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"Psychology is a science, teaching }s an art, and sciences never
: generate arts directly out of themselves. An intermediary inventive
mind must make the application, by use of its originality."
‘ . ‘ *William James, 1899 .
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Preface
The following paper is part of an analysis that forms the
~
foundation for a research program that, on the one hand, is just

bgginhing but, on the other, represents years of -gffort: It.derives

from the multiple, simultaneous needs to (a) design adequate inservice

andvcontinuing education programs for currently emplayed early child-
hood personnel, (b) find a;Z

§g,opriate evaludtion strategies for those
programs, and (c) validate current and developing credentialing and

“certification procedures. .

o
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The Preschool Teacher as an Adult learner ¢

- INTRODUCTEON + , ‘
The .title of this symposium and its organization imply a cémmit-
ment to a contextual and developmental perspeéctive toward teacherj
education. The perspective is contextoal because itdimpiies that
there are significant and educationally important di?ferences in the
form and conten. of preserVice and inservfce educational programs

¢
depending djpn “whether the 1earner is, or is to\be, employéd in an :

) early childhood program, an e]ementary schoo], a ‘secondary school, or

a university setting. It is deve]opmenta] because it focuses attention

‘on the fact that the participants of such programs are "adult" 1earn-

ers—-implying continued development in later portions of the life span
The ea:LL childhood'fieid has oaﬂd appropriate 1ip service to the
notions that effective training and education should be baséd on
knowledge of adult deve]opment and that early chiidhood personnel1
have a wide range of individual backgrounds, needs, and abilitied
(A]my, 1975; Combs, 1971; Peters & Dorman, 1974). However, in the‘
/

deve]opment of inservice and continuing education programs, the field
-

has been slow to go beyond the.acknow]edgement step ~ Few attempts.

have been made to integrate the findings of the adu]t deve]opment

Titerature with the Tterature on garly childhood personnel prepara-

" tion or to adapt tratning or education programs to the individual dif-

ferences in Tearners. Little that can legitimately be called theorizing-

has been dgne. In essence, the early childhood "context," the "adult
Tearner,” and the individuai differences parts of the equation have

not been def\ned (McNergney, 19§0). ~ : .

»

In this paper we make- some preliminary suggestions about how

these definitional issues mey be resolved through the application of" -

a Tife span perspective to the design of early childhood personnel
7 . -

F
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preparatign programs. To do so, wé first present an overview of the g
. Antecedent/Transactien Interaction framework Qithin whfch we are working.
d We then elaborate on one aspect of that framework: 'the definition of -
antecedents. Finally, we apply this notion o% antecedents to the
‘early chi]dhpod field as a means of coming to grips wjth what is meint ; .o

by "the preschool teasher as adult learner.”

THE ANTECEDEMT/ TRANSACTION INTéﬁACkION FRAMEWORK

. . Background -

L]

"The genera\ framework adopteg in this paper and in the line of
research’ we are pursuing }s called Antecedent/Transaction Interaction.
It represents the cambination of two paradigms. First,it utilizes the
life span’developmental paradigm (Baltes, 1973; Baltes & Schaie, 1973; .
.l Baltes & Willis, 1977), particu]ér]y as it has been gpplied Fo the (;
| life eVents‘]iteratureéby Hultsch and Plemons (1979): as a means of - : . 3
defining personal and distal antecedents that are likely to interact
with both global and spec1f1c 2ducat1ona1 personne] preparation program‘
~ variables. At the same time, it accepts the Aptitude/Treatment InJLr- -
action paradigm (Berliner & Cahen, 1973; Cronbach, 1957, 1975, Ctpnbaéh

& Snow, 1977) as a means for clustering trainees on critical variables

aand "matching” tﬁ;se with" an jnstructiona] program to achieve most
- effectively a normative set of outcomes. Stated another way, the life
span, life events 11terature is used to define deve]opmenta1 and contextual
) 1nd1v1dua1 difference var1ables that serve as aptitudes in an Apt1tude/ .
Treatment Interact1on parad1gm for rogram design and research.
The two paradigms are viewe ‘compatible and complementary.

Both fall within what has been called thé "mechanistic" metamodel -

(HU]t%ir 8 Plemons, '1979; Reese & Overton, 1970). That is, each

' 8
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( o
’ . émphasizes entecedeht-consequence re]ations as explanations for behavior
change and recognizes that particular responses are the result of.{nter-
actions between specifiable stimuli and individual ordanismic ygri-a'
ab]e;. ngever, the Tife span developmental view extends the Af?
paradigm by:
1. viewing individual abilities, traits, or tdlents from a
developmental perspective rather than from the narrower psychometric
view of’differehtia] psychology. As such the focus is on changes 1n

rather than the stability of 1nd10ﬁdua1 character1st1cs That 1s, the

focus is on intei-individual differences in intra-individual change. .

2. recogn{zing the'importance of conceptualizing and describing

’ '

changing environmental contexts as they impinge on individual deve]opment

(; . * including the environmental contexts in which education and training’

J

take place; and

3. recog%izing the fact that individuals in the early childhood
. i v
field experience (at least) two- concurrent developmental patterns--

/

that of a person and that of a professional.

-
~

' Components g

‘ ~
The three major components of the Antecedent/Transaction Intee-

_action framework are the antecedents, the'transactions, and the out-
comes.' The antecedents refers to the definition of who is to be trained
‘ ‘ or educated--i.e., who is,the adult learner. Transactions refers to
the where, when, what, and how ot the educational program--i.ef the '
curriculom content, the structure, and the Methods of the educat1ona1
program The outcomes refers to the desired goals inthe educat1ona1

PR ')
. (\ venture or its actual results. Each,briefly, will be discussed in turnn
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There are two broad classes of antecedent variables suggested by

" a life span perspective. An individual entering an educat1ona1 pyogram

“ brings both individual resources or attributes and a life events h1story

(Hultsch & P]emons: 1979). Resources include ‘various (a) biological

-

factors such as general health or physicml impéirments, (b) psycho- ;

logical factors such as cognitive abilities, accumulated know]edge,

e
attitudes toward the self and one's ab111ty to deal with the env1ronment

t1me perspectives, and general persona11ty traits,.and (c) sociological

- factors or personal support systems <uch as supportive frameworks of

¢

interpersonal relationships, socioeconomic.status, or income level. The '~

‘individuat's 1ife events history is considered to be the cumulative

result of pridr Tife events. In the broddest sense, an event is a note-

(,

¢

worthy occurrence (Hultsch & Plemons, 1979). For practical purboses, the *
/

"event" must have impinged on the person in some way, either directly or
indirectly. _That is, there must be some relatienship between the event
and behavior change in the individual.

It is argued here that if program planners wish’to design appro- .
priate programs for ear{y childhood pe¥sdnnel as adult 1éarners, it is |
essential to know the enter{ng ;tudent's resources and life events

history. Yet, there.is little in the literature that provides a system-

‘ atic method for doing so. It is thys portion of the Antecedent/Trad%-

action framework that this paper addresses in greater detail.

-

1 ]
As indicated previously, transactions refers to the where, when,.

