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UN Declaration of the Rights Of The Child

_ to affection, love, and understanding.

to adequate nutrition and medical care.
to free education.

to full opportunity for piay and recreation.
to a name and nationality.

- to special care, if handicapped.

to be among the first to receive relief in
times of disaster.

o to learn to be a useful member of society
and to develop individual abilities.

to be brought up in a spirit of peace and
universal brotherhood.

I to enjoy these rights, regardless of race,

color, sex, religion, national, or social origin.

International Year
of the Child

The United Nations invites you
to renaw your concern
for children everywhere . ..
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From the President —

REOPENING THE CASE FOR PUBLIC PRESCHOOL EDUCATION

David P. Weikan

While a quict revolution in preschool programming has been going on, new studices of
the long-term eftects of preschool are demonstrating the remarkable staying power of
early education experiences that took place almost 20 years agao. ‘

PIAGET'S THEORY OF KNOWLEDGE: ITS PHILOSOPHICAL CONTEXT ..
William Fabricius :

Psychologist Jean Piaget's influential theory of the "knowing process™ has significant
point in common with the philosophy of the 18th century German thinker Immuanuel
Kant. The author places Kant's revolutionary conclusions about reality and knowledge
in the context of Enlighterunent and Romantic philosophy, and explores some paral-
lels and divergences between the Kantian and Piagetian theories

THE ECONOMICS OF PRESCHOOL EDUCATION
Robert Halpern

Hew can preschool programs be “costed out™? What are the components of cost? What
is the procedure for caleulating the social-cconomic benefits of preschool? These and
other questions pertinent to international policy are explored inan informative appli-
cation of the “dismal science”

FORMAL ASSESSMENT OF CHILDREN'S WRITING .

James T. Bond, Lynne Tz ~or & Robert D. Matr

Research underway at High/Scope is examining a range of established and experi-
mental measures of children's writing abilities. One goal 18 to make possible more
informed selection of writing tests and thereby o support improvements in educa-
tional practice since, increasingly, what gets tested determines what gets taught in our
pubtlic schoals,

THE ADVANTAGES OF EDUCATIONAL MODELS

Robert L. Egbert & Margaret E. G. Brisch

There's a special beauty, integrity and utility in early childhood programs derived
from a singie pedagogical perspective. These "modeis”™ are more likely 1o produce
coherent and consistent results than the eclectic approaches that until recenthy have
marked the field,

COMPUTERS AND EARLY LEARNING

Bernard Banet

Tiny, cheap computers and related electronic devices, all “tal! ing” to cach other, ny
have more uses in education by the end of the 20th centuny than paper-and-ink,
blackboard 4nd chalk: A golden age of learning? An age of dehumanization? Or just
business as usual? Educators themselves can chart the course and help shape the
tuture,

PARENT-CHILD INTERACTION AND CHILDREN'S LEARNING

Aan &, Epstein & Judith Evans

High/Scope rescarchers have identitied several positive dimensions of parent child
interaction, and some negative ones, which predict children’s scholastic perfonnance.
Their longitudinal findings point to the important conclusion that the mother child
refationship both mfluences and is influenced by children's early learning stvics.

A Glimpse of High/Scope’s Home
Reflections: High/Scope's Graduate Program
Notes & News

Contributors

Annmnlcemcnts
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Reopening
the Case for

HE USE of preschool education to
ameliorate some of the effects of pov-

erty on disadvantaged children has

been a matter of controversy over the past de-
cade. The enthusiastic early supporters of
Head Start promised the doubters in national
policy circles that a summer’s program wouid
enable disadvantaged children to “catch up”
with their more advantaged peers and enter
kindergarten with them as equals. Caveats
from researchers and danger signals from
early evaluations of Head Start projects did not
dampen the enthusiasm of the supporters. Not
until the rather gloomy Westinghouse-Ohio
University report was released and received
wide publicity did the early bloom begin to
fade. But in the years since, Head Stant and
other programs for disadvantaged preschool-
age children have actually flourished. becom-
ing more sophisticated educationally and in-
creasing their range of services Moving away
from an exlcusive focus an improving chil-
dren’s academic performance in the early

grades, these programs have recognized that -

there are other legitimate goals of early
intervention — improved health and nutrition,
training of paraprofessionals, services to par-
ents, to mention just a few. Programs for
preschool-age children are now expanding.
with more children being served and more
support being generated by policy makers at
all levels. .

While this quiet revolution in preschool
programming has been going on, information
on the value and impact of preschool has been
accumulating from a range of studies initiated
in the 1960s und only now becoming available
to the general public and the policy muker.
Three of these studies were recently published
as monographs by the High/Scope Founda-
tion,

THE YPSILANTT PERRY PRUSCHOOL PROJECT: PRE

SCHOOL YEARS & LONGITUDINAL RESULTS THROUGH
FOURTH GRADE (Weikart, Bond and McNeil,
1978) is a4 study of the long-term effects of pre-

Public Preschool Educanon

school education on a group of “high risk” dis-
advantaged children as they progressed
through the early elementary grades. The
study provides solid evidence, grounded in 4
rigorous methodological framework, that pre-
school made a difference in these children's
fives: the impact of the preschool experience
on their school achievement and grade phice-
ment, compared to the control group, has
been positive and sustained.

THE YPSILANTI PRESCHOOL CURRICULU'M DEMON-
STRATION PROJECT: PRESCHOOL YEARS & LONGITUD-
INAL KESULTS (Weikart, Epstein, Schweinhart
and Bond, 1978) presents and analyzes data
from an experiment designed to compare the
impact of three programs that represented the
dominant approaches to preschool education
during the late 1960s. The principal findings
were that 1) the programs were equally effec-
tive both during and after preschool. and 2)
the children'’s cognitive gains were still being
maintained five years after they entered
elementary school,

AN ECONOMIC ANALYSIS OF THE YPSILANTI
PERRY PRESCHOOL PROJECT (Weber, Foster and
Weikart, 1978) is a study of the sacial rate of re-
turn (the return to society ) of public invest
ment in the Perry Preschool Project. The be-
nefits and costs for the experimental group
were compared with those for the control
group in a pioneering extension of the eco-
nomic field of “investigation of human capi-
tal.” In the analysis, the economic benefits of
the preschool program were quantitied: then,

‘by compgring the costs of the educational pro-

gram with these economic henefits. the raje of
return on the investment was calculated. The
results show that the costs were more than
compensated by the benefits to society. in
terms of 1) less costly education (i.c., less spe-
cial education and institutionalized care) for
the experimental group, 2) higher projected
lifetime earnings for this group, and 3) time re-
leased from childeare responsibilities for the
mothers in this group
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Taken as a whole, the High/Scope studies
suggest that public investment in preschool
education is 4 wise and economically sound
social policy. 'd like to touch briefly now on
some of the specitic policy implications of
these very hopeful findings. Two questions in
particular stand out: Should public monies be
invested in preschool education? and What can
we learn from these studies about choosing a
currictlum for a preschool program?

Should the public invest in pre-.

school education to improve the long-term
opportunities for disadvantaged children?
Based on these swudies, the answer is un-
equivocally ves. It appeuars that public invest-
ment in such programs not only reduces the
costs af schooling for these children later on,
but their projected lifetime carnings are in-
creased; in crude economic terms, the chil-
dren will cost less to educate and produce
more for themselves and society.

Our benefit-cost study indicates that, for
one year of preschool, the reduced costs of
later education alone more than cover the

. costs of the program. For two vears of pre-

Q

school, the reduced costs of education and the
future increased eamings more than cover the

costs of the investment in preschool. What this

medans, in my judgment, is that the public is
being negligent in not expanding national
Heud Start throughout the country 1o all dis-
advantaged children with similar pretest
patterns. State and local education agencies
that presently invest principal sums in
elementary-level compensatory and special
education programs should initiate preschool
programs in cooperation with the national
Head Start office, the Bureau (¢ Education for
the Handicapped, and the Title I Bureau of the
Office of Educution. These state and local
agencies could realize monetary savings in the
near future through reduction in high-cost
special educational services.

Obviously such investment in public pre-
school education will not auwromatically pav
off. The Ypsilanti preschool projects were
closely supervised, quality-controlled effonts.
The data from these projects indicate only
what is possible for disadvantaged children
under such conditions; they do not support
the presumption thuat any kind of preschool
program, so long as it conforms to govern-
ment regulations, will produce outstanding
long-term results. These cautions are neces-
sary because of the tendency of educators,
parents, and politiclans to seek simplistic an-
swers to complex questions. If the question s,
Can preschool education make a difference in

fater school performance? then the answer can

be a simple “yes.” What complicates the issue
is that the Ypsilanti results pertain to a special
situation; insofar as similar conditions can be
introduced elsewhere, similar results can be

obtained.

RIC
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Is there a single best curriculum for
preschool educadon? Traditionally, educa-
tors and policy makers have sought the solu-
tion to the problems of education in the
choice of curriculum —"How can we find.”
they seem to have asked, “or how can we de-
vise, the ideal course of studv for childreny”
But in truth, at least for preschool education,
the selection of a curriculum appears to be
important more for the discipline it brings 1o
the operation of the project than for the
specific comtent it provides for children. The
pracess of selecting or devising @ curriculum
forces adults to search out and examine their
own values and beliefs, as they come to grips
with the profound questions ficing anvone
who tries seriously to provide the best possi-
ble education tor children.

High/Scope’s Curriculum Demonstration
Project showed that three diverse curricula
could be equally effective in improving chil-
dren’s academic aptitude and achievement. The
Curriculum Demonstration Project also pro-
vides information about program operations.
and in particular about what actually happens in
the classroom. Observations during this projeat
demonstrated clear distinctions between
curricufa on such variables as cooperative play
among children, fantasy and imaginative play,
individualized teacher-child interactions. com-
petition, extensive opportunities 1o use nute-
rials, and praise for mastering new oillenges.
Clearly the choice of curriculum will be influ-
enced by adults” valuation of experiences such
as these,

In choosing between several preschool
curricula with well articulated goals, then, it
isn't a question of wixat works but of how it
works. Any curriculum can be made to work
well in terms of standardized aptitude and
achievement tests.

With respect to outcomes broader than
standardized tests, the High/Scope studies can
ofter only partial information upon which to
hase the choice of curriculum. If one defines
the educational process —how children actu-
ally spend their time —as an “outcome” in it
self. however, then obsenvational da from the
Curriculum Demonstration Project show that
children in the three programs had very differ-
ent outcomes by virtue of having very different
experiences.

The ultimate outcome of any educationad
experience. Fowever.as the kind of adult which
cach child becomes, and this is a question that
must await further longitudinal reséarch. M

Aorif) @ {) Aot

David P. Weikart
President, High/Scope
Fducational Research
Faundation
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Piaget’s Theory of Knowledge-
Its Phllosophlcal Context

by William Fabricilis

Jean Prapet s first acadentic appoinatnrent was to the chair of
L )

philosopby at the U nitersity of Neachtel Bul his autobiografly-
ical book Insiehts and Hiusions ot Philosophny (describes hus
eradual disaffection with specadatit o reasoning andd argument.
Faorgehy for that reason bhe became a prrofessioneld ]).\\*rln:‘?;:‘;;i\!‘
Calbeit one with interests centered on prroblems of efrstemol
oy Pragets povdhological research seeks to provide the tevili
able etidence. which phrilosaopin conldd not jor a model of hon
Erowledge is possible. An understanding of Pragets theoretical
Jrosition an {In' knowing prrocess thus necessanry fora /m’!
appireciation u/ o impact of bis research .
Nodacithstanding l’nu,«‘r s el /m ton [rom Ihv recnkes of pin
losopby his theory of Browledge hru Med My \.n;mfn adnt points in
conpmaorn with the epistemology of the gr :*(We eygtery German
philosopher Immanuet Rant The fresspectine theat P fetpet f Yhares
tath heent cent be understood of s rrerced tnids bastorcal
Jhlosophicad context the 17t andd ISth contury morenents
of rationaldism cmpivionem and romanticism This article
skectehes same of the pihilosophical quandaries of these
Fulightenment philosophees. Rants vevolictionary condusions
eonrcernreny realth andd the bBnorcnge process eond sonre parallels
pelid it e dsr e Bt ey tha Ranetraen aancd Prragetian

theearres orf Lo tll‘ 1!‘1,L'£'
L
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The activity of knowing is no less reluted to
our sense of reality and no less a world-
building activity than the building of
houses.

— HaAxNA ARFND

The Life of the Mirid

JOWARD the end of the 18th century,
gimmanuel Kant clearly foresaw the
effect he was to have on the epistemo-
debate that hud begun with Descurtes,
“Hitherto it has been assumed thut alf our
knowledge must conform to objects. But all
artempts to extend our knowledge of ob-
jects.. huve, on this assumption, ended in
failure. We must therefore make trial whether
we may not have more success. . if we su, yose
thatobjects must conform to our knoue, -
{(Superscripts denote references at the e . of
the article. ) This turning around of the rela: n
between the knower und the object to be
known was analogous, he said, to Copernicus’
hypothesis that it was not the sun which moved
around the earth, but vice versa.

Kant's “Copernican revolution” in phi-
losophy might not have occurred had he not
been roused from his “dogmutic slumber™ by
reading the Scottish philosopher David Hume.
It wus Hume, the radical empiricist, who
awoke Kunt to the failure of both rationalism
and empiricism® to expliain how our knowl-
edge could conform to objects, We will look
briefly at these two mujor forces in the modern
European period, and then consider an in-
terpretation of Rousseuu’s romuanticism in
ordertoset the stage for Kont's framework and
its relation to Piaget.

Rationalism

Rationalism wus encouraged by the suc-
cesstul application of mathematics to the physi
cal sciences of the time. The results achieved
by physicists using mathematics to explain
natural phenomena suggested to many minds

of the 17th and 18th centuries that the world s

a whole was rational, and that philosophy
could benefit from following the lead of math-
emutics. The philosophies that were devel-
oped on this assumption, generntly speaking,
were patterned after mathematical systems.

They begun with “self-evident” premises, ”

not derived from experience but held o be
fogically and undeniably true. From these
premises, rationalist philosophers deduced
logically consistent conclusions which they
held to be statements of fuct about the world.
The pattern of geometry, with it~ system of pos-

*Though it s necessany here to generalize abow
philosophical movemenis as though they were
homogeneous sustems of thought, s should be Rept i
mind thar any individoad thinker toonl more or less rep
resentative of the movement m uestion

RIC
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tulates, theorems, corollaries, etc., all forming
a completely consistent, deductive whole, was
a favorite of rationalists.

Rationalist epistemology gave the central
role in knowledge to ideas, or concepts. The
mind was often thought ta.contdin certain “'in-

nate ideas,” which might range tfrom ideas of

mind and mutter to the idea of God. Rarionalist
philosophers conceived the mind to ve ac-
tively at work in thinking through and putting
together a more and more complete system of
concepts. The important point in all rationalist
conceptions of innate ideas, however, was that
these ideas supposedly expressed how reality
was actually structured. The implicit assump-
tion of all rationalist philosophies was that re-
ality itself is logical, consistent and deductive.

The criterion for the truth of a conceprt,
then, was whether or not it was logically im-
plied. In this way the objectivity of knowledge
was assured against “subjective” ideas which
could not be deduced from first premises,
Thus.in a rationalist philosophy, the structure
of knowledge is to be found preformed in the
categories of deductive logic.

On the basis of their epistemology, ra-
tonalist philosophers could hold that what
is logically implied must in fact exist. The gen-
eral program, then, wis to move from concept
to reality — or from what is conceived to be
necessarily true, by virtue of its being cither
selt evident or deduced from self-evident
ideds. to statements ithout exisang things. An
example of this process is the ontological
argument for the existence of God, repeated
in one form or another by more or fess all
rationalist philosophers, In one basic form
the argument ransas follows: “Thave the idea of
4 Pertect Being: it this Being did not have ex
istence it would not be perfect; therctore, the
Perfect Being exists.”

In all rationadist philosophers we cian see
this process of reasoning from idea 1o exis
tence. In fact, when Descartes, the tirst of the
modern rationalists, begins his re-thinking of
philosophy he almostimmediately establishes
the “clear and distinet” idest as the criterion for
truth: for example, the externad world exises
for him because he has i cledar and distinet ideu
of muterial things. Later Spinoza will sav- “The
order and connection of ideas is the same as
the order and connection of things.”"? And
Leibniz will hold that the “clear and distinet”™
ided is not only an insight into the necessiry
existence of something, but also an under-
stunding of its being the “best possible”

What should be clear from these exans

ples is the crucial assumption of rationalism:

that the structures of deductive logic coincide
with the structures of reality.

Empiricism

I rationalism cian be considered an ex-
periment to see how fur the model of

8
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mathematics was applicable to philosophy,
then empiricism was the expcr;qcm 10 see
how far the model of observatignal and ex-
perimental science could be ypplied to
philosophy.? Whereas rationalist philosophers
reasoned about the world deductively, from
“self-evident” premises, empiricists took as
their model the new scientific methdd of in-
ductive reasoning from evidence given in ex-
perience. Thus the tendency of empiricism
paralleled the creed of the physical scientists:
to attempt to generalize and predict cm the
hasis of observed facts alone, without dpp( al-
mg to unverifiuble conceptions of the w.m real-
ity “must” be, By grounding knowledge (mi\ in

P

what was undeniably observed, the ::mpxrmsts(

sought to avoid the logical but highly speaul.x-
tive systems of the rationalists. For all its scien
tific limitations, the method of systematic lob-
servation and compurison outlined by Francis
Bacon at the beginning of the 17th century
exemplified the spirit of “sticking to experi-
ence” that all empiricist epistemologies wx‘:rc
to follow. ‘
Empiricist episteriology gave the central

role in knowledge to sense perceptions. in

contrast to the rationalist conception of innuate
ideas, the mind was conceived by empiricists
as a tabula rasq, devoid of ideas prior to ex-
perience. Empiricist philosophers viewed the
rnind as essentially passive in receiving sense
data. Perceprions were held to come directly
from reality, presenting an undistorted picture
of objects and events. The implicit assumption
of empiricist philosophies was that all aspects
of reality are perceptible through the senses.

The criterion of truth for empiricists was
verification by experience. In this way they
provided for the objectivity of knowledge
against any subjectivity that might enter as a re-

sult of some distortion or misrepresentation of

information given in the senses. For empiri-
cists, the structure of knowledge existed pre-
formed in the physical structure of reality.

Nevertheless, as a consequence of their
own epistemology, empiricists were forced to
go beyond mere perceived experience at
some point in their expluanations of human
knowledge. To one degree or another they all
found it necessary to appeal to something
beyond experience in order to assure the stu-
bility, predictability and organization of whut
we know from experience. We will refer to this
problem, which became as much an issue for
rationalism as it did for empiricism, as the
problem of accounting for the structural ele-
merits of knowledge.

The structural elements come into em-
piricist epistemologies in viarious ways. Even
Buacaon, the strict inductionist, had to have some
“fixed laws” to give unity and coherence to the
multiplicity of our experience — while almost
in the same breath he insisted that “in nature
nothing really exists besides individual

'L
%

bodies."* Locke continually suggested that
there are “primary qualities™ of sn object, such
as “extension” or “divisibility,” which are not
perceived as such butare necessary in order o
assure the permanence of the object. And
Berkeley, while perfectly willing to ghandon
the primary qualities, found it necessary in his
systen to appeal to God as the guarantor of the
constancy of our impressions of objects. The
structural elements of knowledge are neces-
sary, as the empirwcists realived, but their ex-
planation invalved an appeal to something
bevond the verifiable facts of experience
with which empiricizm began.

Hume's critique of
empiricism and rationalism

The epistemological investigations of the
17th and 18th centuries were given urgency
through the great advances made in physical
science by Copernicus, Gatileo. Kepler and
Newton. The new scientists, when they were

most successful, learned to use methods of

reasoning that included both observation and
the construction of muthematical models. This
wits i dire¢t contrast to the dogmatism of the
Middle Ages, und it sometimes led to contron:
tation, as in the case of Galileo. Nowadirs, we
tend 1o assume that we operate on g bulance
between specific cases and generalizations or
interpretations, and we find ourselves using
both empiricist and ravionalist criteria for de-
ciding what we will accept as true. But the
problem that the new science suggested to cer-
tain philosophers, especially Kant, involved
the epistemological explanation of this new
process of observation and organization. The
rationalist and emipiricist exploniatons of this
process eiach uncovered problems that Hunmwe
wus to confront directly.

Hume brought the problems of empiri-
cism to the surface when be insisted on adher-
ing. come what nuy, to the basic empiricist
thesis: since all our knowledge comes from
experience, we cannot claim to know anvthing
beyond experience. What Hume was implicitly
questioning was empiricism's ability to az-
count for the structural elements of knowl-
edge. We will ook at the implications Hume
drew from the empiricist thesis for the struc-
tural elements of causality, objects and the self.

Hume reasoned that all we strictiy ex-
perience fn a causal situation is the conjunc-
tion of two events in space and time. Never, he
said. do we experience the “cause”™ as such. In
witching two billiard balls, for example, we
see one approach the other and come to a stop
next to it and then we see the one that was at
rest begin moving. We say thut the first caused
the second to move, but Hume pointed out
that there is no specific sense impression of
“cause” thut we have experienced.

As regards objects, Hume held that,
strictly speaking, w hen we experience whit we

b
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commonly call an “object,” we experience
only a certain configuration or combination of
sense impressions, He reasoned that such a set
of impressions carries with it no assurance of
its necessany structure, nor of the continued
association of those impressions in the form of
a permanent object.

The concept of the self suffers a similar
fate at the hands of Hume's analysis. Our ex-
perience of what we call our “self,” he said,
consists only of the experience of a series of
psvehic events such as specific desires, feel
ings, thoughts, ete. Nowhere, therefore, is
there any specific experience of the underly-
ing self.

Causality, objects and' th:+ self| according
to Hume, are not given i wxperience, but
rather are “read into” experience. As such they
cannot be considered aspeats of reality, or
existing things, but oniv subjective contribu-
tons from the mind s the way the mind tends
to associate and relute experience. We speak of
“cause,” for Hume, because of the tendency of
our minds to associiate contemporineous
events. And the same applies to "objects ™ if we
are repeatedly presented with the same com-
bination of impressions, we come to expect
this combination, according to Hume, without
ever having actutly experienced the “object”
behind them.

