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Where té‘Look for the Child in Early Chiidhood Education:

AR L . .. Some ﬁelp from Piaget

*

N . . L &

The three pqpers 1nc1udcd in this symp051um dlSCUSS the 'relevanceg of -

b -3
Jean Plaget S theor) of cognitive development to the early chlldhood prac-

titioher.“ First, an overview,of Piaget's theory is pres®nted. This focusses on
the particular aspects of the theory most relevent to practitioners in earlv

ch:ldhood educat}on Second currlculum 1mplementat10n is examlned Plaget's
ideasiagg a@piied to the tfad{tional ‘child centeredwcﬁrriculum viag @ $iX step
plan in;luﬁingithe teacher's; 1) anticipation, 2)‘analysis, 3 arnénge:
mént,,‘d}iétzenfion, 5) articuiation, and 6) a&sessment'of-activitiés is
described. Third, Piaget's contributions to understanding childrén's socio-

emotiona}:dévelopmentrare examined. - Determining appropriate goals. for socio- .

+  emotional development apd means for reaching these goals are discussed.

3 -
+
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- critical for two reasons. First,-it is important for all teachers to.clarify

.

7 N : L

»
- *

Phi&osophy"and psychological theory seem far removed from the concerns
of early childhood practitioners;“Yeﬁg in recent yearé an increasing amount of

L

-

\attentlcn has been devoted to psychologlcal theary and its 1mp11¢at10ns fq;;currl- : ;¢?
——

culum partlcularlv in the preschool (c f. Peters, 1977 Seaver § Cartwr1ght

1977). Explored in this paper W111 be the 1mp11cat10ns of oné theory, tﬁat of

g »

Jean Piaget, for early childhood ﬂ&actltloners; ‘While particular currlculum

models have been‘devgloped\by others (c.f. ﬁéikart; 1971; Kamii & DeVries, 1977),
\ ~ : .

"the purpose of this paper is a pféseptatioﬁ;of"ihe.theorétical constructs which are both.
relevant to teachers in their daily transactions with children and applicable
‘acro§s a variety of specific programs. This will be carried out in two steps. e

vPirstly; the philosophical aSsumptfons\ofiPiag%t's approach\will‘be outlined.

13

. t o .
Secondly, a more Specific discussion of“the theory will be puTSued. Ultimately,
it is hoped that teachers and other practltloners will see that ph}losophv and

theory are indeed 1nt1mate1y felated to daily functlonlng in the classroom-w1th

young children and. their parents.\\\\ o T \ i

4 M . i

Philosophidal Assumptions . | v
A discussion of the philosophiéél framework underlying Piaget's iheory is
. .- N . .
-
Nl % . N

the philosophical stance they assume fof\viewing‘the.world (Seaver § Cartwright,

1977). Teacﬁerq are decision makérs planners and problem solver$ .(Clark § Ylnger

1977}, . The rule: employed for mak1ng these decisiong are 1nt1mate1y re]ated -

3 - -

to one's v1ew ‘of the world and how the 1nd1v1dua1 furictions in that world. To

K .
N . b

RN

‘be an effective decr51on«maker consistent -rules are critic31, An art1cu1at1@n \ o

of one’ ph110§9ph1cal Vle of the 1nd1v;dﬁal\fnd educatlon will fac111tate the
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recognition of possible inconsistencies and hence clarify rules. for making

py

decisions. The teacher needs to identify a framework for interacting with

D

children and their‘parentS\which is comfortable for the teacher and effective-

for promoting desired edicational dbutcomes.

«

»

The second reason fgr discussing the assumptions of Piaget's\theéry~are more

»

specific tp Piaget's work. Given the need of all early education pfactitioners
) ’ . .

to clarify their underlying world views, Piaget's aﬁpfoach has some special
\‘ . s N a?
appeal. Specifically, the underlying assumptions of Piaget's para11§1 those of

the traditional child centered nursery school approach., Thes traditional child .

s

-

centered approach to education is the most .cohmonly implemented appfoach in
the field today. = /

\Listed‘bgiow are the major assumptions underlying both Piagét’s théory of
. \ . \ 4

Y

»
~

»

intellectual development and Dewey's approach to a child centered curriculum.

-
.

-
~

In considering these points, the reader is encouraged to compare ‘and contrasts

them with his or her personal views of the individual's transactions with the

~

people and objects in the environment. (For an elaboration of these points

see Flavell, 1963; Dewey, 1962:) P

1. The impetus for growth, development, and learning is within the
/ individual. The biological nature of the child is inherently active.
9 i i RN N . r ‘ N
tpgyis is. in contrast ‘to a view that forces outside the person pressure -
. &

2 -

R

. the individual into davelopment‘and learning. ?
“ \ A

P .
2. The chance to explore novel situations is inherently satisfying and

¥

motivating. ‘}huﬁosity is a natural characteristic; it does not -
‘\\ : ’ ‘o
need to be learned.
- N e R M
. N E Y
‘: - *
‘ ¢
* » ~ -~
b <
3 * ~
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Children and adults learn through activity. Learning through manipu-

» el

lation and active exploration of objects in the world is vital to

déﬁelopment? It cénnot be repléce? by learning through Verbal*
explaﬂation'br modeiling. ’
» : \

*

Learning and davelopment'are»the g;s/;t oifan interaction between

the biological -characteristics of the\dhlld and the social and.

N

e

physical world in which thefchild lives. This means that de§eiop-

ment' is more than the natural unfoldlng of the blologlcal organlsm

- b

De»elopmcnt is also more than the sum total the env1ronmenta1 stimuli

)
-

imposed upon the chlld; The natural unfolding is influenced by the .

environment while the environmental input Ls\iﬁfluenced by the
biological cﬁaracteristics éf the chilﬂ.

Each child has unlque needs andtntterests in the coghitive, social,
and affective realms. The same situation in the environment hay\be
expefienced differéntly‘%y éiffeieﬁt c@ildren.\\Tﬂi§ means that foi a
léarning expericnce to be optimal, it should be structured to sﬁig
the needs of the individyal child. R -

All aspects.of development; intellecutal, sociq-eﬁotional, physical,

L

etc., are related. While each of these aspects can be con51dered

LN

\ . & : s .
seperately, it must be\remembered that all function together in the

child. No aspect of develgpmsqt‘occuré independently of the gthérs,



A

These six p01nts prlede a phllosophlcal ;%amework for V1eW1ng the develcp-

-

ing 1nd1v1dual w1th1n Tbu context of any life 51tuat10n. It is*expected. tmat
k3 } Wx

‘these v1ewpa1nts c01nc1de with the bellef‘svstem possessed by many praCtlxloners

. 5.
in earl» chtldhood educatlon. Typically, the guldellnes for educational pro-

A

grammlng decisions within the tradxtaonal chlld centered approach stop here.

However, LQUghEd w1th1n this phxlosophmcal framework is Piaget's theory of

1ntellectua1 development. Plaget's theory ultlmaﬂﬁhy leads to a more preclse

-

Sp6c1f1cat10n of teacher activities in the classroom _ These w111 be examined

later. First, the general nature of Plaget s theorv will be dlscussed

Piaggt's Theory of Intellectual‘DeveIOpment ' v

(\Plaget is primarily 1ntérested in the 1nte11ectual or cognltlve development

of the child, However all domains of functlonlng play a role in his theory

(Piaget § Inhelder, 1969). His approach is based on the notion of a child inher-

~

ently: motlvated to explore ;he env1ronment learnlng and fdeveloping through

this activity. Empha51zed are the. 1nteract10ns between internal biological

+

¥

- factors such as\maturatlon and external environmental factdrs including experi-

Ce

ences with both the physical and social world. » Learning and develepment re$u1t

N

from the 1ntEract1on of thewe factors (Inhelder Sinclair, § -Bovet, 1974) "

An OVETV1ew of Piaget's theory will be presented here. ,First, will be con-

R Y

sidered the descrlptlve aspects of the theory For, teachers, the descriptive

aspect is primarily related to thg issue of readiness. Second, will be considered

\ . . \

the expianatory aspects of the theory. This second ‘aspect is more directly

related to the optimal manner for structuring transactions in the classroom. ’
. . - \ L

>
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Descriptive aspects of thé»iheory.