.

what, and how of the educational program. Broadly speaking, this -

includes the structure, content, and methods of the educational program.

K“ 1

1




" inservice programm1ng, theory versus practice or1entat1on, non- degree

3
_or effects (Peters & Kostelnik, 1981) On the whole, early childhood \
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Transaction variables may be considered at two levels--global*and
T . ’ . \ 1y ' ‘ |

the specific. \ ‘ ’

. The first author has suggested elsewhere several schemes for %

globally classifying early childhood personne1'preparation efforts by

——

content and delivery strategy (Peters, 1979, 1981; Peters & Kostelnik,

( .
1981). The dimensions. invo?ved include such things as preservice versus

versus' degree program§, educat1on versus skill 'training, and a var1ety
of types of sponsorship. Others have suggested a]ternat1ve c]assifica-\~

tioné (Carrier 1980). Although such dimensions seem extraordinarily v

broad, remarkably 11%t1e data is available #s to their appropr1ateness

pefscnne] preparation progtdms are poorly documented, few have been®
replicated, and the{r gedera1izabi1ity is, for the most part, untested.
At the more specific level, early childhood pepionne1 preparation
program planners have available to them a wide range of teaching
strategies including 1ecture, diSCUssion,~f11ms, videotapes, micro- \
teaching, direct obsefvation, role playing, simulation games, and the ..
like. The re]ative'e?ficacy of such methods’has been discussed else-

where and will not be repeated here (cf. A]my, 1975 pp. 203-212;

Peck & Tucker, 1973). Seem1ng]y more usefu] for present purposes are

three characteristics of the methods employed: , j §
-1. the degree to which the content of the instruction is

geperated or. engorsed by the adult Jearner,ﬂ o ‘ - ,:
2. the degree to which the learning environment torreSponds to

application or to the subsequent work environment, "and

— -~

3. .the degree of independence provided to the learner.

. ‘ 11
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The f1rst two may be construed as-va]1d1ty issues (face and content

- s

‘ va]1d1ty) and affect what has been ca]]ed the perce1ved re]qyance and
¢ ~— 'S

perce1ved relative advantage of.thé tra1n1ng or educat1on (Peters &
*Kostelnik, 1981; Rothman, 1974). That is, the student is concerned -

with the notion that ‘what is 1earned wi]] contribute to effectiveness
'.

on the job and/or persona]]y and will provide benef]ts personaL]y or

professionally over and above those that would be available without” such
. \

learning. The th1rd characteristic, the degree of 1ndependence, refers

to the. ]earn1ng of se]f ]earn1ng sk1]1s that may be used to cont1nue
]earn1ng after formal 1nstruct1on is completed. All three are Tikely
to be dependent,-in part, upon the resources—‘nd the 1ife events histor; x
the student br1ngs to the Lsarn1ng sTtwation. L
Outcomes )

The outcomes of the educational program are observable indications
of behavior change. They can be defined in terms of performance com-
petencies nithin(the work setting or in more general human "development
terms, or both. We have chosen to focus on a set of variables that

-

reflect a teacher's (a) willingness to (mp]ement 1nnovat1ons/and

[

\s training suggestiOns, (b) ‘ability to flexibly employ a broad reperto1re
of teach1ng skills and strateg1es to meet individual ]earner needs--

s f1ex1b1]1ty, and (c) ability to-develop and maintain a coherent

’

and consistent view of development and learning.
\

Add1t1ona]]y, cons1stent with the suggestions of Sprinthall and

s

others (Peters & Busch 11977, Spr1ntha]] & Spr1ntha11 1980), we have
y« considered the psycho]og1ca] resources of the adu]t Tearner as both
+. antecedents and as outcomes or dependent variables. As such, changes

\ 12 -
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N in the 1nd1v1dua1 S cogn1t1ve ab111t1es, accumrlated know]edge, self-

concept, and 1ocus\of coifro1 become des1red outcomes of training.

L ~ANTECEDENTS | - ¢

Given this brief overview of the conceptual framework, we turn
. - . \
»now to our principal purpose of elaborating the antecedents or the |,

"

\ 5 ,I ‘ &, . ,P~ ! ‘ . -
r ¢ & . ' resources and Tife events history the adult learners bring to the

* learning sftuation. For reasons that will become ev1dent, it is
desirable HR beg1n with a d1scuss1on of 1ife events h1story ,

e o » Life Events History v

. ‘ Table 1 provides a taxonomic means for\categorizing life events

o J h&;tory in.a manner that seems most usefuf for the current discussion.
The scheme 1ncorporates the neétions of 1mmed1acy in tlme and space
Q R
. (: T ' (from distal to prox1ma1 and nggfgpess of impact (from indirect to

d1rect) along the diagonal from uppeP left to lower r1ght The taxo-
v :
:)‘, nomy 1ncopporates three Tevels of ecological context (macrosystem,

[} ' ~

exosystem, mjcrosystem), twa levels of temporal context (historical

>

. aFB concurrent), and two Styeamg of development (persona1 and'profesl

sional). The system is des1gned to highlight the necessity of- v1ew1n9
’
the actiyities of ear]y ch11dhood personne] preparat1on within the

¢ A}

1arger time-bound context of whjch it is but a pdrt whi]e at the same
; time recognizino'the_distinctgve characteristjcs of the separate
components._ [NN‘JE ‘ ‘ e . e

Definitions ’ o . -

Macrosystem events. ’ Magrosystem events are events that affect

large numbers of individuals and. are not part of .the usua] life

N o

(}: ‘ course. Such events (e.g., wars, natural catastrophes, marked sog¢ial

or political changes, econom1c depress1ons) are major social events

’ . ) a ) -

ERIC . » - " “ 13

’
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TABLE 1: Categories of Historical dntecedents
t
e . Personal Developmental ’ Professiomal Developmental
o tream . Stream
| . : ) .
.‘ > '['emporal,‘Context Temporal Context
. . 4 &
- v . ' *
o Historical Concurrent Historical Concurrent
Q - . -
3 N5 , , — ;
© B , Personal * . Persenal . Professional Professional
'@ [Cultural Historical/Cultural Concurrent/Cul tural Historical/Cyltural Concurrent/Cultural
- . Event Event Event Event
g') . -
©
o Personal Personal Professional Professional
InstitutionaljHistorical/Institutional Concurrent/Institutional [Historical/Institutional Concurrent/Institutional
Event Event Event Event
p - —= .
. . ~ Personal Personal "Professional Professional
Individual Historical/Individual Concurrent/Individual Historical/Individual Concurrent/Individual
Event Event Event Event
, 7
- f
\ ’ *
‘ ! ) -
w . 13
L4 \ ‘.