The effect of Hume's analysis was to point
up the problem all emipiricists from Bacon to
Berkeley had o fice: mere sense pereeptions
could not account tor all the aspects of knowl-
edge. Once it has been shown that all our dis-
tnct pereeptions are separite existences,’
then structural elements such as causality,
permanent objects and the unity of the knower
miust be lociated somewhere else than in sense
perceptions. But empiricist epistemology did
not define any such location which voauld not
involve the activity of the mind in “reading
into” experience potentially subjective ideas
and interpretations. Thus it appeared that the
empiricists hud been too quick to assume that
the structural elements of knowledge existed
in reality and were perceptible.

Hume was even more concerned to point
up the problems that rationalist philosophers
must face. His critique of rationalism was one
of the most pointed and showed how rational
ism, too, fuiled to account for the structural
elements of knowledge,

Hume identified the basic rationalist
problem as the attempt to logically deduce
knowledge about existence. The proper place
for logical deduction from first premises, he
said, is mathematics, but even mathematical
propositions, while true in themselves, do not
give us fuctual information abour the world.
For example, the statement “All triangles have
three sides™ tells us something true about
triagngles, but it does not, and cannot, tell us
that in fact there are any triangles. Hume

Q

RIC

Aruitoxt provided by Eic:
'

¢

applied this line of reasoning to the ontologi
cal argument for the existence of God. Ttis im-
possible, he held, to argue validly from the
idea of God to the necessany existence of God.
For Hume, necessity carried o fogicaf {orce,
but notunexistesttiad one. In the realm of logic,
he pointed out, the contrary of & necessary
propaosition is impossible, while in the ~calm
of existence the contrary is always possible.
Thus we must spedak only of the contingency
and not the necessity of existence. Hume's an-
swer to the ontological argument, then, is that
God is either an idea that is necessary or a
being thuat is contingent. And this critique he
applied to all the propositions about reality
deduced by the rationaliss.

The effect of Hume's critique was to show
thut the structural elements of knowledge for
rationalism, ic., the categories of deductive
logic, could not be applied to reality. Thus the
ratiomalists, 100, had been naive in their initial
assumption that the structural elements of
knowledge were logical and could exist in
realiny

Hume's critique made sense to Kant, who
wis himself bothered by the fact thar the
rationalist systems, eiach one purporting to be
logically deduced from selt-evident premises,
were not in fact prohibited from contradicting
each other. And while Hume's empiricistic
analysis helped awaken Kant from his “dognut-
tic stumber” within rationalism, it also showed
him the failure of empiricism. Kant summed
up the situation when he said: "Percepts with-
out concepts are blind this characterization of
empiricism} concepts without percepts dre
empty this characterization of rationalism |7

The impasse had been created by bath
schools of thought shiring the assumption, as
Kant pointed out, that our knowledge must he
mude to conform to objects. This assumption,
however, stemmed from a more fundamenial
assumption of the Tth and 18th centuries —
thut reality exists in two Livers, subject and ob-
ject. This means that reality is composed of an
esternal realm of obiects and evenis that stunds

i
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apart from an internal realm of the subject, or
one's state of knowledge, consciousness, et

The problem tor epistemology on this
basis was to show how knowledge could be
founded on the object when the object is out-
side of the subact. Whether the “objext” were
the rational structure of reality or physical
bodies and their predictable behavior,
rationalists and empiricists attempted to ex-
plain how the subject could "go outside itselt™
to know the object. This unlikely situation
necessitated finding some part of the subject
which could step away from the rest of the sub-
ject’s life and “read off,” as it were, the struc-
tural elements of knowledge conwined in the
object. We have seen the failure of bath per-
cepts and concepts when they are required to
perform such a task of making our knowledge
conform to objects. Essentially, rationalism
and empiricism were never able to explain
how the structural elements of knowledge
could exist in the object and be knowable.
Thus the conclusion seemed to be cither thi
knowledge was not possible, or that the struc-
tural elements of knowledge could not be lo-
cuted within the objective realm,

a:ehsid)
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Rousseau's
subjective reference

Why had rationalism and empiricism both
assumed that the structural elements of
knowledge had to be located in the object?
This wis the common ground on which thev
stood: knowing had to be grounded in a refer-
ence to the object, whether the structural ele-
ments were perceptible or logical. This was
simply unquestioned up through the middle
of the 18th century. The subjuct and object
fuced each other across a gap, which meant
that uny ideas or opinions not derived from the
object could only be subjective and uncertain,
The divergent paths taken by rationalism and
empiricism only serve to show their common
starting point: that an explanation of knowl-
edge must begin with an objective reference.

The genius of Jean Jucques aoussesu lay
largely in his insight that the structural ele-

¥
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muents of knewledge need nor be located so
remotely from the subject. Although strictly
epistemological gquestions are not usually con-
sidered 0 have been his primary concera, it
can be seen that his phitosophy offered a radi-
cally new perspective on knowledge. Rous-
seiu was able to ground knowing in i« subjec-
tive reference.

In order to begin to see what this mens
we need to take a brief look at the impussioned
plea Rousseau makes for trusting the inunedi-
acy of cur feelings as agiainst any approdach tha
wauld fead us "out of ourselves”™ toward the
object:

Although sl our ideas come trom wath
out, the feelings by which they are weighed are
within us...

Toexist s to teeh our teeling s undoubt
edly cardier than our intelligence, and we had
fechngs betore we had sdeas 1 the Hirs
baams of judgment duzzle us and contuse e
objects we behaoled fet us want  Land ] we shald
suem behold these very objeats as nature s
already showed them o us Lot us be con
went with the Hest feehngs we experience i
aursehes, s science dwaas brings us back
o these, gntessin has fedas asirn *

Rousseau had discovered that our know
ing seemed to have its foundation ina prinuiry,
mastural process governed by our feelings. The
fuct that our deepest feelings appaitred to be
naturally acquired and universally present
A societies was for him sufficient reason 1o
nuike feelings the locus for the structural efe-
ments of knowledge. ™. e is enough o lead
vou to distinguish between our acquired ideuas
and our natural feelings,” he says.” As aresult,
there was no longer any need to amilyze or o
prove how the structural elements could be
available to us from the object. For Rousseau,
~e have only to ook within to find them al-
ready there ®

Nowhere is Roussecit’s subjoective refer-
ence more apparent than midway through
Emile. where he inquires about what he can
know with certiainty. This arises when Rous-
seau is considering Emile’s religious educi-
tion, and the inquiry is set in the words of in
exiled Savovard priest whom Rousseatr claims
to hive known nuny vears hefore. The priest’s
creed is Rousseau’s, and in an underuking
reminiscent of Descartes, he begins by first es-
tablishing his own existence. In some way
even his method is similar 1o that of the great
rationalist, since he begins with universal
doubt and i resolution to admit only that
which he cannot refuse to believe. Yet his cri-
terion is entirely his own: there are no logical
proofs for what he feels. Consider only his evi-
dence for the existence of God: "I see God
evenywhere in his works: | eel him within my-
self.”™ So much then for all the rationalist
“procfs” of the existence of God —and for the
empiricist denials! The logical and perceptual
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devices employed in the service of he ob-
jective reference oecome unnecessary with
Rousseau. As he puts it: "Thank Heaven we
have now got rid of all that alarming show of
philosophy...we have found 4. surer guide
through this vast labvrinth of human
thought."t¢ '

Feelings for Rousseiau cover a wide range
of human experience. Indeed, at times in his
discussion a reader might wonder about their
precise definition. Feelings include sense ex-
perienceas that we continuousty and passively
receive: from withouy ' they also include in-
nate “decrees of conscience” by which we
"weigh' our ideas and “perceive fitness or un-
fitness of things in relation to ours=ives, which
leads us to seek or shun these things.”"? These
laiter Rousseau identifies s self-love, fear,
pain, the dread of death, the desire for com-
ort, as well as feelings that lead mun to form
societios.

In addition to these empirical and social
functions, feelings for Rousseau also serve a
metiphysical function. as we have seen in the
case of the Savovard priest. Itis the certuinty of
his feelings that convinces Rousseau of the fol-
lowing principles: his own existence, the exis-
tence of the universe, the capacity of his mind
to judge. the necessity for a first cause, and the
existence of God. "' And finadly, Rousseau con-
siders that we are capabie of forming “ideas.”
which he defines as active fudgments or com-
parisans that we choose 1o make about our
sense experiences. ' Such ideas are not given
i sense experience, for "o see two things at
onee is notto see their reations nor to judge of
their differences; to perceive several objects
s not to relate them . These comparitive
ideas, gredter, smaller, together with number
ideas of one, tuo, ete., are certainhy not sensi-
tons, although my mind only produces them
when my sensations occur.” 'S Active judg:
ments thus differ from passively received sen-
sations, but although the Later are feelmgs for
Rousseau, he seems (o classify the former as
feclings also. ut feastin some respects.'®

The fuct that feelings can senve empirical.
social, metaphysicl and even judgmental
functions shows their relevince to nunvof the
things we might cluim to know. By contrast. the
structural elements of knowledge for
rationalists and empiricists were located in
mental activities that had more restricted
ranges of application. Their concern with pro-
viding a reliable “link™ to the object wis
prompted, as we saw, by the rise of scientific
knowledge and its appurent ability 1o ap-
prehend objects. Yet their overriding concern
with the object resulted in either limited per-
ceptual knowledge or justifications of state-
ments about ultinnte reality. Neither approuach
gave a unified picture of the inductive and de-
ductive processes by which science pro-
gresses, or a4 more genernil account of our
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knowing processes in evenvday experience. In
that light, Rousseau's emiphasis on feelings can
be seen as a4 concern more with the Rnowing
process than with the objects of knowledge . Ry
focusing directly on the process, he was able o

uncover more of its range and complexity.
The structural elements of knowledge tor.

Rausseau are grounded in this natural, ongo-
ing process of knowing, or, s he puts it, in our
feelings. As a result, the subject has an ex-
panded role to play in knowledge by becom-
ing the reference point for determining truth
or falsity. That role had belonged ultimately to
objective reality for rationalism and empiri-
cism. This aspect of Rousseau’s subjective
reference will influence Kant, in the sense
that Kant will continue to define the role the
subject plays in knowledge.

Roussear never meant to suggest, how-
ever, that beciuse the structural elements of
knowledge exist within thiresubject they aren't
reflected in the objective rezlm. He agreed
with all epistemologies within the subject-
object framework that truth was uliimately in
things and that knowledge had to conform to
objects, But he went on to assume that our
matural feelings coincided with the structure of
things in reality.

An vbvious problem comes in when ap-
plving these structural elements to the objec-
tive realm by assuming that what the subject
feels does in fact exist. The feeling that some-
thing exists is not the same as that thing actu-
ally existing. To parapbrase Hume we might
say: the feeling may exist, while the thing may
very well not. Rousseau evidently had no trou-
ble reconciling his feelings about maotion with
Newton's discovery of the Laws of gravitation,
but one can't help wondering how he would
feel ubout some of the nonclassical formula-
tions of Heisenberg or Einstein. Physicasl sci-
ence todiy leads us anvwhere but buck to the
“first feelings we experience in ourselves.” If
Rousseau were o answer sy expected that such
things did nor direcdy concern his life and
therefore he wouldn't trouble himself with
them, we could then question how useful his
epistemoiogy could be It s rrue thit Roussesiu
meint to titve more impact on ethics than on
epistemology. but even here there is doubt
about how “sure™ a guide feelings i dwies
be. In Rousseau's ideal state, tor example, he
admits that there will be times when indi
viduals will disagree about the general good
and some will need o be coerced into agree-
ment. For all his msistence tha feelings am
give us objective kKnowledge, Rousseiu’s posi:
ton is by its very nature open to the charge
of subjectivism,

Rousseau's ideas about the focation of the
structural elements of knowledge ook place
within the subject-object framework and
were guided by the fundiamental assumption
that knowledge hud w contorm to objects. The

W
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subjective reference of Rousscau's romanti-
cism, along with the objective reference of
rationalism 2nd: empiricism, represented the
gamut of possible positions that could be tuken
to explain knowledge. In essence, these posi-
tions located the structural elements of know-
ledge within, respectively, either the realm of
the subject or the realm of the object.

The problem for epistemology within this
framework was how the structural elements of
knowledge could by shared by the subject and
objects. Whether the structural elements were
in the subject or in the object, thev had to in-
teract with the other realm during experience
and knowing: the subjact must grasp what the
object containg, or the object must corroborate
whut is within the subject. This situation neces-
sitated some explanation of how the duality
could be bridged, yet within this framework
no viable solution to the problem had been
found. Neither the subjective nor the objective
reference was able to explain how the struc-
tural elements of knowledge could be located
independently within one realm and then in-
teract with the other during experience. The
conclusion seemed to be either that know-
ledge was not possible, or that the stiructural
elements could not be located independently
in either the subject or the object.

Q
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Kant's phenomenal realm

Why had empiricists, rationalists and
romantics all assumed that the structural ele-

- ments of knowledge had to be located in either

one realm or the other? Regardless of their dif-
ferences, this was the common ground on
which they all stood. Descartes had discerned
the two levels of reality which existed inde-
pendently of one another, and there seemed to
be no other place to locate the structural ele-
ments of knowledge.

The effect of Immanuel Kant's philosophy
wis to disclose a new level of reality. Between'

‘-

the subject and the object, he opened up a new
reiim —that of the phenomenon. He did this
by concenurating on how the object appeared
to the subject. Once he took this perspective,
he was able to postulate that the structural
elements of knowledge were located neither
inthe subject nor in the object alone, hut in the
phenomenal realm, where their function
would be precisely to interact berween subject
and object in experience. The structural ele-
ments of knowledge, for Kant, were aciual
mental structures which organize our experi-
ence, and the phenomenal realm is defined by
those structures. His stepping out of two-
layered reality freed Kant from having to
assume that our knowledge must conform to
objects. From now on objects will conform to
the scructural elements of knowledge focaied
in the phenomenal reaim,

An analogy can serve to show what Kan
meant by the phenomenal realm. Let us sup-
pose that 4 man goesto a gravel pit to get smadl
stones for his drivewuy. Before he arrives, a
screen with holes Y4-inch in diumeter has been
used to separate out the smallest stones, which
then have been put in a pile off to one side. As
he approaches the pile he examines it briefly.
Any one of 4 number of thoughts ihout- the

sizes of the stones might cross his mind hefore’

he plunges his shovel ini » the pile. He might
reason inductively from the stones he can see,
iike a good empiricist. and conclude that the
rest must be that size, or he might think there is
some logic inherent in the pile being
homogeneous if he is more of i rationalist. On
the other hand, if he is a romantic he may go on
his immediate feeling that this is the right pile
and not have to think about it at all. In any of
these cases, however, we could say that he had
negiected the structucing function of the
screen, and that his certainty would be best
assured if he knew the role the screen had
played in organizing his experience, so to

speak.

The screen, then, is analogous to the
phenomenal realm, where the structure of the
mind gives certain forms to our experience. In
this case, the “structural element of know-
ledge" is the Ye-inch diameter, and we can see
both the new location Kant defines for strug-
tural elements and their inherently interactive
role in experience. Before Kant, nothing like
this had been conceived. Indeed, it had béeen
the purpose of epistemology to explain how
the subject did not interfere with the object
when coming to know it. Until Kant, only “sub-
jective” ideas could result if the mind added
anything to the object. But Kant proposed that
this is in fact what always happens, and that it
is the universality of what the mind does 10
construct phenomena that gives knowledge its
objectivity.

Our experience, Kant said in his Critigue
of Pure Reason, is always in the form of objects
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because our minds have the structures of

space and time. All of our perceptions of things
are structured by the mind spatially and tem-
porally into the form of objects. Thus Kant ac-
cepted Hume's thesis that we never experi-
ence what conjoins the percepts of “red” and
“spherical”, but he went beyond Hume to lo-
cate our knowledge of “ball” in the mmd s
structures of space and time.

Similarly, Kant showed that there are cer-
tain concepts,
apply to our experience. Once objects are per-

ceived in space and time, they are then under-

stood through the mind's structures of quan-
tity, quality, relation and modality. These
categories give our understanding certain
necessary forms:
I Qf Quantity
Unity (judgment of “one™)
Plurality (judgment of “many™)
Totality (judgment of “all™)
AL Of Quality
Reality (affirmative judgment)
Negation (negative judgment)
Limitation (infinitive judgment)
L. Of Relation
Substance and Property (categorical
judgment of “all, none™)
Causality and Dependence (hvpothetxui
judgment of “if, then™)
Community and Reciprocity (disjunctive
judgment of “either, or™)
Iv, OfMada!m'
Po sibility/ Impossibility
Existence/Non-existence
Necessity/ Contingency

- Constructivism:

Kant and Piaget
To borrow a term from Piaget, our ex-
perience is “assimilated” to the forms of space
and time and to the categories of the under-
standing. Both Kant and Piaget give mental

i
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or categories, that will always

structures this centril role in knowledge, and
there are some paraliels between them thuat
can be drawn. Both locate the object concept
in the mind's structure —Kant through the
forms of space and time, and Piaget through
the schemes of coordination of the infant's ac-
tions which culminate in the scheme of the
permanent object. The intellectual operations
that the child develops later, in Piaget's theory,
are also analogous to Kant's categories of un-
derstanding, since they provide the relations
among things we use in our understanding of
the world. The mind contains these structures
as ordering principles which can only begin to
be recognized after they are applied to what is
given in experience:!? in this sense, both Kant
and Piaget elaborate the urnconscious ele-
ments in cognition.*

Whereas the mind is active, according to
the rationalists, in deducing concepts from
other concepts, and is passive, according to the
empiricists, in receiving sense data, for Kant
and Piaget mental structures muse fateract
with sense data for there to be knowledge. The
mind is not capable of knowing things beyond
experience, nor is it merely a passive, empty
receptacle for “contacts with experience and
the foruitous maodifications due to the envi-
ronment." ' The interactive role of the struc-

-~ (= . .
tural elements of knowledge signals their con-

structive function in ordering and synthesizing
what is given through the senses. The assump
tion for both Kant and Piaget is that reality is
constructed 1o become the phenomena we
experience.

Yet there is still a common ground which
Kant shares with his predecetsors and which
distinguishes Piaget from him. Kant had
searched for the a priori elements of know-
ledge, for those things which could be known
pror to experience and which would not be
contradicted by later experience. It was a cred
it 1o his genius that he was able to locate such
elements within expertence and not have
them be dependent on it. He did this by show-
ing how the phenomenal realm is actually a
precondition for our having any experiences
at all. Bur why had Kan: been so concerned
with « priori knowledge? One had to be at the
time. Whereas the idea of a subject-object real-

ity went back as fag as Descartes, the ides of

truth being unaffected by time went back 1o
Plato. Kant, as much as anyone before him, had
as his most busic assumption an atemporal
idea of truth.

Already during Kant's time, this assump-
tion of the atemporality of truth was being
challenged by the rise of historical thinking —
that is, by an awareness of historical change,
which suggested ideas of development and
progression. We can see in Piaget's epistemo-

*(:f Robert D Mate, "Operativity and the Cognttive Un
conscious.” infigh /scope Report 1975.760
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logy an incorporation of that influence. His no-
tions of accommodation and equilibration,
which are foreign to Kant's « priord forms and
categories, make Piaget's a more dynamic
theory of knowledge in that it postulates men-
tal stryctures which develop over time. Piaget

(structural elements
are logical)

VS.

(structural elements
are perceptible)

(structural elements
exist in the abiect)

VS.
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thus goes bevond Kant when he describes his
genetic epistemology as “a solution to the
problem of development which redi tes to
neither an empirical process of discovery of at
readv-made’ external reality, [which can be
taken as a characterization of the subjective-
objective reference] nor to a process of pre-
formation or predetermination (« priori),
which would also mean believing that eveny-
thing is readyv-made from the beginning
[which can be taken as a churacterization of the
phenomenal reference ] We believe truth lies
between these two extremes, that is, in d con-
struction which expresses the manner in
which new structures are constantly being
elaborated. ™"

What does this do for truth and objectiv-
ity? Piaget avoids stating that at some point in
time they are reached conclusively; instead,
objectivity “in no way is an initial property, as
the empiricists would have it, and it conquest
involves a series of successive construces
which ¢pproximate it more and more
closely. "2 Time enters Plaget's epistemology
in the sense that ruth and objectivity are not
“ready-made” prior to the mind's constructive
activity in experience. As further psvchological
research explores the temporal process of this




construction, modern epistemology must deal
with the issue of temporality to understand
why it is a necesszry factor in our knowledge.
" Yet both psychologists and epistemologists are
circumscribed by the common ground that
Piaget in the end shares with Kant: within the
phenomenal realm our scientific as well as our
everyday knowledge cannot hope to reach
beyond the mental structures on which it is
founded, to grasp the ultimate nature of
reality. a
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The Economics of Preschool Education
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by Robert Halpern

STRONG dargument can be nude
in fuvor of investment of pub-
lic menies in early child-
hood education, pne thar is especially
attractive to snc}ff and educational re-
formers, Theorétically, and over a fong
period of tinfe, planners and policy
muakers could look forward to in.
creased equity and educational oppor-
wanity for poor children, greater efti-
ciency of the educational svstem
through decreased wastage, optimal
development of human resources, ind
increased productivity for society.
While many of these hvpothetical be-
nefits are beginning to be explored in
the literature, several key progriamnu-
tic issues remain unexplored. There is
evidence, for example, that progrims
in developing countries designed to
increase or modify cognitive capabhili-
ties of young children are not likely o
lead to substantial redistribution of oc-
cupational and dther opportunity in
later vears (albeit for muany noncduci-
tional reasons ). Should efforts, then, be
directed more toward parents? Should
early childhood programs be tied in to
other community programs? It is
through the fumily and the immediae
environment that the child acquires at-
titudes towards work, a sense of self,
and achievement potential; these fuc-
tors appeur to dccount for a lurger
proportion of the association between
educational and economic attaiment
than cognitive ability per se; but many
current early childhood programs do
not involve families in any significant
way. It is clear, then, that once a deci-
sion to invest in preschool education is
made, a number of further decisions
with impoitant economic and social
consequences remain. This article will
attempt to establish an economic frame
of reference for such decisions.
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Costing Out
Preschool Programs

The decision whether to invest in
preschool education and what kind of
investment to make can be arrived at in
part through an examination of costs
and benefits. A number of Kinds of cost
analvais are possible, depending on the
information needs of the planner, pol-
icy maker, or administrator. Policy
makers may want to choose between
alternative investments based on their
efficacy in helping achieve 4 set of
socioeconomic goals, or on their rate
of economic return to saciety. They
may want to discover the least-cost
strategy capable of producing certain
effects. They may need informiation on
which combination of inputs can most
efficiently achieve a certain effect. They
iy wint to know the costs of particu-
lar program components.

