresser,” etc. The element
v ‘has a horizontal seat” can acti-
vate other schemes, However, the

" only scheme capable of including

both of these elements is the*

‘Wichair”, stheme, so it will be_the
one to apply to the flguratlve in-
put. In.our analogy, when,apar-
ticular scheme appljes to an input,
its bulb is brightened. .

Depending upon the individu-

tal"level. the application’ of The
chair scheme is itself a feature ca-
pable of acuivating other schemes,

. which want to apply to features of
* their environment. Some of these.

\"‘inanimate s

schemes may be of a mgdre general
le\vel of applicability than' the

‘chair™’
“¢apable of support-
ing.weight.” etc. In the .earlier
example of the problem of reach-
ing the)ceiling, the activation of
the scheme "“cdpable of supporting-
weight” is a componen_t of the

- solution. *,

The capacity of actrvate’d
schemes to activate other schemés
i one of the distinctive features of*
Piaget's theory of cognition.
Another isthe capacity of schemes
to learn from their own experi~
ence. This gapécity™ helps to ex-
plaln the working of logical opera-

tllons such as class 1nclusron The-

experience of a schenre refers to its
history of being activated eithef

simultanecusly with other

tial~order with other-schemes.
‘Schemes learn from thel_r _experi-

enceby generating new patferns Sofe e
coactivation among ‘themselyes<s

This process is refe‘rreci_}o“,
Piaget as reflgctive abstractron -
“In order to think through this

complicated copsept, reconsider
the “chair” sé(.%)‘ne and the exam-

. .ple of the young child’s reasoning

about the Sinking and floating- of
chairs. 'I‘hnhchll(i was unable to
think about one level ofspecrﬁcrty
of chairs, “wooden chairs:” with-
out losing track of the level *of

“chgirs jn general.”” Explaining
the child’s reasoning in terms of
the switc\nboard analogy, neither

“the scheme of *wooden chairs”

nor the sgcheme of “chairs in gen- .

eral” are serving as features of ac-
tivation for the other. When the

,*wodden chairs” bulb B¥ghtense

<

the “chairs in geperal” bulb does

not necessarily brighten*and vice |

yversa, :

al'i gxperience and developmen-

scheme itself— °

- schemes orin an invariant sequen- .

-

- .During the course of the-child’s _

* “continued experience of reasoning
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about superordinate And subordi-
nafe classes in_a variety of situa-
* tions. schemes corresponding to
both types of classes avill be acti-
vated in sequence thgough the pull
of experieénce. For example. stp-
pose a chilgd is niding on the free-
way. ivith her faniily. She amuses
herself by gazing at the cars on the
road. IYirst her attention focuses on.
the different' calors of the cars.
mentally separating the class of
" cars in_general into subglasses ac-
cording to color. Theg, she notices
that all of the cars have tirgs. men-
_ tally recombining the subclasses «
into the general Class. At some .
" point intime. through numerous
" experiences such as this one. the
‘thental actions of combining and
separating will haye occurred to-
gether often enough to become a
structure. through reflective
abstraction. Then the scheme for
any general clasg ill be activated
-whenever its subclass is activated.
and vice versa. (Class inclusion-it-
" self is @ member of a larger group
of operative structures ; all of
which develop through reflective
dbstrachon )

N

Thought and language
In" many respécts. Piaget’s theory -
is only a place-holding theery. It
points the direction fur further
exploration. but remains in need
\of consldcrablu refinement, E\en
sa, the theor) has alrea(-’lt,d to
numerous _experimental results
» that would not have been pre-
alcted by competmg,&heorms ofin-
telléctual de eloprent. These ri-
sults reinforce the importance of
dlstlngulshmg between flg,uratne
— and operati¥e processes.. .
One set of results has been inthe ~
. area of the rclatlonslup between
thbught and language Inthisarea. :
Piaget’s ‘major contribution has *
been to reveal the productivity of
) he thought of thesinfant before .
e ha‘s‘ac'quired Janguage. In

T the infant’s progressively moté

'

"elaborated. capacity t§ respund
adaptlvely to novelty inthe envi:
ronment, Piaget has described a,
practlcal mtelllgence alread) (,dp- ‘

~
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able of transforming perceplual
content. His descriptions turn
upon .the (,on‘(,'e'pt of the scheme:

For (“(;r{nplc a scheme <an
cunsidt.of subschemes or sub-
systems. If I move a stick to
move an object. there is
within that scheme one sub-
scheme of the relationship he-
tweatethe hand and the stick.
a second subscheme of the re-
lationship between thé stick
and the object. a third syb-
scheme of the relationship be-
tween the object and its posi-,
tion in space. etc. This is the
buginning of the relationship
of indusion. {hesubschemes
are included within the total
scheme. just & in the logical-
mathematical-structtire of
classification subclasses are..
incfuded "within the total
-class.” At thoelater stage: this
relatlonshlp of clasg inclusion
g,lvcs rise to concepts. At the
sensorv -motor stage a scheme
is a sort of practical concept.s

5

Beforé the recent inipact of

“ llagetmntheorv lt'was customary
for psychologists to atcept the

child’s acquisition of language as

.an explanation for subéequent
progress in thought. In other

words, it was assumed that chil-

dren (,ouldbnut makKe much sense
of thelr environment until ey

rearned \otabulary and syntax.

. The predumlnant pusition now is

*
N

that the devélopment of upgrative
theught is itsglf the pacesetter of
language develupm ant. For each
landmark in theg nne’rsal se-.
quence of languaﬁe deve
there is endqnce that

factor.
For example. consiNer tife use of
the .one-word utterance, or hole-
.phrase, The most important re-
. search findihg apout~the holo-
phrase is that children use the.

. one-word ut&erance to stand fur

meanings thatddults woyld repre-
_sent_z_wth an entire sentence. Evi-
dence of this hg been ‘gathtred by
obserung chlldren s use of the
same holophrase, such as, ball

in d;fferent sntuatlons The. idea

40
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behind this rﬁsearch is@that

I to understand what the

young child is saying. it is neces-

. sary to"observe what th(y‘glild is

\ doing. In different gituations, the
child may use the utterance ‘ball”

to fmean “That-is a‘ball.” “I am

throwmg the ball.” "“Give me the,
“ball."" or spoken ahile ctying.

“Help! I dropped the ball and tan't
reach it."e ‘

‘Since one ay assume that the
child understands these meanings
before he or sheds capable of-ex-
‘pressing them with formal lan-
guage. the child must have ac-
quired the necessary schemes in’
advanee ot the language content,
The types of schemes necessary for
_the child to produce these mean-
ings are [)F(‘Cl&(’]\' the ones Piaget

- has documented so arefui]y-l or,,
instance,. it_is thedevelopment of . e
_Afie concepts of object permanende
cand causality that allow the child
< tu perceive himseé dlternately as
 the dgcnlt of an action in 1 am
- dhrowing the ball” and as the re-
1(1;)1911(4)f an action in leo me
tho ball.” -

The symbohc function
Among persons who"base thelr_
philosophies of knotvledge. upon®
the figurative aspects of thaught,
_ there is an inclination toview ver-
. bal language as the (,urncrstonc of ,
" knuwledge. The'line of regsuping
~ uften takes this fgrm. Verbal cxge
prt,sa.luni can, stand a$ brief sy"l
bols fyr Lump«lcx ubjects. events.,
and rel tlunsh;ps ‘In comtrast,
uth(,r sy bulic m des. such dslm-.
1tdtnon or gesture. du not pusscss

this d'bllh) to (undcns“e, and ex-. .

press, Knipwledge. Ther(,fore the
verbal mg)dtﬁs the unly one with
~y,(;]ue. n lqrms of thc acquisition of
j(nawlul;,o, A consequence of this
r(,dsi;mng lsm)c d}scmmtm&, of
forms of wmmunu,dtlorg besides
lafrgua;,o and this hds sumetimes
led 4 the teaChing of ldn‘glr;go ina
o me(,hanu.dl fashipn, as though it
" wWlrean mg,redlenj thdl, 15 best di-
vorced from a child's ungoing ex-
periegce. Some educational pro-
grams. for profoundly deaf chil-
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dren, forexampl®, attempt to teach
a certain number of written words

*to the children each year. These*
programs de not attempt to
capitalize upon the natural inter-
ests and activities of the children, .
perhaps because the educators
cannot percelve any value in the
activities of children without oral ~
language. The curriculum process
centers_upon, drill ‘and rote re-
hearsal."Sometimes the use of\ges-
“tural{anguage among the children
is punished. As an outcéme of this .
type of program. young deaf chil-
dfén can sometimes demorstrate
comprehension of. one hundred
written words without having'any
understandmg of the communice-
tive usesto’which the wgrds mlght
beput.