>
-

- Betweén 1nfannv and adulthood children experience or pass through four

-

. stages of cognltve development (Plaget G Inhelder, 1969) Each stage m1gnt

v . N »

be con51dered a sort of rule system, actrvely conSt:\uxed bw the ch;ld through

- i~ v . v

" the” stuess of 1nteract1ng with the env1renmgnt The rule System forseach‘sfage

I e A

is uniqug, thoug R .common across 1nd1v1dua1§ at that stage and I% employed by

-

the child for 1nte11ectua11v organlzlng experyenCES in the phy51cal and - °

Y

xsoc1a1 world. The. four 'stages occur ih an invariant sequence although the

 rate at which 1nd1v1§yais pass through "each stage_varies.

Sensori-motor Ahdwledge. The first stage is éailed the sensori-motor °

periodt\ This 1= the S1mp1ést and most ba31c system the chlld creates for~know

lng about the world The env1ronment is organlved by the child's overt actions

i
>

and movements in- the 'world. The child can move around-and- recogn1 ed familiar

objects and people. However, the child does not- truly think since he or she

cannad-represent or mentally ngconstruct ob;ects and people whlen thev are no
- T LQ .
longer present. o . . \ .

N *

Pre -operational Lnowledge. The second stage of development is the pre:

operatlsnai peruﬁi This begins when the child is approx1mabely two years i

-

-«

old.. Ncw the child 13 first able to symbolize or repre§ent "objelrs, peopleJ’

or‘experlences from the pqst At thlS time the thld is first capable of '\
2 =

internalized.theught. However thls thought system is quite different from that

used by older children and adults since thdUght lacks stability and regularity.

- > - R » " \\, v
The child focuses or “bgnters"‘attenticn on a particular aspeet or dimepsion
¥ N . » N .

.
-

of a situation and eannot integrate .that dimeénsion with others.

\

[N

-

. .
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- .  For example in soc1al 51tuat10ns the child 15 unable to realize that other

A

peoplc have nceds and d951res dlfferent from his or her own. Speech and com-

munication is "egodentric"” failing to actount for the different needs of the »
: g g to .

» w

listener. ' a

LN

*  _With respect to the physical world, the child in the pré-operational

stage is unable to see how a change in,oné‘dimension is compensated by a

+

change in another dimension. Fozy\ple, the young child believes that the

quantity of 1iquid changes as th

iﬁto a tall

1quid is poured from a short wide glrass’

in glass.' The child focuses or centfrs on the height of the

‘e

-
11qu1d in he container and dosSn t see that the change 1n helght which occurs
S N
as the liquid is poured from one glass to. another is compensated by a chaﬂge '
=M

Ih1W1dth Slmxlarly, in clgsszfylng and organizing events, objects;\and

people in the environment, -the pre-operational child focuses or centers on-a

single attribute or characteristic and cannot easily switch to a different

classification scheme. - - ..

* N . »

Concrete operational knowledge. At about six years of age the c¢hild constructs

1

~

 the third)type of rule system. This is the period of concrete operations.

. . . A
N . 3 - . . -

Thought now becomes organized\and flexible as the child decenters and .integrates

LY
- -

more than one d1men51on of a situation. Thought is stable and less 33311y“\j \ v

» i

/g §1stortmdthan dur1ng the pre~operat10n31 period. The‘rule system\cunstructed

L ’ n

by the Chlld permlts thg appllcatlontof many logical relationships missing
durlng the earlier stages. The Chlld is able to seriate and c13551fy 6b3?cts

o to understand spatial and temporal concepts as well as b351c number concepts. .

-

. The child can represenz‘changes and trag;formaticns of cbjects in thought and

?

o \ -
v . . . R | X .
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in drawing. Moral ieasoning focuses dn intentions rather than outcomes while
2 N N A}

L - . * - ~
. .

logical reasoning becomes inductivelrather than transductive.)

*

Formal operational knowledge. The final $tage ‘of cognitﬁve development.

‘ A3
occurs in ado}éeeence and is known as formal operations. . During adolescence

-
*

the logleal operatlons or rule svstems of, concrete operations are extended further

. A}

The child can now thlnk abStractlv in a truly scientific way. The child can

hygothes;ze multfple outcomes and "imagine situations other than immediate ‘
N . - - ¥ . ~ -

v * *

reality.

.__ Piaget has exten51ve1y studled the nature of the develeplng thought system s

from.xnfene) through adolescence. ‘He has provided highly spec1f1c de;crlntlons ‘

%
»

of concept deveIOpment both w1th1n and across stages. At Jeast a passingafamili— \

-

,

. , \ A\ .
 arity with all” fogr stages of intellectual developﬁent is useful to the early '\\\
childhood educator. since it prOV1des knowledge pf both the beglnnlng and the :

end901nts of optimal development. Hewever, clearly of greatest 1nterest’to

rlv chlldhood educators are the, periods of Ppre- operatlonal and concrete

e
operatigna 1 thought .

» -
¥ a

This general description of the chilfl's déveloping thoughtfsystem is nec-

-

cesary ,for uhd stand;ng how the werld appears te.the young.child and what ‘the

Chlld ‘is 1nte11ectually capable of d01ng Th1$ is xhe first use of Pjaged's

BN

theory to early chlldhood practitioners. However', "this descrlptlon fails to
. prov1de 1nformat10n about how the child actually learns and develops. Such

. an explanatlon of the processes of Iearnlng and knowledge development_is the

- setond use of Plaget 's theory for practltloqers i . o ~ *‘

n - A * 03
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-

" is adequately cxplalned by the simple 1nternallzqiaon of language. Table 1

N

acquired and Lonstructed by the child. A dlfferent process ofdlearnlng is

L4

associated with each'tvpe of knowledge. An understandung of the dlstlnctlon

between the\c difrerent sypﬁs of knowledge and thelr assoc1ated learnlng processes

Al

is cr1t1ca1 for the teacher ;n\Strugturlng 1earn1ng experlences in the classroom.
Three kinds of knowledge are described by Plaget These ‘include sec1|ﬂ knowledge

-~

phv51cal knowledge, and logical-mathematical knowledge Each is dlstlngulshed

“by. the tvpe of relevant fcedback to be pxov1ded by the env1ronment Spec1f1ca11y, N

F

T

there are some thln S we can and‘mus dlrectly teach chiﬂﬁren. There are orher
g
L7

* > . 8 - N
» ~ . . 3’%} 1\
. . . e o . o
: - \ < \ .
Explanation: How learnin levelopment o ur. - 1 : : \ ..
xplanati - How learning and devel p ccur (L“wa' . \ :
P1aget and Inhelder have dlStlthlShed dlfferent k1nds of knowledge o

- . v

thlngs children can 1mmedlately dlscover for themselves. Flnally, thé?bfure

+ N H

th1ngs which can only be discovered very slowly through 1nzeract10n between
a ) N
the env1ronment and the learner gradually over time. Additionally,éno learning
\ \ 3 \ .

>

summarlﬁex the 1mportant relatlonshlps between each type of knowledge and enV1r—

onmental feedback. It is 1mportant to realize that*these types of knowledge“

P

LN h) )
are not Spetlflc to~the particulyr stages Qf cogngxlve development descrlbed

earlier, Rather,they’gut Across stages. - \ \ R

¢ A

4 Social knowledge. The first type of knowledge is called social knowledgey.

.- 3 - ‘ * L4
Social knowledge is knowledge unique to society and the culture Much of what

A
» N

we teach young chlldren\in\early,gducation programs is largely thiS‘kind of
\ h Ny

+ * .;.

knowledge. . Learning color names is a good g%ﬁﬁple A child learns to dlSCTlmln- .

.7 A T¥
.

N L
ate the color red from other colors. However, learnlng to, attach the anlléh

4 Al

*

label, red, rather than the Spanish ‘iabei,ro;mg or the French label rouge,

can only coge from feedback or informatiﬂn\prov1ded by other pe0p}é‘in the .

d *
Y )
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e, “Table 1. \ g
e . ) Four Kinds of Knowing and How They Bevelop - | | °
‘Y Type of . Where'does the,¢hjild ° Examples of ) Typical ™ ,\ .| What is learned?‘
Knowledge  Activities Questions .

get feggdback’ from?

o

A .
e v

R4

From child's own
schemata or cognitive
structures, or his

or her.internal world.

D)

» . -
Classification .

-
7

Seriation . .
;Number eoncept:
1 Spatial
Temporal

3
¥

. .How are these different?
-~  Alike? D '
Which is the biggest? .
. The smallest? *_ |
Are there mére in one?
Which has mt:are”‘*«-{.{..ess'J

3

> * .

» . .

What happened first?«

]

\ &evelopmenb of thought

processes and orPan-
izing rule systems
to efficiently and
effectively cope
with the world.

‘From the external

Balance scales .

-

‘Whét will happen to\thej
scale if you add this?