The various reasons for doing cost

analvses are reflected in the four most

common types of analysis usually
undertaken. These uare cost-effec-
tiveness analysis, cost-efficiency anal-
vsis, cost-benefit analysis, and cost

utility analysis,

In cost-effectiveness ancalysis, dif-
ferent progrums with the same or simi-

the province of economists only.
Week in Review., August 6, 1978)

WEIGHING THE GAIN & LOSS

Particularly in soxial programs and regulation. “economic rationalism”
has increasingly moved this Administration from its party's trudition of more
spending and more regulation to a case-by-case approach that weighs the so-
cial gooxd against the economic Joss, and often means spending or regulating
less. “Will it cost more than it saves” has replaced at least in part "How cun we
dor more social good™ as i policy determinant. . The proponents of the new
methodology have been remarkably successtul in extending concepts once
{Steven Rattner in Phe New York Times

far goals are compured, with the pur-
pose of finding the least-cost method of
providing a service that accomplishes
these gouals. In conducting cost-
effectiveness studies, one must tike
care that not only hroad goals but
specific desired outcomes as well as the
kind and quantity of inputs are similar
hetween progiitms, or comparisons
lose their meuaning.

Cost-efficiercy danelyses are usu-
ally conducted to find the most efficient.
combination of inputs leading to u par-
ticular set of ouicomes. Once i least-
cost program  strategy has been
selected, a least-cost internal muanuge-
ment strategy is needed. Such program
components as personnel combing-
tions, duration of treatment and daily
hours, materials, curriculum, and
tirget population cun iu’nampulutcd
so that optimal use ofall isensur

In theory, cost-efficiency unalysis
should be'going on continuously inany
program. Historically, however. “cost
consciousness’ has been very low
among educators in general and early
childhood educitors in particular, Also,
it is ofien difficult to modify or elimi-
nate program elements found to be in-
efficient (especially if these eiements
involve professional personnel). But




Economic theory indicates that, in general, one shoudd continue 1o intest in a particidar opportunity
as long as it continues to vield better veturns than alternatives. This “rude” of resource allocation applics
also to education. Thouh education at wheatever level is a complex social process, and therefore difficidt
to quantify for economic purposes, in a world where resources are scarce it is clearly valid to look at goal,
processes and returns and argue that education |, like any other sector. of sGeiety, must ansier (6 eConomic
reality. In this article, economic considerations pertaining to preschool eduecation dre explored in order
to establish a framework for futire economic analyses and suggest the most fruitful directions for them.

given the budgetary constraints tacing
many carly childhood education pro-
gragns and the great number of chil-
dren-in need of services, both in the
advanced industrial societies and in
the developing world, it seems logicl
that economic efficiency would be a
central criterion for investment in
early childhood education,
Cost-henefit analyses are usually
conducted to find our the net value
(benefits minus costs) to the individual
child or to society of a particular in-

vestment in preschool education. Of

concern in such analyses are the eco-
nomically quantifiable costs and ben-
efits. Economists have done much bet-
ter in quaniifving the costs, and while
they sacknowledge that unguantifiable
benefits should be included in the
cost-henefit picture, these benefits are
usualtly left out of that picture.

Just as the decision regarding whait
tor include as components of cost can
change the cost picture radically, so can
the decision regarding what to include
as benetits. In early childhood pro
grams especially, the majority of ben.
efits are not only difficult to quantity
but often become tangible only in the
long term. Nonetheless, cost-benetit
analysis will probably become one of
the magjor tools used by policy mukers
and planners in deciding whether to
consider early childhood education as
one investment option among nuny in
social development strajegies.

One of the least explored, but po-
tentially most valuable, cost analysis
strategies for euarly childhood educu-
tion is the cost-utility analysis. In such
analyses viarious outputs — nutrition,
health, education, for parents, for
children —are value-weighted accord:
ing to' whatever criteria the evaluator
chooses. Total output, usually in the

ERIC
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1 rm of points, is then divided by costs,
Thus, two multiple intervention pro-
jects could be compared for their ef-
fectiveness as primarily educational
programs with secondary nutritional
compaonents, or as nutritional and ed-
ucational interventions, Using such
analvses, two projects that cost the
same but have different objectives or
emphases can be compared according
to their effectiveness in meeting prior-
ity needs of young children and
families in a particulur setting; outputs
would be weighted to correspond o
the priority needs identified.

Once an analyst is aware of the
purpose of a particular cost anlysis, it
is possible to select the type of analysis
that is most feasible and most useful It
is dangerous to do cost comparisons of
two or more ¢arly childhood programs
without tuking into account the nature
and extent of inputs and outputs from
the programs. Preschool education
programs cun have very different ob-
jectives, use very different combini-
tions of inputs, and be providing very
different Kinds of services. Inany case,
the cost criterion is only one among a
number of types of criterin necessary
for informed decision-muaking.

An importint, but sometimes g
nored, aspect of costing out preschool
program$is the difference between
budgetary expendtires and wotal pro-
gram costs, The former represent only
the money costs 1o the agency under-
taking a program. The latter represent
the economic resources of i society
expended in the process. The ditfer
ence between the two represents the
“socil cost” of 4 program. A close ex-
amination of total costs often entiils
giving some value to uppnﬁmfﬁty CONS
and costs of donuted Gincludiog volun:
teer) services and goods.

The Components of Cost

In order to carry out cost analyses
of preschool education programs, it is
essential to know the components of
cast of these programs. Depending
upon the elements included in a cost
anlvsis, the total cost of it program can
viry by 50 to 75 percent. In addition to
components such as administrative
overhead, physical plant costs, and
supplementary services, some of which
can be “hidden ™ or joint costs, there are
often costs o society, social costs, that
are very difficult to ferret out. Without
standardized costing procedures,
compurative examinations of different
programs cin be msleading.

The most commonly used cost dis-
tinctions are between fised and vari-
able costs and between capital and
operating costs. Fixed costs, such as
SLITE-UP OF Program prepiaration Costs,
do not vary with the number of chil-
dren or puarents served, classrooms,
teachers, or other elements. Viriable
coxts, such as physical plant, reacher
wages, nuiterials, and training, vary
with the number of recipients. Capital!
costs are usually one-time investments
with st multi vear use, Operating costs
are those costs that dre recurrent from
vear to vear, such as salaries, muainte-
nance, and utilities.

Mearginal costs, the increased cost
per unit of expuanding 4 program
bevond size x, are particularly perti-
nent to carly childhood education
programs i Latin Americd, since most
of these programs are relatively sl
in size and recent in inception. This
suggests that many of the observed
costs may decline over time as adminis-
trative procedures become routinized,
economies of scale are attained. and
policies become more consistent.
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" Nonetheless, although economies of

scale can generally be seen to operate
for overall program size, it is not so
clear that they operite in terms of
center size. Evidence from Chile, for
example, indicates that in some cases
larger centers cost more per child.
Other major cost categories often
considered are joint costs, “hidden”
costs, and opportunity costs. Joint costs
are those incurred with other pro-
grams or sectors. Hidden costs are
those stemming from “free” use of ser-
vices, goods, or physical plant; al-
though this use may be free for the
program, it is generally a cost 1o some
other agency or individual. Opportusn-
ity costs are those incurred by anyone
involved with the program — child,
parent, or staff — who can be said to be
forgoing income because of involve-
ment in the program; opportunity costs

.are not alwidys easy to determine, espe-

cially for staff who are earning less
than the minimum wage or may not be
able to find employment elsewhere
at the minimum wuge,

Once total program costs dre es-
timated they can be divided by the
number of recipients to arrive at per-
unit costs. Also, per-staff, per-plant,
per-administrator, and related unit
costs can be calculated. Most important

to note is that this costing procedure
can be carried out either at the pro- -

gram level — in which case a number of
individual centers with varying costs
per center are averaged out in terms of
cost — or at the center level. Both kinds
of data are valuable for economic

~ decision-making.

‘Analyzing Benefits

While costing out preschool prol

i grams involves. judgment of which

components to include and how to
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value social costs, the costing process is
very straightforward compared to
analyzing benefits. Education in gen-
eral, and preschool education in par-
ticular, is @ complex social process
yielding complex products, many of
which are very difficult to quantify in
economic terms. Yet in spite of this fact,
for purposes of allocation of scarce
public resources, “the economic rate of
return is the only criterion which is
compuarable across all sectors of the
economy’’ (Roger Grawe). Thus,
for purposes of informed decision-
making, the calculation of benefits
whenever and wherever possible is
both useful and necessary.

In general, benefits from educa-
tion are said to accrue to individuals
and to society. With respect to early
childhood education, a number of the
social benefits do not appear until
many years in the future, and there is
not only & judgmental element in their
¢alculation but a projective, hypotheti-
cal element.

Benefits to individuals are gen-
erally seen to accrue to the child par-
ticipating, to parents, and to siblings.
The measure of benefits to each of the
first two depends on the program
focus. Those accruing to siblings ap-

sacrifice of economic efficiency.”

High/Scope Foundation No. 5)

KEEPING A BALANCED VIEW.

Certainly a higher internal rate of return would muke the project eco-
nomically more attractive. There are, however, other criteria (besides strictly
economic considerations) for undertaking a social investment. Otto Eckstein
has put the case well: “F do noe believe that all investments should pass a nar-
row test of urban efficiency. Programs of human investment and of urban re-
construction have important social and redistributive goals which justify some
(from An Economic Analyvsis of tbe
Ypsilanyi Perry Preschooi Project, by C.U. Weber et al., Monographs of the

pear in the form of spinoffs from
changes in parental knowledge and
behavior.

Whenever programs focus on ser-
vices to disadvantaged children of pre-
school age there is a long chain of
impact to be measured. In the poorer
nations especially, immediate physical
welfare (health and nutritional status)
is improved. The child’s ability and in-
centive to absorb schooling is generally
enhanced. Ultimately, as 4 result of bet-
ter health and better education, the
child’s future earnings are increased.!
(The latter is closely related to in-
creased productivity, a4 benefit usually
considered to accrue to society.)

Calculating the differential earn-
ings of the participating and nonpar-
ticipating child over the long run re-
quires consideration of & number of
economic factors, among them annual
inflation rates (since the dollar re-
ceived in the future is less valuable than
one received today, future gains must
be discounted), employment oppor-
tunities, salaries in various professions,

ICE An Economic Analysis of the Ypsilaniti
Perry Preschool Project, by C U Weber et al.
Monographs of the High/Scope Educational Re-
search Foundation, No. §, 1978,
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and changes in the structure of the
economy. In the developing countries
many of these factors are not stable in
their patern of change over time, and
this fact n akes calculation of earnings
10, 20, or 30 years in the future very
risky.
The benefit usually attributed to
mothers is liberated time in which to
work. How this benefit is calculated
depends ont a number of factors:
whether or not the job she acquires is at
the expense of another person or of
her responsibility to care for other
children in the home, the type of job,
the fact that she may already have a job
when her child enrolls in the program,
and the number of hours freed each
day for wvork.

For both the child participating
and the mother there are a number of
less tangible benefits — attitudinal, be-
havioral, knowledge-related — that af-

PR # 1 7ox Povided vy eric:

fect personal and family satisfaction,
ability to take advantage of future op-
portunities, and other aspects of life.
While it is clearly important to consider
these benefits when examining the
cost-benefit picture, they generally
cannot be quantified. Benefits accruing
to siblings are also difficult to quantify.

For home-based programs in
which program staff work directly with
parents, the combination of benefits
accruing to mothers and children
would obviously be different. Not only
would “liberated time of the mother”
not be a benefit, but mother's time con-
tribution might be seen as an oppor-
tunity cost. And since the educational
program for the child might be more
indirect, it would be more difficult to

- quantify.

One benefit to individuals not
usually considered in cost-benefit
analyses of early childheod and pri-

mury educational programs is the re-
distribution of government services
and resources. While increased future
earnings for participating children mav
imply a measure of income redistribu-
tion 72 the future in favor of these chil-
dren, the present redistribution of so-
ciety’s resources to early childhood
programs for poor children can be
seen as a4 benefit. This is especially true
when resources from general social-
sector activities not  specifically
targeted to poor families are diverted
to early intervention programs de-
signed for these families.

A number of social benefits may
be postulated to emerge from early
childhood education programs tar-
geted to disadvantaged children,
One is increased productivity of par-
ticipating children due to improved
chances to enter the Jabor force. A sec-
ond is greater efficiency in the primary
education system due to lower levels of
repeating and dropping out. A third is
lower cost for remedial educational
and social-welfare services since par-
ticipating children would require
fewer of these services. A fourth is the
previously mentioned immediate re-
distribution of resources and longer-
term redistribution of income.2

A broader approach to, consideru-
tion of social benefits entails examina-
tion of social benefits as g whole and
comparison of these benefits with
those that might emerge from some
other investment. The question of “rate

“of return” to society from an invest-

Al of these benetits remain Lirgely hypothet
cal. though the recently published economic
analysis of the Perry Preschool Projed (sev pres
viaus footnete) provides evidenoe that some of
them can be achieved through a tightly con.
trofled and well conceived experimental pro
Kram
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ment in preschool education rather
than an investment in, say, family plan-
ning or remedial programs at the pri-
mary level is significant wherever a
number of serious social problems
exist.

Some Problems

Until relatively recently, pre-
school education was considered prin-
cipally a consumption rather than an
investment activity, and theretore fittle
concern was shown for economic ef
fectiveness and efficiency. As early
childhood's role in human capital for.
mation has become more widely rec
ognized, so has the need for dat to
analvze carly childhood programs in
investment terms,

Methodological problems, per
taining mainly to quantification of ben-
efits and standardization of tech-
niques for comparative purposes, have
long plagued economists of edudition,
These problems are compounded at
the early childhood level because so
many benefits only become tangible at
some point in the future, and because
many of the benefits —such as en-
hanced ability to take advantage of
schooling — form part of a “chain of
impuct,” with individual benefits acting
on each other. )

The solution of these problems
will require a greater commitment to
early childhood education from
economists of education than has been
in evidence in the past. Longitudinal
studies tracing the interaction of short-,
medium-, and long-term benefits are
needed. so that the current hypotheti-
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cal models can be tested against empir-
ical data. Methods for weighing non-
quantitiable benefits alhng with quanti

- fiable benetits must be developed so

thut cost-benetit studies can produce i
more daccurate picture of preschool
cducation’s cconomic viability.

The complexity of education as a
social process and the dynamics of the
larger sociad system create not only
methodological problems but concep
tual problems as well, They suggest,
first. that economic viability should be
only one of muny criteria used in
evaluating an investment in preschool
cduaiation. Efficiency is only one of so
ciety's many goals. Economists of early

Photos courtasy The World Bank

childhood cducation must learn
to make investment decisions based
on nopeconomic as well as econonic
factors.

At a4 more pragmuatic level, the
complexity and dynamic nature of so-
ciety, particularly in developing coun-
tries. make economic assumptions and
guesses fess than wholly reliable. Is a
mother freed to take a job creating new
income and productivity, or is she re-
placing someone else? What iy the
market value of a heakthier child this
year? Can the socioeconomic system
support more graduates of higher edu-
cation? What are the effecty on other
social-sector programs of diverting re-
sources to early childhood aducation?
To rely on past and present conditions
to project future benetits in nprvci‘s’(c
terms is a risky business indeed.

Studies are needed that provide a
projective focus. These studies could
explore the replicability of education
models from an economic point of
view: the expansion of current models;
marginal cost implications; the pros-
pect for intersectorally funded early in-
tervention activities; and perhaps
broad questions pertaining to invest-
ment in eacly childhood education as
one of muany investment options,
Another area for economic analysis in
future studies might be the economic
etfects of early childhood education on
the family,

The economic analysis of pre-
school education programs should be-
come an integral part of all formative
and summative evaluation activity, AL
present, only a narrow range of per
fornumnce data, often limited to 1Q and
achievement scores, are collected and
used for planning and quulity control.
Collection of economic data should
become part of broader eftorts to
analvze the social impact of early
childhood programs.

Ina world in which UNICEF s total
annual budget to serve 102 countries,
$207.5 million, is spent on armaments
in approximately five hours (New York
Times, june 7, 1978 Letters to the
Editor), it should not be that difficult to
justify increased investment (o meet
voung children’s needs. But many
policy makers and planners remain
skeptical. The examination of pre-
school education’s economic viability
will probably prove to be a Key way to
call the antention of national and inter-
national decision-makers to programs
for young children. ]



Formal Assessment of

HE PRESENT educational climate
is one of crisis. A large segment
of the public believes that our

educational system has “gone 1o the
dogs.” According to prevailing rhetoric
on the subject, the schools have be-
come overlypermissive — coddling
trouble-makers, tolerating gross unde-
rachievement, indulging the frivolous
interests of youth with curricular frills,
and graduating students who cannot
‘read, write, or compute. There is a
growing consensus that “new fangled"
approaches to education do not work,
~nd that our only hope is to “retum to
the basics™ before we become a nation
of illiterates.

But the mainstream of elementary
school education has not changed sig-
nificantly within the memory of “back
to basics™ advocates. Elementary
school curricula have always been and
remain largely preoccupied with the
specific facts and skills of reading (as
decoding), writing (as encoding), and
- arithmetic (as computing). The “open
classroom”™ movements of the sixties
and seventies have not significantly al-
tered the educational experience of
most children. Thus, to insist that edu-
cation “return to the basics” — meaning
drill in the specific, memorizable facts
of reading, writing, and arithmetic — is
to insist that education remain essen-
tially as it has been minus any elements
of neoprogressivism that may have
taken root.

The “new fangled” approaches to
education which emerged during the
sixties have not proved unworkable;
quite the contrary, they have hardly
been tested. Most of what has recently
passed for “open” or “progressive”
education in this country is but a pale
imitation of the real thing, the institu-

Children’s
Writing
byjan;es T. Bond,

Lynne Tamor &
Robert D. Matz

The arathors of this article doubt
theat current approaches to
WCFHING assessmient adegietely
medsire or predict children's
powers to communicate
througheriting arnd belicre thet
Miceny tests actieally foster
cducational practices which
impede the development of
writing effectiveness.
Consequently they hare
tndertaken o long-term
resedrch and der 'e!npmvm
effort. wunder a grani from the
Carnesie Corporatiorn of New
York, desigried to evaluate
current approdaches (o writing
assessment andd to develop more
appropriate and vafid
measures. At the present time,
their work focuses on children
of elementenny-school age.

tional context of American education
being inimical to substantive ex-
perimentdaiion. The present shortcom-
ings of contemporary public schoo!
education would appear, rather, to be
the product of the very approach that
“back to basics” adherents advocate,
Turning specifically 1o the teach-
ing of writing, the preoccupations of
teachers in the elementary grades have,
for the most part, changed litde over
the years; teachers remain most con-
cerned with handwriting neatness,
spelling and punctuation, and “good”

grammur, as though mastery of these

mechanical skills and rules constitutes
writing ability. The “back to basics™
movement promiises to perpetuate this
confusion.

Writing, after all, is fundamentally
4 means for communication. The main
purpose of writing is to represent in-
formation for one’s own use or for
communication to someone else. The
most commonsensical measure of writ-
ing ability is how effectively one
achieves these ends.

Formal assessment of writing
tends to reflect and reinforce conven-
tional educational practice, creating
vicious circle which is difficult to breuk.
For many years, the dominant edu-
cational measures have been norm-
referenced achievement tests —
atheoretical measures constructed by
judgmental samplings of conventional
academic tasks and content which can
be embodied in pencil-and-paper,
mutltiple-choice formats. These (ests do
nof measure actual writing, if by writing
we mean the production of connected
written discourse intended to com-
municate something to someone. Writ-
ing activity, if it occurs at all| is limited
to spelling isolated words read by the
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“Writing, after all,

is fundamentally a means for communication.
The main purpose of writing is to represent
‘information for one’s own use or for communication
to someone else. The most commonsensical

tester. Other responses are expressed
by marking one of several alternative
answers to indicate recognition of the
single “correct” answer. The targets o
measurement in the area of writing
parallel the objectives of conventional
instruction —knowledge of spelling,
punctuation, capitalization, and usage
(usually grammar, occasionally diction
as well). Typically, each of these areas is
represented by a separate subtest.
Recently, the dominance of norm-
referenced achievement tests has been
challenged by objective-referenced
(also called criterion-referenced) tests.
The latter are intended to be cur-
riculum-specific and to provide data
which are interpretable without refer-

- ence fo population norms. In particu-

lar, the items on objective-referenced
tests are supposed to represent the
specific instructional objectives of the
educational program utilizing the test.
(In fact, items are frequently “pur-
"thased” from outside consultants or
behavioral-objective pools and ulti-
mately shape rather than reflect the
local curriculum.) Test performance is
interpreted, without reference to
population norms, by comparing the
number or proportion of correct re-
sponses by the same individual over
time and/or by comparing the number

or proportion of correct responses by’

an individual ar one point in time with a
criterion Score representing what is
expected by the schools, the state legis-
lature, or whatever group is empow-
sered to establish such expectations.
The strategy of establishing mini-
mal expectations which all students
must satisfy before being promoted or
graduated characterizes the so-called
“minimal competency testing’” pres-
ently sweeping the country. Unfortu-

t
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measure of
writing ability is how
effectively one
achieves these ends.”

nately most objective-referenced tests
end up looking very much like tra-
ditional achievement tests, incorporat-
ing myriad micro-problems requiring
only isolated bits of knowledge for
their solution. . )

The impuct of educational testing
upon curriculum can be extremely
far-reaching. Objective-referenced
tests, in particular, tend to grow to
monstrous proportions when left un-
checked. Since heir deveiopment
Jdoes not require the establishment of
population norms, and since most of
their proponents see little or no need
for evaluating measurement reliability
ard validity, they are inexpensive to
fabricate and can be modified almost
whimsically. Everybody's favorite be-
havioral objective can be added on,
eventually creating a leviathan which
dominates educational practice by
completely defining curriculum con-
tent. Although this is not yet reality in
most school districts, a few have al-
ready sucgumbed, and others totter on
the brink under increasing public and
governmental pressures for “accoun-
tability.”