From “the cogmitive-

developmental perspective. these
. attemptsto teach language (and by

= extefision, to implant knowledge)
‘wey, 1D isolation from ongoing experi-

ence are mlsgulded because they
assume thatssymbols exist in
words rather than in the mental
activity of people. -Accordmg to
Piaget, symbol formation occurs
: whenschemes are actlvated by
® memory of experience instead”of O
by-experience itself. The symbolic
function can occur in magny
forms—imitation in the absence of
the model (deferred imitatiomn).
symbolic play. gesture. drawing,
- mental imagery. and verbal lan-
. guage. Sipce each of thede forms
permits the representatlon of ob-
jects and events not perceived jn a

¥ particular moment, they each-con-

‘ tribute to,the economy and flexi-
bility ofthought Thus. an optimal
. educational curriculum would at-
tempt to provide children with an -
orchestration of ex periences usin
“each form of the symbohc .
- funchon

“The tie-iri betweén the symbohc
function and operatijvity suggests
another requlrement for an qpq-
mal curriculum. Such’ &
curriculum -would attempt to

"~ © "« provide experiences for symbol

« - formation in the contexf of the

. — ) . 1 ,
child’s .interests and concerns.
Apart from the personal value of
this goal, the ‘cdgnitive value lies
in the probability that more of a
child’s schemes will be co-
activated in situations the chjld

“‘can relate to his ongoing experi-

"“ence. 'Ql;_more a child’s schemes
are codctivated, the greater the

chance for reflective abstraction to
occur.

" Evaluating children’$ leammg

While few adults have, thought”
about operativity in the detail~
presented here, some adults’ are
less bound in their world views by

the figurative aspegts of knowl-

edge than others. fThat is, some
adults are more able than others to-

recognize situatjons in which /

-children are exercising their

(operative) mental structures.

erefore, one finds a wide differ-
ence in the types of activities as-
sumed by adults to promote learn-
mg in children.

As an 1llustrat10n"con31§er a
_ situation in-which a young child,
" Steven, ‘makes a plan to work in
“the art area where he will draw‘a

h boat on a lake and a man fishing.”
E/‘L’ySteven gets out crayons and paper
( for himself He draws a fish. Next

-"he draws aman insidea boat. Then
he covers wver the fish with blue.

‘ lines, mtended‘to _be aater. All of

this activity takes about twenty
minhutes. When Steven has finished,
his teacher.asks him to tell her
about his drawmg Steven says
that he made a “man.in a boat on
the water and a fish in the water.”
A visitor tg the school comments
later on tHat she was glad Steven

’had“remembered _the fish "he had

“drawn'so carefully, even after he ’
had covered it over with “water.”,
I an intuitive nfdnner, this visitor
was able to discern some of the
cognitive processes underlying..
Steven’s performance. She realized
the significance of his recalling
the presente of the fish_ixt the wa-
ter; his recall demonstrated that he
had not just absentmmdédly
scribbled over the fisb—he hiad re-

- alwed*’that the fish would be in-

.v\:*

a’dé’
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visible under the water, and he *
had uged-this knowledge ir, his
drawing. activity. In contrast,
another visitor, someone less at-
tuned to the thinking that goes on
“beneath the surface” of a represen-
tation. observes only the figurative
quality of the drawing itself, - ‘
which leads hin to the opinion

. that Steven had not learned how to .
represent a fish in water.

As another illustration of this = ~
difference in perspective, suppose «
“visitors are observing two girls
who are pretending they are:sis-
ters. ‘In ‘their pretend, play, they -
take care to dress similarlyand en- ~
a§808€ in the same activities. They
avalk around the classroom s saying
things like. ‘This is ours, not
theirs.” *“We aren’t doing that.”

~ "We live over there.”” Some obser-
vers may not perceive this as a
learning activity, while others ,
may have an intuitive idea that the

A children are engaging in mentgl

classifitation of ways in which sis-
. ters are different ‘from playmates
‘in general. From the cognitive-
developmental point of view, the... o
opportunity to exercise classifiga-
tion schemes through such pl
an important part of learning. Re-
search has. in fact, demonstrated * *
the intellectual value of dramatic
play as well as the variability of
adults’ attitudes toward it.
1 g

Student philosopher
and cognitive alien .
When one generalizes from ‘one’s
‘own experiences asanadult. many
of theactivities of children seem to..
‘be without intellectuak vajue.
However,- -ence one becomes sen-
sitized to the types of novel prob-

lemsa childheeds tosolvein afder
to learn from experienice, one
comes to appreciate, the mtellec- =

- tual quality of these activities.
I recall oyerhearing the conver-

wsatlon obtwo students after three

~ weekdofa classonPnagetstheory )
One s udent arked. that her " '
.eight'month-old b,aby had been
spending long periods of time gaz-
mgathlsralsedfeetwhrlelymgon .
his back in hlS g;}b Af first, she = -

+ . . P
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said. shé had thought this fascina-
~tion reflected something subnor-

- mal about her son’s intelligence.

Then: she had remembered that
the child had ofly recentlv be-
come able to raise his feet so he
could see them. mavbe his fasc ina-
tion reflected his growing aware:
ness of the interrelations of the
parts. of ‘his body. The student
went on to say that Before this
course in Riagetian theory 1t
would neveg have occurred to her
that a chil¢ mf(:d.s fo learn that

those thinms we call “fect” behave.

in certain -predictable ways. She
concluded bt saving that now she

thought her son was quite g

thinker,

The voung ¢ hild can be seen.
paradoxicalls. as both a “student
philosopher™ and a “cogpitive
alien.”™  Asa studenpphilosopher.
the child constructs. teggs. revises.

b -
2 hreconsiructs hypofheses about

“physical and social reality. As a

cognitive aliep. the childuses a
repertoire of schem&§ that is qual-
atively different from those an
adult uses. These attributes. while

.