Eod )

X

1 Properties of
obgects. NN

e , '*Baking\eookies‘ .+ » How can you make this dought
physical world.‘ RE : ' a little softer? - L ZneReguIarit;es
) ’ . |Musical Instruments. .What can you do with .this , and consisten-
‘ A 2 - drum to make a loud noise? . cies ‘of physi-
e*, _ . 3 . - . cal worlgs _
Activities with:
. i . . x! N \\" ! N . R
: g;h\ Color ... . . . . . .Can you find the red. . - 1. Arbitrary names
Social oo From people or Shape . . . . . .. What is this called? for objects and
society. *| Numbers .. . . . . . Can you find the five? symbols
R Letters T o ‘ 2. Arbitrgry social
o : - . _rules -
Ed -» v 3 q N N d
’ ;‘\ * - SymbBlic, sociodramatic, * )

N . - ) | play To structure the
Representational . - Drawing & graphic repre» world and symbolize ’
e N sentation ‘ it in more concise

] - Telling stories, reccunting experiences ways.~ 5 -
Ly . — Mental imagery -~ \
S - Tmmitation Ty \ .
N ,
1 ) g Yy

. rhe reagder '1s urges $o con31der kam11 6 DeVrices (107?) for further elaborat1on of these 1deas.
\ f «113\ " :

¢

I

ro. 1

4



is discovered by the child through direct exploration arld interaction with .

child's“environment. __— .
Some types of knowledge about letters and numbers are also sociel knowledge;
&

Recognlzlng the fxveness of the five fzngers on one's hand does not depend on .
feedback from’ other people. However, attachlng the eymbol "' an arablc numeral,

rather than the Roman numeral "V" is quite dependent ‘upon soc1al feedback

T

Arbitrary TUPES dictated by our culture are another example.of\social

knowledge sWhile rules are useful and n_ifesary fnr the funetlonlng of

N B »

- s

soeiety, thev can enly'be learned by direct information prov1ded by other

eople. .We sny, "'please” and "thank you', eat certaln foods WIth a fork rather
peop P

\

thah flngers stop at red: llghts and talk qu1et1y 1n llbrarles because these are

accepted sacietal customs; Such arbltrary rules are, ofcourse, t0~be distinguished

-

from moral-issues (c.f. Kamii & DeVries, 1977).

Physical Knowledge. Social knowledge is distinctly ‘different from

%

the second major type of knowledge, physical knowiedge. Physical: knowledge

T

materials in the ph)Slcal world, Phy51ca1 knowledge alwavs involves some sort

i Y

of explnratorv behav1or or action, applled to an objeet in the enV1ronment and

‘an 'observation of\the outcome of this exploraﬁery activity,

Frequently, exploration of the physical world is associated with science

eetivities. HoweVer it-is important to remember that physical knowledge ex-

-

tends across all types of exper1enees the Chlld encounters in the phy51ca1 env1r-

; enment. Phy51cal knowledge is constructed when the chlld discovers the dif-

ferences between dropplng a wooden block and dropplng a plece of peper. Physical
‘ .

\ﬂknewledge is also dlseovered when the ch11d explores and compares the results

\ AN
- . . * £
o N - & >,
-
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_of drawing with a white crayon onkred paper to drawing with'a white crayon
. . T . - . . \ B ) .
orr white paper. Such knowledge is also constructed in cooking activities .
. T ’ ) \ T - o .
when the child discovers what happens to a mixture by adding water. ‘Physical

a

1knoQ1cdge'can be immediatély‘discovefed through action dpon 6bjects.(

Loglcal mathematlcal knowledge Loglcal -mathematical knowledge is the

*

thlrd type of knonledgc 1dent1f19d by Piaget. Logical matnemat;cal knowledge

is constructed by the chlld\through a gradual process of iﬁterac}ion’with -
N \ L& . o X a U ' $ ) 3 ’
people and objects in the environment. 4f%e development of logical mathematical

- knowledge is seen as the child organizes the people, objects, and ‘gvents in his™

w . L}
‘I \ .

or her world, into increasingly complex logical, spatial, and temporal relation-

-

ships, Specifically, the child cléssifies according to more than“oné\criterion

' ser1ate§ along a single dimension, .and conserves attributes across spatial trans—

x *
.

formatlcns. S . \ - I .

\ ‘Logical mathematical knowiedge'has\profound imﬁlitafioﬁs for the child's or-
Toe . 4 T ) . ' -
\ ganization of the world, Tndeed, it is different levels of logical mathematical

. knowledge which distingnish one stage of thought from another. Yet, Ioglcal \
) mathcmat1ca1 knowledge cannot be dlrectly taught by other people, nor.can it

be immedlatelv d1<c0vered through actions on physical, ob;ects. The COHStTuCtIOR\“

o -
- )

»  of logical mathematlcal knowledge by the child. proceeds slowly and gradually

»
1

It is the result of an interaction between experiences encountered 1n the” world
r

Y

and 1n;ernal\blolnglcalconditions‘ The feedback for this knowledge comes from

»

. N
T ~ within the child. Thls means that the teacher has relatlvely llttle dlrect
control over the development of 1og1cal mathcmat1ca1 knowledge Piaget ma1n;\

* LY »

. ; : talns that feedback provxded by the taauher at 1napprepr1ate tlmes may even lmpede

S i

the de»QIOpment and constructlon of loglcal thought by confusing the child.

L
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Reﬁreséntation. Flnally, some",comment about the role of language 1n the .

4

development cf thought and l

2

ability to”represent things n

*rnlng w1th1n Plaget‘s theory is neccesarv., ThE\\

1mm¢d1ately p%asent\ls an impdrtant human actom-

¥

”,pliShment Language 15 one’for of representatlon and “some psycholog1$ts

equate this form of representatio w1th thought Accordlng to thlS v1ew,

poorly developed language Teads to oorlv developed thought Plaget’s v1ew 3} the

£

‘relﬂtlonshlp between representatlona processes such as language w1th thlnklng

»

is in distinct opposition to this. Pl\get sees language as only ong f@rm of

representation. Other forms of representation include symﬁollc play, 1mm1tatlon
graphic representation, and mental image

*

helping the child reconstruct and understand\pasg,experiences. Hq%QVer, all

\ All of these are impo tant fbr L

b

._.;V
forms of reprq:entat1oh reflect the under1v1no thought system‘of the Chlld

H

Language and-other representational act1v1tles are the result rather than the

igﬁause of thinking ﬂbﬂltles¢1n the young child. Hence7 tralnlng 1n language N

»

does not nencesarlly lead to deveIOpment of thought processes, although\Such S

training may support already exlstlng abllltles.

Y

! S Conc1u51on v . :
\ - : ) .
An effort has been made here to illustrate the relevance qi'phllosoplv and

~ R

\psychologxcal theory to the daily needs and concerns of early chlldhood prac-

LY
t1t1oners. Specifically, tha\relevance of the cognltlﬁe develoPmental theory
. . =\ .

-

of Jean Piaget haé:been discussed. The general 1mportance for the early child-

A

\hond pract1t1ener of clarifyxng and artlculatlng phllosophlcal frameworks was

discussed. The congruence between the phllosbphlcal assumptlons of Plaget‘

-«

¢‘appr0ach anﬂ the trad:tlonal ch;id centered approaéﬁ?:uggggtg the }glevance of

~ Y X
* '

» -
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/‘ " Piaget's work to many teachers of young children. It was shown “that .Piaget's

o - theory suggests a system of guidelines uscful fory structuring learning experi-
>~ ences in the classroom for the teacher operating from a child centered approach.
This system.depends upon the teacher's understanding of the individual child's
- o i . \ \ . - . }
. developmental status, the¥pe of learning activity the child is involved in,
~and awareness of the appropriate feedback to provide for that activity. ‘ 3
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Theory. knowledge is of little use to the eerly childhood educator unless

ta

h N
it "can be implemented in day-to dsy interhctions with children. For the earlyaw

childhoog educator the true test of Piagetian theory lies in® its usefulness for _

deriving pedagogical principles for teathing. Whether as a teacher of toddlers,\

N

a Head Start aide, or a day care director, it is the day to day interactions thet \”‘

3

ve have with children and materials that are of utmost concern. Remembering to
bring in the sweet potato that started to sprout under the kitchen sink for the

science tabde; ;Robert, you were 'so careful when you put the needle arm bn the

. ,eg‘\ >

 new recordv "What do you think will happen, Monica, if we add more water to the

playdough?”; pinning a field trip permission slip to each child as He departs
N\
for home —- these are but a few examples of the multiple roles wé perform as .
O S ‘
teechers of young children. \ '