T HE TENDENCY to reduce curriculum
to what can be efficiently tested is
supported by the now popular belief,
deriving from behaviorist philosophy,
that the ultimate goals of education can
be broken into a finite number of be-
haviorally specifiable components.

«d
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which if taught one-by-one through se-
quenced drill and practice will in the
end equal the whole, Although taith in
this possibility may ultimately be re-
warded, contemporary behavioral
technology is not up to the sk,
Higher-order skills seem inevitably o
be overlooked in the process of de-
composing educational goals into dis-
crete behavioral objectives which can
be taught by drill and measured by
multiple-choice tests,

Writing ability is more than a sim-
ple aggregation of discrete skills and
facts pertaining to handwriting, phon-
ics, spelling, puncuuation, capitaliza-
tion, and grammur. Before any of these
specific skills come into play, a writer
must form a logically coherent mental
representation of the intended mwes-
sage, shaping this fundamental idea
structure to fit the topic and the rhetor-
ical demands of the situation. And be-
fore rendering this message in written
words, a writer must produce a linguis-
tic encoding of the internal representa-
tion which reflects considerations of
sociolinguistic constraints imposed by
the context, specific characteristics of
the intended audience, and elements
of personal style, in addition to general
linguistic conventions. The process of
writing effectively requires the integra-
tion of myriad skills at all levels of the
psycho-motor system. At this point, the
components of writing ability cannot
be  fully specified, much less
adequately defined in behavioral
terms. And even if this weie possible,
there is little reason to believe that an
educational program treating each
component in isolation from the others
would foster the integration of compo-
nent skills required for effective writ-
ten communication.

o



“At this point,

the components of writing ability

cannot be fully specified,

much less adequately defined in behavioral terms.
And even if this were possible,
: there is little reason to believe that
an educational program treating each component

Neveriheless, reductionist cur-
ricula_that are tied closely to conven-
tional educational tests have surpris-
ingly broad appeal. Those who believe
that the central purpose of instruction
at one grade level is to prepare chil-
dren for academic work at #he next find

“the finite sequences of specific be-

havioral objectives reassuring. Those
who equate educa’ional success with
test performance appreciate the close

match berween curriculum and test

content. And those who lack confi-
dence in teachers and students are in-
fatuated with the apparent “teacher
proof” and “child proof” qualities of
such approaches. Like assembly lines in
industry, behavioral technology in the
school removes decision-making re-
sponsibilities from the classroom and
requires but rudimentary applications
of intellect and creative energy to make
the system work.

Rather than debate the merits o
one approach to education over
another on philosophical grounds, we
suggest that attention be turned to the
criteria by which educational success is
measured. Unless conventional educa-
tional tests actually measure children’s
progress toward ultimately important
educational goals, it is foolish to design
educational programs to maxitnize
performance on these tests. With refer-
ence to writing, unless the abilities to
spell disparate words on command, to
recognize punctudtion errors in some-
one else’s prose, and to recognize de-
pantures from standard English usage
are indicative of abilities to write effec-
tively for purposes of commuunicaion,
the goals of education are not served by
teaching to conventional tests.

In fact, conventional tests, includ-
ing mass-marketed achievement tests,

separately would foster

the integration of
skills required for

effective writing.”

are of undetermined validity. That isto
say, an individual's performance on a
particular test on a particular cecasion
cannot fustifiably be interpreted as in-
dicating (1) how that individua! would
perform nontest tasks, particularly life-
tasks, of ultimate concern to educators
(criterion-related validity ); (2) whether
or not that individual has acquired
whatever psychological structures an
educational program is intended to cul-
tivate (construct validity);, or even (3)
how that individual would perform
other tasks drawn from the same do-
main as the items on the test (content
validity ).

Although strong claims are made
for the content validity of conventional
norm-referenced and objective-ref-
erenced tests, these claims are gener-
ally based upon expert judgments of
the representativeness of item content
rather than empirical validation
studies. Even if these claims were sub-
stantiated, however, one could only
conclude from a child's performance
on a particular punctuation test, for
example, that the child would perform
similarly on other punctuation tests
constructed in the same manner. And
since the ultimate goal of education is
not that students learn to take tests, but
that they acquire the knowledge, skills,
and motivation to become productive
members of adult society, high content

validity does not in itself recommend a -

test for purposes of educational as-
sessment,

<
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Unless test results tell us how well
children will perform important non-
test tasks (criterion-related validity)
and whether they possess the knowl-
edge, attitudes, or motivations which
we seek to instill (construct validity),
they ure gf little use. Test developers
seldom auend to these aspects of valid-
ity; vet test users almost universally
make interpretations of test results
which presume criterion and con-
struct validity. Given the remoteness of
test-tasks from life-tasks, any generali-
zations from test results about a child's
preparedness for life seem farfetched.
OF 1ATE. developers of educational

tests for students in the higher
grades, typically high school, have at-
tempted to construct instruments
which embody tasks more closely re-
sembling life-tasks that students will
encounter upon graduation. The min-
imal competency or proficiency tests
being developed by some states and
local school districts best illustrate this
trend. Test tasks may include balancing
a checkbook, reading and answering
questions about a4 recipe, even writing
a job application. Although tests elicit-
ing and evaluating written discourse
are not in general use at the second-
ary level, interest in them'is growing.

No such trend is evident, as yet, in
routine educational assessment at the
elementary school level, however,
promising instrument development is
occurring outside the mainstream of
educational assessment. Best known
are the National Assessment of Educa-
tional Progress (NAEP) writing exer-
cises, some of which are intended for
fourth graders. These exercises include
writing to reveal personal feelings,
writing to communicate in social situa-
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“Unless the abilities

to spell disparate words on command,
to recognize punctuation errors in someone else’s
prose and to recognize departures from standard
English usage are indicative of the ability
to write efictively for purposes

tions, writing o communicate in
scholastic situations, and writing to
communicitte in business or vocationul
situations. High/Scope’s Productive
Lunguage Assessment Tasks (PLAT)
provide another example of recently
developed instruments intended to
measure children’s powers to com-
municate through writing. The writing
tasks embaodied in both NAEP and PLAT

exercises simulate life-tasks for which ™

instruction must prepare students if
formal eduzation is to realize its ulti-
mate goals. The dimensions along
which students’ writing is evaluated in
the NAEP and PLAT procedures parallel
those along which judgments of writing
competence are made in everyday
communicitive contexts.

The NAEP exercises comprise i

‘wide variety of writing tusks, ranging

from simply addressing a letter, to writ-
ing an imaginative story, (o writing .
persuasive letter to 2 school principal
about effecting & change that would
improve one's school. Two approaches
to textual analysis predominate in cur-

rent NAEP procedures. Some pieces of

writing are evaluated holistically by
having readers runk-order written
products in terms of “overall quality.”
The evaluative criteria shaping the
judgments of individual readers are in-
tentionally left undefined. Earlier re-
search conducted by the NAEP has
shown that these ritings are positively
correlated with correctness in writing

“mechanics, amount of syntictic em-

Text Provided by ERI

bedding, and complexity of vocabulary.
That is to say, global judgments of qual-
ity tend to be strongly influenced by
superficial linguistic form that may or
may not be correlated with characteris-
tics of the - . which bear more directly
upon communicative effectiveness.
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of communication, the
goals of education are

not served by teaching
to conventional tests.”

The other approach to testual
ailvais employed by the NAEP has
bren dubbed “prémany trait scoring ”
Prinuiry trait scarmg is guided by
analvsis of the chetorical chuaracteristics
of specitic tisks. Writing performances
are evaluated in terms of the degree o
which they satisty the rhetorical im-
peratives of particublir writing tasks de
fined in terms of purpose, audience,

and made of discourse. The simplest of

NAEP primuary trait variables are de-
fined in terms of inclusion/exclusion
of discrete items of content. For exam-
ple, in a writing exercdise that involves
tking a4 welephone message for some-
one else, satisfuctory performunce de-
pends upon including the name of the
caller and the time, day, and place of
meeting, without which the message
would be ineffective, More complex
primary rait analvsis is applied in
analvzing persuasive discourse, satis-
tactory performuance depending upon

molar features of the discourse struc- |

ture — e.q., svstematically identifving
a problem, explaining why it is a prob-
lem, explaining how to solve it, indicat-
ing benefits that would result.

Current primary trait scoring pro-
cedures emploved by the NAEP have
several imitations. They are tied so
closely to specific tasks, particulariy
task instructions, that they lack general-
ity. They tend to differentiate writing
performances into broad cuategories
which inadequately reflect vartations in

[y P

both quality of reasoning exhibited and
potential communicitive effectivencess,
And they do not consider “secondany”
traits which may have an importint
bearing upon successful communicit-
tion. This is not to suggest that current
NAEP methaods hive no uatility tor writ-
ing assessment. only that they do not
serve dll purposes ofdssessment.

The development of analvtic vir-
utbles for High/Scope’s PLAT has been
in some respects similar to the de-
velopment of NAEP primuary trait var
iables, The central focus of PLAT
amalvsis procedures is assessment of
how effectively children’s writing
serves (or would serve) speditic com-
municative purposes i reliation to par-
ticular audiences. The PLAT has two
tusks. one requiring that the child write
instructions for noking something (In-
struction Writing Task, or W11, the
other requiring production of a drama-
te story (Sorv Writing Task, or SWT).
Collectively, PLAT variables appear (o
have tewer limitations than NAEP pri-
mury triit variables.

PIAT variables differ in their gen-
crality but are not narrowly bound to
performiances elicited by a specific
task, Their relatively high generaliza-
hility is in fact necessitated by the na
ture of PLAT elicitation procedures,
which define generic rather than
specific writing tasks. In the INT, chil-
dren first make things of their own
choosing out of unstructured muate-
rials, then write instructions which are
supposed to help someone who has
not seen their products make the same
things. In the SWT, children write
dramatic stories with characters and
plots of their own choosing. The result-
ing diversity in content and form re-
quires more general analviic proce-



“Unless test results

tell us whether children possess the knowledge,
_ attitudes or motivations we seek to instill, -

they are of little ‘use.

Test developers seldom attend to these
. spects of validity. Given the remoteness
of test-tasks from life-tasks, any generalizations

dures than the majority of NAEP exer-
cises.

Collectively, PLAT variables also
appear to more finely differentiate var-

iations in writing performance. For.

example, text elicited by an NAEP in-
struction writing task is only evaluated
as adequate or inadequate based on
rather impressionistic judgments of
whether the writer has included all of
the necessary steps with sufficient de-
tail for someone to follow the proce-
dure. While this particular NAEP vari-
able has high generality, it minimally
differentiates responses. IWT analysis
nrocedures, on the other hand, involve
rather fine-grained elemental analyses
of text into instructional steps, and of
steps into component elements per-
taining to materials identification, de-

finition of action, and spatial informa-

-tion. This procedure not only serves to

better differentiate writing perform-
ances in terms of potential communica-
tive effectiveness, but also pinpoints
specific inadequacies due ta unreason-

able presuppositions. The levels of per-

formance identified make + nse in
terms of cognitive developimmental
theory, particularly theory dealing with
role-taking ability, and provide a basis
for constructive feedback to writers
and for instructional decision-making
by teachers. ‘

PLAT variables also provide a
more multifaceted picture of variation
in writing performance, making for
more comprehensive assessment. For
example, recently devised SWT var-
iables assessing (1) adherence to the
conventions of standard written Eng-
lish and (2) ambiguity introduced by
departures from standard written Eng-
lish can be applied to all writing in-
tended to serve social functions, While

from test results
about a child’s

preparedness for life
seem farfetched.”

the first variable set parallels traditional

achievement test measures, albeit re-
quiring production rather than simple

recognition, the second set focuses

upon those departures from conven-
tions which significantly interfere with
the comprehensibility of written dis-
course. Development of these latter
variables reflects the test authors” belief
that writing instruction in. ¢lementary
school should emiphasize mastery of
conventions when they are important
to effective communication ruther than
mastery « . conventions for conven.
tions’ sake - particularly when stu-
dents speak nonstandard dialects of
English and/or ~ome from marginally
literate environmenus. Other SWT var-
iables are designed to measure co-
hesion or connectivity of discourse,
crucial to the construction of proposi-
tional structures which can be com:
prehended as logically integrated
wholes by a reader. Component var-
iubles defining cohesion include
measures of ambiguity in nominal and
proisominal reference, logical con-
tradictions and hiatuses within and be-
tween sentences, the occurrence of
false starts and unintelligible sentence

fragments, the inclusion of extraneous:

information, and uncontrolled shifts in
point of view. Most of these variables
could be applied in evaluating the
communicative effectiveness of writing
in general. Moreover, they focus atten-
tion on features of written discourse

G- <G

which are seldom singled out even in
informal evaluations of writing, but
which provide useful foci for self-
evaluation, teacher evaluation, and in-
structional activity.

T HE VARIABLES reviewed here repre-
sentasmall butsignificantsample of
new and promising ways of analyzing -
and evaluating children’s writing. They
go substantially beyond traditional
criteria of writing skill embodied in
conventional educational tests and
begin to define writing quality
in terms of communicative effective-
ness — the ultimate goal of writing in-
struction. Moreover, all of the NAEP
and PLAT measures of writing require
that children produce written dis-
course rather than merely evaluate
what someone else has written by
selecting predetermined answers
within a multiple-choice format. In
shor, by setting new standards for what
constitutes evidence of writing ability,
this new wave of writing tests promises
to influence the nature of writing in-
struction in our schools — provided, of
course, that they can successfully chal-
lenge the dominance of conventional
achievement tests.

While optimism is certainly -war-
ranted, it should be guarded. The new
breed of writing tests, represented in
this discussion by NAEP writing exer-
cises and the PLAT, require consider-
able development before they will
become competitive educational meas-
ures. Unless such tests become a
routine part of formal and/or informual
evaluation activity, their influence
upon educational practice will be min-
imal. Major impediments to their wide-
spead utilization arise from difficulties
and costs of data collection a.d proces-
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* “To expect a child

to generate coherent written discourse
on a particular topic ic 30 minutes .

. at the drop of an unknown tester’s hat o
may be quite unreasonable. Yet to create
situations for writing which closely resemble those
in'which children generally choose or are generally

sing. While NAEP exercises cun be ad-
ministered efficiently uand at relatively
low cost, even the simplest of holistic
and primary trait analyses require
highly truined coding staff and close
supervision. As vet, there are no or-
ganizations in the business of coding
writing samples from elementary
school evaluations; few local school
districts have the resources and motiva-
tion to assume the burden. Although
the costs of collecting and processing
writing samples can prohubly be re-
duced, it is unlikely that their efficiency
will ever rival thut of multiple-choice
achievement tests. An alternative to
testing all students in district-wide
evaluations would be to collect dit on
carefully selected subsamples, or even
to restrict the use of tests of written dis-
course production to informal assess-
ment conducted entirely by teachers
for purposes of documentation, plan-
ning, and evaluation.,

Another problem that must be
overcome in the development of writ-
ing tests for formad educational as-
sessment is measurement reliability
—~ more broadly, generalizability,
Generalizability is an index of the
probability that measurements of in-

dividual behavior obtained under a

ic‘ul;r set of conditions (e.g., a par-
‘writing task administered by a
pmicufar tester on a particular day)
would be replicated over a specified
range of conditions {e.g., some class
of related writing tasks, testers having
certain, characteristics, any occasion
during a specified time interval). We
all know how difficult it is to write on
some occasions on particular topics
under certain conditions for parti-
cular audiences. To expect a child to
generate coherent written discourse

<
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expected to write
may be impossible
within the constraints
of formal assessment.”

on a particular topic within 4 period
of thirty minutes at the drop of an un-
known tester's hat may he quite un-
reasonable. Yet to create situations for
writing which closely resemble those
in which children generally choose or
are generally expected to write may
be impossible within the constraints
of tormal assessment. Consequently,
we may be forced to live with a certain
amount of variability in writing test por-
tormances which is due to natural fluc-
twLttions in motivation and readiness o
write. ’
These and many other considera-
tions of generalizability are of substan-
tial practical importance for those who
would utilize writing tests to inform
educational decision-making. Tradi-
tional tests of uchievementand aptitude
are in the envidble position of posses-
sing demonstrated generalizability of
individual scores across at least some
conditions of measurement relevant to

- educational assessment, What little is

known of writing test generalizability ar
this time suggests that comparable
levels of generalizability should not be
expected for most scores obtained

from analyses of 4 single writing sam-

ple. Assuming that the generalizability
of individual scores from one-shot tests
cannot be substantially improved,
there remains the strategy of averaging
(or otherwise combining) muitiple
measurements of the same individual,
or of aggregating individual scores and

T

evaluating the performance of lurger
units such as the classroom or school,
The former strategy is probably too
costly for all but experimental studies;
the latter is unsuitable for individual as-
sessments required for decisions re-
garding promotion, cer:ification, and

school or job placement. Only further

methodological research such as that
currently being undertaken by High/
Scope staff will reveal whether or not
substantiai improvements in writing
test reliability are possible without sic-
rificing efficiency or restricting writing
dssessment to program evitluations.

Ultimately, to be ofvilue for edu-
cational decision-making, writing tests
must be shown to measure writing
abilities which account for communica-
tive competence. High generalizability
alfows us to conciude that a student’s
score from a particular administra-
tion of a test is probuably very close o
the score he or she would have on the
same test under other specifiable cir-
cumstances. High generalizability in it-
self, however, does not ensure that a
test measures what we wunt it to mea-
sure. that it is a valid measure of writing
abilities. The uncertain content, con-
struct, and criterion-related validities of
conventional educational tests have al-
ready been discussed. The same criti-
cism applies to writing tests like those
developed by the NAEP and High/
Scope. Given the impact which formal
assessment his upon both educational
practice and_decisions affecting the
lives of students, more than impre-
ssjonistic judgments of instrument
validity — “fuce validation™ —is surely
required.

Validity is most accurately not a
characteristic of a test but of the infer-
ences made from the measurements



. g “Is the level of performance observed for
an individual in the pseudo-communicative context
of a test predictive of performance in situations
which have genuine communicative

significance? Do writing tests so violate the
integrity of the natural writing process

abtzined with a particular test. Most
important to educational decision-
muking are inférences which treat test
scores as indicators of (1) how a stu-
dent would perform analogous or re-
lated tasks which occur in the context

_of daily life in or outside of the class-

room {concurrently with test admin-

‘istration or in the future) and (2) spe-

cific, and relatively stable, character-
istics of the psychological system of a
student which are the result of learning
and deveiopment In the first instance,
criterion-related validity is agissue; in
the second, construsge validity. On the
one hand, evidence of criterion-related
vulidity might allow inferences that a

" child would (or would not) success-

tully complete a mail-order form, write
4 routine business letter, or take an
adequate telephone message in the

context of daily life. Evidence of con-

struct alidity, on the other hand, might
permit inferences about a writer’s gen-
eral ability to cgordinate two or more
ideas in a single statement, to anticipate
the.response of a reader, or to ch~use
appropriate levels of formality in dis-
course. |
Depending upon the uses to
which test results are put, one may be
more or less concerned with one or the

ather type of validity. In tiie case of min- -

imal competency testing for high
school graduation, for example, pa-
rents and employers may be exclu-

- sively interested it the implications of

test performance for life and on-the-job
performance (inferénces requiring
criterion-relited validity). Teachess re-

- sponsible for the remedial instruction

of students who have failed the test,
however, may wish to make inferences
about psychological constructs which
sccount for performance. Further,

~(allowing little or no
time for incubation,
.planning and rewriting)
that the performances
bear little or no '
relationship to life-

situated performances?”

especially in tests subject to public
scrutiny, face validity becomes an issue.
A test must “make sense” to those who
administer it, those who take it, and
those who read about the results.

ATH()UGH the authors cf this article
seriously question the validity
of conventional educational tests as
measures of writing ability, and would
claim greater face validity, at least, for
the PLAT, they are unable to cite empir-
ical research findings that strongly
support their subjective judgment. The
meaning of writing test measurements
may differ substantially for different
children or even for the same children
atdifferent points in time. For example,
different children may construe the na-
ture of a particular task differently, and
the evaluator may or may not want dif-
ferential ability to comprehend task
instructions (or differential knowledge
of imaginary audience, or whatever) to

" be reflected in the scores derived from

test performance. If a written report
appears to presuppose too much in-
formation for the “general” reader, are
we to conclude that the writer: (1)
did/could not generate a comprehen-
sive internal representation of what
was to be reported; or (2) generated a

= <8

|

comprehensive internal representa-
tion but did not adequately encode the
propositional structure, lacking lin-
guistic knowledge or being unable to
take the role of the general reader; or
(3) could have encoded the underlying
propositional structure more fully but
deliberately chose not to because the
S1essage was intended for an informed
reader (or because it would have been
too much work, etc.)? Is the level of
performance observed for an indi-
vidual in the pseudo-communicative
context of a test predictive of perfor-
mance in situations which have
genume communicative significance?
Do writing tests so violate the integrity
of the natural writing process (allowing
little or no time for incubation, plan-
ning, and rewriting) that the perfor-
mances bear little relationship to life-
situated performances?

These and many other questions
regarding the validity of both conven-
tional and alternative tests of writing
abilities must be raised and eventually
answered if we are to use educational
tests wisely. Research now underway
at High/Scope has begun to examine
a broad range of established and ex-
perimental measures intended to tap
writing abilities of children in the
upper elementary grades. It is hoped
that this research will substantially in-
crease the empirical basis for claims
about what can and cannot be inferred
from children’s performances on diffe-
rent educational tests. It is further
hoped that this knowledge will permit
more informed selection and utili-
zation of writing tests to support pro-
gressive improvements in educational
practice in place of the defensive and
faddish reactions presently sweeping
public school classrooms. O
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In 19735 the High/Scope Foundation movedits head-

quarters into one of Michigan's larger historical homes, |

the Hurchinson House, built in 1898 by Byron Shelley
Hutchinson, founder of the SGH Green Stamps business.
The original house had 33 rooms, an indoor swimming
pooi, aballroom with orchestra foft and one of the coun-
.try’'s first elevators. Throughout the house there are
stained and leaded glass windows and ornate wood-
work and mantels. Over the years the house has had
many owners and Qf one point was converted into 14
apariments. Fortunately the remodeling was cone
corefully enough not 1o destroy the basic fabric of the
building.