-G Davd Eland”

referring specitically to the cogni-
tive aspects of a child's personal-
ity. nevertheless permeatethe
child’s life. since his ablify to
reason—in both senses, as “phi-
losgpher™ and as “alien” —1s 1n-
separably linked with the social
and emotional aspects of his
personality :

An avareness of the wavs 1r
which ehildren Got the parts of
student phulosopherand cognitin e

‘alien can spark «a teachers ap-

preciation of s students” ways of
thinking and behaying. In so db-

ing. it can help to broaden his con-
cept ol his own role as one who -
facilitates the child™s movement -

toward maturity. An anderstand-~

qu of cogmitive-developmental

1wory . and i particular of the dal-
ferences between operative and
figurative thoaght. catdontribute
signiticantly to such q widening of *
the arena of teachipg. [ '
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- " Data

Processmg
at v»
ngh/ Scope

[ »

- -
BOB HAN\{EEY )
| e
Tm‘\()[l \IL OF DATA generated by e aluations s

‘'of educational- programs and thé complexity of
the statistical procedures usually employed to
analyze the data have made researchers dependent.
on the “number crunching” ability of cqmpulers
to perform-analyses on a timely bdsis. The task

- of converting the varigus tests. observ ations.
rating scales, and questionnaires used by ngh ‘Scope
researchers from-raw data to computer files is
han led by the data processing section of

e Research Department. The projects w hich

Lreated the'need for computers and. data .processing

ricalum Demonstration Project. the Carnegie Infant
Education Project. and National‘Follow Through.,
These projects produced more data than could .
reasonably be analyzed by hand. so in 1968 ar-
rangements were made to use the University of
Michigan’s computing center on a time-sharing
basis. (Timne- sharmg is the simulfaneous utiliza-
tion-of a smgle computer systém by many users whq
_share the cost according fo their proportaan ofuse.) .
“Batch’ was the only mode of operatipn used
during this period. In batch mode the cards con-
‘taining the data are taken by the user to the
computing terfter where they are ‘'read" and
processed’ by the computer. At High/Scope. the
cards were punched by research assistants untif
a supervisor. was hired to oversee the data
processing operation. The supervisor, a per- .
manent st&\zgember was responsible for manu-

. ally monitortg data colléction and processing

and for recruiting, hlrmg, and trammg a temporary
staff for every data CO‘lIectlon period.

To analyze data under this system the researcher
manually pulled cards out of a’file drawer, assembled

#

.~ puting center (which was ten miles away] ran the

b -

4

the cards in the order required by the programs
used for data anatlysis., took the cards to the com- .

programs. gnd then returned the cards to the file
drawer. Duplicate decks were made in order to give
several researchers access to the data at the same *
time. But as researchers dl,scovered and corrected.
errors. added and deleted subjects. dropped and
sorted decks of cards, the duplicate decks becamé
originals. After about a year and a half on this
system. the decision was made to solve the ‘card-
deck problems lsy going to a tape system. ‘
a computer programimer was assigned-
the task of designing, progta ming. and imple- .
iAdata storage and ré 1%va[ system.

']'he system he designed was essentially a card--
Thage-on- -tape system with a common format for e
the child-identification information appended to the
frdnt of each tape record. The general pattern of data
analysis remained unchanged. The manual process

of pul,lmg cards out of a file drawer was replaced

by acc,essmg a mag‘nettc tape and, requestmg that .
the computer extratt the data cards required for

the particular analysis and store them in a temporary:-

- comphter-file. - | . e

By this time the -University of Mlchtgan had
replaced its outmoded IBM 7090 with an IBM
360/67 with dual processors and a specially de-

|~ signed terminaj-oriented system known.as the
- Michigan Terminal System (MTS]). The MTS system

't;ad built-in procedums the tesearchers could ..

* easily use to insert the run-control commands;

under the old system these commands ‘had fo be
ingerted irito the-card decks by h;md .

By May of 1970 the ngh/Scopq system was _
operatlonal existing data had- been- entered mto

~




. System. or MIBAS. MIDAS appeared to bea v iable

. was the assunmption that_there would be data fog

-

. subject had a record for-edch variable, the data .

- file that was released to the research staff was
-then complete and in the form of a MIDAS dita

. evaluation of Project Developmental Continuity, ,

. ready

-the data processing staff and gave the research_
. staff more time to analyze the data.

“In this evaluatlon as in most large-scale national —

L

the system, and an IBM 2741 communications termi-
nal had begn installed onite at the Foundation.
The on-site terminal enabled researchers o do all
their analyses without leaving the 'oundation.
After about a year on the new s3§tem the data
[}rocessmg supervisor decided that it would be
mére efficient to enter the data on-line than
to puneh eards and take them to the computing
center. so this procedure was instituted.-  °

In 1972 the University of Michiganr Statistical ﬁ M
Research Laboratory combined several of its .
statistical programs with a data managem&nt *
system and,made the package available to all-
users of tlre (omputmg center. This system was
called the Michigan Interactive Data Analysis |

s

alternative to the High'Scope data storage and
retrieval system, so. although the High,Scope
projects that were already on the“old system were
maintained, several subsets of data w ere entered
into this new system. High'Scope research staff
quickly,acquired the skitls needed- to use{he MIDAS
system and found it substantially easier to use than
the old High'Scope system. except for the problem
of constructing MIDAS files.

One of the problems-in MIDAS file construction

]

the same number of subjects on all variables
within a file. But for a large-scale projectssuch
as the national Home Start evaluation conducted
by High/Scope, it is nearly impossible to collect
every piece of data required from every subject in
the sample. Therefore there must be some way to
allow for missing data. During the Home Start
evaluation, this problem was solved by developing
a*data collection monitoring system which could
mechamcally. supply filler records for those sub-
jects in the sample who were missing some data.,
After the raw data files were filled in so that each

A ]

were entered into the MIDAS system using com-
mands prepared by-the data processing staff. The

base, which could be easily accessed. This d1v1s10n
of labor putthe tasks which requlre'ghe miost tech-
nical data processing -knowledge in the hands of

Durmg the Research Department’s current

this: ‘cooperative arrangement between data proces-
sors and researchers has been carried even further

evaluatiosts, when the bulk of the data from ope
testing period are received and, processed and* .
for analysis there are still a few subjeéts

at several sites on Wwhom data are delayed. It is :

N N a : .
knou n«that the data can aod will be cullectcd and
thag the subjects will be included in the sample
that is.}o be reporte(l However. since this is a -
new project that uses several falrlp new in- ot

- struments, a substantial amount of psychometric .
analysis is requxred In order to give the re-
seagchers as much time as possible to complete

* their analyses. a data file is reléased to them
when it is about 90% complete. The researchers
aresthen able to explore the data. Knowing that
although it is incomplete and the figures produced

_ cannot be reported. there is little chance that the
remaining 10%-of the sanmiple will drastically alter
the findings. Each instrument. then. is analyvzed gs-
tf the data are complete. but the instructions re-
qulged by the computer to dnalwe the data are
savdd in a file which can be used when the data
aredn fact (umplete Then. as the remaining sample
is réceived and the files compléted for each variable. -
the data proc essing staff access the analysis in-
struttions and produce the statistics that are to
be reported. All of the data required to produce
tables for the reports are saved in computer files
dnd,,then accessed by the data processing staff 1n
order ¢o fill in preprinted forms prepared by a
" statistical typist.

_As the. .procedures at High/Scope were changing so
-too ywas the equipment used to process the data.
For-the early projects. fesearch staff recorded
all data on punched cards and entered the data
intotthe _computer by going 'to the Computmg
cenfer and * ‘reading"” the cards on the university
equipment._In 1970. when the IBM terminal was
leased, some’of the data were, entered dlrectlv
intogthe com puter from the erminal vi telephone
lineg to the computing ¢enter. Within ﬁme next.two
years ngh/Scope -persornel had stopped punchmg_‘
catds and were eniering all data through the ter-
minal. Whide thisssystem was more efficient

_. than the, previgus one. it did have two major

- dravl,,backs cost and computer accessibility. For
this typ or-line data entry there is an hourly
rate é,harged r being attached to the computer.
and data can only berentered when the hest .

* computer is operatmg e

The problems™of cost and accessibility were

solvéd when two Texas lnstrumcnts Model 733
" data terminals equtpped with magnetic tape
- cassettes were acquired. Data could then be re-
corded on these tapes withoat having to use the
complter, and the rate at which the operator
egfered the data had no effett on-computer . . °
charges Wheh a tape was completed it was
trarismitted to the computer via telephon’e lines
by “readmg back on the terminal connected to «
“the colmputer. This eperation had a relatively
_highstransmission. rate. so the computef charges:

*

K
were kept falrly lm’v . ’ e
L l 4
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) doubled tle effective entry rate.