According to Piaget, the child is intrinsically motivated to construct

w

\\Yknowledge, his progressive development being influenced by maturation, social

¥ -

\ transmission, }nteraction with the physical environment, and the internal self—

LR

regulatory process of equilibriation. Acting upon such e theoretical premise,

an environment must be” designed we deduce, that invites allows; and encourages
the having of multifold wonderful ideas. Such an environment must he rich in
materials to explore, in the company of other children, under the aegis of a :
teacher who valnes spontaneous learning.“As\oBserver, listener and question-—

N

@asker such a teacher facilitates the child s cOnstruction of knowledge‘ These
general implicetibns seem quite‘an oxrder, but just imagining clusters of
childrenihappily and earnesgly engaged in self—selected tasks, with a teacﬁer
,providing Just the right prop or, asking just the right question, we are com-
pelled to ask for specific guidance for implementetion,\es opposed to these

. lofty whilg\snmpatible sounding generalities. In other Words we are asking,\

"how do we do it?" : ' \\ :1r S \ BN

»
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.. It is noc-incidental, as we shall see, that the traditional child-centered .
o : ‘
\ activiciee continue to be a source of delight and involvement for young children

‘- '

- »* B »

1nxour classrooms, Historically, teechers have retained those activities which

» N v

, have captuted child intereet sustained involvement and facilitated development

*

» .

socially, intellectually or physical)‘ ~ Carolyn Pr‘att s unit blocka are as fagci~

nacing and compelling to a four~year-old today as when they were first introduced

1
N 3.

ﬁa Piaget would observe, these tradir’onal preschool activities remain
popular-because they call forth chi!dren to act mentally and physically. \Arts

and crafts, \S}amatic play, block building, cooking, teble games, and other
' 3
familiar activities seem to have stood the;test of time, Again, from a Piagetian

perspective, what is so compelling to children appears to be the degree to which
the constructiou'of knowledge and representation of that knowledge is provoked

Kamii's (1977) now classic reconceptualization of the traditional child-

4

centered curriculum within a Piagetian framework can be of tantamount importance
\ in appreclating the continned prominence of such ectivities as sand and Water

play,or\cooking. For example, looking at an adaption of Kamii s chart (Table 1) -

and considering a hypothetical learning encounter, say baking'gingerbread
figo}es, we can see\that the area of physical knowledge, the child may\observe
that molaases is thicker than water and pours much more slowly, in the area of

) ~
eocial knowledge he may learn that you call the Spice that gives gingerbread

iis distinctive flavor, giﬁger, and under logico-mathematical knowledge, the C
\~child m&y see that the tin cutters are different and classify them SpOntaneously o

~

\\\into shapes, people, and animals, In constructing his knowledge of space and

~

time, the child nay discover ‘that only so mmm@ figuree can be piaced‘on a.single f
cookle sheet and that while it only took a short time‘ro cut the figure ouc, it
sure takes a long time for it to beke. In\addition,:the childomay chooee\to |
.repreaent his own mother baking by imitating her atirriné'%ocions and lickiné*the\*

-spoon, or he may represent his own name by curling the stiff dough\into his firstlc

initial. \ \ S I
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_But now we need to go one steﬁﬁfurther beycnd this-eppreciation of‘what the C\\ N_:;
. ,child may be doing and diacuss the gﬁ?Che<{8‘role as the facilitator of such \ LN .

r

spontaneous learning.

" In a course I instructed called DeveIOpmental Planning for\Young\Children,\\
I asked my college students what the¥/h0ped to learn durinf‘the quarter. One
young man replied "I hope I will know how and when to teach "o Haw to determine

and what, to do with the predious teachi momeht ! fWhat I would liLe to recommend

-

at this point is a six—step procedure for doing just that, for more adequately

determining the téaching moment and successfully facilitating child learning.

» @ : '

Indeed, the steps that I am suggesting have been derived from my observations
. of what successful Piagetian teachers do with children, and asking what enahles

them to be so sensitive to children, to refine their teaching skills to the degree

\ ~
LS
LN

that they truly become facilitators~of spontaneous child learning.

-

Such teaching appears to be governed implicitly by six sequential steps.
gulding what the .teacher does with children during the day. The six steps\are:e
. \; lj anticipation o | | h
| \;\ 2) snalysis | | _ . ; e _— ‘NT. \f
Y J). arrangement | |

" 4) atrention
'5) articulation

" 6) assessment

ﬂnticipation is thinkingrahead to ﬁhat might-happen in the context of a given

nctivity, imagining the encounters likely to occur. The bases of anticipation are

‘:general observation, particular experience with individual children whigh yields

- informacion on child needs and inté) 8\ knowledge of child growtnﬂgnd develop-

\menc, and an understanding of Piagetian theo v

‘9 V ~~

alxsis involvea thinking through the areas of knowledge (social, physical‘

- logico-mathematical) with“which children potentially\will be dealing, considering i




\ : -4 - * \ | -t ;« o . S
- . specific interpersonal encounters likely to occuc ae'well as psychometor \

] > b

skills ro ke used or, learned' analysis also includes the deriving of specific ’ xt

- * w

teaching roles in rerms of those specific potential child involvemente.

Arrangement is actually providing the materials and creating the physical .

end/or social settin% for a particular activity. o

.
» &

Attention means critically watching children in their encounters within

the sogial and physical environment end listening in order to determine when and .

L
]

how to facilitate child learning. R e }:

v

/ Articulation refers to the actual teaching,\the accentuation and facilita-
. tion of the child's encounters in a particular learning moment. Here speci&ic

teaching strategies cdn be derived from Kamii's dichotomy of knowledge. Because
the source of each area of knowledge is different so tdo must ‘the method‘of

J , \ ‘ : \
'~ 7 - facilitation differ. o . .

« In the area of physical knowledgei the source of feedback are physical

»

W

L cbjects themselves. Therefore the teacher encourages ‘the child to act on the - .
,  materials and to ?eke predicrions about the possible results of his or her own
& e -
ection on the materialss Asking questions that “ere very general at first

."'What can you do with this....«whet else?”, and moving\to the specific, "What .

- do you think will happen if you mix the yellgw and blue pleydough?" "Hill alls‘

*
~

“of the things sink 1n your hucket of weter?“, is suggested.‘ Accepting the S

-

child‘s prediction, whatever ‘it may be, the teacher next encourages the child to

“fact on the objects rhemselves, to test his. prediction. "Let's see what"happens

when xou mix the yellow and blue tcgether. After the child has acted on thé

oF s =

objects to test his prediction, the. reecher encourages him to verbelly descrihe .

© the obseryed change with a question, such as,'fnow did yqu make the playdOugh

>

o, s . - N S -
sreenv" BRI . . : . .

7

«
t - N . r - *

. In cont;est L) social knnwledve the source bf feedback is other people, \
i 'l‘ . .

thﬁs social knowledge must be directly taught, ° Doyle is shearing the sheep.-

~
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: spontaneaus representation‘at the level of the index, sign, or symbol. . col
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Thé shears make a lot of noise but they do not hurt the- sheep...‘ The sheep s

¥ .
3 \\\‘
r

hair is called a wool fleeau, we sre weaving a mat for the table with the she s \Q,

\ . \ . \ e
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In the area of logico—mathematicalﬁhnowledge thi¥teache£ s obgective is to ) e

-

help tha Chlld reflect n the relacionships between physical and social objects \ .

in his environmeut and this she may accomplish by the juxaposition of those
objects or the asking of questians. For instance as the child piaces napkins

=~

and cups around the table for snack time and appears to be hav1ng difficult? de-
ciding how many to put around the teacher may ask “Richie, do you have one B N
napki/f;or each chair? Let 'S look'“, and she and the\child can quickly pass

around the table and visually inspect for sudh a one-to-one corre;pondence. |

T

Since thildren s representatives are a reflection of their present\construc~

"tion of reality, thegteacher insures that the énV1ronment 1s‘?ich with' E'por-

»

-,

tunities - dramatlc play, arts and crafts aﬂ%iptorv reading which may “evoke - 3

LN
1 - a . :

o Finally, assesShent is looklng back to what transpired what children said - a,\§§§ 