We felt we could make a conrribution 1o the com-
munity by preserving this historic structure while conven-
ing it info an uncunventional bur highly arractive work-
ing environment. Such o rask was well suited to an or-
ganization of our size because we couid use the building
as a whole (its division into aparments had obscured
many lovely features) and because. as a nonprofit
organization, we could locate resources to support the
restoration.

In our conversion and restoration efforts we are try-
ing to rerain the “feel” of the original rcoms. For exam-
ple. the opulent living room remains o formal area
which is used for receptions and staff meerings. and we
have decided not to break some of the larger, more
stately rooms into smaller offices. Though this meansthat
some staff members must shore office spoce. many say
they prefer a desk in a spacious. high-ceilinged, elegant
foom fo the cramped cubicle they might have in more
conventional quarers.

The Hutchinson House is an example of Queen
Anne architecture. astyle one author describes as "grow-
ing organically from the inside our.”” The. inner structure

 Glimpse of
ngh/Scopes Home

determines the ouer shape of Queen Anne buildings
resulting in @ picturesque blerd of towers. curves. lines
andshapes. The Hurchinson House. with irsturrets. peaks.
gables and rounded solarium roof certainly fits this
description.

The Hutchinson House also has elements of the
"Robber Baron” tradition. whose hallmarlk is exrensive
borrowing from other buildings and perods For exam:
ple. insteQd of using the traditional stucco infill between
the exposed half-timbers on the second and third stories.
Hutchinson chose stone to fill in between the planks.
He designed the dining room afrer the one in Kaiser
Withelm's castle. which uses Greels Revival columns and
massive, boxed-in dork cak beams In e fiving room
the ornate plaster meldings and finely designed rosertes
for hanging the chandeliers are reminiscent of the
Boroque era. Instead of using srained glass In the en-
france ond stairways only. @ convertion of the Queen
Anne style, Hurchinson used it throughout the house in
order ro incorporate all of hisideas info his home Hutch
inson had to malke it much larger than most homes in this
period.

After two years of using the Hurchinson House for of-
fice spoce. we feel we have succeeded in adapting the
building fo our organizanional needs We currently em-
ploy o full-time master carpenrer 1o handle the bulis of
the preservation work and we hold periodic open
houses so that community members can see the pro-
gress of the restoraton We planto continue 1o restore as
much of the building as is practical to meet our needs
and to preserve this landmark for the future

—Charles R Wallgren
Director of Administranion
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| Singularity versus Eclecticism in Early betdbood Education
The Advantages of Educational Models

by Robert L. Egbert & Margaret E.G. Brisch

HERE INa spectal Kind of beaury,
integrity and utility in educa
tionul approaches derived from
a single philosophical/psychological
perspective. Such "models, " as they ure
often cilled, are casier 1o understand,
easier to work within, easier to explain
and more likely to produce useful,
coherent, consistent resules than are ec-
lectic programs. Until relatively re-
cently, they were rare in educagion, and
carly childhood education was no ex-
ception. Within the past few veuars,
facilitated in part by Follow Through
and, dater, by Head Start Planned Viria
tion, several such early childhood
models have been developed. Exam-
ples are behavioristic models such as
Bushell's token economy and the
Engelmuann Becker systenutic be-
havioral principles program, Piagetian
models such as Weikart's cognitively
oriented curriculum, and open educa
tion models such as the approaches de-
veloped at the University of North
Duakota and the Education Develop:
ment Center. ‘

The most important characteris-
tic of an educational model is that it
is grounded in a phitosophical or
psychological theory or position which
gives coherence to the goals and val
ues, the curricalar materials and the
classroom procedures and interuction

patterns of the actual program. Each of

the models mentioned above began
with a philosophical or psychological
theory or position from which objec-
tives, curricula, materials and proce
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dures were developed. When these
models, their materials, their class-
room operation and their objectives
are examined, a marked within-mod-
el consistency and coherence is ap.
parent. For example, Bushell's token
ceanomy classroom is built on the be
havioristic principle of contingent and
timely reintorcement of behavior seg
ments, Both the contingent reinforee
mentand the behavior are clearly iden
afiable by teacher and student. High
scores on academic achievement tests
constitute the p‘mn;xr_\' model goals;
muaterials selected or developed by
Bushell possess clearly specified objec-
tives and are programmed to achicve
these objectives: and the results ob-
ttined —superior scores on achieve
ment tests —are consistent with the ob
jectives, with the materials and with
the procedures.

This consisteney sacross the vari
ots aspects of the model stunds in
shurp contrast with the eclectic ap
proach of muny carly childhood pro-
grams, exemplified in the statement, 71
don't think there is any one best
method. T seleet the best from what
cach approach has to offer.” On the sur
face, this stitement sounds reasonable
and open-minded. The person seems
to suggest that he has caretully studied
Rogers, Piaget, Skinner and others or
that he has examined models derived
from such theoretical positions. He
implies further that he has thoughtfully
seiected or derived procedures and
muterials from various models and has

o~

ca

put them together to constitute a4 pro

gram superior to any of those from
which he hus borrowed. Actwatly, such
trans-theoretical selection may be sim-
phy an excuse for not tully mustering
any single model, let alone a variety of
ideas and models. Furthermore, the
prictice will likely ead to contusion of
goatds and 1o less effective instruction.
By tiking i picce from this modelunda
bit from that one the edudcitor assumes
that instructional models are analogous
to extremely simple mechanical
models, and that if the various purts are
selected caretully, they Gan be assem
bled into a neatly fitting, perfectly
operating unit. But an instructional
model s much more comples than
even s sophisticated mechanicd moded
such s an automobile, in which parts
are pot interchangeable across models,
The bits and pieces tfrom different in

stractional models, derived as thev are
fraym varving philosephies, will not
necessarily operate effectively when
put together. Indeed, a muterial or
procedure ideatly adapted 1o one
model nay be so toreign to i basic
vidue of another mode! that its use in
the second model will prove counter:
productive.

Tu PACILENVTE an examindtion of
some of the advantages of educa
tional models as well as some of the
contlicts which coudd arise when parts
of ditterent models are combined inan
colectico potpourri, i simplitied ser of
duata has been prepared, shown in the

2
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accompanving table. Two distinet early
~childbood models are described in
serms of a restricted set of characteris-
~-thos: 2 behavioristic, token economy
model, in which children receive to-
kens, redeemable in goods or activities,
in return for appropriate performance;
and a child development model, in
which children work on group and in-
dividual projects, circulite among

interest centers and sit at desks or ta-
bles which are rearranged in response
to educational demands.

If conducted well, each model can
produce superior results on at least
some dimensions, as demonstrated by
its success with children. If poorly im-
plemented, euch can prove disastrous.
But neither the absolute nor the reja-
tive success of the models is at issue. At
issue is what can happen when models
are mixed.

Chaicteristics selected to de-
scribe each model are (1) some of the
process and product values which
seem inherent in the model as it is de-
scribed and implemented, (2) some
key procedures used in model class-
rooms and (3) some of the teuch-
ing/learning materials emploved.
“Values™ refers to those process or
product churacteristics to which the
model developers and implementers
explicitly or implicitdy attach impor-
tance. Values ¢onstitute the fundamen-

tal element of an educational model,
from which all else derives.

Although behaviorism is adver-
tised as a value-free system, certain

values emerge from an examination
of behaviorist literature and token
economy classrooms. They are (1)
achievement on various school meas-
ures, (2) conformity in classroom be-
havior, (3) cenvergent thinking or the
ability to respond in predetermined
ways, (4) an authority figure (teacher,
computer, etc.} who controls what
takes place in the classroom, (5) effi-
ciency in the teaching/learning proc-
ess, and (6) teacher-child interaction
via contingemnt reinforcement.

Of these six values, only efficiency
and contingent reinforcement are in-
herent in the science of behaviorism,
althoigh in almost every example of
applied behaviorism there is a power
figure who establishes goals and re-

- witrds and dispenses rewards when
_behavior meets desired standards. (In-
deed, only in more recent behaviorist
literarure hai the establishnient of self-
reinforcement systems become prom-
inent. The early writers from Pavlov to

skinner seem to assume an outside
power figure.)
The assumption of an outside au-

'thuruy figure also suggests 4 drive

toward convergent thinking and a cer-

~ tain degree of conformirty in behavior.

In practice, these two values —con-
vergent thinking and conformity —
ceive a great deal of emphasis, although

some reseiarch demonstrates that di-
vergent thinking also can be induced
through application of behavioral prin-
ciples. The only value which is neither
inherent in behaviorism nor logically
derived from it is academic achieve-

ment. Achievement has value to be-

haviorists because it is vialued by the
public and by most educators.

SOME IMPORTANT CHARACTERISTICS OF TWQ MODELS

A FOR EARLY CHILIDHOQD EDUCATION
BEHAVIORISM:
TOKEN ECONOMY CHILD DEVELOPMENT
Values Academic achievement Development of the “whole

Conformity in behavior

Convergent thinking

Power in the teacher

-

Efficiency

*

Teacher-child interaction
via contingent reinforcement

child,” including academic
achievement .
Conformity and diversity in
behavior -

Convergent and divergent
thinking

Power in the teacher, arnd
Development of power in the
child

Belongingness

Teacher-child erted child-
child interaction

3114

Procedures . Small group and individual Smuatll group and individual
instruction instruction
Individual, linear Individual linear and non-linear
assignments -
Seatwork, with teacher :
monitoring of performance,  Small group and individual
all activities teacher initiated project work — either teacher
' or child initiated
Frequent use of positive
reinforcers on contingent Spomaneous, irregular social
busis reinforcement
Grades explicit and related Parent-teacher conterences
to achievement instead of grades
Field trips with informal
activities and lengthy
unstructured reports
Teaching/ Programmed muterials in Manipulative materials
Learning traditional areas of reading,  Books '
Materials arithmetic, spelling, hand- Experimental muterials
writing (workbooks, texts,
worksheets)
Natural materials
Basal readers Films
Tape recorders
Typewriters
Construction supplics
e
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The values of the child develop-
ment approach have a fundamentalty
. different source and a more complex

-.——Sharacter. They are derived from. de-

L]

velopmental educational theories. De-
velopmental values are more complex,
first, because they are bi-polar. For

example, both conformity and diversity

and both convergent thinking and di-
vergent thinking are valued, Secondly,
the child developmentalist may define
his values differently. In a traditional
early elementary classroom, for exam-
ple, conformity might mean sitting
quietly in one’s desk or speaking only
.when the raised hand is acknowledged.
In achild development classroom, con-
* formity could mean voluntarily taking

turns in a-popular interest center or not.

disturbing others when going un-
supervised to the restroom. While con-
formity is valued in both, the nature of
the conforming act differs. (Inciden-
tally, the combination of valuing bqth
poles of many educational continua
and defining some key terms diffdr-
ently from other educators has led fo
serious confusion when child devel
opmentalists describe their position
to others,)

Differences in values have directly

and indirectly engendered most of the.

controversy which has surrounded and
~Imost engulfed eurly childhood edu-
cation in recent years. Variations in
procedures and materials have also
contributed to the controversy but they

cultimately derive from values. Some-

times those responsible for local pro
. fram development err by focusing on

- procedures and materials rather than -

on the explicit values to which they are
inextricably tied.

The table shows a natural vertical

flow from values to procedures and
materials. For example, a system which
values academic achievement relies
heavily on books and workbooks as
well as on activities structured to rein-
force these materials. If the system val-
ues conformity, tedcher monitoring
is important. If it values convergent
thinking, standard assignments in pro-
grammed marerials and common texts
are appropriate. If the system values di-
versity in behavior, nonlinear assign-
ments and child-initiated activities are
appropriate. Thus, consistency within
models is reflected in the goals and in
~ the procedures and materials selected
to achieve the goals.

C ROSS COLUMN aniflysis of the table

reveals some potential dangers in-
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herent in selecting bits and pieces
from different models. For example, let
us consider a second-gride teucher
who uses a child development ap-
prodch in her classroom. Five children
are not learning to read as well as the
teacher thinks they should. In her
studies,
quainted with programmed reading
materials and starts using them with
this group. For 45 minutes each day she
changen the rules for these five chil-
dren. During this period they go to a
special reading area where they work
with the progrummed muaterials; they
are not permitted (o work in other cen-
ters nor to enguage in other activities.
But do they learn to read? Under the
regime imposed by the teacher and the
muaterials, do thcse children fairly
rapidly catch up in reading, and are
they soon ableto return to their regular
activities? Probably not, for if these
children are having trouble learning to
read in their regular program. it is un-
likely that the simple introduction of
progruramed materials for a specitied
period of the day will have i major im-
pact on their reading skills. Indeed. itis
more likely that they will feel punished
and frustrated at being removed from
their normuald activities and required to
work with the highly systemutized mar-
tericts. Furthermore, it is unlikely that a
teacher who is not behaviorally trained
will use programmed materials cor-
rectly, And if this is so, then it is even
less likety that she will use the be-
haviorally more complex reinforce-
ment procedures properly, presenting
prompt contingent reinforcers accord-
ing to i planned schedule. The teacher
who has only a brief introduction to
behaviorism is Likely to confuse such a
system with the star-for-each-book-
read approach o providing rewards.
While the general risks of eclecti-
cism are apparent, it should be noted
that there is a vast difference between
informed and uninformed eclecticism.
The teacher who has seriously studied
aliernative theoretical positions, who
recogaizes his own ability to use ma-
terials and procedures from severul
models effectively and who then asses-
ses the ability of his students to adapt to
conditions derwcd from varving
philosophical pr ~ ions, has a stronger
case for taking an eclectic approuach
than does the teacher who is not so well
informed. But to become a properly
prepared eclectic is substantially more

. demanding than to become competent

in the operation of a singular model.

S C5

the teacher becomes ac:

~

The well prepared eclectic must fully

understand each model from which he
draws, und he must also be able o vis-
ualize the effects when specific pieces
are drawn from one model and merged
with portions of other models.

T HE MOST vital issue for i commun-
ity to consider in the adoption or
development of an educational pro-
gram is whether the values of the com-
munity dre met through that program.,
It community values can be achieved
through a behavioral program, the
individual eacher or school should be
able to conduct such a program. If a
child development program pcrmi:s
the school to achieve the communin's
educational objectives, adoption of
such a program should be permissible.
However. in cach instunce, the wacher
or the school must be prepared to de-
seribe and to defend the approach

selected. This task should be casier in-

the case of 4 model than an eclectic
program becadse of the straight line in
a model from values o materials and
procedures and expeded outcomes,
The consistency of models has
implications. moreover, for the prep-
aration of teachers. A teacher education
program has an obligation to prepure
prospective teachers to function with-
in at least one model. This prepa-
ration should be complete, including
evervihing from the philosophical/
psychological position to its applica-
tion. Once the prospective teacher has
mustered one model, attention may be
given to preparing him in a4 second
model or in the aduptation or modifica-
tion of the first model 1If a large
teacher-preparation institution wishes
its overall program to reflect the div-
ersity of trends in the field, it could
properly suppon a variety of models.
This would permit each student, work-
ing with his advisor, to select the model
most nearly congruent with his per-
sonal philosophical position. The insti-

tution could then meet the needs of

schools and communities desiring
one or another distinct model, In any
event, each prospective wacher would
he thoroughly grounded in at least one
definitive instructional model, The al-
ternarives would then be not only clear
but accessible, making possible that
plurality of educational choices for
parents, students, teachers and com-
munities that is now coming to be re-
garded, by professionals and Liymen

. alike, as a prerogative of democratic

citizenship. 0
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ICROELECTRONLCS is the
miniaturization of electronic
circuits int6 incredibly small
. 'siaes. Microelectronic technology al-
" ready makes possible the mass produc-
tion of the “guts” of 2 computer on a
chip of silicon the size of a pinhead or
an entife computer system on a wafer
the size of a cookie. Computers needn't
be big and expensive; they can now be
Liny and cheap. Computers and elec-

mﬁcsensingandcouuo&dmccswu .

soon be embedded in every machine
made; already they have appeared in
vehicles, household appliances, office
equipmenx, toys, games, industrial and
agricultural machinery. Computers, as
‘domesticated and common as the elec-
tric light bulb, will also be able totie to-
gether existing communications, in-
formation, and entertainment systems
and networks. Communications among
people, transfer of information among
machines, and communications be-
tween people and machines will be
more rapid and efficient: Microelec-
tronic components will integrate tele-
phone, radio, television, post office,
publishing, journalism, phonograph
records, iibraries, the film industry,
sales and distribution of products,
banking, credit systems—the list is
endless. The impact of computer sys-
tems and related microelectronic de-
vices on social, political, and economic
“institutions will clearly be one of the
major themes of the rest of our lives.
Schools and homes will be profoundly
affected by “hese developments.

Already microelectronic technol-

~ ogy has made possible the five-dollar
hand caiculator, the eight-dollar elec-
tronic watch (highly accurate), and the
twenty-dollar videogame unit that
permits families to “play” on their tele-
vision screen. In 1977 the first “per-
~ sonal” computers selling for less than
$1,000 appeared. The spring 1978
Montgomery Ward catalog promii-

nently advertised an inexpensive

microprocessor-based unit that uses a
home color television as a display unit;
rs maintain that ic will
~ teach a variety of subjects to your
chﬁdrcn-— all you need do is insert the
‘ cartridge. Calcuiator-like
" devices, preprogrammed to offer
games and drills of basic arithmetic, are
widely sold already. A “speaking” spel-
ling tutor, hand-held and bauery oper-
ated, has reached the shopping malls.
--Micmpmcessor-bmd versions of
. games such as Mastermind“and Batle-
ship were widely advertised for the De-
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Computers and

Early Learning

by Bernard Banet

A prediction: The factor that will change teaching and learniing
mast by the end of the twentieth century will be the techrniology of
microelectronics as applied to the design of computers and related
information-processing devices. This prediction applies to the
education of children in the preschool and elememan’ Years as
much as to any other group of learners.

cember 1977 holiday gift-giving season.
In October 1977, the U.S. House of
Representatives’ Science and Technol-
ogy Subcommittee on Domestic aad
International Scientific Planning,
Analysis, and Cooperation held hear-
ings on “computers and the learning
society” and heard of the enormoys
educational potential of the evolving
compitter technology.

.. By storing, retrieving, transform- ]
ing, and transmitting information com-

puters will incorporate, integrate, and
transcend earlier technologies. But
_how can they become tools of everyday
life, even tools used by very young chil-
dren? Don't you have to know a com-
puter language and use a computer
terminal to talk 1o a computer? The an-
swer is that as the costs of computer sys-
tems tumble, the barriers that impede
man-machine communication are

A

rapidly being eliminated. Mot too long
ago any form of direct interaction 'with
a computer was very rare. Data were
submitted in punchcard form and pro-
cessed in “batch’™ mode. Interactive
timesharing, with remote users com-
municating on-line via terminals to a
central unit, is a great advance in itself.
But the typewriter-like terminals that
do most of the talking to computers are
not the only means of communicating
with a computer. Systems of the future,
and prototypes available even at low
cost today, can demonstrate communi-
cation via spoken language.

A touch on a display screen, the
beam of a light pen, a musical instru-

‘ment, a slight muscle movement, a

changc in temperature, a handwritten
symbol, the movement of a “joystick”
can alsc communicite to a computer.
Computers can respond with letters
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and numbers on 4 printer or screen;

but they ean also produce signals to

- —vontrol a satellite or traffic light or vid-

eotape. player,~or 10 wrn off the oven

™+ ~““when the roast is done. They can syn-

thesize speech, music, or even realistic
representations, of three-dimensional
landscapes and objects from patterns of
I'sand Q's,

For many purposes it is p neces-
sary to know a programming language
in order to usc a particular computer,
any more than one must be able to

. write a script in order to watch a televi-

sion show. For those who do want to
master the computer as a creative tool,
convenient and powerful program-
ming languages are being developed
for interactive uses. Because it is not
necessary to read and type or know a
programming language to communi-

cate with computers, even the youngest .

child will be able to interact with them
in some manner. Handicapped people
will also find microcomputers of
enormous value in a variety of special
aids related to specific sensory. and
motor handicaps.

Replacing Paper,
Not People

When one mentions computers-
in-education to most educators, a
conceptof programmed instruction, de-
livered step by step through the com-
puter, comes to mind. This is indeed
the classic “computer assisted instruc-
tion” (CAl) style, intended to capture
the active interchange of a patient and
skilled human tutor with a student. In
practice, person/machine dialogue usu-
ally falls far short of this ideal. CAI ap-
pmache.s to computer use uulu.e a
behavioristic paradigm of teaching/

. «learning modeled on the “shaping”

process, in which the teacher (or ex-
perimenter) “reinforces” the student
for making successive approximations
to the teacher's final objectives. A cuare-
ful task analysis of the final desired
performance is used to design the se
quence of instructional “frames.” To u

- student, though, the carefully devel-

oped sequence can be tedious or frus-
“trating. There is no mugic that wssures
success in a step-by-step format any
more than there is in the textbook for-
mat. CAl of the programmed variety
remains a Teacher Initiates — Student
Responds model.
" Letus not, however, make the mis-

take of equating computer utilization in

education with any single mode of
learning, including the CAI format.
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Quite possibly, the initial experiments
with computer-assisted instruction will
be to all computer applications in edu-
cation what progrummed testbooks
and workbooks are to the total universe
of applications of paper in edu-
cation! The comouter will be such a
ubiquitous tool that preparing students
to master its many appliciations will
probably become a major goal of edu-
cation, just as students now must mas
ter the muny uses of paper-based in-
formation systems: learning to read,

-
Many people can consult a data bank
without missing informution because it
is in use. Compare this to a paper tile,

- such ds offices have taditionally oain-

write, type, and locate information in a4

library.