"j ~ .
A recent piece of hardware & acquired by
ngh Scope is a Texas Instruments’742, which

appears outwardly to be almost identical to the

* 733. However, tucked inside the 742 is a small

¥ 3 .
programmab}e computer. This allows for several
error chetks to be mawe: whlle data are being
entered. A wide range of errors can be detected
while a test protodol is still in the hands of the
data entry person. Errors discovered at this point.
can eitlfer be corrected and re-entered immediately .
or if the error cannot be resolved by the operator.
the protocol can be set aside. checked by the .
supervisor, and re-entered later. Under the old
procedure the error would have been entered intd
the computer file and not been discovered until the
data were_analyzed and the test booklets filed away.
The 742 requires that programs be written
specifically for each document being processed.
It has been found that once the general procedure
is worked out, the data entry person can easily”
learn to made modifications to fit the specific
test requirements. There are some definite ad-
vantages inhaving the data entry person directly
involved in the programming process. One of
the main advantages is that this person is famil-
jar with® the documents being entered and often
has 1ns1ghts into the problems encountered and
can make provisions in the program to deal with -
them. In onecase, insights provided by the data
entry person led to progrdin changes whlcl;t nearly

*

\

%A look to the future of data processing at .
High/Scope reveals two major changes in the .
operation {o be véry likely. First, the type of
test administered to children is likely to require”

a higher degree of computerization. This process -
,has started already with High/Scope’s Productive
Language Assessment Tasks (PLAT). The codeable

) product of the PLAT is a story wrrtten—by a child.
During the first two years of PLAT data, collection, .
the sstory variables were entered onto coddng sheets
and put into the coYr/rputer in the usual way, but
in the spring of 1975 about 2000 PLAT stories
were entered directly into the computer by” the
coters. To 3core a child’s story using this system
sthe entire text of the story is typed by the coder.
corrections.are made, and,then the story is played
back to the coder by the computer. The coder
thefi éxamines each word of the story as the words .
are played back and applies a series of codes at
appropriate places in the text. Then the computgr
prompts the coder for a series of variables ded-
cribing the entire story. When this procedure \
is completed, the computer scans the coded text
of the story and computes another serie’s of varidbles.

This division of labor between the coder and. the"
computer is set up so that each does what it is

*best at doingl. The coder is able to'make complex

-

ws
.

_judgments ucljs parsing sentences, and the
“computer pi rfdrms such tasks as counting the
number of dlfferent words in the story. This pro-
vides the capability.to score a test in a fairly
short time while mamtalnlng a high degree of
-accuracy and inter-coder reliability. ~

The second mgjor Ghange that is likely to occur in

High/Scope’s data processing operation,is the
acquisition of an in-house computer fac1llty Due

" to the.size and complexity of some of the major
evaluations undertaken by the Research Department,
ngh/Scope will not be able to divorce itself com- -
pletely from the powerful computer at the University
of Michigan. However, there are a large number of *
tasks that require very li®fle computing power,
such as test-data monitoring and preparation of
research tables, and these are well suited to.mini--
computers.” Several of the currently available .
minicomputers are powerful enough to handle PLAT

. processlng and since there j {s no connec- -time
charge with minicomputers, PLAT processrng costs

would be reduced ‘ .

Improvements in ngﬁ//S:ope s data processrng
equipment and procedures have been aimed at
- greater efficiency. Obtaining equipment such as

the programmable data terminal has helped to ~
reduce costs by increasing productivity while
maintaining agguracy. Computer programs like

the one designed for the PLAT “have reduced time
spent on coding, helped to increase inter-coder
reliability. and made the construction of variables
such as “number of different words” in a ch]l,d S,
story eConomlcally‘feasmle Staff experience has - )
also led to‘improvements in effrcrenéy,,l or example
envelopes used for mailing data to ngh/Scope on, |
each child being tested are now preprmted with |

-

-

" s

it the field indicates on the checkllat whl
tests are 1ncLuded in the erivelope, and this al- )
lows the envelope to be used as a sourge document»
for the data monitoring system. L Yy
But efflc’lency is not limited td doing thlngs
faster and cheaper. The major focus of the changes .
n data processing equipment, procedures, and
organlzatron of the, ngh/Scope Research Depart-
‘ment has been to prov1de researchers with as much .,
computer power as possible while keeping their
need for data processing training at a minimum. -
Extendmg the capabrlrty\of the Research Depart-
ment’s data processlng section from the usual
“getting’ the data on.catds” to, the construction ,
and v intenance of | a data base has freed Hrgh/Scop’é
researchers from data, processmg tasks and thereby
A
.enabled them to deyote.more time and energy to
"data analysis and 1ntirpretatlon [:j

-
- L ]

si

-
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R Bobﬁa;n eyisa compllter programmer.who coor(lmates

_the data processmg section oftlw Resedr( h Departmont

a checklist of the possible eontents; the tes ert,t\% . “:. 3




Evaluatron Results Su;;port High/
Scoee Préschool i
- . ;;‘.

“‘ss‘ults from fall 1975 and
. nsprmg 1976\adm1mstratlon
tof the McCarthy Scales of 3
Clnldren s Abilities (MSCA)
a standardized aptltude test, show
that children in the High/Scope «
DeJ'nonstratlon Preschool
ma(le conmderably maqre progress
than-could be expected on the
basis of maturatlon alone—
children in'the program gained
2.07 mornths in mental age ;
for each month of preschool.
The broad-based applicability:
of the preschool curriculum
was demonstrated by the equlva-
lence of gain scores among.
handicapped children,
nonhandicapped lower-ingome
and nonhandicapped m1ddle-

. *s ;ncome children. «

g‘lme -sampled naturallstlc ]

3 ol)servatlbns Wwere also made of
L preschoolers general affective *
state and of social behaviors -
directed to,sand received from,
S?beers fid teachers. The results .

. |* of data\ahalysis indicate that,

"| on the Whole, beth children *
and teachérs mteracted with
handrcapped chnldren in much
tite same way that'they interacted
wnth nonhandlcapped ohlldren

‘Durmg‘the year, progress was-

. madq‘l;;l fhe development

. of the; Preschool ‘Productive .
La,ngu:age Assessment Tasl(s
(PPLA’I’J and thé Child

. ,;s; ‘h: «\ .

N

Observation Record (COR), a set ’

" Child Development and in .

" to bilingual/bicultural education

1 "The'model utilizes a naturalistic

*of observational categories for
teachers’ use in assessifig aspects
of child behaviors not readlly ob-
tained 'by other instruments.

] \

. . \
with the Detroit Public Schools’
Head Start Program. During ’1‘978
additional repllcatlon sites

are planned in the Southwest and
on the eastern seaboatd..

Bilingual/Bicultural Preschool
Project

LN
» . E

’
Under a grant from the Office of.

collaboration' with the Detroit
Public Schools, the Foundation
-is continuing-to develop,
implement and validate a ~
bilingual/bicultural preschool *
model, using as a basis the
Cognitively Oriented Preschool
Curriculum.#ultimedia materials’
for teacher r thaining and parent
orientation and a management-
dissemination plan are being
prepared to facilitate nationwide
replication in Head Start Y,
and other centers in which
‘bilingual/bicultural children
are enrolled: .
High/Scope’s orientation
stresses support for hoth the 7
child’s first and second
Janguages and his culture,

13

approach tolanguage usage

and language learning consistent -
e cogni “-de&elo_pmental

phnlosophy . o

In 1976-77, the model will be——
developed in cooperBtron .-

-~

." examined the problem of, mixing

" learning activities for all children.