.' - ‘e -
The Preschool Teacher
rs A 5 h . - s e N @

B . - " i
b

(:. ' \ S ' o . 9
3 that bring ovenerch}né changes in institutional patterns of culture

~

s ’ and society: They not only have immediate effects on the indi?idua]s

present but also continue to_exert their imfluence through their .
' @ B - ‘
. \\$__~/4€Hation to historical change in the cu]ture Thusy ev?nts of th1s )
type,pTay a primary ro]e in determ1n1ng the cul;ura] context of a

i
-

particular birth cohort or contemporaneous professignal co]]eague

: RN
) 1 groups. e ’ »i)

Exosystem events. Exosystem event$ are events that affect'numbers

of individua1s within particu]ar institutions of'society but are not
part of the usual life course ofﬁ1nd1v1dua1s They are reflected in
changes in the 1nst1tut1on itself (such as major 1nnovat10ns drastic

changes in funding, etc. for the educat1ona1 system), affecting the
¢ - /'... . T . . P
_ (;, individuals involved both 1mmed1ateTy and, through their relation to
g \ .

historical change 1n the “institutions of education, subsequent]y

M}crosystem events, M1crosystem events ‘are defined as events

- 4 ‘ which areJexper1enced as a_ part of the usual life course or profes-
_sional developmental sequence'ﬂQSuch events, wh11e they g1ve shape™Mo
the life cycle and career pattern of—the individual, are not strictly -

3

age graded or ti 'bouné “The occurrence of some of these events is
based, in part on blnioglca1 capacity, SOc1eta1 and 1nst;tut1ona1
¥ ' norms. Their effect is primarily individual.
. - Within the current frgmework, the above ecological context level

events are distinguished by their time dimension as well.

H1stor1ca1 events Historical -events represent, the distal ante-

.ot

cedents of current behav1or At the macro or exosystem levels, to be

(;- - relevant, they must 1mpact upon the persona] or profess:gna] develop-

ment of the 1nd1v1dua1’by affect1ng changes 1rL(i§/the wvailability of

(¢ . -) \~,‘ 16

-

e
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/, family and the occupation or career context.
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- . n‘ v - .! | ' | 1 O
‘resources, (b) ava11ab111ty‘of career or 13fe sty]e opt1ons or (c) the
cohort size and compos1t1on

L

Concurrent events

Concurrent events are- those that are proximal '

in time. ‘
L 4

A key assumption of the life events 11terature is that in order

v ! A Y

for events to continue to affect _developmental phenomena they must be

linked in some way to the individual™s own deve]opmenta] course (Elder,

1973; Hultsch, &1ﬁ1emons, 1979) " That is, they must impact, in some way,

upon the 1nd1V1dua1 s microsystem or. proximal 1nterpersona1 env1nonment
- -

The two_ interpersonal env1ronmenta1 cogtexts of concern here are the

The deve]opmenta] streams

-"of.concern are the-personal and professioﬁa] developmental streams.

A]though, for any individual, the two are interactive, here personal

N . -

events are construed as retating to the personal developmental 'stream and

professional events are censtrued as‘re]ating to the professional devel-

opmental Stream.

.
N e

¢ Personal events. Personal events are defined as the normative and
’

nonnoemative life events experieheed by the individual as a person
within the family cont®xt. Examples include such things as marriage,
birth of a child, divorce, death of a family member., and so forth.

Professional events. Professional events are defined as the

normative aﬁﬁ’nonnormative events experienced by ind}é?%La]s in their ’
L R

roles within the work.setting--in this case as an early childhood

educator. .

Meaning of Life Events

_ lieshouldmbegnoted,that~crucia11y important to a life span devel-

opmental perspective on 1ife events are timing and sequencing. From
. .

(\\ T |

€
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this perspective, whé® an event occurs is perhaps as important as :

whether it occurs at all. That is, mény life eveﬁts are defined by

~—_

normative factors. Though the norms may d1ffer for d1fferent sub-

groups, the{’/gpresent expectat1ons about appropr1ate t1mes for certa1n

persona] and professional 1ife events (Neugarten & Datan, 1973)

Individua]s are made aware of whether they are early, on time, or late

with respect to these norms\shrough an informal system of positive and:

negat1ve sanctions. FGrther, it-is 1mpqﬁtant to note that the timing

and fequencing of events may differ within the two developmental streams

. . R - o <& .
of concern.” That is) one may be early, on time, or late within the

°

‘persdnal stream independently of where one is in the pyofessioﬁal stream.
Y

It should be noted also. that the concept of 1ife events, whether

’

-

personal or professional, derives from the literature on stress and

adaptation to stress. That is, any.event that requires changes from

-
]

‘Customary behavior, i.e., tﬁet requires gdaptatisﬁl is viewed as stress-

ful. There }s no iqﬁgrent reason for viewing such events as positive,

-~ .,

or negative since all can lead to déVe]opment.l The valuing pf life

" events for an individual ‘can only be determined after considering the

resources the indiviaua] has to cope’with'ok adapt to the event.

v Resources . .

. As indicated prévious]y, the resources the {ndividual brings to
the adult fearning situation (which may be both.a personal and profes-
sional life event) may.be viewed as falling into three ca!‘egom‘es:q
biological, p‘:ho]ogica], or sociological. These serve as mediator;s )
of prior life evente\aﬁd of the current educational experience. Further,
in cohbThatiOn, they may be construed as.weighing against each other to
determihe the individual's current state of thctioning.

»

—. 18
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Definitions _ ~ ‘

Bio]ogica] factors. Bio]ogical resources include such things as
‘reasonably go]dﬁnea]th and stamina, adequate funct1on1ng of the sensory

organs, reasodfable dexter1ty and mobility, and the 1ike. Such resources
are usually construed as forming abase line for teach1ng (and may need

to be cert1f1ed by medical author1ty before 11censure or credentialing).
Only when marked def1c1enc1es are observed do they enter into the
equation. That ds, they are only of concern when they predict general
inability to adapt or an impairment in the abifity of the iﬁgi4édua} to
participate in the program (Lieberman, 1975). 'cher biological factors
representing threshold sensitivities or temperaments may be of importance
but have been so little studied that it is 1mposs1b]e to say.

\-

——if '
Psycho]og1cé1 factors. Several types of psychological- variables -

seem particularly re]evant to early childhood personnel preparation.
¢ ' :

General cognitive abilities. Similar to biological variables,

-/.."..- . e " < s
certain cognitive abilities may create minfmum prerequisites for

some types of education and tra1n1ng programs.
[ 3

. Accumulated knowledge and skills. Inc]u!ed here are both prior .

Tearning of content directly relevant to the educational program
]
and.more general problem-solvingyand literacy skills.

Educational values and beliefs. Values and beliefs provide the

individual with a framework for organizing the course of his or

her 1ife and wonk.\'As such, they hive been considered important
both in the geheral functioning of the individual and in h1s or her
professional education (Cohen, Peters, & h1111s, 1976, Mck1bben &

Joyce,-1980; Seaver & Cdrtwright,-1977). . -

, ~ T 19
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Persona?ity characteristics There are a number of persona]ity

[

characteristics that may 1nte%act with’ persona] event‘histories ‘

14

and. educational program transaction variabies. Several that seeém

"snggestire‘are the person's self-esteem, openness to new ideas,
’feeiings of c&ntro],«and nersonai adjustment. Each has a sup-
portind ‘body of enpiricai literature and.has appeared‘in 1istings
of desirable characteristics for teachers _ : '

1\50C101091Cﬁ] factors.” Whereas the bioiochai and psycho]ogicai

-

factors previously discussed represent internal individual resaurces,

sociological factors represent ekterna] individual resources. For
. /.
example, supportive social networks may serve as resources for the

individual in maintaining self-esteem or personal adjustment, or
\\\ they may assist in overcoming the Hebi]itating effects of physical
illness. Poverty may 1imt access to se]f-impr0vement opportunities
7 . .

or reduce freedom to manipulate the environment for one's own benefit.