Tiny, cheap computers and related
electronic devices, all “talking” to each
other, will have more uses in education
than paper-and-ink, blackboard uand
chalk. Every current use of paper in
education will be enhanced by elec-
tronic systems. And since much of the
paperwork of private industry and gov-
ernment has already been aided by
computers, the proposition that inex-
pensive computer technology will
produce the same changes in homes
and schools should not appear radical.

What Computers
Can Do

Why are computers already such a
pervisive tool in almost every setting
except home and school? To save
money, certainly. But also because of
the following capubilities of computer
SYSIems:

* Accurate and rapid execution of
repetitive or complex procedures —
muathematical computing of course, but
also plotting curves, alphabetizing,
searching lists, animating drawings,
setting tvpe, monitoring an industrial
Process.

* Rapid and casy modification of «
product, ¢.g., 4 written document, mu-
sical composition, graphic drawing. By
1985, for example, your home posstle
typewriter, with computer-like innards,
muay permit vou to insert, delete, re-
format, change typefaces, address cor-

respondence from a mailing list, justify

both margins —just as office and pub-
lishing-industry computer systems al-
ready do.

Y. e Rapid updating of information
that can be shuared across an entire net-
work. (Consider what making airpline
reservitions would be like without an

interactive computing network giving

-~

each ticket agent instant knowledge of -

the sear availability on hundreds of
flights.)
* Concurrent dgccess fo file entries.

&7

tained, or i traditional library: Compu-
ter data are not checked out for weeks
and they are nat easily mistiled or mis-
shelved.

o Multiple categorzation of fie en-
tries. \ document or other entry can be
retrieved through searches on many
different category “tags,” in logical
combinations, rather than on just one.
The way card catalogs and indexes
attempt to perform this multiple
categorization task now is cumber-
some by comparison.

¢ Kepresentation and analysis of
processes and relations. Computer-
generated graphic displays add a
dvnamic component to static charts, ta-
bles, graphs, and diagrams. Computer
models permit the users to study the
consequences of changing parameters
in a system, whether we are talking
about finding the best way to reach the
moon, build a cur, control air pollution,
deplov atomic submarines, or plan
menu.

o Improvement of photographic
and sound reproduction. Digital stor-
age will repluce unalog tape and record
systems, computers are even being
used to remove distortion from rec-
ords made decades ago and to reduce
the “notse” in photographs transmitted
from Mars.

* Replecement of systems regiring
slower processing by providing im-
miedidte feedback to the user. Voting
muchines connected to a central com-
puter would obviate the need 10 wait
for precinet returns, for example. In
education, students can receive feed-
hack on warkbook exercises or exams
much faster than if they had to wait for
teacher feedback. This responsive fea-
ture is one of the hallmarks of comput-
ers in educational applications.

While computers will be ted to-
gether in information networks, each
focal computer will pack more and
more processing and storage capacity
into smaller and cheaper packages.
Microcomiputers the size of typewriters
or portable television sets will be able
to perform many tasks in “stand alone”
mode. The problems thar many educit
tional institutions now have with time-
sharing systems (slow response-time
and unavailabilivy of ports ar peak use
times) may well become bad memories
of the computer’s dinosaur era.

Rather than isolate people from

N
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each other, computers can help people
to communicate and do collective
problem-solving. Computers facilitate

collabarative efforts through computer

“conferencing,” a means of holding an
ongoing discussion by entering items
and responses into computer files.
Such systems can be used by students,
teachers, trainers, administrators, and
parents. Students and ieachers from all
over the country could share ideas
through a central computer file and

communicate directly with other indi- ©

viduals through private message files.

As computersystems become more
capable they will not only store activity
files for classrooms or catalogs and in-
dexes of available print and media in-
formation for libraries; they will even-
tually store millions of books and
periodicals, films and television pro-
grams, for instant retrieval. Computers
will be super-libraries, jukeboxes for
accessing the archives of civilization
~— unlimited resources for learning and
decision-muking.

. Computers
as Learning Aids

Interactive games. From the
viewpoint of this earlv-education
specialist, the feature of computers-and
the mode of utilization that holds the
most obvious promise for young chil-
dren in the preschool and elementary
yeutns is the use of computers to present
learning in gamelike situations with
immediate feedback. High/Scope is in
the first year of a long-term course of
action designed to demonstrate multi-
ple uses of electronic interactive sys-
tems in the kind of learnirg environ-
ment that we call “open framework.”
The High/Scope schools in Ypsilanti
using the Cognitively Oriented Cur-
ricutlum present a matrix within which
to study computer utilization. In-our
preliminary investigations of the use of
computer systems in our elementary
classroom, it is the fascination with a
pinball-like interactive system that
stands out when one watches young
children in front of a computer
terminal —whether it is the University

. of Hlincis' computer-based education
- system, PL.TO, or the intermediate

school district’s timesharing system
based on an H-P 2000 “minicomputer”
or the Commodore PET (a microcom-
puter).

In our work with preschool and
elementary children we arc discover-
ing that computer games can power-
fully motivate the learning of basic

N .

L3
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skills and sophisticated concepts. If one
builds into games an opporntunity to in-
crease skill systematically (such as by
doing something faster each time) orto
advance to 4 more complex or difficult
task, it is not necessary to "manage’ the
student’'s progress by maintaining
elaborute student records in the com-

. puter. Each student’s fife can be in his

or her own head, with teachers and
parents looking at printouts of the ac-
tual games the student has been playving
to get an idea of the child's level of
achievement. Rather than prescribe the
child's learning experience, the com-
puter can present an inviting menu
from which the child czn choose, free-
ing him or her from adults’ limited
ability to define optimal educational
experiences for a particular student.
Computer games can simultineously
incorporate funtasy elements, systema-

-tic feedback, and competition as well as

foster teamwork, cooperation, and
cross-age nelping.

The power of interactive systems
to attract users, including young chil-
dren, to invite them to “play,” and to
give them feedback, approximates the
sort of learning process that occurs

- when a child learns to talk, walk, play

an instrument, ride a bicycle, perfect
athletic skills. O.K. Moore impres-
sively demonstrated the power of inter-
active systems to teach reading and
writing skills to very young children
over i decade ago, but the systems on
which the “talking typewriter” were
hased were too expensive for wide-
spread use. New technology changes
the cost factor, and mikes the systems
even more fun to use.

Of course interactive systems cun
getboring, like any new toy. Variety and

increasing challenge must be built into

interactive computer-based activities,
or they may become tedious. Appar-

ently such electronic games as pinbal}

and the Star Trek games played on
timesharing systems are sufficiently
challenging to become addictive to
thousands of people, from high-school
students to computer scientists. Surely
elements of these successfully de-
signed programs can be incorporated
into electronic games for school and
home use. ..

In computer games the computer
can present the “board” on which the
game occurs, or it can play the role of
an opponent. Several people at dif-
ferent lociations can play each other
through a central computer. Games of
chance, games of skill, instructional

\
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games, classic board games, mathemat-
ical recreations are already available,
though most of them have not been
adapted for elementary-school chil-
dren. High/Scope staff are beginning
the process of modifying and inventing
games that will stimulate Jzarning of
basic concepts aid applic gion of crea-
tive problem-solving techniques for
children from preschool through sixth
grade.

Tatorial systems. More ambi-
tious and complex than games, whole
tutorial courses are of course possible
on interactive computer systems. To
avoid the "brick wall” phenomenon
of trapping the student in a sequence
of steps, features can be built in that
give the student the option of proceed-
ing in certin directions rather than
leaving the “flow" entirely 1o the deter-
mination of the course author and
the computer. Students in curricula
already developed for systems such
as PLATO und TICCIT can choose to
explore reference materials, request
more information about the organiza-
tion of 4 particular discipline or do-
main (4 “map’), request a review, a
quiz, examples, easier or more difficult
material, and so forth. Tutorfal pro-
grams incorporated into the home or
in open classrooms could permit chil-
dren to master skills (such as reading
music or speaking a foreign lunguage)
when they choose to do so rather than
as part of a group progressing toward
the same goals. A challenge to cur-
riculum developers in early education
is to refate turorials to the concrete ex-
periences of the child. :

Drill and practice systems.
One muajor reason for the widespread
resistance to “open’ educational envi-
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ronments that invite student initiitive
and do not prescribe spevific learning
experiences for mos of the day is that

—-~—-=they often appear 10 leave mastery of

.basic skills 10 chance. Teachers in such

classrooms are often overwhelmed
with lcgistical problems as they try to
interuct with diverse groups of fearners
on an individudized basis. Electronic
systems offer an ideal method of giving
students interesting and challenging
opportunities to consolidate skills and
concepts they have acquired through
concrete and active learning. Examples
are practicing reading skills and
mathemuatical algofithms, learning vo-
cabulary in a foreign language, mem-
orizing the multiplication table. The
rote information and the number of
“overlearned” skills that we expect
children to master in elementary
school is quite finite, Surely these basic
skills and concepts will be easily mas-
tered in the future through electronic
systems, perhaps even mostly at home,
leaving schools to provide much more
stimulating “concrete” experiences.

The elementary-grades math and
reading drills developed by Patrick
Suppes and distributed by the Com-
puter Curriculum Corporation provide
an example of a first generation of
computer-managed drill and practice
materials. Future materials for elemen-
tary students will probably be more
gamelike, more like the ingenious
math games developed by the Urbana
PLATO group, and they will be deliv-
ered on units more like the PET mi-
crocomputer, withits low-cost graphics,
cr the pocket calculator drill/practice
devices such as the Texas Instruments’
Dataman.

Representing complex pro-
cesses. Computers, even for elemen-
tary students, will provide a4 means for
representing complex processes in
order to help students discover relu-
tionships and isolate variables. Modes
of representing processes include
huilding and revising mathematical
models, writing ¢computer programs,
planning a sequence of steps involved
in any classroom project, simulating
physical and social systems, analyzing
data quantitatively. Students at the
H: sh/Scope School are fuscinated by
sin‘ulated journeys across the Oregon
Trail (a program developed by the
Minnesota Educational Computing
Consaortiur). ihey dre geiting 4 sense
of some simple economic principles by
operating 4 computer-simulated
lemonade stand (also an MECC pro-
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gram), and are even able to experience
vicariously the process of nuking i soft
landing on the mooa while canserving
dlimited amount of fuel.

Not surprisingly, most of the simu-
Lations developed for school comput-
ers are designed, at this point, for use
by students of high-school age or older
{e.8., Ludwig Braun's Huntington simu-
lations of physical and ecological and
social systems). Given computer sys-
tems that can represent processes
graphicaily and in “real time” rather
thuan with successive printouts, it is just
a matter of time before voung children
can experience systematically the op-
erations of universes not directly acces-
sible in the nonelectronic school envi-
ronment. Seymour Papert at MIT has
developed a programming lunguage,
LOGO, und a set of such universes,
“Mathland,” that permit children to
learn the languages of geometry and
algebra as well as the logic of compruer
programming during the elementary-
school years; these concepts are
learned as children attempt to move a
“wirtle” across 4 plane using mathemat-
ical expressions. Learning to program a
computer is in itself an exercise in logic
and problem-solving, analysis and
synthesis,

A tool for creative activity.
Some of the most impressive work with
computers and young children has
been done from the perspective of
making the computer into a ol for
creative activity nuther than i presenter
of questions and answers. Alun Ky and
Adeie Goldberg at the Xerox Palo Alto
Resedarch Center have perhaps taken
this approuch the furthest, as described
in Kay's September 1977 article in Sci-
entific American. The Xerox group has
shown that junior-high-school children
G compose music, credte animated
cartoons, and write stories, given o
powerful programming Linguage such
as their SMALLTALK lunguage, and a
computer oriented to color anima.
tions, music, and text. Alreadv pre-
school children are “doadling” elec
tronically in color on their home TV
sets on devices such as Fairchild's vid-
cogume unit. Music synthesizers have
become inexpensive additions to
home computer systems, musical de-
vices useful for active explorasion by
young children of the principles of
music theory and notation, The ability
to edit 4 computer-composed product
makes the computer an ideal medium
for playfully creating, revising, and re-
shapirg anything, as one would play

L

with playdough. The work of Kay and
Goldberg suggests the scope of what is
possible. Electronic lego hlocks, ie.,
computer-screen representations of
three-dimensional objects and envi-

ronments built up from basic geomet- |

ric shapes, are being used by engineers
and artists. Young children will have
access to such systems, too, and new
crewtive energies will be unleashed.
Student assessment.  Assess-
ment of student progress and goals can
be accomplished in open educational
environments by interactive computer
systems. Student writing, for example,
can be entered into the computer files
and analyzed for dimensions such as
are already incorporated in, and
computer-scored by, the High/Scope
Productive Language Assessment Tasks
(PLAT). Computers will be used to con-
struct self-assessment quizzes for
elemeniaryv-school students, just as
item pouols are sampled by computers
at the university level now. The advan-
tage of constructing quizzes and teses
from Lurge item pools is that it prevents
the evaluation procedure from danger-
ously narrowing the curriculum to only
those items that will be on the exam.
Since computers can keep track of
student responses and modes of com-
puter utilization, they can be enor-
mously useful as research and evalua-
tion tools. Learning activities that hive
computer-based elements may be
easier to improve systematically thun
activities in which both processes and
outcomes are less well documented.

Three Views of
the Near Future

Will these virious uses of com-
puter systems change the learning and
teaching process as we know it What
are the implications for families, for
schools, for teachers, for students?
Here are three contrasting views:

A golden age of learning.
Home and school learning, according
to this view of the future, will be revo-

tutionized by the muny uses of com- -

puter systems. Teachers will hecome
liberuted from uncreitive tasks such as
repetitious fectures and recitations,
correcting tests, grading, checking
waorkbook and homework assign-
ments. Teachers will welcome com-
puters as indispensable tools of their
triade, just as farmers huve come to re-
gard (ractors. Students, stimulated by
the power of interactive electronic sys-
temy, will master basic skills casily and
joviully. Inte  ctive electronic systems

£}



will invite students to explore many

microelectronic components will ad-

| vance the cause of progressive educa-
tion in the Dewey and Piaget traditions,
rather than remain the tools of those,
often of behavipristic orientation, who
believe that the ideal learning envi-
ronment has goals explicitly stuted by
the instructor uand not by the student.
The individualization of learning goals,
content, ind methods made possible
by computers will make the. flexibility
inherentin “open” alternative learning
settings more dttractive to teachers,
parents, and students than at present.
The widespread availability of “basic
skills” programs and other educational
software for home computer systems
will redefine the public’s expectations

of school learning.

Optimists see computers-on-chips

-~ muiking it possible through mass educa-
tion for most students to achieve broad
competence actively and in a develop-
mentully appropriate manner. Inquiry,
problem-solving skills, and representa-
tion will be integrated with concrete
experiences via the computer. Diverse
student interests, abilities, and goals
will be supported. The computer will
become un equalizer, in the sense that
it will give previously disudvantaged
voungsters access to a4 wide range of
skills and information, plus the mo-
tivational elements (i.e.. computers
give immediate-feedback, are non-
thireatening, fun, challenging but not
frustrating) to use these resources.
Lifelong learming will become a reality
for millions through the combination
of print and video media with an in-
teractive component which can be ac-
cessed at home s eusily as anywhere
else in 4 community or the country. =
» Learning that stresses student in-
itiative and breadth of experience will
blossom, because the logistical prob-
lems confronting teuchers with large
classes will be solved through in-

systems. One version of the golden-uge
. scenario sees schools as institutions so
" substantiaily altered in their function
by new technologies that they are uldi-
mutely transformed into learning cen-
ters operating more like libraries or
museums than classrooms. All stu-
dents will have access fo tools and
learning aids of all kinds, much as
they doin the open-classroom environ-

domuains of humun knowledge and en-
. deavor. Because of their interactive:
~~i-nature, clectronic systems hased on

- " creased use of interactive electronic -

An age of dehumanizstion.

Perhaps 4 unified information/educa-
«tion/communications network is

merely the final step toward a night-
mare world of thought control. At the
very least, pessimists suggest, comput-
ers.will do tor thinking what the au-
tomobile did for walking and television
did for reading. Perhups schools will
undergo great sn'ifc over the issue of
“capital intensive” vs. “labor intensive”
techniques and will come 10 repeat
the sad history of American passenger
railroads, in which fights over job secu-
rity and technologicil innovation dis-
tracted attention from the fact that the
entire system was dying because of its
inability to change.

Will schools become capital inten-

sive, and will classrooms be repliuced ,

by cubicles in which students interact
only with machines? Are we sure that
technology will support humanistic
values when so often it seems to under-
mine them? Will computers be used in
place of experience with real people,
places, und muterials? Television sets in
homes and texthooks and “searwork”
in schools huve already replaced many
real, direct experiences. Will com-
puters exacerbate this trend? Will
drifl-and-practice and programmed
CAl become thé dominuant formats,
rather than the more open-ended ap-
plications of interactive electronic
systemis? Will earners be trapped in
step-by-step strands, blocks, and levels,
unable to pursue their own paths to
their own objectives?

Instead of becoming an equazer
of-class differences, electronic systems,
say the pessimists, will widen class and
caste burriers by giving children of af
fluent families access to learning re-
sources that others cannot afford. Will
children who have access to computers
from the time they cun sit up become a
computer priesthood, leaving the
computer illiterates doomed to low-
prestige roles in society?

Business as usual, In addition
to the optimists and pessimists, one

comes across many educators who

simply do not believe that interactive
micsoelectronic systems will change
tedchiy  and leurning significantly one
wity or another. They point out that
computer technology and telecom-
munications have been around for
vears. Radio, television, and computers
themselves huve been a fact of Jife for
North Americans for quite a while, but
so fur they have brought about neither
a golden age nor 4 1984/Brive New

2 { C
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Worid-style dystopia. Just because a

i new technoiogy could be used to
\ chuange the woy people learn doesn't

\mean that it wifl be directly employed
by the educational establishment in
imuginative wuys. Telcvision is the
Irinie case in paint.

Schools as Institutions have been
remarksbly impervious to technolog
ical change. Transportiuon and com-
munications technologies have cer-
tainly affected schools, bur only indi-
rectly, through chinges in people and
communities rather than in the nature
of classroom instruction. Even some
individuals deeply involved in “instruc
tional” computing believe that the
computer’s only function in schools
is to teach children 10 use existing
computer languages and to perform
muithematical calculations. In their
view, COMPpUtErs are 100 expensive and

“technical™ for voung children 1o
employ, except perhaps for drill-and-
Practice exercises,

Individuals working in the com-
puter industry often point out that cor-
porations and individuals with the wl-
ent and resources to produce software
for educational applications will find
other markets more profitible than
schools. Commercial television's fack
of educationally-oriented program-
ming is cited as evidence that the home
muirket, also, is interested in entertain-
ment rather than learning. Given in-
SENGINEOUS decess to any page in any
book in the Librury of Congress, or ac

cess o any college course in the coun-

try, will the average citizen prefer to

witch Celebrity Bionic Football on tele- -
vision? Will computers muarried 1o vid-
co-disc simply permit seven-year-olds

to instantly retrieve works from the
"I Love Lucy” corpus?
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. In‘thev1960's several large corpo-
rations lost money trying to market

PURLT mpauhoed 8L LR oNea

educational technology products; they -

-.-may be reluctant to re-enter this mar-

ket Are the costs of computer-based
systems now so much less that the wave
of first attempts can now bear fruit, or
are there problems more fundamental
than economic ones? Certainly the

- home or personal microcomputer of

today will not instantly usher in the
millennium. For one thing, the mi-
crocomputer industry has major
hardwire and software compatibility
problems — on the order of the lack of
standardization that has made quad-
raphonic sound such 4 dud. It is pos-
sible that no one will buy the hardware
because of lack of applications soft-
wire, and conversely no applications
software will be produced because
the market is too fragmented among
owners of different machines speaking

“different computer languages and ac-

cepting different kinds of input/out-
put devices and storage media.
Shaping the Future

Given both optimistic and, pes-

)

simistic predictions about the impact of

microelectronic technologies, as well
as the prediction of negligible effects,
how can those of us concerned with the
education of voung - “ldren come to
terms with the potential of microelec-
tronic systems? The assumption that
makes most sense to us is that the po-
tential of these svstems is as great as
those promising a golden age say it is,
BUT we must very purposefully work
twward utilization of that potential in
educition, Computers have been so lit-
tle used in o aentary-school and pre-
school s e that we must give high
priority U extending development
waork and applying it outside of the
luboratories where pioneering work in

electronic learning svstems is being

done. And we need systematic evalui
ton and research into optimad charae-
eristics of interactive systems for voung
children, For example, what are the op-

timal medes Of utifiation for different

developmental levels? How can the
computer be used to do the following:

'cnmumgc cooperation among learn-

ers: increiase home involvement in
learning; improve mastery of hasic
skills in "open™ clisses: support stu-
dent-initiated inquiry, active problen-
suhmg and decision-making: widen

~the scope of student expericices and

timprove the articuliation between syme-
halic and congrete learing activities,

Pl
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and free teachers for creative and pe

sonl involvement in student learning?
© The golden age of learning will
nut automatically arrive. We need good
R & D work among groups seeking to
muarry computer systems and stadent-
initisted learning. We need to evaluate
the utilization of computer systems in
learning settings other than school

classrooms, settings such as homes and

community computer-leatuing cen-
ters. We also need o establish intor.
mation networks to keep each other
informed about the computer appli-
cations being developed all over the
country. These tasks highlight the
course of action that High/Scope plan-
ners and developers will be tiking in
the months 1o come.

The High/Scope research and de-
velopment program on computer sys-
tems in early learning will seek to
complement other research and de-
velopment effarts around the country.
In our particular approach we plan to
combine the following elements:

* Demonstration and development
of computer applications that stimulate
creativity and initiative in young chil-
dren (preschool and elementary
grades).

e Demonstration and cxplumticm of
multiple uses of computer sysiems in

1 "open framework” clissroom envi-
ronment and in 4 community “com-
puter arcade.”

e Integrution of applications with
an existing curriculum framework,
the High/Scope Cognitively Oriented
Curricufum.