‘"“ﬁhd did ‘within an activity for further clues of child interest and level of \ t\ - sf‘&¢

deveIOpmant to incorporate for future planning_ \ - \: \ " -

3

An etamination of agkpecific behavioral-vighette involvipﬁ*fout—year old o -

Yu s

Ronnie, some of his classmates, and his preschool teacher and subsequently, the

)
4

\ recreation of\the teacher's progressive rolg may be useful for the illustration

a large hollchblbck and plaées it purposefully on the floor, standing'it on ohg

b )

of the six steps just introduced. . “ ‘ e —_—
e . N

Intent and alone in the block area seqp%nce we can see Ronnie as he lifts

S

end. Jith some difficulty he attempts to place a second block oR top of the

Y N
N i

first. Saving it from collapse he plqces a third block on top of the segond.\‘

-




He stands back as a taller classmate, Robble, places an additional block on each ~~

Y

-
»

Rnnnie centinues to build Liz, the teacher watching Ronnie's project grow,
kneels beside him to ask which structure iS’tallet and how tall he is going to

/
build his new one. Ronnie responds by pointing to his first “tower and seying

his new one will be the same as the first. Ronnie completes his second tower.
< ] {

QEFKIB structures. Intent,»Ronnie begins to build quhird structure,

-
® ~

Meanvhile, a dramatic play scene is unfolding in an adjacent area of the

~

rpom where Amy Randy, Ann, and Robbie play fireman -- building a house fence,

3

and fire station. Amy calls to see if the firemen Jare coming to her house” which\

1s on fire. The amswer to her call is interrupted when a sudden kick is ex-

chenged between the,tﬁo firemen. Liz kneels‘and telks to both boys, explaining

that kicking hurts others and tirat we must tell someone wé are mad instead of

N
A3

kicking

Now let's retrace the deﬁelopment of the block aﬁd\dramatic play\seeueﬁce

and assess the teacher's role uéing~the six stepsa First, anticipetion- while

planning a field trip to a fire station where Ronnie's father worke a!!L fire~
‘«‘
‘man, Liz anticipated with het student teachers that Ronnie and his classmates

\,probaoly weuld reptehent through thelr block structures and dramatic play the

events witnessed at the fire station (embellished most likely with a few impres-
» 2

sions from television. ) She told her student teachers what,Piaget says about the

-, role of imitation in learning., In addition Liz reflectedﬁthat as a ﬁhole this

»

particular group of children often participated in dramatic play if provided a

suiteble play environment and prOPS: For Ronnie, as a new and younger child

¥

Liz hoped that the trip might serve to enhance his self—image and facilitate his

‘\ .

x®

movement into the established play group.

Al

Second, enalxsis~- in‘considering specificelly what\the thildren might do,

iFteda, one of the student teachers of whom Ronnie vas very fond, thinking of the -

prerequisite psycho~motor skills necessary for block building, observed Ronnie's

T

()"7 ¥

-



“hand coordipation and large muscle control

-7 - I _ : . ‘»\\
ofren\hesty nndfclumbsy movement patcerns, saying she felt having the firehats‘

¥

placed in the block area might facilitate his involvement and enhance his eye,/

>

. ,~\

Third arrangement~~ the day after the field trip, Liz placed the red fire-

hats conspicuously in the block area, itself adjacent to the dramatic play area.

Because of the versatili:y of the unit and hollow blocks she chose not to add

- *

®

additional props. .
Fourth, attention—- during"the\morning‘explorarpry learning period, Liz re-

mained in the vicinity of the block and dramatic}play areas, listening and

ot

watching atfentively.

»

Z\\}>Fifth, articula:icn»~*Liz selected two specific teaching moments for the.

: fabilitation Bf leprning, the first when 'she chose to query Ronnie about the size .
frelationship of this two towers, the second when she witnessed Randy and Robbie's

~conflict and decided to intervene and remind them of the cause-and-effect relatiOn-

L]

ship of kicks and anger and the social convention that kicking is not allowed.

3 And aixth and finally, assessment~~ looking back over the morning Liz and“

&

her student teachers discussed the" teacher-child-materials interactions. Liz

ahared her observaﬁians that Ronnie had mustered sgﬁficient coordinatinfpto\keep

~ his tower from falling dewn. She also noted ahat Ronnie has been aware of the

equivﬂience\of his first‘EWO structures in height. As a result, the teacherq

decided to note Ronnie 8 level of awareness of other logico—matnematical

relationships and to make a point of planning several outdoor activities such as
obstacle course running which might facilitate Ronnie s locomotor skill development.

Obviously all encounters imagined will not occur, but practice teaching :

~according tc these six steps will enable one to more apprOpriately respond in a

Bpontapzbusly occwring teaching moment. ?ractice in the poaling of the collecteq

* *

cbservations pf the individual teacher or teaching staff, brainstorming potential

LS

involvements of children, and deriving aubsequent teaching roles for Specific

’ a
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'sctivities\mayibe\sccomplished in one of several ways. A worksheet such as 'the

\ l
one T have used to introduce Piaget's educational.implicaticgs to parents and s,
students, énppendix A) the activity plan format employed by -my colleagues with
i

their student teachers in a cognitive developmental preschool program,

(Appendix\B) or even a log or notebook can be used. But mote important than the

» method selected is the very practice thst enables the teacher to ‘capitalize with

-

<

~increased alacrity on the teaching moments like one I would like to. share ‘and

with which I will close. - S
One morning in a friend's classroom some , children were plqying with beanbags,
\ . \
tossing them into assorted containers one after the other. ‘)ne of the children

\ ststted rubbing her fingers over the bag(that she wes getting”ready to toss‘_

"What's inside?", she asked, as much to herself as to the tescher, my friend who,
was observing nearby. ''Well, how do the things inside feel; are they hard or : ;;:
soft- are they big or little?”, the teacher asked. Just then a bean fell‘out

frem a hole in one of the other children's bags. Four children huddled clssely

‘together with the tedcher* now, as they examined the hardness and smallness 6f

the tiniest of nswy beans. "I want to sege inside," another child complsined.

<

"H'm-m-m, how can we see inside”", the teacher pondered ?loud. "Break it qpen,
. N »

one child said. 'Step on it," offered another. In turn the ceacher asked, “Well
if ve‘te going to step on it, whose shoe will do the best job?"” She loocked arourd

the ruécat her own and each of the children's shoes. She alone was wearing hard

sole .shoes, while the children were_all dressed in tennis shoes.; "YOur shoe,’ .

" the children shouted simultsneously aking my friend 8 clog, one child fiercely ?

: wecked ‘wan. Together the children and teacher starep atl the now. seversl
pleces. “I\ean 't see anything," the same child complained. The teacher .- . .
replied, "I wonder how we can see the tiny insides better?"’ Scddging up their e

_previous bean bits the children dashed across 'the room to the sclence area and,

plncing thc besn underneath the magnifying stool, pressed their noses to the glsss

and gnZed intently. ' )
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" 2. Physical knowledge: Understanding physical properties

-

- rn

S N : Ap?endix A

-

ACTIVITY PLAY B

" Making Construction Paper Mobiles

]

Hakinglh mobile with\shapgs cut frow construction paper,
lengths Of wire or. drinking straws, and string.,

i, Rgpresenfation::‘Creating or~tfaéing two-dimensional
. tepresentations of familiar objects in the child's

-

environment; . SN

.

of hanging objects; .

3. Social knowlédge: Identifying characteristics of common

" objects such as color, geometric shapes, and the names
of the rgpresented’ohjec;s; N

Craft. Activity: Promoting fine motor and eye~hand coordination

“through tracing, cutting, using hole punch, threading string

through holes.

fhe«major»emphasis of this activity may be representation,:

"physical knowledge, cor social knowledge.

s

Rbpresehtation:¢ The mobile is constructed from 20 representa-

tions of objects .in the real world whether drawn by tlie child

or. traced from templates, Objects might be animals, household
items, transportation vehicles. \ \

. Physical Knbwledgg: Mobiles have ihteréstipg physical properties;_

They invariably hang vertically, yet they move freely. Each
mobile plece is strung to another through a hole which the child
punches, v

Questions might include: "How can we tie these pleces togethert”
' \ e "Is there a way"to make the car hang
\ - upside down?" s \ \
or after the mobile is

completed: o "How can we make the mobile move?"

Questions can also be-related to hanging pieces on wire or
straws and balancing the pleces. T "

Social Knowledpe: The wmobile is constructed with either .

.Pleces might be geometric shapes, letters, numbers, colored

precut construction paper pieces or traced from templates,

3

pleces of¥paper.

Questions might include: "Can you find a yellow square for us
‘ R ’ ‘ ~ to hang on our mobile?"” \
"What animal are you traging?”