A, Deve10pmenta1 Conception

Throughout this discussion, it should be remembered that. a deve]i
~

opmental copception is'in:ended. That 5, resources are not cons trued

\

as static phenomena. At point of entry into an educational program;
-

each individual brings a set of resources ‘(assets and deficits) which

? T are subject to change or intervention and which interact with each other.

j;he particular importance of one factor or another in relation to the
others may chandgdnith time and as,a function of participation in the
educationa1 event. Further, the importanqe.of these resourte factors .

{
is always the result of interactions with the 1ife event history of

the individual.
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T SummErx . '
Two types of antecedents are important for def1n1ng what is mgant

\ -
by the "aduIt Tearner": those that represent the resources ¢the indivi-

dua] brirgs to the Iearn1ng s1tuat1on and_those that distinguish the
individual's personal and profess1ona1 I1fe events h1story. ,Ind1v3dua1
resources include biological, psychological, and’contextua] factors,
Life,events are those noteworthy occurrences that impinge on the
1nd1v1dua1 s personal and profess1ona] deve]opment forming unique
patterns ofs timing and sequenc1ng

- HISTORICAL AND CONCURRENT VIEw OF
EARLY CHILDHOOD EDUCATION

", . o
N

Given the Antecedent/Transaction Interaction framework, we turn
[ ]

now to the historical andaconcurrent events affecting the early child-

hood education field as a means for defining relevant antecedent vari-
%, g

.

- ables. We do so by loeking at changes in the macrosystem, exosystem,

and microsystem environmental' contexts., -

\ .

/ . - Macrosystem ,
)

As one looks around the world and back in time’” 1t 1s apparent
\bat the education of young children has varied both in form and con-
tent. By form i's meant the universality, orientation,'and nature of
the delivery system. By content is meant that which is delivared:

the specific services provided, the goals and objectives for chﬁ]dren,
the curriculum, and so forth. To a great degree, the commona]1t1e§;*

oy

as well as the cross-national gnd historical differences, in the form

[ 3

and content of early education are a relatively direct reflection of
macrosystem variations in the economic, social, and political sub-
systems involved and the cufrent state of technology (Peters, 1980; .

21 :
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Robinson, Robinson, Darling, & Holm, 1979) The form and content of
educat1on are products, in sofe global sense, of where a nation has
been and)where it aspires to go (Peters & Klein, 1981). '

Rather rapid historical changes have occurred at the macrosystem
Tevel since the early 19605, e;ch with @n impact on earT§ childhbod
educators.” The changes have 1nvo]Yed bdth demograph1c changes in the
nature of the American. fam11y (e.g., increases in maternal employment, a
diminution of faT11y size, the geographica] scattering of the extended
family, a rising divorce rate, and an inc}ease in the number of unwed
mothers--particularly amdng teenagers) (Keniston, 1§77; National Research
Couhci], 1976) and changes in conceptions’of how government should meet
Fhe needs of individua1§ and fqmifies. The nature of the impact of
these chen;js has been reviewed eisewhere (Peters, 1977, 1980) and won't

be repeated/ here. However, demographic, economic, and p011t1ca1 pro- .

Ject1ons are suggest;ve of further macrosystem changes that can be anti-

cipated in the near future that will gonetitute important concurrent

life events for early childhood persohne]? K |
Trying to understand the diseal consequences of such changes as,

or before, they occur assists in definingjthe ”uftimate goals" of

programmatic developmental models (Montada & F111pp, 1976; Riegel, 1973),

1nc1ud1ng those for early ch11dhood personne] preparation. ‘Here are

a few examples:

f

- There will bea substantial quanﬁitative*increase in the
number of young children in fhe u.s. Thié is principally due to
what might be called the secondary effects of the baby-boom era (1946-

1964) as that cohort becomes parents. It is estimated that the

4
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ndmber of‘O-’to 5-year-olds in the popudation Qi]] increase from a ('
low of 17.1°mMi117on in 1977 to a high of approximately 23.3 millioen

in 1990 (Hofferth, 1979).
- Estimates vary somewhat, but it appears that somewhere
between half and three-fourths 9f these new mothers wd]] enter,inEd
or return to the labor force before their offspring reach their sixth
W ey birthday, producing a child care need for be tween 10.5 and>15 million
R young children (Hofferth, 1979; Urban Institute, 1980), -
.7 Changes in the nature of the American family (e.q., single-
parent households, decreasing numbers of adults per household, in-
i! creased geograph1ca1 d1spers1on of the extended family, etc.) will
. require that much of th1s new child care need will have to be met,
outside the home by other than.a relative (Hofferth, 1979; Kamerman
L -" & Kahn, 1977; Keniston, 1977). O | C
- ‘ At the same time, enrg11ment in some form of éar]y.childhood
program, even for the children of infact, traditional families where
the mfpher is not emp]oyéd,‘is reaching near universality in the
United States (Peters & Klein, 1981). 'Today, %pproximate1y 50% of
all 3- to Acyear-olds are enrolled i;\nursery school, Head Start-or
day care programs (Hofferth, 1979). Kdndergarten prdgrams reach neae]}
all 5- and 6-year—d1ds Rap1d expanSJon contlnuesdlndihe day care
system--including both commerc1a1/propr1etary day care (Lake, 1980)
, and federally and state-funded day care centers and homes ‘(Hofferth,
1979;‘Peters & Koppeq, 1977)--in home-based programming (Dudzinski

& Peters, 1977), and jn both special and "mainstreamed” programs for : \

hangicapped preschool children (NeiéWortH; Willoughby-Herb, Bagnato, - (‘
\
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(_ ~ Cartwright, & Laub, 1980). Expansion is most notable in the area of
programs for .infants (Elardo & Pagan, 1976; Fowler, }980). Early

[ - -

=~ childhood programﬂis Tikely to reach 100% of children under the age
of six In the next decade. . ’
L= Research ev1dence 1nd1cates that day care as a supp]ementa]
‘) ‘ childrearing approach has’ at least a- benlgn effect on ch11Qfen and
families and may serve as a beneficial environment for at least some
childrer (Belsky & Steinberg, 1978 Belsky, Steinberg, & Walker, 19815
_ Peters & Be]sky, 1981J, and such findings are beglnn1ng to re?ch the
_lay pub]1c,

- There is mountmg evidence that quahty ear]y childhood &in-
terventlon programmlng, such as that provided by project Hgad Start,
makes an endurlng difference 1in the Tives of children and in their

(j academic achievement (HISCOPE, 1977; Palmer & Anderson, 1979),‘and
" this information is reaching aE.]east seme elected officials.

- That one of the most important/determinazfs'of quality early

childhood care and educafion is the quality of "staff of the program
. has been acknowledged by most professionals (Grotberg, Chapaaﬁ, &
Lazar, 19715 Peters.& Kostelnik, 1981; Ruopp, Travers, G]ant}, &

,ébeien, 1979).