¢ Use of inexpensive microcom-
puter-hased systems where possible,

¢ Provision of information“services

to early education specialists and par-,

ents cuncuming computer applicu-
tions.
. (,cx)per.mcm with leading techni-
cal innovators and seftware systems
developers around the country —con-
centrating the impact of diverse devel-
opment efforts by demonstrating them
in one place and by bringing leading
computers-in-early-education groups
into closer contact. '
* Investigation of the ways in which
parents and teachers as well as young
children interact with computers.
Since we are still in the planning
and exploration phase of o long-term

< plan, we very much welcome reader

comments and suggestions, particu-
farly us 1o ways in which we can coop-
ergge with other schools and projects
involved in computer applications. [ ]

t
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Can the way maothers and young
 children act with oné another
muaike a difference in children's
curvent and later learrung?
Child-care professionals vary widely
in their answers 1o this question. This
article describes and interprets the longi-
- tudinal vesearch that unideriies High/
§  Scope's pasition: that the motber-child rela-
tionship both influences and is
‘N9

influenced by children's
early learrning. Each
motber-child pair must
be seen by professioncls
as d unigue relationship
'  between unigue persons,
each of whom influ-
ences the other. Our
understanding of
parent-child inter-
action, and of its
fmipetct on children's
Adecrning, is decpened
to the depree that ke
acknowledye and
respect this reciprocity.

Parent-Child Interaction
and Children’s Learning

by Ann &. Epstein & Judith Evans

)

We have to get away from the influence of beliet i buld single torces.
whether they are thougght of as intrinsically psychological or sociological . We
have 1o analvze conditions by observations, which are as discriminating as
they are extensive, unti! we discover specific interactions that are taking place.
and learn to think in terms of interactions instead of foree. We are led to search
even for the conditions which have given the interacting fuctors the posier
they possess, '

—lous DFwry
Ffw@m and Culture
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ROM 1968 to 1971 4 group of
mothers and their infants living

in Ypsilanti, Michigan participated

in a home visiting program, the Yp-
silanti-Carnegie Intunt Education Proj-
ect. At the end of the project, when the
children were about two vedrs old,
maothers were observed teaching their
children a simple game, and children
were tested to measure their cognitive
and linguistic development. Five vears
later, when the children were seven
vears old, mothers and children were
again observed in a teaching/learning
situation, and children were given
standardized tests, also focusing on
cognitive and linguistic abilities, to
measure their academic aptitude and
achievement. The figure below shows’
the measures used with mothers and
children, when they were adminis-
tered, and which refationships were

~explored and found to be important. In

this article we will describe those di-
mensiors of mother-child interaction
which we have found to have important
relationships to children’s perform-
ance on the various mesures at ages
two and seven. (An additional purpose
of the research, evaluating the short-
and long-term impact of the home visit-
ing program, will not be reported here
but is detailed in two other High/Scope
publications.?

Research Philosophy

Two beliefs guided the develop:
ment of our research measures and our
interpretation of research results First
is that researchers must let the data tell
them which patterns of familv interac-
tion are beneticial or harmful to the
child, rather than prejudge what con-
stitutes Uetfective parenting,” Applied
to our research, this belief means
that the interaction styles we have
termed “positive” or “negative” ardgot
so lapelled @ priori but are empiN
cilly determined: that is, thev were!
found to have positive or negaitive
associations with the measures of chil-
dren's learning.

The second belief guiding the re-
search is that mothers’ behavior and
children's performunce are reciprocal,
I other words, rather than make only -
caustl connections (e, I the mother

YThe wmtial program and its impact s de
serthed i Lambie, Bond & Woekart, Home
Teaching with Mothers and Infants, Mona
seapis af the High/ Scope Bducational Research
Foundation. Vo 2, 1974 Longitudinal resulis will
e reponed i g monograph by Epsein & Wed
Kart 1o be pubished In the Fotindation in 1979
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does X, then the child will dolY"), we
should see both mother and child as
,continuously engaged in a process of
- mutual initiation and response. This
N belief, though earlier given theoretical
and empirical support (e.g., Bell, 1968),
is only beluedly receiving widespreuad
attention in the literature on parent-
child relations. Applied to the research
- described here, it requires that our ob-
servational tools ook to.the spontane-
ous and responsive behaviors of both
maothers and children, and that our in-
terpretations of significunt correlations
be phrased in terms which emphasize
the two-way effects that mothers’ be-
havior and children’s manifest abilities
have upon one another. Thus, in the
figure below we picture relationships
at age two or age seven with a double-
headed arrow to indicate the bi-
directionality of effects. (Although rela-
tionships from age two to age seven are
logically seen in a single direction or
timeline —i.e., one can't talk of be-
havior at age seven influencing be-
havior at age two—mother-child in-
teractions when the child wastwo years
old are related to measures of chil-
dren’s leaming at uge seven because of
the continuous interaction of mother
and child during the five-vear interval.)
These two beliefs, empiricism in
defining effective parenting and mutu-
ality of influence between mother and
child, should be kept in mind as the
reader reviews our research.

Research Sample

The research results reported
here are based on a total sample of 53
families, 39 of which were assessed
when the child was age two and again
when the child was age seven, and 14 of
which were assessed only wiwen the
child was age two.? Families were
evenly divided according to ethnic
hackground and sex of child. All were
identified as working-class. The aver-
age education for the mothers was 107
years, and the occupation of the head of
household was generally classified as
unskilled. All familiés lived in or near
the city of Ypsilanti,

Research Insu'umenu

Two me.isures developed by
High/Scope staff were used to uh.scrvt“

o evaluate nrogram efic  Lveness, T4 families

- were ddded to the longitudingl study beciuse it

wis ferlt that the regular assessments sinee infancy

constifutesd i progeam “treatment” tfor the origh

e nal controf group, resalting in an underestima
tion of theprogram's effectivencess,

mothers and children interacting. The
Verhal Interuction Record was used at
age two, the Mutual Problem-Solving

Task was used at age seven. Waile both

measures use a relativelv standardized
situation to observe mother-child in-
teractions, the pair were left free to
“generate” their own behavioral style
within the context of this situation.

The Verbal Interaction Record
(VIR). Mothers were asked to first en-
courage their two-year-olds to talk ana
then to teach them a simple block game
(¢ method pioneered by Hess & Ship-
man, 1967). These activities, lasting
an average of 15 minutes, were au-
diotaped in the family’s own home.
Taves were later transcribed and
mothers' verbal behavior was coded to
measure the total amount and’ content
of their speech. Five major coding
categories were used:

e “Expansions” were coded when
the mother repeated and then eliabo-
rated upon something the child said.

e "Questions” were coded when the
mother asked the child questions as a
teaching strategy.

e “Imperatives” were coded when
the mother gave orderstothe child, ie.,
told the child to do something.

s “Negative imperatives’” were
coded when the mather gave the child
a negative order, i.e., told the child nor
1o do something.

e “Negutive declaratives”™ were
coded when the mother gave a negative
answer as a4 means of instructing or
controlling the child.

The Mutual Problem-Solving Task
(MPST) Mother and children were ob-
served baking cookies together at
home when children were seven years
old. Observers stressed that there were
no “right” or “wrong” wavs to behave,
and that they were interested in learn-
ing about the varicty of ways mothers
and children approached this task. The
MPST situation was standardized by
providing families with a choice of il-

tustruted recipes and all necessary, as
well as optional, utensils and ingre.
dients. Mothers and children generally
completed the baking task (i.e., prepar-
ing the hatter and placing the pan in the
oven) in less than 30 minutes.

Four mujor coding groups, each
with several categories, were used to
code the ongoing behavior of mothers
.md children:

“Affect” categories were positive
dnd negative and were used to record
such behaviors as smiling, Iaughmg,
fmwnmg, scolding, etc.

“Tusk involvement” categories
permitted the observer to record
whether the mother and child were
working together, each was working
alone, one was working while the other
witched, or ope was working while the
other was not paying attention to the
cookie-hiaking task.

* "Request’ categories were used to
record attempts to get assistance. Re-
quests could be for help, direction, in-
formation, or evaluation and were
further categorized as being verbul
and/or physical.

* “Provide” categories were used to
record attempts to give assistance.
Parallel to requests, provisions could
be help, direction, information, or
evaluation. The quality of behavior was
further categorized as verhal and/or
physical, convergent or divergent,
SPoONIaneous or responsive, and sup-
portive or restrictive.

Toddler measures.  TwWo Ussess-
ments administered at home were used
with children at age two. The Lunguuge
Scale developed by project staff indi-
cated the amount and sophistication of
children's verbal behavior during the
same activities used to code the
VIR for the mother. Cognitive devel-
opment wis medsured with a stan-
dardized test, the Mental Scaie of the
Bavley Sciles of Infant Development.

Chilidbood measures.  Two stan-
durdized tests, both predictors of

MEASUKES REIATING MOTHER-CHILD INTERACTION
AND CHILDREN'S LEARNING

AGE OF CHILD Two years old Scven years old
MEASURES OF Verhal Interaction (3 Mutual Problem-
MOTHER-CHILD Record Solving Task
INTERACTION

(1 )t (2) (1) t
MEASURES OF Bayley (3) Binet
CHILDREN'S & ' - &
LEARNING ' language Scale Metropolitan Achievement Test
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“Researchers must let
the data tell them
which patterns of
family interaction
are beneficial or
barmful, rather
than prejudge
what constitutes
effective
parenting.”

academic success, were given to chil-
dren in school at age seven.? The
Stanford-Binet Intelligence Scile mea-
sures school aptitude, The Metropoli-
tan Achievement Test measures chil-
dren’ actual achievement in reading
and mathematics.

Research Results

There were four mujor findings:

(1) At age two, and again at
age seven, ways in which motbers
and cbildren interact during the
observed teaching activities are
significantly related to measures
aofcbhildren’s learning. A positive in-
teraction style at age two was found 1o
be one in which mothers expand upon
what the child is saying and ask the
child questions as i teaching stritegy
during the block game; this stvle pre-
dicts high performunce by children on
learning measures. Negative interac-
tions include giving “do's” and
"don't's” and "no's” in response to the
child’s efforts and questions and pre-
dict lower performance on stan-
dardized tests. :

At age seven, two interaction styles
during the cookie-baking tusk were
found to be positive. In the first,

THigh/Scope rescarchers have found “actual
schoal success.” Lo, regular grade and class
placement. as opposed to retention and spectal
education programs, to be 4 crucidd outcome in
their other longitudina! studies of early chikd:
haoxd education programs. Since children in the
infunt follow-up study reported here were only in
firs grade, however, it was too eurly jo use actual
schoo! sticcess as a valid criterion; most spedial
placement does mx begin until children are in

second or third grsde

IToxt Provided by ERI

“teaching/learning,” mothers and chil-
drensharethe uctivities. They talk agreat
deul, and their communication goes
beyoad that which is necessany to just
complete the preparario. of the cookie
batter. There is mutual excuange of in-
formation, and mothers pose questions
with the intention of encouraging chil-
dren's independent problem-solving
skills. The second positive style, “task
efficiency,” is also characterized by
mathers and children working to-
geiher on the task. The focus of their
jointactivity, however, is directed more
towurd the cookie-baking per se. Ver
bal exchanges are often accompaniced
by physical interactions. Children seek
assistunce and mothers provide this
assistance while at che same time cor
recting children’s mistakes in order to
improve their performance. The one
negative style at age seven is best de-
scribed by the term “low interuaction.”
In contrast to the shared activity of the
two positive stvles, the low interaction
style is characterized by a passive child
who either watches or is given one or
two small tasks to do alone, while the
mother works independently to com.
plete the cookie-buking activity; in-
teractions, verbal or physicil, are at o
minimum.

(2) Mother-cbild interaction
styles at age two significantly
predict cbildren’'s academic suc-
cess five years later. Specifically,
when mothers and two-year-olds are
ohserved to have positive verbal in-
teractions, children perform well on
school measures five years later. Con-
versely, negative verbal interactions at

age two are associated with poor
academic performince at age seven.

(3) Mother-child interaction
styles at age two are only some-
what predictive of interaction
styles at age seven. Children's lin-
guistic development at age two,
bowever, is bighly predictive of
their academic success five years
later. Specifically, negative interaction
styles appeur to be quite stable over
time. Positive interactions at age two,
while not becoming negative with time,
do not maintain comparable intensities
five years Later. Put retrospectively, the
antecedents of negative interactions wt
age seven can be found at least as early
as age two; the antecedents of positive
interactions are less clear.

Children’s linguistic develop-
ment, observed in the interaction activ-
ity at age two, is strongly correluted
with their academic aptitude and
achievement at the end of first grade.
The greater the quantity and sophistica
tion of language at the earlier age, the
better the child's performance five
years later,

(4) At both ages, two and sev-
en, interaction style is a more
crucial correlate of children’s
learning abilities than is soclo-
economic status. Interaction style,
rather than SES, has the strongest relu-
tion to children’s cognitive, linguistic,
and academic ability. While this is at
least partly a statistical artifuct (ie., the
relatively narrow SES range of the sam-
ple limits the possibility of finding a
significant correlation with other var.
iables), the interaction data also reveal
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an important truth about family rela-
tionships. Contrary to stereotypes,
working-class families cannot be
characterized by any one interaction
stvle. A wide range of mother-child be-
tuviors is evident even in this relatively
small sample. Furthermore, within this
range, all families show at least some
positive interactions, and a4 number of
these supposedly “high risk” families
(including some that had not received
any program “treatment”) in fuct share
a great dezl of warm and stimulating
parent-child activities.

What These
Findings Mean

Our interpretaticn of these results
is based upon the twao beliefs stated ear-
lier: the need for an empirically based
definition of effective parenting, and
the mutuality of influence between
mothers and children. The research re-
sults define positive and negative in-
teraction styles empirically by showing
the positive or negative associations of
interaction styles with measures of
children’s ledaraing. Positive styles en
compuss a range of behaviors in which
achild is an active participant ina learn-
ing situation and mothers use question-
ing as a tedching strategy to promaote
the development of their children’s
linguistic and problem-solving skills.
Negative styles are characterized by
restrictive interactions during tod-
dierhood (i.e., parental sanctions and
prohibitions as children endeavor
to learn ) and hy few interactions later
in childhood (i.e., parental exclusion
and passivity of the child in learning
situations).

Because the child and the mother
are partners in the interaction process,
our measures emphasize mutuality by
observing both of them in the block
and buaking activities. Reciprocity is also
acknowledged in our interpretation of
the data: Parent-child interaction styles
must be seen as a reseelt as well as a
canse of children’s learning. That is to
say, a4 mother's perception of her

- child's competence. and thereby her

stvle of interaction with the child, is
likely to be influenced by the child’s
nunifest bilities and attitudes.

While the interrelation of interac
tion stvle and children’s perfornunce
can he ohserved ata single point in
time. we must infer their mutual influ-
ence during the five-vear intenvid from
age two to age seven. This inference is

best suppaorted by the stbility of neg-

dtive interaction sivles over time (o-
gether with poorer child perfornunce
at both ages. 1is possible to develop
picture of a circubir and unproductive
relationship in which restrictive in-
teractions and the child's limited com
petence result in further limitations on
both the parent-child refationship and
the child's level of fearning,

The inference of i continuous rec-
iprocity between parent-child rela-
tionships and children’s learning is
more difticult to support with regard to
positive behavior. While our data show
that positive interactions at age two did
predict better performance at age sev-
en, we did not simultaneously observe
these same families in corresponding-
Iv high levels of positive interaction at
this later age. This finding. however,
may indicate not i decredase in such
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“Mothers’ behavior and
children’s performance
are reciprocal.

'Both mother and

child...

beneficial interactions but only a
change in their nature which our Later
observition measure did not capture,
A mother’s expliiit emphasis on lan-
guage is after all most appropriate dur-
ing toddlerhood when her child is
actually learning to talk, The verbul
clement in supportive interictions at
dge seven may become relatively im-
plicit, purticularly in a probleme-solving
situation requiring physical partici
pation such as the baking activity,
This interpretition means that an enrly
focus on parent child conversation can
provide children with a necessary
“head start” for learning G interpreta
tion supported by the findings of mujor
reseirchers such as White et al, 1973),
Hut this initiad preparation must then be
sustiined by continued parent-child in-
teractions appropriite o varied situa-
tions and consistent with the child's
fevel of development. Suchan interpre-
tation implies that parents are Veffec
tive " teachers to the extent that theviare
awire of ana sensitive to the develop.
mentid capacity which the child brings
to the interaction setting.

Finally, that interaction style is
more strongly relited to children’s
emergent learning  abilities than
socioeconomic status needs to be em-
phasized, particulurly in the concep-
tualization of parenting programs, Cer-
tiinly the stresses of poverts may in-
crease the likelihood that parents have
Tess "energy” to devote to their interac-
tions with their children, but SES by it.
self in no way dictates what the parent
child refationship will be in any given

“family. Any of 4 multitude of problems

(... divoree, extrenie vouth or age of
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...are continuously
engagedin a
process of

mutual initiation
and response.”

parents, fumily illness, a child's hand-
iCUps. moving to anew city) may con-
tribute to difhculties in parent-child re-
lationships. These difficultios, as well as
individual ego strengths. cutacross cul-
tural background. The existence of
nansupportive fumily relationships,
and the consequent need for assis-
tunce, must be empiricilly determined
and not stereotvpically assumed.

What do these findings and in-
terpretations mean for the develop-

ment of parent-infant intervention pro-

grams? One of the primary implications
of the results is that they suggest an ap-

Fropriate focus for such programs, The

datcindicate that it is inuppropriate to
focus ondy on infant development, as
many infant-education programs did in

the 1960's, just as it is inappropridie (o
midke the mother the prime target; the
appropriate focus is the mother-child
interaction process. A second implici-
tion is that these programs should be
available o families at all socio-
economic levels, since positive ad negit-
tive interaction styles are to be found
within all sociocconomic situations. A
third implication is that we now have an
empirical definition of “effective
parenting” —if “effectiveness™ s
seen to be reflected in a child's per-
formuance on developmental scales
and uchievement tests. The empirical
definition of effective parenting encom-
passes 4 wide range of parenting styles.
There is no prescribed style, but there
are interaction characteristics which
are positively correlated with cog-
nitive /linguistic development and aca-
demic achievement.
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Combined, these implications
mean that parenting programs should
be made available to all puarent-child
pairs whaose styvle of interaction can be
categorized as generally “negative,”
regardless of the socioeconomic stius
of the tumily. The proper focus for the
program should be on strengthening
whatever is positive in the parent-child
interiction style. In general, the pro-
gram should help the parents under-
stand the wavs in which their behavior
generites a response in the mfant, and
the wavs in which the infunt, through
temperament and behuvior, generates
dresponse inthem. One of the prinurnry
purposes of working with purents,
then, is to provide an atmosphere in
which purents are able to observe their
infant, interpret their own and the in
funt's behavior and responses, and seek
wiys to change negative patterns of in-
feraction to positive ones.

Parents who are discouraged be-
cause their child is notis responsive as
they would wish can be made aware of
the fuct thut infunts, even infints in the
same fumily, difter from each other in
disposition and temperament — with
some children itis simply more difficult
to get enthusiastic responses. Relatively

inexpressive infants, however, needn 't

be “doomed” from the start if their par-
ents learn 1o observe and appreciate
the particular wavs in which their chil
dren demonstrate their abilities and
show unmistikable signs of growth and
development,

Summary
The longitudinal research re
pored in this article identified a viri-

{6

ety of positive dimensions of parent-
child interaction, and a few negative
stvles, which cffectively predict chil-
dien’s performince on stundardized
achievement tests and lead o an em-
pirically derived detinition of effective
parenting. The findings suggest that
an appropriate focus of parent-intint
programs is the interictive process,
and an appropriate goal of such pro-
grams is to provide support for the de-
velopment of both parentand child. 1]

The bomie visstang program desorthed 1y this
article was spported through frends from the
Carmvicgte Corparddtiom of Scw Yok Aruihss of
anticed daited e sipxatod by g grant from e
Sneer Fotendedtion of Chicego. and fodtons up
edetter collectiont and witaddvses were corndioctod
cerneder o Cdrniegie Corfrwatian grant
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I
The Developmental Attitude

Watch a baby playing with her
foot —this isn't just random be-
havior but an act of discovery.-Ob-
serve a four-year-old boy handling a
pair of scissors awkwardly —~he may
never have seen a pair of scissors be-
fore. Listen to a graduate student
dispute, with great vehemence,
some theoretical statement— he

is simply trying to understand-

the statement in terms of his own
experience. ‘
Recognizing the broad pattern
of development in the other person,
the teacher tries to make sure'thit
the person is taking the next step
forward within that pattern. If the
teacher sees that the person is tuking
that next step, he or she watches
carefully, but doesn't intervene. It
goes against the grain for most
teachers to simply witch when they
are supposed to be responsible for
teaching. Yet in the interest of active,
experiential learning, the teucher
must sometimes watch and not act.

- Of counsg, it also happens that
the other person is not tuking the
next step forward. The teacher must
come to have sensitive intuitions
about where that next step lies and
how to nudge tte other person, how
to give the right kind of direction
and guidance. It may be a new toy for

‘a baby, a field trip for a group of
- children, 4 suggested research topic

for 4 graduate student.
The developmental! attftude re-

quires careful attention to each indi-

vidual. While there are recurrent
patterns in development, these pat-
terns have inﬁnite individual var-
iations, and one's application of a
general principle of development to
the understanding of an individual
must always be done with great care.
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H
Interpreted Experience

“Experience_is the very atnosphere of the
mind..." -

—HENRY Jamss ©

~ The graduate student at High/
Scope encounters educational real-
ity firsthand in practicum experi-
ence with children and parents and,
through seminars, gains a concep-
tual framework with which to inter-
pret and organize this experience.
Practicums and seminars are the
arena for the graduate student's

adoption of a4 coherent upprouach to

education within the context of his
or her personal beliefs and values.

The heurt of teacher education
must be interpreted experienice with
children and parents. Without direct
experience, talk about teaching is
empty. Without interpretation,
teaching can become ineffectual and
unconnected with human develop-
ment.