-

A
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. ”Hﬁggrialsznf\ Construction paper, pr other papér\which the child can cut,

'Extension:

Templates for tracing (Optional) -
Hole Punch t \ L e
String % L B T
Scissors - R R
Crayons or magic markers
. \ Wire pieces ‘or drinking straws
“Ihplemcntatinni \ : »
a 1. Child draws or traces shape for mobile and cuts it out.
S ‘2. Child punches holes in top and bottom of piece.
» 3. String placed through top hole of plece is tied through

the hole of- the shape above. Also, two pleces can be
tied to each end of a drinking straw or“wire aud the'wire
then hung from the shape above.

4, <Children can decorate shapes before or aft?r they are hung

- &

together.

"1

Have children construct several mobiles of equal lehtfh*and
experiment with handing them at different heights. Are' the
mobiles still the same length? . »

»

© Thiu can be a group or individual project.

Lo

R A
«?‘Nr R3

ﬁ\’\



-

Appendii\B Q . ‘ fi\t\
NI ” : : ' . o
. : . . -
N Activity: Styrofoam and Toothpick® Sculptures
" Use the following paces to brainstorm what the child may be learning in
this activity and what you as facilitating adult subsequently might do: :
Area of Knowledge =~ - What Child May Be o What Adult Might Do
. : R . Learning I R .or Say \
Social - Names of the objects = "This white material ig
\ \ - - . \ called styrofoam."
% zﬁules\for behavior . "Toothpicks are only’
. > ‘ - for sticking into .
. . ' styrofoam, not people:”
. Physical -  Styrofoam weighs very . "I wonder if this ..
v litrle and feels light, styrofoam is very
. not heavy \\ -+ heavy." \
. % ° T Toothpicks can stick "How can we put these
. \ into styrofoam \ toothpicks and styro-
. : \ . . ‘ \ ' - foam together?"
\ .- . \ \ \
e Logico-mathematical ~Objects can be: : +  The aduylt may want
o ‘ - o .placed in_one-to-one to verbally reflect
S \ correspondence (child with the child on the
- » . + o may stick one tooth— " relationship the child
\ ' . . » plck into each single \ has spontaneously .
piece of styrofoam) - -« ‘created, saying for: .
. : . seriated (child may put’' - example, "I see you
o a serles of sculptures have put one tooth- - \
‘ \ in order from smallest pick into each 'piece ot
o -~ \ - to largest) \ . of styrofoam,"” .
e ‘ classified (child may _ R
. - put all the styrofoanm b
* . in one stack, all the o
oy - - toothpicks in another) . .
Space and Time . . . A tall, skinny structure - "Whose structure takes
R i ‘occuples less spage-on . up more room on the
ST the table surface than \ *table?"
. \ ; . a fat, sjuatty one - -~ _ i
Representation N Toothpicks and styro- . "Cap you tell me gbout,!
. B o o - foam can be combined +" what you are building?"
‘ to represent othef T S \
87 objécts in. the real N - SN
‘ﬁ \ o "world ‘ \\
‘ . A\
1 ,32 .. . .
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we can become aware of where individual needs and interests lie. This is -

i N N
[N

The derivation of Piaget's theory to form ptégrenmatic-implications for

early\childhood education has primarily fqcused on the way in which chiidren

N *

deyelop~cognitivc1y; Yet Piaget s theory can, and should be applied to all ’
area$ of dcveiopment, While different aspects of development such as
~cognitive and socio-emotional growth may~bc copsidered separatel? for the\purposes\

hof constrocting“goals and objectivestfor early childhood programs, the intrinsic -

\
interattior’ of these areas must be foremost when talking about the ghole child.
Thus, when discussing social- emotional development, 1c must be considered | =
within the context of cognigivg'development,yand vica. versa. Indeed; the "

T3

sqcieI and emotional development of the child is a moct pervaéive factor

which has many\; mifications‘for cognitive growth.. Kamii (1977) in her

»

careful translation o Piaget s theory into goals for early education,

'notes that the educator must consider cognitive\goals wtthin the larger

™

- sphere of the overall social-emooional developnent of the child

Teachers and developers of programs for young <children must be careful.

to pay adequate attention to the provision of an optimum environment for

=
» »

“social-emotional development Without a strong base of emotional health and

well—being, the overal’ development of the child may be affected. An unhappy,
upset child 1acking in initiative confidence and trust, will have a difficult

time in school. Being attuned to children both cognitively and emotionally,

. - .

: impor;ant not only for structuring interactions with individual children;

~ but also to -serve as information to feed back.into the general organization

of activities in the classroom.

The purpogc of this paper is to show that some of Piagét'e most . - . .

. \ : . - \ i A
significant ideas about how children develop intellectually have important

- -,
>

implications for social-emotional goaigrin eatly childhOodfnrogfens. It

a N . : s =

v A

35 ‘ , o ‘. \u‘

+

ﬁ‘



. has already been noted‘tﬁat\theéé\goals for sociel—emotional\dévelopment

N
N

~ have alweys been\an ihtegral part of early education: What is important is to

-

| _tie these ideas into a sound theoretical framework not only in\order to

- -
-

provide 8 rationale for such goals,sbut also to oemonstrate\a wsy\iq which -

v
A

. . ) i .
all areas of development interact, and may be considered unified.

The formet.of this paper consists of three sections. First, scme~generel
implicetions fo cognitive—developmental»theory for social-embtional\goels

| 1n early childhood programs will be presented. .Second, some specific‘\
c\ » ‘ suggestions as -to how teachers can imyiement these goals within the class~\‘
. room will he discussed Finally, the implications of these goals for the
~itole of peer interaction will be examined.

General implications of cognitive—devclopmental theory for social-emotional -

o development,®

What\ere\someiof the general principles of cognitive-developmental :
theory thatfépp1§ to social-emotional development? Ome of the primary
charecteristics of preoperational thought is centration, the tendency to
focus upon one aspect of an object or situation, with an attendant failure ’
to coordinate different attributes of these objects or events. Within the social

_and emotional realm of development centration is most epperent in the

egocentrism of young children. The child’s inability to take another s point

'S .
» ,

of view into account is often the cause of what might be considered "selfish

¥

behavior”. _Through increasing interactions with otﬂer pe0p1e, the child

-

eventually learns that there are different ways ofkyiewing situations which

. »
- . . . . T

must be considered when dealing.with\people, . As teachersg, it is important to

L I

»

_understand this concept\of egocenttisﬁ not only in terms of developing




. - : 7~ o 4
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‘e |
methods to- reduce egocentric behavior but also lest we have unreasonable
e . Kexpectations about what the child is oepable of accomplishing.

~of social-emotional development is ‘the process by which children develo\pig

Another implication of cognitive theory that is an important component

their sense of right and wrong, and subsequently construct a set of rulest with
which o cope with the world Many of .the processes of thinking that

\apply to the development of different types of knowledge mentioned in the
other papers in this symp031um also apply to. this area of moral development.‘

\ !
Piaget streSses the importance of the development of a semse of autonomy

\ as providing a base for the construcrion of moral rules. As with the
development of knowledge, this process of construction occurs within the
' c¢hild, rather than being instructed by adults. The chilals desire and
: willingness to cooperete and consider the rlghts of others comes about
- - ;because of the need for mutual respeom and trust. The relationship between this
\‘and egocentrism is essential Aceording to Kamii and DeVrles (1977), the

»

‘ process of cooperation requires a great deal of deeentration and interindlvidual

»

coordinetionn The child must be cageble of considering personal rights and needs

\ . as one factor and the rights and needs of another individual Or group as
EN : N . A ‘\ . . . R -

another equally important factor.

-

oL Finally, important to both cognitive growth and strong social-emotional

deveIOpment is the child's sense of“well-being. This not only includes

*

feeling good about' oneself, but also being confident that one's questions and

- v

abilities to seek out and solve problems are wofthwhile and important ventures.
The ot ivated child is one who is confident and able to speak with essurance
and conviction. - This delight and interest in one's own abilitieés thus becomes

the motivation for accomplishing an‘activity; ‘ ) -
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Objectives for social-emotional development in the <lassroom

How do these basi;:&dggg derived from cognitive-developmental theory
‘ translate into actual objectives and practices for social-emotional developnent
in the classroom? While knowledge of the theory can help the teaeher to .

understand end be more sensitive to the needs of the child, certain skills
R

* e
»

for interaction are also*necessary. The skills can be learned and may

encompaes and include,the following beheviorsr

N

Foremost, we must treat children with respect recognizing and being attentive °

is 4

\ \to their needs as individuals.\ Consistent“with oogni;ive theory, respect for
children s\abilities can help to foeter the deVelopmenr of autonooi Children
' \ \who are encouraged to think on- their own, rather than alweys turning to the
teacher for the right answer, begin to feel goqd about themselves and start

to trust their own ability to make sound judgments.