- ' The cost of quality child care ana education programming ise
high., In 1974, the averagefannual cost including federal and state
outlay$ was.$1,177 per child (Kamerman & Kahn, 1976). Current out-
lays (1980) have doubled that amount.. Projections would indicate

that with %nﬁati& the costs would double again by 1990.

» B >t i coett Yo LsAY.e o

il,k_ - 'ﬁbmiiions in the Federal Interagency-Day Care Requirements

-

i

' ‘. 24




R - . ~ The Preschool Teacher

¢ - 18 (

(1967) and the movenent of many states to reduce or e]iminate']icensing
b ‘standards for day care homes have been based primarily - on the economic .
1nfeas1b111ty 8f tightened restr1ct1ons an staff/child ratios and staff .
educational qualifications. The trend toward deregu]ation~fs Tikely eo

rcontinue. '

K' - - In addition to direct subsidies for day care and_early edu-
cat¥on p programs (primarily under .Title XX, Head Start, and BEH Programs),
‘ in 1979 the federa] government spent $792 m1]113n on indirect subsidies
through income tax credits (National Campaign for Child Day Care *for
Working Families, 1981). This figure will increase rapidly with the
increasg in number of chi]dren in care andwith revisions of the tax
~ structure that just have been naSFed (NationaT™Campaign for Child Day
Care ror workjng Families, 1981). . . ) ) (;

[ 4

- There is major quespibn whether the federal or state governments
can cpn;inue to maintain and/or increase their economic involvement in the
provision of early childhood programs--at Teast given cufrent priorities.

In sum, recent historical changes and’ demograph1c prOJect1dn?
as well as current research, wou]d argue that a major social and cu]tura]
change 1in early ch11dhood education is under way--gne that'wil] affect
both workers in the field and parents. More people will be needed for
fhe early childhood work force and more competent and qualified people
will Qgineeded at all Tevels. However, the economic (and political)

- realities indicate that factors that would directly increase the costs
of child care are unlikely to be implemented. ’

e ~—The conclusion one can draw from these facts and prejections js
b3

that more early childhood personnel will be needed over the next (j_

[N

decade, but, since formal education, degrees, or certificates have not
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been found to be- re]ated to child outcomes (Ruopp et al., 1979) and-
since budgets will be tight, much of the educat1on and training requ1red

"will be in the form of inservice training and continuing education. ’
Also Spparent in the projections for the future, and resting heav?Ty
.~ On the historic evolution 0f the early childhood field in the United

States, is the fact that the early childhood educat1on system is deve]-‘
oping and solidifying as a “dual"- system (Peters §IBe1sky, 1981), with
/one set of services for the poor (Head Start‘and federa]]y subsidied -
. day care) and one for the more aff]uent (private day care, nursery
schoo]s, and enr1chment programs). These two pa;ts’of the system are

.~ not: on]y serving a different clientele based on. d1fferent revenue
sources and regulated by different agencies, they. are being staffed
differentially as well (Berk & Berébn, 1981) For example, of the
35,200 Head Start teachers and assistant teachers emp]oyed nationwide,
only 13.3% have an early childhood-related degree. A similar situation
is found for the rapidly expanding national day care network. Mean-

_whf1e, programs for the more aff]uent segments of sotiety are far more
likely to be staffed by~persohne1 with traditional forms: of certifica-
tion and academic credentials (Berk & Berson, 1981). Some of the
jhprEEtigns of this division are elaborated below.

. o ' - Exosystem - | .

The exosystem’includes more of the environment that the indivi-

dual experiences directly. w1th1n this system are the geograph1c

region, the ne)ghborhood the agency or school sett1ng that con-

‘ml

stitutes the broad work environment, the mass media, agencles of

)\

goverament, transportation systems, and the like. The exosystem

.

provides the intermediate embedding environment within which the

»
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ES a )
individual, in this case the early childhood educator,+~develops, both
as'a person and as a professional. It includes the within cohort time
span that the person experiences'both as an individua],ahﬁ as a worker

" The exosystem affects the individual in both direct and indirect

-

in the early childhood field.

-

. ways. Directly the exosysteﬁ establishes both tangible and intangib1e

reward systems, sets constraints on behavior as through 1eg1s1at1ve or

¢ regulatory decrees that specify roles and resoons1b111t1es ﬁeters &

Kostelnik, 1981), amd prov1des the resources and opportunities for

action. Ind%rect]y the exosystem“sets expectations for behavior, pro-

.vides a climate of att1tudes, beliefs, and values against wh1ch

act1ons are Judged and determines local standardz for normative and (
e

It is the externa] fname of referénce for

3

the individual.

-

"Three re]ated aspects of the éxosystemas it pertains to the

é

ear]y]?h11dhood education field are most relevant here.

“ Bifurcated Referent Groups

First, it seems appropriate to identify the cohort peer or
) refereﬁt group w¢th1n ear1y childhood and the changes that are occurr1ng
.w1th1n that group pover time. As 1ng1cated above, within the "dual®
early chj]dhood system, there are really two groups of peoﬁ]e invo]ved.
“fi?s”t jnvo]‘ve.s personnel workinrkfn Head Start programs, day care
oentehs,.and family day care homes as caregivers, group supervisors, or
The maJor1ty of these peigie are women in their early to mid

thirties, who have ‘had 11tt1e or no college preparat1on

. teachers.

- -

They

"« frequently derive from low-SES backgrounds and hag®*1imited monetary

o

ng their own

. /

'27_ _.t R

™=

gresources, but t}%y frequehtly,\ue had experience raisi

o *

s af
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children (Berk & Berson, -1981; Cohen, Sonnenschein’, & Peters, 1973;

Peters, 1972; Peters & KosTelnik, 1981). Within Head Start 22% of staff
members are parents of current or former Head Start children (Calhoun &

Collins, 1481). Many of these people entered the early childhood field

f
ras “indigenous nonprofessionals" as part of a hiring precess that

reflected the dual role of Head Stqrt.and Title IV-A day care as ~
rycle of poverty-br aking'brograms for children and employment
opporgunity programs for low-income cqmmuﬁity residents (Mickett,
1979). Since these werkers had no preservice training or educaﬁion,

a career development program was instituted that was to provide Egth
vertical job mob111ty (from low-paying less sophisticated pos1t‘ons to

higher paying more sophisticated jobs) and horfzontaT’Job mob1]1ty (the

capability of moving from one setting to another or between program com-

ponénts) (OEO Instruction 6902-1). Ai‘gfrt of the career development

program, a §tructure for inservice training was_gstabiished and funded.
This program has been on}y peripherically related to the usual academic
education ane credentialing system. . .
Pefsons .entering the early childhood field in this way have beeu
slow to view themselves as profess1ona1s, though some movement in this
‘jg1rect1on has been noted (VanderVen, 1979a) When such persons engage
1n‘font1nu1ng education programs assoe1ated with 1nst1tut1ons of h1gher
education, they frequently are referred toraf non&rad1t1ona]"
students. This large group of people employed in the éarly childhood
field is in marked contrast with the traditional students entering the
higher education stream d1rect1y from high schoo],who pursue a career
" in early education by obta1n1ng a Bachelor's degree and teacu(a\cert1—

fication. Those graduat1ng from four-year programs are younger Tess

-
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likely to derive fném poverty-level backgrounds, and have had 1imited
life experience. They are more likely to view themselves as “"teachers"
and "professionals" in thé traditional sense of those terms (Clark &
Marker, 1975). ‘ S A .
Because of their different bﬁckgrounds and routes into whe early
childhood area, the two groups have very different Persona] and ‘profes-
sional life event histories. It might be noted that the potential for

conflict and tension between the groups as they compete for jobs is

" real (Berk & Berson, 1981; Trickett, 1979).