“First Chance” Conference

The ngh Scope First Chance
Demonstration’ Preschaol >Pr01ect
hosted a conference on

“The Cognitively Oriented
Curriculum and Preschool 3
Children with Special Needs ”

in Oftober 1976. The conference *

. ~handicapped and nonhandlcapped
“children’in pfeschool classrooms.
The focus was on the use

of an “open framework”
curriculum to provide an optimal*
- learning environment“and |
developmentally appropriate .

»

Visitors’ Days at High/Scope

‘People copr erhed, withthe . |,

-education of _young children are
1nv1ted to observe.HighfScope’s
Preschool and Elenientary. &
Middle School during special
“visitors’ daysa For mformatnon
and reservafions cdll Nelda
SChlabaGh at (313) 485-2000 % .

oy 28
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Foundation to Train Teachers in
Detroit Public Schools

.

1 "High/Scopt has entered into  *

a three-year-agreement with
Region Four of the Detroit Public ~
Schéol Systemto establish a staff
development and training
program to implement the
Cognitively Oriented Curriculum.
The Vetal Elementary School.
grades K-6. will be the focus of
this effort. Dr. Paul Hovsepian,
Region Four’s Curriculum
Supervisor. sees the Foundation’s
contribution as assupportive
element in the ongoing effort of
the Region's parents. teachers.
board members and admin-
istratars to-offer alternatives

to the-traditional learning-
teaching process.

- 4

* High/Scope Graduate Program

-Begins in Fall 1976 - ’

The High/Scope Foundation is
offering a one-year training
program for qualified college
graduates begfkﬁ%mg in the fall
of 1378" The purpose of this
Graduate. Program j in Education &
Human Revelopment is “'to enable
individuals to implement

v a cog‘mtwe -dev elopmental
(Open Framework) approach to
education, as exemplified
' by the High/Stope Cogmtn ely
Oriented Currlculum

The Graduate Program is open

to anyone with a Bachelor
of-Arts or-S&ience dégree who is
seriously interested in educational
innoyation from a cognitive-
developmental viewpoint.
Graduadte credlt-may be earned
for coursg in the Gradugte

* Program  through cooperative,
arrangements with Pacific Oaks
College, Pasadena, Californja
‘and the Merrill- Palmer Instltute
Detr01t -

The Graduate Program s

educatlonal priority is to provide-
a program that 1s adapted

| projects, are now working ‘as

| Approach is afi in oductron to

to the needs of each student-

teacher through practical teachmg

experience at the High/Scope

laboratory school, seminars led

by Foundation staff and
“self-directed student projects.

For mare information write or
call the Graduate Program

%Q[%nator

-

Parent-to-Parent Project:

.The Parent-Infant Education *
Department has completed

,the first year of*its home-visitor-
training and delivery-system-
development projects. funded

by the National Institute of Mental
Health and the Lilly Endowment.
Efforts.this year have focused

on training and operation

of a community-based home

visit program, in which.four
Ypsilanti parents. participants

in previous High/Scope home visit*

home visitors with other parents.
They are using the Highi/Scope
parent-infant education modgl

in their weekly sessions with
_each family+—helping parents +
to understand and support their _
babies’ growth. Plans and
outlines have been developed™
for the completion of disseminable
written and audio-visual materials
for th%trammg and dellvéi'y
model.

PR

L 4
New Videotapes on Parent Infant
Educutxon

—h

Final revised versnol;ts of two
parent-infant educatloh
videotapes ve beey produced
and-are' available to the publi¢.
Babies and Their Parents—An
Overview-of the HighiScope

the goals, beliefs and assumptions
that underlie the’ Foundatjén’s
wor]k with parents and infants.

"\..the workshops. Further for:

or group discussion structured

around its three main sections—

“Babies as Active Learners.”
“Skills and Stages in Infancy”

| and “Supporting.Early Learning.”

Causing Events to Occur—

| The Development of Causality
1 illustrates. in nontechnical.

language, the sequences and ex- -
- perientes through whish .
.babies come to understand
and control causal relations in
the world around them. Examples.
include learning throtgh
interaction with people and
through exploratory play. This
program is designed for parents, -
students”of chjld develogment
and persons being'trained for work
« with pargnts or infants. |
. AR Y

%

Spc:msh Lcmguuge CurrzcuLum
‘Workshops

Undef tontract with the Schoel *
of Education of the Umver51ty

" of Chile. in july 1976 twaq.
High/Scope consultants presented )
a series of curriculum workshops
tp groups of university professors
and other key people from a
variety of early childhood projects
in Chile. A Spanish-language
multimedia’ patkage on the
Cognitively Oriented Preschool
Curriculum was used in

matioh on Spanishlanguage .

workshops and mate'rials/ii

available from the Foundation'’s
" Intérnational Programs-division.

0

«
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Home Start Report Published . i

B
The Final Report of the .
National Home'Start Evaluation.
(1972-78) has been publlshed ‘-
A limited number of copies
areaé.vallable at four dollars.
Address orders or inquiries

It is suitable €or orientation

to the Administration Department. -

-
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Home Start Follow-up Study
s, Begiris

TheFoundation has been awarded

a contract by the U.S. Office .

of Child Development to conduct

a follow-up study of Home Start

families and to 'é'aluate

_six regional Hotne Start Tralnlng

"Centers. The primary purpose

of this effort is to provide

information to decision-makers

for future policy decisions about

family intervention programs and
rocesses for training personnel

to work in home-based

' programs. High/Scope. as prime

contractor. will provide overall -
direction to the project and will
take primtary responsibility for
the Training Centers Evaluation.
Abt Associates.dnc., of
Cambridge. Massachusetts.
as subcontractor’ will have
. primary responsibility for the
follow-up study of the sixsites
from the’ national Home' Star}
demonstration that took part
in the “summygjve" evaluation-
+ of that project :
8ix regia Trammg Centers
that are currently funded by -
the Office of Child.Development
to train home-visiting and |
supervisory, staff from pgograms
in their regions will participate
in the Training Centers
Evaluatien, This evaluation will
+ (a) collect information to describe
the activities of the Training
Centers, {b) conduct a survey
determine whether the
Tryining Cénters are meeting
_the\needs of Héad Start programs
for training staff to work in
home-based programs. .
+(c) analyze training sessions and
interview trainers and ’tralnees
to eva'luate the effectiveness
of training, and (d) analyze
the costs of operatifig this -
. regional network of Training
Centers. The evaluation study
is scheduled fo be completed*

e

Journal Devotes Special Edition |

_to High/Scope Curriculum

The Revista de Educacion }

5

Pre-Escolar,a journal on early ¥

childhood education published
by the Fundacion de Jardines - -
Infantiles of Santiago. Chile.
recently published a special -

. edition devoted to their work in

A}

' applying the Cognitively * o

Oriented Curriculum to Chilean

| preschools serving children from

familigs in extreme poverty.

1

- Conference Draws Participants

from 30 States .

’
L]

‘High/Scope’s annual conference

on the Coghitively Oriented
Curriculum was hel in

| Ann Arbor in May 1976. Partici-
:pants from" 30, states We,re

welcomed by Pr631dent David P.
Weikart, who reviewed the lon-
gitudinal results of High/Scope's
early intervention’ projects forv
young children. Staff from

the Parent-Infant. Preschool and
Elemgntary Educatlon
departments conducted two days
of workshop sessiong explalnmg
the curriculum and 1llustrat1ng
practical approaches for !
home visitors, prgschool and
elementary educators, parents
and admimgstrators. ,Evening .
workshbps were held to acquaint
participants with High/Scope’s -
approath to bilingual/bictiltural °
education, the sumifief camp
program for teenagers. the Pro-
ductive Language Assessment

- Tasks, the integration of

Fl

handlcapped’ with non-
handicapped preschool children’
and the constfuction of simple
toys for infants and young
children.