Y

\:~r\" »
By respecting children, we are, in turnm, encouraging them to respect the

T

" rights and opinions of others. Ae alreadj noted, treating\others as one would

A

like to be treated involves decentration and ooordination of different points
of view (Kamii and DeVries, 1977). The child must eoordinate his or her

own perspeetive'with the perspective of others in order to understand how they

. ‘e \ f&eli ) . . )

oy

s There are several actions which the teacher may incorporate which show

& R ~ .

regpect ‘for childreo. fFlrst, it is important to acknowledge feelings. One , i

 way to do so is to’listen to what children have to say. This is important
. . J: - @ N L= . N ' . . N -

not only ip order to understehd what is going ‘on in the child's world, but

»

also to show children that they are worthwhile ind have good ideas. Thus

R & . . . N i

- it helps to develop a positive self-concept. In turn, children will be more
1ike to goopereoe witﬁ and respect the teacher when thEY§k£GW thatithe teacher
e L o N

N " N .
N L3




“wants to hear what they have to say. For example, 51tt1ng down ‘and llstenlng
to Beth tell you of a nlghtmare she had liir'nlght not only shows that you'

~care and understand her fear, but~also can help you as a teacher to understand

N ?

why she is eranky and uncooperatlve today - In such a mannér, both child
and teacher benefit from thls interaction. Additionally, by listéning to
and respondlng to the Chlld 5 feellngs the teacher is prOV1d1ng an*important

’ model quqthe chlld's own 1n§eract10ns with peers and othe§ adult\. It

-

should also be noted that good 113ten1ng skllls -extend to nonve*bal as well.

N

as verbal commmications. ° \ . <
¥ .
. P

Another action to facilitate respect is hcnestv The child f%uly shares

and is autonomaus when a spirit of cooperatlon exlsts. Thls cooperation,

which is based on mutual re5pect is faC111tated by being honest with children.

\Although they may not know the words to express the feeling, young chlldren .

can often sense dishOnesty and mistrust Park of acknowledging feellngs |

and being honest is to let children know your feellngs. For instance, teachers
Should tell chlldrcn when they are angry, as long as they explaln the readon

- for this anger If"lt is demonstrated 1n an acceptable manner, this v

provides a p0551b1e model for ways in whlch ta express anger.

The second 1mportant obJectlve for soc1al~em¢tlonal deve’opméht derlved

from theory is the promotion of a positive self -image. Feellngs of we;l-belng,

self- confldence and competence” stem from‘the child's own self-image. If
children feel good about themselves they will be more wllllng to trust thelr
own knawledge and ab111t1es instead of ;ontlnually looklng to others for
acknowledgcment and encouragement. Chlldren who are enCOuraged to sPeak w1th
assufaﬂte will be more confldent of their own ability to solve problems and,
in Duckworth's (1971) words, to "have wonderful\adeas". Several act10ns~on

the part of the teacher can help to promote a positive self»imaée.

¥
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. First teachars whould encourage chlld%en to make thelr own: ch01ce5

»

rather than contIﬁUally dec1d1ng thlngs “for them In. this\mahner, we can’

h .
- . e -

help chlldren.to become accountable for therr own actions and beg1n to

'develap their qwn system of rulcs of conduct. For example durlng a frma»~

! ch01ce act1v1ty per1oﬁ the chlld’s own deC151on is what motivates hlm or her
- i -

¢ to,pa:t1c1pate in certalin activities, rathér than as requlred by\the téacher,~f

* - \\\\.

If David becomes involved in the flShlng game and -does not get a chance to
[N / . .
help bake cookies, thls is hls dec151on and perhaps tomorrow he will regulate

hlS time more carefully so that he can partlclpate in mdre than one activity.,
A second way in which to encourage positive feelings and self;confideﬁcei
is to~1nc1ude opportunltles-where children can learn about themselves.

This 1nc1udes such tradlt}onal act1v1t1es as looklng 1n the nmirror, draw1ng

self-portralts, talking about feelings and emotions,\and identifying parts of

: . » .
%

the body égd types of clo?hing)

, Third, becoming an individual and not just one among many occurs when the

teacher takes the tlme to address chlldren b} name. Other children.learn '

names faster when they hear these belng used agd thus are able to address
Iy

each\other properly. This in turn serves as an/aid in the reduction of

by

egocentrism as children begin to consider each other as individuals.
Anpther way to prowote feellngs of ccnf1dence and competence 15 to )
remember to include activities in the day s schedule that chlldren are, famlllar

with\and can be successful at.  While new act1v1t1es are often e1c1t1ng and

N N

oo
challenglng, chlldren can feel bew11de¥ed when there are not opportunltles for

1 w REs

them to exercise their mastery of familiar routines and strategles.

% ]

The third ebjectlve derlved fram thecry is tc encourage“cur1051tv aﬁd\

‘\%
)ﬂ;reat1v1ty, and conSeQUently, 1n1tlatrve -and 1ndependenss. The act1v1ty

-

necessary to cognitive develapment is aiso 1mportant to the develoPment of

LW
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gsotialxskills.\ Thus cur1051ty end creat1v1ty are fostered as the teacher

encourages active exploratlon on the part of the chlld Slmllarly, rnterw
¥ Y

personal relatlonshlps expand and develop as chlldren become curious about

® -
others in their world. " D ' o . '
. & N L . . F 3 s i .
“The tescher p;pv1dos opportunltles for such actlve explorat1on,by I
IR acceptlng chlldren 's ideas and chailenglng'them w1th,quest10ns for further s "

stlmulatlon, Physical knowledge for example, 1nvolves a model for crltlcal

thlnklng and problem solv1ng whlch accepts and encourages such curiosity.

If the teacher mixes blue and yellow food colorlng together and explalns how .

° A N

‘these colors make green, chlldren may attrlbute this to adult "meglc" By_

[N

g‘mekang colors avallable to chlldren to experlment themselves however their
- own chr1051ty and 1n1tlet1ve may stimulate a ‘solution to the: problem‘ Even o

if the solution, to our adult way of thlnklnz, is wrong, tbe satlsfoctlon the

- e L S

child feels from w0rk1ng on a problem may serve as 1mpetus at some later .

. N a e
T L time for a more approprlate solutlon - An incident that occured ‘in my

+* v

c1353room may serve as an example‘ A four year old boy, Matthew, was

o R
. 1«attempt1ng to remove a plece of play paper money whlch was stuck behlnd‘the

x
9 > : 2 »

drswer spece of a toy cash reglster.\ In hlS eagerness ‘at flndlng a way: to

' “ pull out thls dollar b111 Mattew experimented with all sorts of objects whlch g

ot were obv1ously, ‘to my teacher! s eye, too wide to even fit 1nto the space

N *®

much less extract the money But by letting him experlment as’ long as’ he :
wanted wh1ch 1nvolved a rather elaborate process of trial and error with

ff;\ - every concelyable block and utensil in the clasSrdom,\Metthew derlved alot of

L * sat1sfact10n and sense of hlmself as a ”solver of preblems"‘ rIt was not

. o \1mportant that another chlld watching thls procedure strolled by and pulled -
| out the money with a penc;l on: the first try, because thls &cd not 8etract *

at all from Mhtthew s experlmentatlon.

.
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This same process-of exploration and experimentation extends into

*

interpersonal interactions. The problem-solving approac h-can be adapted

a -

. \ and used by children to resolve dlfferenqps in confllct sgtuatlons.
While it is not w1¢h1n the scope of thls paper to dlscuss strategles foY .