In terms of professional event histories, both groups Have

een faced with institutional policies and public attitudes

- that have been debilitating. The prestige of the - early

education and child care field is']qﬁ_(as a job, rated'below Z00-

’

keeper and kennel-man in the U.S. Directory of Employment), and training

- for the field has been a low-prestige and low-investment venture in

almost all institutions of higher education (Clark & Marker, 1975;

Fuller & Bown, 1975). The field has been hard presseq to overcome the
notions that the primary reward for working in the field should be the
intrinsic satisfaction of being with childrenfather than an adequate
wage and that working with chi]déen requires no special talent, skill;,

or trainin§ (Austin, 1981). Further, there are prevalent fears that some-
how early childhood programs are damaging to families and are sexist
(Caldwell, 1981). These often implied but less often voiced attitudes
are felt by workersaiﬁ the field and, no doubt, indirectly influence their

Wl

behavior.

.
.8 ~

b}

C
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( E The Child Development Associate Program .
» : . i
L © ' To meet its'commitment to the career development concept in

it . .
Head Start, wh%Te also addressing the increased demand for more

. workers in day care, the Office of Child Development (now Administra-
o tion on Children, Youth, and Families) iggl? established the Child -

Development Assﬁciate Progra;;‘ This program was conceived as a new

v

+
v approach in which a.nationally recognized credential would be awdrded

FAS

to those who'oou]d &emonstrate competence in the day-to-day care of

e

young children. The program specifically and intentionally separated

. tra1n1ng and the assessment of competence -

Details of CDA training and of the national credent1a11ng system

are available e1sewhere (ef. Peters, 1981b; Trickett, 1979). What is

?

- important to nﬁie is that since its inception over 6,000 individuals
. (:f - have received their credential, and the number is expected to more than

double in the:next'three years. The credential has been Judgpd\an

’

17 states as’ meetrng the requ1rements for some-position level in child

care and\q\0225éfgk considered the equ1va1ent of at least an associate
ha

degree of of the peop]e credent1a1ed have worked in Head

¥

T Start progran}, the \remainder ‘in d&x Lare or other early childhood

programs. / .

combete cies and the credential system are now under-

The C
) 2/ -going revision and'expansion. Spegialized versions of the CDA cre-
dential wi] soon be available to family day care prov1ders, home

visitors, and persons working W"HL infants or in mainstreamed early

ch11dhood settings.- Training efforts are being expanded as well, often
w1th closer Tinkages to co]]eges and universities, thereby enhancing

- ) |
) (- the "academic" credibility of the CDA process. Both expansions are
J . ) L ]

o » . [y
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Tikely to increase markedly ! number of CDOA-credentialed early chid- \
f

hood personnel by the end o e decade, most of whom will work in

]

the/pub]ic sector.
Early Chitdhood Prograﬁ Autonomy

The third chdracteristic of the exosystem is of quite a different
‘type, thodgh it is related, as with any aspects of an interactive system,
to the two previously mentioned. Early childhood educatioﬁ:settings have
traditiéna]]} operated rather autonomously. They have been generally out-
side Ehe mainstream of pu;;;c eduqation and have fought to remain so
(Caldwell, 198i).' Both ;Le states and federal governments have refrained

from trying to regulgte program content or curricula (FIDCR Appropriate-

ness Repcrt, 1978; Ho]]ick,'Peters; &-Kirchner, 1972). Curricula

based on a range of deyélopmenta¥ theories and educational philoso- (j
phers, as well as many ecclectic versions, exist (Evans, 1975); ‘
decision on their se]eétion_or rejection gsually is left up to indi-

vidual teachers oy program directors. Within most programs the staff

design and implgment their own ideas. Indeed, federal programs have

* ‘encouraged o’ mandatéd Tocal options and choices and have stressed _—

individualization of prqgrampir{gs Since most programs are relatively
small in size (<2100 children) and since most programs are not formally
linked to other similar programs, most overall plamning and all indivi-

dual daily planning are carried out at the classroom level.

(
The latttude ot freedom within the early ‘childhood field greatly.

exceeds that experienced by most public school teachers. Thus, Y
diversity is.the hallmark of the early childhood field. Yet, this
carries with it major'expgctations that early childhood personnel. will (\

be able to plan and carry out their program, select their teaching

E
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.

" methods, and organize activities ih a flexible, independent, and

¢
autonomous way. Recent changes in the po]yt1ca1 system have created

further changes in the exosystem which make this task even more
difficult. P.L. 94-142 and the mandated inclusion of handicapped -
children in Head Start programs further complicate the planning

process and place greater demands on classroom personnel for knowledge

. and skills they may ot ‘have.

[ 2 .
It is this dimension of the exosystem that distinguishes the

ear]y childHood context from others represented 1n this symposium.

In Some ways the d1men51on of professional autonomy is " shaped

A‘\
\curve (See Figure 1). With professional autonomy highest at the

/low Qnd high_ends of the educational.span and most reduced iﬁ the

// middle areas.

Summary
r

In sum, the characteristics of the exosysted influence the early

‘chi]dhood educator in b rect and indirect fashion. The cohort

group is diverse and divideds. yet all are faced with an environment
that lacks social and tangible reinfgrcement for the work done.
Training and credentialing programs are expanding but may serve only

to further divide the field and make the defini{tion of the early child-

hood professional more difficult. At the same time, traditional

W

R
demands for independence and aﬁtonomy persist, and the knowledge and

skills necessary to meet those demands are increasing.

”~

Microsystem '

The microsystem represents the most ipmediate environment in which
‘early childhood personmel are participating members. The microsystem

. { R N
of each early childhood educator isl highly idfo¢yncratic, and its

)
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effects on’attitudes, be]iefs; and behaviors are direct and reciprocal

(}.e., the person is influential as well as influenced). For current .
. o 4
purposes, the michgystem is considered to be delimited principally .

by the home and the work setting. The actors within the mic?osystem -
inelude the parents, spouses, children, and other family members, within .

the home and the children, parents, co-workers, supervisors, and the
g - ’

Tike within the work setting.

Although the individual's microsystem‘context is unique, containing
a range of normative and nonnormative personal and professional 11fe
events, there are dlmen51ons which appear useful for characterizing -
the early childhood work environment.