Plannlng for the 1977 sprlng
conference to be held in -

information should contact the
Foundation’s Administration
Department.

-
2

Australian Educator Completes _
JPost-Roctoral at High Scope
/_Dr. Edc@ Braggett“. a Senior

Lecturer in Education at

the University of Newecastle in

New South Wales, Austraha

e

1~ recently compléted a six-month -

post-doctqral fellowship -
" at the Foundation. As an invited
partnclpant -observer.’
Dr. Braggett assumed an active
andgproductive role in a variety
of High/Scope activities. -

ofthe Project Developmental
Continuity (PD@& evaluation
that is being conducted by,

the Research Department.

As a member of ngh;Scope s
field team. Dr. Braggett traveled
to PDC sites in California. lowa
and West Virginia, interyiewing

administrators and observing g
in the classrooms. Dr. Braggett S
other PDC-related research
efforts included coriducting |,
a literature search and~writing a,
- paper on “Factors/\Which Enhancé,
.or Retard Change and Innovation
in Education,” formulating
hypotheses related to PDC
program inplementation
and contributing to PDC report
writing and datd analysis. -
During his stay, Dr. Braggett,
made important contributions

- creasing his knowledge, of
American educgtion. Membets
of the ngh/Scope staff who had
the privilege of working with -
Dr. Bragget’t will remember him

with"'warmth, wit and a spirit of

. Coa e
interested in receiving registration -

¢~ His major involvement centered ~

PDC staff, teach®ts and.school ~ .

to the Foundation while in- s -

as an educator whose seriousness ~
" of purpose was, m;,bued

- b}:.’]anuary 1978. . . Ann Arbor'is underway.: Persops fellow'shlp/\
:’ﬁ» ' ) . . - : Y B ;
Q ‘ — -. ’?&;’ - o - N 4‘5 .
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GHISCOPE'S. |
NUALSPRING CONFERENCE

o

on the

COGNITIVELY
ORIENTED
CURRICULUM

i
N .
A3

forInfant, Preschool & Elementary Education

. . . -

[ 4
g, PR

vx:iil be held 1n Ann Arbor
inMay. 1977

- a » ] '
PLAN'NOW TO ATTEND )

B Iplantoatténd, Please send

registration materials. o

3 Iwould like more information.

Al

“\

- Namt

‘Address—_ ]

Sprmg Conference

ngh/Sc Foundahon
600. Nor River Street
Ypsxl:mtl, Mnchngan 48197 N

s

. High{Scop’e Camp

v A-Summer Program

for Teenagers’

- « . R
.

I ounded n I% fona38s-acie e stgte near Chig@on,
Michigan, the Hish Se oge ¢ amp s now an offrcial

s program of the Hwh'%r&u' Foupdation, Boys

and grels trom’12 to 18 vears ot age, hum avriely
of social. racial and rehgious backarounds. spend
Bugeeks together as a'multhi-age unit m’this unigide
summer program of arts and scrences and group
living In past summers, v oung p(-opll from
communities througshout the United States and
from Norway, Germany . England. \usl}m Chile,
Peru, ColombBia and. Vustrahia have participated

in the ”l”h_ Scope stunml r pmﬂmm
—— e L e

. N .g-

* -

1 Please send d[)[)ll(‘xﬂl()ll 1mms
1 Please send more mhnmalmn

) A

»

hd

Nditrer

[ Laalien

Addresy -

&

-

High/Scopé Camp
High/ScopeFoundation
600 North River Street
Ypsilanti, Michigan 48197

Aruitoxt provided by Eic:
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INCOME SOURCES FéR THE -HIGH/SCOPE FOUNDATION N .
PR ‘. ' : N ;n' -, c - H = L
.. ; 9 2 iy T " 53 - . 7 .
- e ' ﬁﬂ & > r * '
The Foundatlon réceiv edﬂd 9467388 in grants CgRtrats, aﬂg gl?s forthe year endqd ]une 30.1975.a 10 6% . .
increase or the previvus year’3 ingefhe of $1.759, 331“These unds were rgcen ed from both private and
public supportars. Néw grants were réceived from the Buggau of Educ.g ion for the Handlc.apped the Lllly
Endowmerif‘ the Offlce of Ghild Devélopmenba H¥ont €lpol.distri 5. ,r . .
; - j] ‘e& N4 ‘ _;} "\
. Y EY1975° "FY! 7 Y w73° '\FY 19?2 ~FY 1971 -
Se Total Income - $1,946,388 - $1‘.7$9;3_3°1' $1, 05‘7 '$’l 120 059 $801 672
Offlce of Chlld Development 1,058.318 708,385 26 243 & 197 ;268 152, 321
ETITTE . &
Off“ce?of Educathn . " - 579,966 . 688, u,, 552, 862 . 270,875 201 220
School Districts a 23,605 ° 113890 m 300 3. 353.108 273,3.50 . .
Office of EcononficOpportinity e - 74 0}1 T, 62,070 31,720 4
National Institute of Mental Health : " - ‘L 9,823 297460 .
Carnegie-Corporation 54,720 ,@ M1, 607 . 4117,229 60,164 ~
Spencer Founrdation, . 106,800 . 107, 189 .9 78, 059 ¢ o
. Grant Foundation 25,0000 605000 ' R
:Hord Foundation ) g R 12000 . . T,
Lilly, Endowment‘ Inc. 100,000 . N T .
Other , " . 129,779 105,226 -~ 116,875  « 31,629;:" 53,437 » v
N ° : v‘;'q - N * t ,:; T =t < T
’ / » s ¢ & ‘ R . ’ - .
L AN . ’ = < *
. ] ! ‘gﬁ)ﬁ* ‘ . - ) . ‘ ‘ ’ —_ s
K :< B . : . ¢ N .;/._\ ) -
e st ‘ o 4 .:v. " ) . . . . J 5
’ i ’ * o \\ 5. "i N
S N - - p:
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ASSETS
'CURRENT ASSETS *

HIGH/SCOPE EDUCATIONAL RESEARCH FOUNDATION

BALANCE SHEET - ,
June 30, 1975 o .

’
AN

,
4
. .

- q . A

Cash in Banks and on hand

Time certificates — including - .’ ."

interest receivable of $840.39
Accounts receivable. = RO
Pfepaid espenses . =~ * )
Deposits and advances receivable — Note G

'~FOTAL CURRENT ASSETS

"PROPERTY AND EQUIPMENT — on the

ba"sw of cost — Notes A B &G
Land '

““ Land improvements } . -

iy

Buildings and improvements
Equipment .
Allowance for deprecnatlon (deduction)

-
e

1y

LIABILIPIES AND FUND BALANCE'
CURRENT LIABILITIES . . -

Accounts payable -
Accrued salarjps and amounts withheld
. therefrom : -

- Reserve for fringe beneflt o

liabilities — Note C and D
Current portion of long-term'debt

TOTAL CURRENT LIABILITIES |

LONG- TERM‘ISWIIBT less porh‘on classified
as current liability — Note E
DEFERRED REVENUE Note F

-TOTAE? LIABILITIES

FUND ‘BALANCE -

" Balance at July 1,1974
E)gcessvof revenues over expendituges.

(expe /Idltures ovér revenues) Ak
" Balarfce®t June:30, 1975 =~ L .
R 4 T, s 0 N

*

" $104,640.88

'I'otal
_Fefleral
Prdgrams

(8. 72,912.46)

\ 166,396.96

- —

$°93.484.50

116,625.70
(. 5469.32)

$ 11,156.38

4

E

$ 97,848,37
. .11,846.70

% 37,025.38

$146,720.45

e

$146,720.45- *

i o e

(§ 44,198.63) .