\ Chlld guidance, it may be mentloned just briefiy that one way in which to

- re301ve dlfferences between chxddren is to encourage them to discuss and

IS hl

work out a mutually setisfactory solution. The teacher serves as an

Lroa - L
> arbltrator in th1s dec51on rmaking process, rather than:as a direct intervener.

e

. < i . : :
e " The impk;ance of peers for social-emotional development

Flnally, I would llke to discuss the 1mportance of peers #or soc1a1-\
: +
emotlonal development It was noted earlier t¥at 1nteract10n w1th peers is

L 'oa srgnlflcant factor for both cog&!tlve and soc1al emot1onal development

’G\‘, N

- Through interactions with other people, children learn'a great dedl!about and

become proficient at sociar relationShips.\ Egocentrism may\be\a\soufcs of

o

. dlfflculty in deallng with othersv The chlld must be able to decenter that is,

- -

S ta see more. vhan one aspect of a 51tuatlon at a. time, The diigreabl?lty and
need for good social relatlonshlps can do much to’ 1ncrease decentratlon

-«and develop the abllltles to coopérate and share. Betause'of thesaxfunctions,
it becomes 1mportant to promote peer interaction, even though at times these~
Y F ‘ - "a N . .
interactlons may be Stressful. : . . : R
> * v {
How is it that- Peers play-a significant role in faC111tat1ng cognltlve‘_

E 3

‘ dovelopment? One reason is thht peers are not as understandlng and accepting
of a child's egocentrlsm as an adulg is. Whereas an adult may be w1111ng to

interpret the chlld's egocentnlc act;ons or commun1cat1ons, paers max demand

-

that the child explain these actlonﬂ For example the Chlld who asks

N

rgive me that" -instead of "give me the red block" and expects others to -

i
A




h understand,\may find that his or her peers are n%t as ;étlent as an adult might )
\be, Thus, peers help to reduce egocentrism through their unW1111ngness t§
accept and cater to the egucentrlc Chlld This prométes cognltlve developnent
in several ways. First, 1t helps the.child to rearlze that ‘there are
different ways of v1ew1ng a situation, Second it forces a reorganlzatlon of
knowledge so that the child can communicate effectlvely w1th others,
\s\ Third, peer interactions can be astrong sodrce of cognltlve.confllct \Childrén\

may demand and ask questions that will cause’ a dlscrepancy between the

chnld‘s present tognltlve ‘Structures and the 51tuat10n as it is experlenced

N .- = -

Once again, this may force a reorganlzatlon of knowledge whlch can help to

- extend the chlld’s OWn deveiopmental 1eve1 or even expand to the next level‘
Fer 1nstance, in a bead-strlnglng act1v1ty, one chlld may be able to gToup
beads by one er1ter10n color whlle another child can c1a351fy accordlng to
multlple crlteria, such as color and size or shape In order to understand
“the way in which thls chlld 15 grouplng beads the flrst child must begzn to
extend cognltlve structures to 1nc1ude the concept of multiple c1a551f1cat10n.
In socio- dramatlc play, the reedactment of 1nc1dents from home often occur.
While these scenes may be 1mportant and- familiar to the Chli&rWhO 1n1%1ates

v

the play, in order to include others he or she mu

\decenter 1n order to** .
’explain the 51tuat1on and the roles to the other part1c1pants. )
Hithin the realm of 'social- emotlonal development relatlonshlps with

*

\peers serve as one dlmen51on of lnterpersonal interactlons _There are several
positive outcomes of these interactions. Flrst children learn that others \»t
have féellngs and rlghts just as they themselves do. A sense of Justlce and

a moral codehls developed - as 1nteractions help to determlne what is fair

and just and what is not. The arbitrdtion model for reSOIV1ng arguments

: already noted may serve as an example If there is only one trlcycle,‘

Y Y




the rug for the beneflt of all. These group 1nteract10ns also prov1de an
N v L

\opportunlty to learn how to commun1cate with more than Lone person.

%

\, e ‘:, . A} . \. N » ) . i ‘ \
three childreq will heze;to errive]ft 2 mutually satisfactory way in which

A
+

* ~

to share it. o
N N

Second ) frienﬂs can also do much_to help promote a positive self-image

\through thelr acknowledgement and admlranlon for each othér's capab111t1es. .

\

For 1nstance two children who often had\dlfflculty establ1sh1ng&3nteractlons‘

with others were able to comment on and exclaim over dach other s palntlngs

.

while at the easels one day. Both were v131b1y pleased w1th this attentlon

Third, 1t is through 1nteract10ns»w1th others that the chlld learns

»

what it is 11ke to be the member of a group. The larger requlrements of the

- * ~

‘ group may force the chlld‘s own needs and 1nterest$ to assume a 5ubordinate

( ~

-~
Ll

status Thus if ten cblldren want to see and hear the flannel board story,

the one Chlld who is standlng and talking must be qu1et and take ‘a place oh

“
] -

b

- el
-

Manv of the types of 1nteragt10ns Just mentloned may seem stressful for

~ the young child as thoy often involve a certaln amount of tenelon and even

. *

conflict. Yet this stressfulness can yleld p051t1ve benefits. The reductlon

of egocentrlsm decentratlon, and the creat‘bn of cognltlve confllct can
L \ n b

arise out of these s1tuat10ns Sec1al 1nteract10ns that may be emotlonally
N

charged help the child learn 1nter-"and 1ntra-persona1 skills, _For example,

a child who constantly 1nterruptsthe large group_act1v1t1es may suffer the .

2
wrath of the rest of the group. Another example of,p051t1ve results of ..

~ »

\stressful 51tuat10ns may be found in motorlc act1v1t1es. While the development

»

of psychcnetor §k1113 certaanly sheuld not be forced because other chibdren

¥

¢‘are skxlled in eertaln areas, the exc1tement and frelndshlp Whlch are naturally

- -

a8 part ef group act1v1t1es may prcvxde motzvation for the unsure chzld For

»

\1nstance, if cllmb1ng on the Jungle gym is part of a game of "explorers" a

. \\\N\- L



- several different levles the large group, the small group, or between

actlons between peers w111 be pﬂentiful and spontaneous.

~ about. an activity or to assist others. Instead of\continually explainin
: H Xp g

"

. child who is somewhat fcarful of climbing;may be more inclineﬂ to join in if.

7 )
expected to and encouraged by others Of course, it is 1mportant to remember

that a stressful s;tuatlon is not useful or benef1c1a1 1f it 1nvolves any ..

physical’ harm or verbal abuse Such as taunts or name»*;:alllng " ,,_._

‘The role of the teacher regarélng peet 1nteract10n 1s in general that

of a_facilitator. Primarily, the teacher structures the environment so that

peer interactions are more Iikely to occur; Activities whether spontaneous

or planned, can encourage choperative 1nvolvement betw en chlldren at .

<

. . - o
individuals. .

At the large group of circle time, rather ‘than haVing information and

commundication flow Just between teacher and_child, act1v1t1es can be developea

. ¥

1tate dlrecx interaction between members of the group For

Instance t é "Farmer in. the Dell"” game requres thax children Jo1n hands move
"ybi

-

in a c1rcle, and llsten to the words apd actions of those in the middle.*

S
- ¥ -

"Simon Says'" can use a child as Simon 1nstead of a teacher. *
Within small groups or among\iﬁagviduals teachers can utlllze coqaé?itive

progects that reQu1re chIdren to wﬂrk together. One such game is called

‘\”matchlng*balioons". Chlld‘jb;n two pieces of a cbnstruction paper balloon

..
A

by\COlbr and‘ghape»in order to noﬁplete a picture of a balloon vendor.

\ x

Other examples: 1nclude maklng collages ﬁnrals, eten Children. can\wérk at

v »

these act1v1t1es together w1th minimal 3551stance from a teacher. As ghlldren

are together in activities such as outdoor play, soc1o-dramat1c play, puzzles

* -
? -

small manlpuzatlves and construtticns projects and arts and crafts, 1nter-

A

*

Flnally,~teachers can eglist the help of children to tell newcomers:

/\“3"\1 . | \\ _ .
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directions or what is\going on, teachers can suggest that these alréady

SN

involved in the proibct explain it to newcomers. ' If the act1v1ty is

" cookingy for instance one of Yhe children already 1nvolvad can . tell th€

. »

chlld enterlng the act1v1ty what theyvare maklng, how 1t is made, etc.

EY

-

. In the\same,vezn,‘children can help each other w1th thlngs that would o

- &

normally redura the aid of a teacher. Cuttlng, pastlng, and cleaning.up

spills are all actions that children can help, each other with.

Sufnmar}: // 3 \' | B \\ L : \ N
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In summary, it has been shown that the apﬁ}icatlon,of Plagetlan thedry
. to early chlldhood educatlon programs can and must encompass all” aspects of

development in order to consider the whole ch;ld ;The~princip1es and
rationale underlying the\theOfv include goals and objectives which exténd to

.« v

soc1al emotlonal growth - and whlch are derlved from basic 1deas about how

. ;
children learn and dexelop th:rough interactions (v}bb\th/eir environment.

X
Al

Speclfic suggestions for ways in wh1ch teachers and program develoPers can
. r

Y

translate fhese averr:dlng pr1nc1ples into actual classroom practlga have

been dellneated “In partlcular, the way in which peer 1nteract10n can ~

BN S

influence and expand the social-emotional development of the young child was

- discussad. By pfovzdlng a theoretlcal ‘ramework w1th1n which to etplaln and

IRRENTE

\understand how all aspeets of development intrinsically interact, we can

indeed redlscover the ch}ld in early chlldhoad educatlon\\
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