"
-

Setting Structuraf Characteristics

v

. : /
Each éarly cMf1dhood educator's professional domain of action

is differentiablé on three gross characteristics: (a) the number

,of children for whom the individual has responsibility,

(b) the amount of direct or indirect adult sdpport the individual Has,
and (c) the specific characteristics of the children within the group
(e.g., adfe, gender, developmental spatusﬂ SES, and cultural background).
Group size and direct adult support (in the.form of caregiver/child =«
Fétio) were topics of research in the National Day Care Study (Ruopp

et al., 1979). Although the reselts for other acadeﬁic levels have

generally not yieldeq clear conclusions, within programs for children

below the age of five, both variables have been found to be related to

the qua11ty of care provided and the child outcome measures (Ruopp

»

et al., 1979, pp. XXXVI-XXXVIII). . ‘

- AN
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"The notion of-adq?f support in early childhood programs goes well
béyond’sheer numbers of teachers and aides within the classroom. Two
other meanings seem at least as important. The first of thése has to
do.with the extent to which téacher% teach one another to teach
(Fuller & Bown, 1975). This involves the provision of both practical
help and moral support (Eddy, 1969) and represents a social networking
arrangement.z‘ This seems particularly important since Za) most
Center-based early chi]dhoo& programs have more than one adult per
classroom (Almy, 1975; Rgopp et al., 1979), (b) on-the-job supervision

is central to most inservice training efforts ,(Peters & Kostelnik,

1981), and (c) lack of professional and adult sociqﬁ contact is one

of the most often voiced concerns_of family day care providers (Kilmer,

1979; Peters, 1972; Sa1e;'1973).- Secondly, early ch{]dhood educators
work more directly with parents than do teachers at other levels of
educationf Parent involvement has a long tradition withjn the field
and has ‘eceived various forms of official sanction (Peters & Koppel,
1977). The triadic relationships between parents, their children, and
the\early childhood program staf{;reoften quite complex (Peters &
Benn, 19§d; Powell, 1977), but the data are clear that they are
important (Bronfenbrgnner, 1975, Fow]ef, 1977).

. vfﬁéﬂthird major, structural chargéteristic of the early childhood
educator's domain of action relates to the mix of the children served.
The implications of ?his,characte}istic seem fairly obvious. It is

worth noting, however, that developmental variability amongst children

is great, even within a fairly narrow age spén, during the early child-
hood years. Further, goals and curricula traditionally have not been

: ‘ -39
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Timited to "academic subject matter! areas. Early childhood personnel

-

have=historically taken‘responsibility for the development of the
"whole" chigjsjla formidable responsibi?ity4given the heterogeneity
of children found in most programs. As;indicated above, changeg in
the exosystem are further increasing the heterogeneity, particularly
within the public sector programs, and teachers hdve decreasing control
over whom they get in their classroom.

Curriculum ??;‘

Since the introduction of substagtia] federal money
-into the early chi]dhood fie]d in 1965,¢extensive efforts in program
development have been undertaken. Much of this eféort has been
directed toward the development of curr{cu]um models based upon current
theories of development and learning (Peters, 1977). Underpinning
these efforts has been a firm belief of the importance of theory to
practize (Chow & Elmore, 1973; DeVries,=1974; Kohlberg, 1968; Peters,
1977). Each of the models is a representative of its own particular
underlying theoretical or world view perspective. Each sbecifies the
goals and objectives, materials and equi?ment, classroom, arrangements,
and general and specific teaching strategies consistent with the
theoretical perspective of the model. Méﬁy of the model programs
have received wide implementation within Head Starf, Project F6110w-
TM™ugh, and the Handicapg;d Children's .farly Education Program's
First Chance Network. Differences betwe;n and among the programs both
at the conceptual and at the c]assroom'i%plementation levels have been
validated (cf. Mi]]gr & D@er, 1975; Soar & Soar,-1972; Stallings, 1975).

These curriculum variations, while an interesting development,
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grams remain within the "traditional" -nursery school curriculum model -
that has formed the basis of practice since the 1920s.

Thejnajor point ¥s, however, that the curriculum adopted reflects

the belief system of the teacher and structures the organization of
the physical environment, the pattern of social interactions, and
organization of activities within a classroom. It defines the learning
t§sks and the goals of the educational effort. Hence, it would seeﬁ

particularly important for early childhood personnel to have a firm

‘qu-interna11y consistent set of beliefs toward learning and develop-

ment.

Environmental Climate . .

The environmental climate.of the early childhood program is

ST
S
4

determined in part by the curr{cdlum model adopted, in part by the ) (:.
settind structural characteristjcs, and in part by the personal style

of the teacher (Katz, 1970). The relationship among these factors

is an ihteractive pne (McNErgney & Carrier, 1981). Climate, then,

referslto both the pattern and the affective character of the social
interactive events within the classroom.

Summary ' . *

The early childhood educator operates within at Teast two micro-

- system environments--the home and the work setting. Three relatively

stable and enduring characteristics of %he work setting have been
identified as the structural characté;istics--inc]uding group size,
adu]t support ¥nd heterogene1ty or homOQene1ty of the children enro]]ed
the curr1cu1um--the goals, mater1a1s act1v1t1es, and teach1ng strat-

egies; and”’ the c11mate--the interaction of teaching style with cur- (:;

riculum and structure.
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' RESEARCH IMPLICATIONS ‘

The preceding analysis suggests a configuration of anteceﬁent,
transaction, and outcome variables that have potentia]'importance for
designing, implementing, and evaluating early childhood personnel pre-
paration programs. Table 2 represents the overall confi‘bration of
these variables. A partial set of measures is found in Appendix A.

Several kinds of research questions seem most pressing within the
Antecedent/Transaction’Tnteraction framework as it is applied to in-
service and continuing education programs.

M

Delineation of Unique Cohort Groups

Life Events Histories

It has been argued that the early childhood field has been devel-

oping, and will continue to debe]op, into a dual system. Of interest

in this arguement is the notion of mu]tfp]e cohort groups--mbre than
~two in number; each of which has a different and distinct 1ife event
history. For example, without adopting the organismic world view e
underlying the research (Hultsch & Plemons, 1979), it is possible to
take a'normative view of person;1 life events, as does Levinson
(Levinson, 1977a, 1977b), and look at/typiéql patterns in ghe ]ifé cycle.
Certain personal 1ife events qccur more typically within certé%n age
spans and have different meani;gs (stress vectors) within eqch. Without
elaborating, Levinson has suggested eras of importance such as Early
Adult Transition (17-18 to 22-23 years), Early Adulthood (22-23 to

30 years), the Age 30 Transition,(28-33 years), Settling Down (30-33

to 39-40 years), Mid-life Transition (40's), and the like. Other

approaches to the same pheqomena have been suggested by Erikson (1950,

1963), Havinghurst (1952, 1972), Lovenger (1969). Given the timing

-
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TABLE 2:

Research Program Variables

Antecedents Transactions

Traditional and Nontraditional Students

Resources OBjective
Biological factors Degree of involvement in
General health planning

Degree of correspbndence of _
training and work environ-
ment

Degree of learner independence

Psychological factors
Literacy level g
Teacher beliefs (type
and internal con-

sistency)
Self-concept Subjective -
Dogmatism

Perceived relevance
Perceived relative advantage

Locus of control
Sociological factors
Family background
Structure
Income
Education
Work experience

Life Events History ] .