2,119.06
(8_42.079.57)
$104,640.88

. Tétal
Non-Federal
Pregrams

$ 96,441.32

143,158.55
~ 33,794.10
4,298.40
10,499.52

$288,191.89

-
‘

. Total
All"
Programs

e

$ 23,528.86

143,158.55
200,191.06

4,298.40 .

’

10,499.52
-$381,676.39

$ 25,667.00°

$ 25,667.00
15,259.69 . 15.259.69.
#M95,672.21 95:672.21u/
140,208,60 156,834.30
(_79,057.17) (*_84,526.49)
. - / - :
$197,750.33 - $208,906.71
$485,942.22 $590,583.10
$ 16,195.22 $114,043.59
— . 11,846.70
-.6,976.28 . 44,001.66 "
4,000.00 -, 4,000.00
$ 27‘171.50 $173,891.95
16,960, 62 16.,960.62 .
50 200, 70 } 50,200.70
3 94,332.8,2 $241,053.27

s -

” . -
$322,41154 ,

« 69,197.86
$391,609.40
Ry

- $485,042.22 '

..

$278,212.91

. _71316.92"

" $349,529.83-
$349,529.83

- $590,583.10 .

P
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REVENUES: v

v, .
Contracts and grarﬁ -
Management fee iftome

Miscellaneous

-

EXPENDITURES: © ,

P

[~ Hicuiscors EDUCATIONAL RESEARCH FOUNDATION .+
STATEMENT OF REVENUES AND EXPENDITURES L

w -
, i P
. -~ 7 - Total Total Total
Federal Non-Federal All .
. Programs . .Programs . Programs
» ¢ G ‘
? $1.638.283.§2 $197,374.72 -$1.835.658.34
— 30,168.91" “730+168.91
— 80.560.65 - 80.560 )

*

4 $1.946,387.90

$1,638.283.62 $308,104.28
. -

.

- - . \ :
Personnel costs ' t. $ 721.342.68 $138,218.66 $ 859.561.34
> Travel - Y., 5685072 © 418.543.07 . 75.393.79 |
s |~ Equipment rental | o . .67101.33 . 13237 . *6.233.70
Equipment purchased - : . 505.40 27.231.09 27,736.49
' Testing — ) 23.063.35. 1.976.38 25,039.73
Printing’ . ’ 4,798.74 . <  4.492.07 - 9.790.81
. Repairs and maintenance-equipment .7 3,775.22 106.50 | = ,3.881.72
Audio;visual . - | 34.97) -~ — ( 34.97)
Consiilting 3 ; / 12,648.90 145.20 v 12,794.10 -
+ Warkshop . - - . 5,284,35 - 6,305.30 11,589.65 °
*Supplies : S 26,025.54 -4,501.99 30,527%53
~ Computer s services - ?3?‘ 39,825.04 .3.837511 43,662.15
Vehicle operations . . — _ 118.00 . 118.00
Occupancy costs - 12,913.90 . 3,75326 16,667.16
s *  Depreciation ~ . t — 2,583.57 2,583.57
' ~ Sub-contracts wrt - 479,464.74 - 479,464.74
Films v ] - © 411825 ¢ 4,118.25
Interest A° - © 1,648,30 1,643.30
Telephone ' . ‘ 37122177 743.36 . 445557
Insurance’ -, .. - 440.84 440.84
Lab transfers = - 11,261.47 ~5,000,00 ‘17281847 ©
_Building maintenance 1,286.09 214.68 1.500.77° X
Management-fees -~ 30,168.91 —_ 30,168.91 -
Allocated indirect costs-, 203,506.66. 40,975.26 244.481.92 -
¢ TOTALS | . < $1,642,500.28 - $266,080.76  $1.908.580754
¢ e [ -
. Plus (Less): : o ‘ - s = o
) Transfer to fixed assets ] {$ . 6,33872)  ($ 27.173.84) $ ' 33.509.56)
. " A b . . - — !
TOTAL EXPENDITURES _  $1.636,164.56 $238.,906.42 $1.875,070.98
. AR . .. v T
, . EXCESS OF REVENUES OVER ~ - L C .
. _EXPENDITURES (EXPENDITURES o L . "~ N
> TOVER REVENUE) : » 8 2119.06~  $ 69,197.86 $  71.316.92
" - Pt 77 ’ . . ) i ) e ? ‘
- i - — . T, ‘ & ' ’
. - N - [ -, 49
e LT 5D ' : A
» ’ - v - -




HIGH/SC,OPE EDUCATIONAL RESEARCH F OUNDATION

STATEMENT OF CHANGES N FINANCIAL POSYI’ION
July l 1974 to June 30, 1975 =

~

Funds Provnded by: .

Net excess of revenues over expenditures for the year
Items recognized in operations which did not affect
working capital in the current périod —

<

Increase in deferred revenue . ! . _40,544.05

Funds Provided fr'om Operations '
/
Net book ¥3lue of equipment disposed

« Total Funds Provided

. Fﬁnds Used for:

& Expenditures for property, land improvements.
and equipment (net of equipment)
Pecrease in long-term debt

Total F’unds Used

‘Increase in Workmg Capital =~

-

_ Changes in Components in‘(Working Capital
' *Increase (Decrease) in'Current Assets:

Cash and'time certificates \
Accounts receivable %, .
Prepaid expenses and ‘other current assets '

W

Increase (Decrease) in=Current Assets
... .

Increase (Decrease) in Curfent Liabilities:

- Actounts payable . . 4
bk _ Accrued salaries and ammmts \M'therefrom
" Reserve for fringe bénefits : e .
&  Current portion of long-term debt - -

" Increase (Decredse) in C;nrrér_lt'Liabilitie\s -

. Increage (Decr‘ease)i’i'n Working Capital )

Delrecnat;on—-—NoteA v o s $24'77§T39 ’

$ 71,316,92%

)

' NEN
s

65,316.44
$136,633.36

Y 4.678.00."

$141,311.36

'$ 33,500.56

" 4,004.86 .
N

“w _$ 37,514.47

_$103.796.94

P .
$ 98.063.97 .

227.90

10,412.71 .

$108,704.58

-

6,575.59
190,813.03

200.00 .
"8 490764

$103,796,94

0

. (8 21,680:98)

-
Rk
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@ —— atthe closmg on luly 45 1975. . .

. -, ) = ° . -
HIGH/SCOPE EDUEATIONAL-RESEARCH FOUNDATION h .
- NOTES TO FINANCIAL’ STATE
- June 30, 1975

. NOTE A ACCOU\JTING PPLICIES - ’ :
Equipment and properties udch have been purchased by the Foundatién from budget appropriations and
from land contract purchase are capitalized and depreciation § {scharged on the straight-lipe method to the
-operations accounts using various qstlmated useful lives. -
. The Comnussioner of Internal Revenue has notlﬁed the Foundation that jt is exem tom Federal income
“Ftaxds. Nt . . :
The Foundation makes matchmg contributions toward individual employee retirementannuity plans
At June 30. 1975, thege are-no unfunded Habilities for these plans.
NOTE B — LEASES & e -
The Foundation has entered into certain leases related to office space w which expire in 1976. These leases
call for monthly rents totalipg $2.000.00 One of the leases calls forthe Foundatipn to reimburse “the lessor
for any excess of current real estate taxes over those paid in 1973. As of June 3 % 1975, the approximate ¢
ampunt due for such taxes is $700 00. This ltal)rllty has not been recognized in the financial statgment. The
Foundation has feceived appreval to terminate “these leases early. with no penalty.
The Foundation hasleased equipmentwithan optlon to purchase (for $303.50)at the end of the lease. 'Fhe
Foundation has subsequent ¢o June 3071975 exercised 1its option and thus the lease payments 185. 942 72]
together with the option pnr; has been capttahzed at June 30, 1975, .