Interpreted experience is less
efficient than words alone, and re-
spect for an individual's develop-
ment nuty slow a program down.
Interpreted experience is less or-
ganized by its very nature than
words alone can be, while the'stu-
deni teacher, struggling to get
through the day, feels a need to
know evenvthing at once. But inter-
preted experience is how a graduate

program can incorporate the de--

velopmental attitude and encourage
students to achieve it. Interpreted
experience begins with where a
person is and moves on to the next
step in the individual pattern of de-
velopment. It is the guide in the
search for meaning and purpose in
education.
—Lary Schuwinbenrt
Graduate Program Coordinator

e
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TR XIGX SCOFE EDUCATIONAL

- EKESEARCH FOUNDATION is an
indespendent, noaprofit organisation
with hssdquartars in Ypailanti,
Michigan. The Foundation’s prin-
cipal goal is to dsvelop and

“disseminate practical altarnatives

ta t.pa traditional ways of educating

‘thildren ang training teachsrs. .

Program grants from governmental

and private sources support the -

Foundation’s education and research
projects. To further its goal of edu-

_ cational reform, the Foundation has

developed the Cognitively Orientad
Curriculum for infancy through the
early adolascent years; operates
demonstration achools for children
ages thres to thirteen and a summar
workshop for tesnagers; conducts
professional conferences, workshops
and ssminars for the training of
workers in the field of education;
carries out svaluative ressarch on
educational programs; operatss a
graduate-level training program in
sducation and human dsvslopment;
and produces audio-visual and

print materials for educators, parents
and others involved in the care and
schooling of young children.

Current financial information on
the H.gh/8Bcope Foundation may be
obtained by writing or calling

the Administration Dapartment.
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As this issue of the Migh/Seope Report goss to press, we
are celsbrating the third anniversary of our move to the
NUTCMINION NOUSE, s historic Ypailanti residenve that

~18 now also a cantar of educational ressarch and develop-

ment (see photos and story on page 2€). An open housa for
the community drew 1800 visitors to the Hutchinson
House in March 1978. In May more than 800 peopls vis-

ited the House as part of a Heritage Foundation tour of
historic residences. The sarly childhood section of the
World Rducation Fellowship, which held its interna-
tional conivention in Ypailanti in 1878, also toured the fa-
cilitiss and learned about the Foundation's sarly child-
hood projects in the U.S. and abroad. B An exciting and
productive acadsmic year is in progress for the KIGN/
SCOFE GRADUATE FROGRAM IN EDUCATION & XNU-
MAN DEVELOFMIENT. Graduate Program coordinators
Sheils Mainwaring and Larry Schweinhart report that

the students’ undergraduats training and previous .

tsaching experisnos is intsrnational in scope—from Dub-
lin to Haifa to Queensland, Australia and back again to
the Littls Country Schoolhouse in Ypsilanti. In addition
to seminars and practicums, students are at work on self-
initiated projects, concantrating on such topics as bilin-
gual and cross-cultr.ral education, small-group activities
in preschool and the relation of language to independent
behavior. One student 1s doing a ‘‘Foxfire’’ project—tak-
ing children from High/Scope’s Training & Development
Center school into the community to learn about the
culture of Ypsilanti dirsctly from the peopls. il May 85-28
1978 are the datss to keep in mind for the Foundation's

. annual SPRING CONFERENCE, which each ysar attracts

educators from throughout the U.8. and Canada. The en-
thusiastic responss of 1978's participants was most
&ratifying, and onoe again credit for this success goes to
department directors and staff for their expertiss, pa-
tisnce and good humeor in making accessible some highly
complex ideas. B The Parent-Infant department has re-
ceived a thres-ysar grant from the Bernard Van Leer
Foundation to bring the PARENY-TO-PARERNT FPROGRAM
to five communitiss in the U.8. Department director
Judith Evans says the grant providas for the training of
supervisory personnel and homs visitors sslected {rom
the communities being served, which will bscome demon-
stration sitss for the program. In the parent-to-parent ap-
proach, soms of the parents initdally visited bacome home
vigitors and trainers themsslves; after & few ‘‘cyclea’ of
homaes visiting and training, the lccal program is on its
own—s self-sustaining oommunity service in which
parents lsarn from and support sach other. Communitias
with ongoing parent-infant projects are invitsd to contact
Dr. Evans for information on how to becoms a dem-
onstration site in this program. M Parent-Infant and
Rasearch Department staff are gathering dzts on the na-
ture of the child-development information needed by ado-
lescent parents {0 rear their infants, in a project funded
by the Administration for Children, Youth & Families of

. HEW, The ADOLESCENT FARENTS AND INVANTYS FROJ-

mmmmnymnmmmxm {s ‘oon-
ducting pre- and post-natal intervisws with young par-
ents and developing formative evaluation procedures for
use by programs serving young parents. il ASSESEMENT
OFr TR LONG-TRAX INXPACT OF RARLY XDUCATION
FPROGRAME on the livas of disadvantaged children is ones

' of High/S8ocope's pringipal contributions to educational

ressarch and policy formation.' Monographs pubdblished
by the Foundation in 1878 documenting and interpreting
the resitits to date of this longitudinal ressarch have re-
osivad intarnational recognition and, as High/Scope
president David P. Weikart points out in his commentson
page 2, have helpad to reopen the case for public pre-
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school education. Foundation ressarchers arecontinuing
to follow the lives of young pecpls who participated in the
Parry Preschoo! and Curriculum Demonstration Projects

il - ——int the sarly and mid-sixties. Research Department divec-

~ .
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tor John Love reports that within the next five years
policy makers will have, for the first t{me. a comprehen-
sive body of data on the jong-term impact of compensa-
tory preschool programs—data on employment, family
and community life and citizenship as wsll as scholastic
achisvement. Supportad by grants from the Carnegie Cor-
poration of New York and the Administration for Chil-

dren, Youth & Families, High/Scope researschers are:

analyzing data obtained through interviews, observa-
tions. teachsr ratings and institutional records. Forth-
coming monographs will address such critical issues as
the long-term impact of early education on children’s so-
cial adjustment, the iong-term impact of home-visit pro:
grams on parents’' attitudes towards childrearing and
education (see the articlie beginning on page 38}, and the
environmental factors apart from schooling that influ-
snoce children’s development. B Another long-tarm study
baing conductad by ths Foundation concerns the IMPACT
OF L. 94-142 ON XANDICAPPED CXILDARN AND THRIR
PAMILIES. This new five-year project is one of five such
studies funded recently by the Bureau of Education for
the Handicapped. The project director John. Berrueta-
Clement reports that longitudinal case studies wil] exam-
ine the educational, personal, social and economic conse-
quences of federal and state law for a small number of
Michigan children and their families that are present or
former participants in the Foundation's BEH-funded
First Chance Demonstration Preschool Project. B As s
NATIONAL FOLLOW TXROUGK SPONEOR High/Scope
has worked with school systems since 1988 to provide a
cognitively oriented alternative to the standard elemen-
tary curriculum. In recent years much attention has
been given to the evaluation of these programs by High/
Scope researchers and consultants. Elementary Educa-
tion Department director Charles Hohmann reports that
these evaluation activitiss are being documented for a re-
search monograph to be published by the Foundation in
1979. High/Scope’'s efforts are adding new dimensions {0
the national Follow Through project’'s emphasis on stan-
ardized measures of achigevement; classroom processes
have been assessed through checklistsand time-sampling
observation systems. and children’'s ability to express
their thoughts and feelings {n writing is being studied. B
High/Scope’s efforts to produce bsetter methods for AS-
SESSING CNILDREN'S WRITING ABILITIES have en-
tared & new phase. With support from the Carnegie Corpo-
ration of New York. research associates Terry Bond, Bob
Matz and Lynne Tamor are building upon previous work
with the Productive Language Assessment Tasks (PLAT)
to improve current asssessment methods and achieve &
more compiete understanding of how children develop
competence {n writing (see the articie beginning on page
19). As part of s ressarch and development plan that
SpANS ssveral years, they are working with teachers and
studsnts {n local public schools, where they'l] get a dirsct

look at how students are learning to write and how

teschers are evaluating their work. B The general pur-
pose of FPROJECT DEVELOFMENTAL CONTINUITY is to
provide continuity of experisnce for disadvantaged chil-
dren as they progress from Head Start through the early
slementary grades. High/Scope is conducting an svalua-
tion of this national projsct at 12 sitas across the country.
Ressarchers are looking at program planning and imple-
mentation, costs, outsomes and structural changes re-
sulting from the program. The {inal report of the Project
Dotelopmaitm Continuity feasibility study is now avail-

. \‘l
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able, as are several interim reports; write or call Lynn
Spencer, Ressarch Department. Bl Project director John
Lovsannounoes that a two-year study of the naticnal net-
work of HOME STARY TRAINING CRNTARS has juat been

. completed. These centers, funded by the Administration
" for Children, Youth & Families, provide training to Head

Start and other child development programs that wish to
offer home-basad services. High/Scope’'s evaluation re-
port describses the work of ths training centers and sum-
marizas data from surveys of people and programs that
have received training. Contact Lynn Spencer, Ressarch
Cepartment, for more information. B Michigan's Project
CEDISS is studying how the products of re jarch and de-
velopment in CAREERR EDUCATION can be disseminated
and used, and High/Scope {s providing & number of the
gvaluation functions for this NIE-supported work in ocne
of the most rapidly expanding fields of education. Project
director Art Granville reports that the Michigan Depart-
ment of Education has funded 48 demonstration pro-
grams in career education statewide; High/Scope staff
are in contact with all of these sites, collecting informa-
tion through surveys, documenting their planning activi-
ties and assisting in the local evaluations. Case studies of
six of the programs will be produced by the Foundation.
H The INPACT OF THE MAJOR PROGRAM EVALUA-
TIONS conducted by the Foundation in recent ysars isap-
praised in papers presented by High/Scope ressarch staff
at the 1878 meeting of the American Educational Re-
search Association. The papsrs are available from the
Ressarch Department as one document, titled ‘‘The Im-
pact of Evaiuation: Lessons Drawn from the Evaluations
of Five Early Childhood Programs.'' B High/Scope has
also been involved in EVALUATING INTERNATIONAL
PROGRAMS. During 18%8. research associate John
Berrueta-Clement and Parent-Infant Department director
Judith Evans, in cooperation with research agencies in
Bolivia, Chile and Colombia, conducted an evaluation of
the Inter-American Children’s Institute for the Organiza-
tion of American Statss. The Institute. located in Montevi-
deo, Uruguay, promotes research, training and curricu-
lum development for the children of Latin America. B In-
ternational Programs director David Fisk reports that the
work of the Foundation is receiving increasing attantion
in LATIN AMERICA. '‘Las Ulitimas Noticias' of Santiago.
for instance. ran & seven-page special report—'"Revolu-
tion in the Preschoo!l Classroom' ~--on Chilean educators’
attempts to adapt High/Scope’s Cognitively Oriented Cur-
riculum to. preschool clasgrooms throughout Chile. And
the November-Decamber 1877 issue of *‘Eduricion Hoy.”'
a professional journal published in Bogota, contained &
translation of an article by David Weikart and Larry
Schweinhart on the longitudinal findings of the Perry
Praschool project, which orginally appesarsd in the High/
Scops Bullstin. Reprints of these Spanish-language publi-
cations are available from the Foundation, contact Nancy
Brussolo, Administration. l Another publication of sig-
nificance coming ocut of High/Scope's Latin American ef- -
forts is a report on PRESCHOOL EDUCATION AND PUS-
LIC POLICY IK LATIN AMERICA. The report summasrizes
the results of a survay of early childhood programs in the
Andean region; avatlable in English and Spanish, it was
prepared by staff member Robert Halpern in collabora-
tion with private sector agencies in Bolivia, Chile and Co-
lombia, under a USAID grant. Three Spanish-language
companion volumes documeant the status of preschool
education in each of thesa countries, For copies of the
survey report or ordering information on the companion
volumes, contact our International Frograms office. B
The Venezuelan Fundacion de! Nind. a national chiid-
welfare agency, has completed an evaluation of its DAY

&l



CARE NOMES PROGRAM, with High/Scope technical as-
sistanoce and partial support from UNICEF. Through a se-
. rise of workshops in Caracas and Ypailanti over a nine-
month period, High/Scope staff supportad a team fram
--the Fundacidn in designing and implemeniing what is
probably the most panetrating and comprehensive study
of its Xind in Latin Amaerica. The work of the svaluation
team included intarviews with over 1000 day care moth-
ers, an sthnographic study of 18 day care homes and 18
other caresettings in the ‘‘barrios'’ of Caracas as wellasa
study of program oosts. A final report was submitted to
the Fundacifn's Board of Directors, chaired by Vene-
zuela’'s First Lady. 8 Back in the U.S., the number of ore-
school centars practicing cognitively oriented education
continuss ic grow, reports Preachool Education Depart-
maent director Michael Hanes. ¥ach naw sits becomaes part
of a REFLICATION NETWORX that supports curricuium
devalopment and dissemination activities. Staff con-
sultants are now implementing the recently developed
bilingual curriculum with the Eastmont Center I Haad
Start program in Montebsllo, California, the Guadalupe
Head Start program in Milwaukes and the 2fcKinstry and
Wabster Head Start programs in Detroit—under & con-
tract from the Administration for Children, Youth &
Families. Sslected preschool special-sducation programs
in Rhode Island and Michigan ars recaiving training in
High/8Scope's Cognitiveiy Orianted Curriculum under a
grant from the Bureau of Education for the Handjcapped.
Consultants are also working with the public school

systems of Milwaukee and Richmond, Virginia and with

the New Jersey Department of Education. Praschool ad-
ministrators are invitad to contact the Preschool Educa-
tion Departmaent for information on ths specific type of
assistance that can bhe arranged for their programs. i
Axnd from our director of Planning & Develormuant, Ber-
nard Banet, comes this word about two joint ventures:
'‘The U.S. Office of Education has funded a one-year
JOINT MODEL STUDY PROJEOT to bs undertaken by
High/Scope and the Behavior Analyois Follow Thrzugh
group at the University of Kansas. The project wi'’ «-
amine the feasibilify of 8 hybrid educational approa o
ing elemsents from the Bshavior Analysis mode 1™
High/Scope’s Cognitivaly Oriented Elsmentary

riculum. The Behavior Analysis model emph.sizos
management of reward contingencies for completion of
sequenced basic-skills lsarning activities. Can such an
approach be combined in a productive way with
High/8cope's emphasis on child initiation. curriculum
breadth and skill application? Both groups [eel that the

potential of such a hybrid {s well worth sxploring. Qurof- .

*{ice of Planning & Development s also working with In-
teract Electronics of Ann Arbor to develop a series of
LANGUAGE ARTS LEARNING ACTIVITIES for Interact's
home computer, the Interact Ons. The activitiss will {n-
clude games and tutorials displayed through & home
talavision set. The consumaer-priced computer will be abls
to read stories to young children from an audio tape at the
same tima the writtan words of tha story ars displayed on |
the scresn. The Interact system will also enable children
i0 write and store written products, with the TV screen
usad as an sisctronic notebook. The series of activilies
will {llustrate ths potential of homs computers to support
four slements of a good languags arts program: scoass to
interesting reading material, opportunitiss to write cne's
own compositions, ssqusnced practice of skills and moti-
vation through gamas to practice and apply skills.'’ (Ses
the article beginning on pags 33.)
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Ecorly Losorning ), Divecor of
Plantng & Development,
High/Scope Foundagion

James T, Bond rlomnal s
sexsent af Chilfdren's Weiting s,
Research Associate, High/Scope
Founduion,

Margarct E. G. Brisch /i
Addeantuges of Fduceational
Meoxdedsd Assistant Professor of
Farly Childhood Education,
Univensity of Nebraska,
Robert L. Egbert 7/ cAdran-
teiges of Educationad Mondeis i,
Prean of the schoot of Education,
Uaiversity of Nebraska and
Member of the Board, Highy/
Scopwe Foundation.

Ann S. Epstein (/arent-Child
Iateraction & Children's
Locorsiingg ), Rosearch Assadiite,
High/Scope Foundaton

Judith Evans « qrem Chilid
Tastevatction & Childdren's Toarn
fagh Pareaor, Parent ntant
Depaniment. High/Scope
Foundation

William Fabricius (/eegor
Theary of Ruowcledge s
Phitosophi-ad Corttent 1 Con
sultant, Preschoot Educanon
Depanment, High/Scope
Foumndation

Robert Halpern«/he Lconom
fos of Proschoal Editcations), Re
seatrch Assocnite, Hhigh/Scope
Foundation

Robert D. Maw /ol s
sesstent e Chiledrers s Wrtting
Research Sssocuate. High/Scope
Foundatnm

Larry Schweinhart/ Kol
Hons High/scope's Gradaite
Progican ), Coordimmaor,
Gradnae Program, Fhgh/Scope
Foundunion ’

Lynne Tamor formcf Assss
rLent of € hiledren s Wrrinag 1 Re
search Associare, High/Scope
Foundation

Charles Wallgren . { Glianpne
afthighiscope s Homicl Direaor
of Adminisradon, High/Sope
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HIGH/SCOPE
ANNUAL CONFERENCE

Ann Arhor, Michigan's Campus
inn will be the site of the Foun-
datian’s Spring Conference on
May 23-25, 1979. This three-day
series of workshops and semi-
nars onn High/Scope's Cogni-
tively Onented Curriculum an-
nually ateracts pamicipants from

‘throughout the United States

and Canada, Contuct the Foun-
dation’s Administnition Depart-
ment for 4 conference brochure
and regisiration information.

. AUDIO-VISUAL MATERIALS

The audio-visual materials pro-
duoed and distributed by
High/Scope for training in
parent-intant, preschool und
vlementary educaton are used
by univensity and community
college classes, state depan-
ments of education, Head Stant
and day care centers, inservice
pragrams for elementary and
preschool teacher, private con-
sultants, high-school elasses in
child development, hospitals
and libruries, among others.
Write to the Administration De-
partment for a catalog describ-
ing High/Scope filmis, filmsirips
and videotapes., or to reques the
free Joun of the intraduaorny
filmstrip about the Foundation,
Who Wo Are., What We Do,

edf

v

SUMMER WORKSHOP

FOR TEENAGERS

Since 1963, High/Scope has ap-
vnled an eight-week sumnwer
warkshop for talented and
Riftexd teenagers from through-
out the United Staes and
abrowd. The warkshop focuses
on enabling these voung people

tor usee their ttlents inthe ans axd

scienoes actively and creatively
Through such prograns units

as daily instructions, wedk-long
clubs, work projocts, nighitly
evening programs, specid-
interest workshops and pack
trips, participants advance their
capucity toihink through an idea
and act on it The warkshop
creates 4 community which re
lies on each individual's con-
tribution and his or her open-
ness to the whole group.
Teachers and parents report that
the outcome of a summer hused
on this philosophy is young
men andd women better able to
initige Ktivities on their own,
mre willing to ask questions
about how and why things are as
they are and more open to work-
ing collaboratively. Schools

and national organizations in
the US,, Hawaii, Englund,
Norwiay, Germany, Austria,
Colombia. Peru, Chile and
Australus regulasly seleat

voung people far the High/
Scope Summer Warkshop,
held each vear &t High/Scope
Camp. Clinton, Michigan,
Families from throughout the
country interested in the pro-
gram may vnroll their voung:
sters by direct application.

WORKSHOP ON
ADOLESCENT
NONFORMAL EDUCATION

Date: August 12-15, 1979

Place: High/Scope Camp,
Clinton, Michigan

For: Educators and parents of
adolescents

Partivipants will explore educa:
tion {or adolescents in eams

of the special needs of the tal
eited and gitted and the social
development issues tha pliy
suctt an impaortant parnt in the
fives of teenagers. The expentise
of the High/Scope Summer
Workshop for Teenagers st
will be brought wo beas on such
TOPIECS ds instruction in msic,
dran, science and writing: the
uses and value of work for
wenagery: and tisksetting and
problentsolving m smuali
Rroufs,

~
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- The High/Scope Board of Direc-
tors has authodzed a scholar-
ship fundd to aid spercialiv
selected students attending the
various High/Scope educational
programs as well as adults
paticipating in the graduate
program. Contributions arv
accepied from individuals both
inside and outside the Foun-
dation. Contributors have the
option of selecting where
their contributions will go: the
High/Scope preschool, elemen-
tary school, summer workshop
for teenagers, or graduale pro-
gram. Contributions for restora-
tion of the Hutchinson House,

“ the Foundation's headquarners,
are also welcome. All contribu-
tions are tax deductible.

I
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GRADUATE PROGRAM -

THE HIGH/SCOFE GRADUATE
PROGRAM IN EDUCATION &
HUMAN DEVELOPMENT. If you .
hokd a badhelor’s degree in any
discipline aid are interested
in career possibilities in innova-
tive education, this nine-manth
graduate program wilizing a
seminar and practicum ap- -

- proach for advanced training

may be whit you're looking for.
As a High/Scope graduate stu-
dent, you will

* Learn to apply develop-
menal theory while teaching io
our demonsiration classrooms.

e Work individually in an
informal seting with staff from
our parent-infunt, preschool
and elementary education
departmenis.

* Learmn methods of
cassroom obsegvaion and
«valuation.

There are MA. degree !
possibilities with cooperating
institutions, Send for catalug
and application form for the
academic year beginning
September 1979.

.

R
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SUMMER GRADUATE
PROGRAM

High/Scope is offering a five:
week graduate-level program

Y
for wachers, beginning June
25. 1979, Enrollment is open
to qualified persans with
bachelor's degree in any disci-
pliné and af least one year of
teaching experience. The inten-
sive course of study centers on
the theary and practice of a de-
velopmental approuach to early
childhood education.

3

TEACHER & TRAINER
INSTITUTES

The High/Scope Preschool
Educaion Department will hold
TEACHER INSTITUTES FOR
EARLY CHILDHOOD

. EDUCATORS on the following

dutes: March 26-30, 1979 und
August 20-24, 1979.

* Five duys of intensive training
at the Foundstion's Preschiool
Demonsiration Center in
Ypsilunti, Michigan. « Classroom
ohservation and teaching, work-
shops on the Cognitively Ori-
ented Curriculum, discussion of -
issues raised by participanms.

* Enrollment limited o 10
PUrtcpyniy por session,

A TRAINER INSTITUTE for cur- <
riculum specialists, supervisors
and trainers in carly chikdhood
and special education will be
held April 23-27, 1979,
 Learn to conduct warkshops
and inservice trdining, provide
feedhiack to teacheers based

on classroom observittion and
promote parental involvement
s Enrollment limited 1o 10
participaints, )

g