Recent teaching events
history .
Years of experience
Life events scale
Personal data
Age
Matital status and
history
Children

Outcomes

3

Increased content knowledge
Implementation of training options
Flexibility in employing skills
Awareness of children's needs

Internal consistency of beliefs

Enhanced self-concept °

Internal locus of control .
Openness N
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and entry route of trad1§i?na1 and nontragl, fal students into the

field of early ch11dhqod3 there are 11ke1y Qo be markedA&ifference§

in Eﬁeir pétterns of personal 1ife events and tnejr current normative
" "stage".af personal. development. g

-
)

By‘tne seme token, severa]_Fésearcheré have studied the develop-
ment. of teaihers over time and have identified tyaical'uevelsumental
" patterns (Fuller, 1969; Fuller & Bown, 1975,0/. .No matter’where an
individual is in his or her pereonal life cyclé, he or she may be placed
somewhere in a professional life erd. '

' Danish, Smyer,‘& Nowiak (1980) have defined structurai character--

istics of such placement.. These include:

1. T’ne‘hmmg and its congruence with either perso al or societal

expectatmq\ﬁf Thus, being a student teacher at 22 years ~be "on
t

time" but af 35 years is "off timerh Being "off time" a§;a\c011ege

student is genera]]y.difficult as college provides a youth culture
! : .

(Eiselle, 1980).

2. The duration of the event--{ncﬁuding anticipation, the event

iteelf, and pcst event #nfiuences.

3. The sequencing of an event--whether 1t appears in a personally

‘s

or societally accepted order .

4. " The cohort specificity of the event--have agy other cohorts

™

ever experienced similar events? .
o

5. The contextua] purity of the event--i.e., the extent to which

-

an event 1nterferes with the reso]ut10n of other Tife events.

A

6. The probab111ty of the event's occurrence within. the tétal
tion or the Spec1f1c reference group (Brim & Ryff 19§99

"The current daée in the ear]y ch11dhopd field wou]d suggest that

"'@ 41 '
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__’/EEB/dﬁg] system is likely to have personnel entering inservice train%ng
 } e . .

on continuing education programs‘:ho (a) differ in their life event
:‘patterns and, within each group; differ in their professional life
event patterns, (b) have exgﬁrienced different durations and sequences
of events, and (c) have.Cohort-specific experiences. The educati;nal )
A V or training expgrience is likely to have different meaning for each 7 .
group because of (a) the differencg of the probability of its occui!?!T
rence within their respective reference group, (b) the differential
extent to which the experience interferes with the resolution of
other 1ife events, and (c) the differenti extent to which the person
considers him or herself on or off time.
' Though the” differentiation between and among sugh cohort groups
s _ seems hiéh]y relevant ‘to the &esién of training, ]ift]g or no research (:*
into the topic isravﬁi]§b1e. There has been sohe‘suggestion in Fhe
literature thét considerations such as these create unique problems
for the 1earnér and may be qged to sqégest early exit from the profes- <"
siswrby some WOr$ers apd the later burn-out of others‘(Freudenbérger,
1974, 1977; Fuller, 1969; Malack & Pines, 1977; VanderVen 1979), but
these suggestions have not been systematically studied. Such research

would seem to provide a logical first step in definjné the "adult"

learner, ~

[ »
Resources

The (two grogpé, as entrants into the field, a]fo are likely to

differ widely on the resources they bring to the’training situation. -

. r example, nontraditioné] students are 1ige1y to bring a broad range
of pr%ctica] knowledge and some firmly fixed beliefs. They are.less

likely to bring a~knowledge of research and thebry or an appreciation

42 - \
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of the utility pf these for practice. Theyemay have a stro® social

network, but one which does not appreciate or support their current

undertakings. They may have serious deficits in both aca&emic skills

and economic resources. Their very involvement in profess1ona1 devel-

opment act1v1t1es may represent a break w1th and movement away from

the norms of their referent group. This will affect their percept1ons
of what is relevant :n the® educat1ona1 situation and‘what -the advantages
of engagement are. Fyrther, if as suggested the psychGlogical resource
factors are themse1ve;§iT'gfocus of in%‘rvention, the full range of
moral and ethical ramifications of such intervention needs to be appre-

ciated.

it

) e . ? .
Interactions with Transaction Alternatives

Although di?ferentiating and describing different grolps of adult

Tearners represent a reasonable first step, 1t kg necessary to deter-

mine which of the differentiating variables are indded "relevant" to*
or associated with the outgomes of a training or educational effort,
and under what transactiona1'circumstanpes. The potential- for both
naturalistic, quasi experimental, and experimental designs seems very
broad here. The advent of a range of training and credentialing modes
in the early chi}dhood field makes the field ripe for such research
(Peters § Kostelnik, 1981). The field is literally crying out for.
research and evaluation efforts (Berk & éerson, 1981; Pettygrove, 1981).
v CONCLUSIONS

Ed
¢

In this paper we have taken one conceptual framework for v1ew1ng
the early ch11dhood personnel preparation field. Based in part_on the
life §pan, 1ife events Titerature, and in part-on the methodological

approach of Aptitude/Freatment Interaction research, the Antecedent/

43 .
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Transaciiog Interaction approach has been used to analyze the current -

context and recent history of the field and to draw implications for
\ )
future research needs. In particular, focus has been directed toward
7
empirical means, based upon theory, for defining what is meant by the

]

"preschoq]utféacher as the adult learner."
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Footnotes B
. R 1 d ”

[
Although we have accepted the term "preschool teacher ir‘ﬁhe
2’ ; title of this paper as it was given to us by-.the organizers of this

symposium, we shall avoid the use of the terms "preschoo]“

and
“teacher" in the remainder gf\ths paper. Instead we will use +he

_tenmsueaply ehalcheod program;aﬁd"eariy chwidhoqg personnel or early
childhood educato™

ar]y childhood programs in many cases are schoo]s

and are operated under the auiches of public school districts or
- private education agencies

. As‘suth, they are not "pre" sthools.
o @e'term personnel is used.' rather than teacher because it is felt * °!
S at all adults who have continued contact with children take on the
. géro]e of "teacher" but not.all go by the title "teacher" s nor is
J.

“teach1ng“ the1r sole respons1b111ty (cf Almy, 1975; Jambor, 1975;
Katz,- 1970; Peters & Benn, 1980);

st

)._,‘
2Th1s not1on was well illustrated by some very creat1ve‘tesearch

. Y

L4

.reported by Arthur B]umberg and w11f1am Greenf1e1d .0f Syracuse
University at the 1980 annual meet1ng of A

E d§r the sympos1um
title "Learn1ng about work 1ife in the

\ishoo S a#ter school: Teachers
in bars on Friday afternooﬁ e ‘

o
—

Lot
- -

. - \ )
3ATmy suggests that official recognito of this responsibility

in the Un1ted States dates back at Jeast to ‘the i\\544h1te House
Conference on Ch11dren (Almy, 1975, p. 50).
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