° - . -
\lOTE C— RLSERVE FOR FRINGE BENEHTS - % . s
The Foundation has establishegd a policy to fund a'reserve to cover the followmg costs:
. Personal and sick leave earned but not used in a fiscal year. .
2, Costs incurred avhen a staff member is terminated without a 90 day notxce -, .
3’ Unemployment benefit llablhtv (See Note D). '
-This reserve is being funded by assessmg each grant and contract for 4% of salaries and wages. The total
addition to the reserve in the current yegr is $33.500.44. The total charge against the reserve 1s $13.687.41.
“As of June 30, 1975: the contingent llabxhty for personal anid sick leave is $41,000.00 and 856 000.00,

respectively. . o - .

NOTE D — UNEMPLOYMENT - TAXES

On January 1, 1972, the Foundation became subject to the Ml:hlgan Unemployment, tax ‘]‘he Ebundat;on
has elected the reimbursement method, in which it must reimburse, the State for all claims Pald The
Foundation is funding this liability as dtscussed‘m Note C abové. -

“ NOTE E — LONG-TERM DEBT - :
AtJune 30, 1975, the Fot;ndatxon had a long-term debt conststmg ofa 7% land contract payablein quarterly
payments of $1, 360 00 |ncludlng interest to be paid i full by Dgcember, 1973! . . ..
\) s ‘} v " ~ -°
NOTEF — DEFERRED REVENUE ST -7 [N
The Robert Sterling Clark Foundation awarded a grent of $10,000.00. of which $680.68vas' recognized as
revenue in fiscal year ended June 30. 1975. with $9.319.32 td'be recognized in thegth_flscal year. .
The Carnegie Corporation of New York awarded a grant to the Foundation for a suLdy gf the long-term
impact of early education programs for disadvantaged childten. The total grant is forg322. 400,00. In the
fiscal year ended June 30, 1975. the’Foundation received- 843.400, 00 and recogmzed 5'21120 67, thh
. 821, 2% 33 to be-recognized in the next fiscal year.
+- The Fourtlation has an agreememt with® the United Presbytarian Metrogolltan Chlldrens Center of

\1. &4’3’

. .g . N °
el
e

- 2

Indianapolis. Indiana to provide technical assistance. Eor the fiscal yearend;d June 30, 1975 the Founda- - .

tion received $3,750.00 and recognized $2,500.00, with $1.250.00 to be recognized in the next fiscal year.
On June 1. 1975. the Foundation took over the operatlon of the High Scope, Inc. summer.camp prograg.

In fiscal year ended June 20. 1975. camper - fees of $21,050.00 wererecelved and §2 697 95 was recogmzed 4

with $18,352.05 to be recoghized in the next fiscal year. : , . 'l . o

NOTE G -~ COMMITMENTS” ) - ’ v -

The Foundation has made agreethent to purcbase two bulldlngs The purclfase price ot‘ oneis $250, 000 00,

to,be financed with a 7% land contract of $220.000.00, with monthly payments of $1,706. 00. Closingls to -
+ takeplace on September 1, 1975. The secand bulldlng is to be purchased for$17 000 00. wlth full payment

.
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AUDITOR'S REPORT . - ~ . ~ T
- . , ’ ° ) A
. » . 0 - r -7 . ’ ‘_ -~ o e
- . . . . 5 - . .y
, » .o ¥ . 0 * Lot g 7
Board of Directors - L LT : - . : . »
-Highi/Scope Educational Research Four_ld?jon' : ,
- ¢ '

We have examined the Balance Sheet of High,Scope Educational Research Foundation as()f June 30. 1975,
and'the related Statements of Revenues and Expenditures and of Changes in Financial Positioh for the-year
then ended Our examination was made in accordance with gerfegally accepted audfting standards and
accordingly included such tests of the atcounting records and such other audjting procediires as we
eonsidered necessary in the circumstances. ) . ~ . .o

In our’opinion, the aforementiened financial statements present fairly the financial position of High/
Scope Educatiorial Research Foiindation at June 30. 1975, and the results of operations, th¥nges in fund

balance. and cljapges in financial posifion for the y ear then ended. in conformity with generally accepted

. S * Sl

. Y N AR . ) . e
. accounting princijyles. applied on a basis consistent with that of.the precediny year. y
1T o7 - R
AN . ‘ - . ~
. . . ) N ., N M . * LI
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CURTIS, BAILEY. -EX{ELBY'& SPOSITO.BC. - I : 3 .
. . - ‘ . o ¢ .
N . ' z‘ N ) - . . s, o o
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- eral Offict of Bconomic. Opportunity, tesearch staff pre-

) ,pro)ecl is to prov1de a contmuous educational experi-

in the planmng stages,

: c)onthnr_ed‘from_ in'side front cover
sessment proceduses to supplement or replace standatd
measﬁres of children’s achievement and iritelligence.
Evaluatidn of children’ s productrve—language compe- _,
tence is one example; thls is part of a promising ap-
proach to eCologlcally valid measufement that aims at
assessmg eduecational oufcomés relevant to important
life ‘situations. Research staff are also developlng and” - -
using observation instruments to discover what really” -
happens i classrooms - and: how parents and children
interact. - e X

An important functlon of the Research Department is
to conduct loggrtudlnal studies to determine the long- -~

_1ange effects of ‘educational programs on children’s

lives in school. Thede follow-u -up studies are being con> . -
ducted for the Foundatiop’s infant and preschool pro-
grams. Longitudinal follow- -up of children from the
preschobtl programs has been ongoing for moré than.a *  _
decade, with consisten tly encoyraging réstlts.

The Foundation alsndndncta evaluative fesearch on .
programs other than its own. At the réquest of the fed- "

pgred an' exper1mental design for a national day.gare

-study. Research stdff have recently completed an evalu-

ation of the Home Start Demonstration Pt‘o)ect a federal -
project that provided education in the home for pre-
school-age children from low-income families. A
follow-up study on HoﬁrEne Start is_now underway. -
Project Development Contlnulty is another national ef-
fort being evaluafed by the Foundation; the aim of this

ence for four- to eight-year-old, Ghlldl‘el’l and their

* familibs by linking Head Start and elementary school —

prqgrams. .

\
~ o'Latin Amencan Pro;ects—The Foundatron has. been‘

Yy

attive in Latin.ATiierica for the past five years. In Colom-

bia, High/Scope staff haVe helped to design and support; -
experimental infant and presckool programs with the .
Colombian Institute of Family Welfare  ang the 'Human
Ecological Research Station,'In 1974, *the Foundation
was asl§ed by UNICEF\to prov1de a sérlgs of training
programs for officials of the Peruvian Mi inistry of fiuca- :
tion and, other professiorats working with infarifs &nd

"preschoolers in Peru. Several"Chilean educators have - :

come to the Foundation for training in the: Cognltlvely
Oriented Curriculum, and ngh/Scope consultants have
given workshops and seminars in Chile; as a result of

‘these contacts, widespread interest imthe Foundation' %

amd its ﬁrograms has been generated in ﬁ:hlle Préschool +
ediitators in-Santiago are building programs arcund the - 3
principles®sf gognitively” oriented’ education, and the *

“»Chilean Office of’«Nutrmon has. asked High/Scope to :
_.supply 1nformatlon to help facilitiate the bleriding of
" nutritional and educational stimulation in‘programs for

dlsadvantaged infants-and .preschoolers. Other projects
in Guatemala, Venezuela, Colombla, Peru and Chile are

‘ . -




