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3 PREFACE N

If you are an elementary school principal or some other kind of school
administrator, this guide presents the information you need to develop
and maintai- gnod early childhood education programs for four- and five
year-olds in your school. Ip addition, it presents the curriculum princi-
ples that are relevant not only to early childhood programs but also to
the elementary grades. It will help you to
» Recognize gocd early childhood education
* Explain the rationale for early education to parents and others
* Provide appropriate administrative support and evaluation for
early childhood programs
* Integrate new ideas about early childhood education into your
existing views 2f education

In this guide, three key questions are considered:

1. What constitutes a good early childhood program? A good early
childhood program should employ a curriculum based on principles of
child development, one that recognizes young children’s intellectual,
social, and physical needs and encourages children to initiate their own
learning activities within a supportive environment. It requires an en-
thusiastic and knowledgeable administrator together with staff well
trained in early childhood development, who receive ongoing inservice
training. Each class should have a teacher and an aide, and 2:. enroll-

ment limit of 16 - 20. Teaching staff need to have time set aside for daily
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planning and evaluation. Parents should be active partners in the educa-
tion process, and the noneducational needs of the child and fapuly, such
as child care, health, and nutrition, must be considered

2. What is your role? As an elementary school principal, you should
understand the goals of the child development curriculum and help vour
teaching staff accomplish these goals and explain them to parents. You
should provide vour teachers and aides with a systematic program of
mservice training focused on child development principles and also fol-
low up to see that they apply these principles in the classroom. You
should make sure that the evaluations of programs and teaching staff are
consistent with the goals of the cluld development curriculum.

3. What are the critical choices? Every principal who is attempting to
mmplement a good early childhood classroom as well as an effective
overall school progran grapples with some very important 1ssues. What
about postponing kindergarten entry for less-mature children? What
about teacher-directed instruction in the basic skills? What about teach-
ing reading to preschoolers® What about standardized achievenient
tests” What about the dangers of labeling young children by placing
them m early childhood special education programs? This gude is de-
signed to help vou sort through these and related issues. It 1y wntten
from a child development perspective but considers other 1deas about
early childhood education as well

I have tied to anticipate the most pressing questions and concerns of
elementary school principals and other school admmustrators about early
childhood programs If you have questions about early chilanood pro-
grams that are not addressed i this booklet, 1 would like to hear from
vou. Ple ;e wnite me at the High/Scope Educational Research Founda-
tion, 600 North River Street, Ypsilanti, M1 48198, or call (313) 485-2000

Many individuals were wnvolved in developing and producing this

booklet. I thank Elizabeth Mazur (for helping develop the section on

L0
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effective schools) and Lynn Spencer (for editing the manuscnipt). For
advice and abiding interest in developing early childhood traming for
elementary school principals, I thank the members of the National Asso-
ciation of Elementary School Principais — in particular Executive Di-
recior Samuel Sava, 1986 - 1987 President Edna May Merson. and the
other members of its Early Childhood Advisory Panel: Robert Anastasi,
Neil Chance, Carolyn Cummings, Greer Gladstone. Edward Keller.
Helen Martin, Neil Shipnian, and Komame Thomas. 1 also thank
High/Scope President David P Weikart and Executive Vice President
Charles Wallgren for teaching me much of what I know about

administration

— Lawrence | Schweinhart
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The Endangered Promise

SAMUEL G. Sava

Executive Director
National Association of Elementary School Principals

In the last 25 years, the percentage of three- and four-year-olds attending
some form of preschool has quadrupled — from slightly less than 10
percent in 1964 to 40 percent today.

From one standpoint, this burgeoning parental interest in preschool-
ing is the most heartening an1 promising development in American
education since we began the painful, still-unfinished, but essential
process of dismantling racial segregation in our schools and society. In
my opinion, the extension of high-quality early childhvod programs
throughout the country offers more potential for educational advance-
ment than do all the recommendations of ail the ‘reform reports” put
together

True, a substantial percentage of the increased preschool enrollment
stems as much from the need of working mothers for supervised day care
as from any widespread recognition of the developmental value of early

childhood education. Also, some young:ters are enrolled in preschool
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prograins hecause their parents. victuns of the “superbaby syndrome,”
fear that without such a head start, their progeny will fall hopelessly
behind in the race for admission to a top-flight college some: 14 vears
hence.

Regardless of the mixed motives behind the upsurge n enrollment,
we educators can take advantage of this interest to give more children a
better start — not only in learning hut in life. Both of these possibilities
are within the reach of fine preschool programs operated by well-trained
teachers and supervised by knowledgeable principals.

Yet it is the muddled understanding of this “better start™ that. para-
doxica''v, endangers the pronuse of early childhood education. Too many
parents and other adults view preschool as a chance to give children a
jump on the competition for As in first grade and bevond: the purpose of
early childhood education, in their view. is to offer preschoolers bite-
size nibbles of the three R today, so that when they encounter the
“real” curriculuin tomorrow, they can digest larger chunks of it nore
rapidly.

Early childhood education should, indeed. help the graduates of pre-
school programs do better in school. The evidence is mixed on this.
Tvpically, cognitive gains registered by preschoolers disappear a vear or
two after they enter first grade — but they do register those gains. The
problem here is that we have not vet learned to adjust the “fit” hetween
preschool and the primary school curriculum to sustain the initial gains,
In comparison with other aspects of schooling, early childhood educa-
tion — as distinet from purely custodial child care — 15 still in its mfaney.
and we have a lot to learn about 1t

However. improved student perforinance m the primary years and
beyond will result not from giving preschoolers an early exposure to
reading, writing, and arithmetic (inatters in which nost three- and four-

vear-olds have little or no interest), but from exploiting the mterests
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preschoolers already have to develop in them two vital characteristics.
first, a sense of pleasure in learning, and second. a growmg self-confi-
dence in their ability to master progressively more challenging tasks.
These two characteristics, especially if developed early n life, go far
toward guaranteeing success in all future learning

This argument — that early childhood programs should build upon
the pre-existing terests of childien instead of directly preparing
youngsters for the formal scholastic curriculum — is difficult for many
adults to accept. Most of us mstinctively interpret the word learning t»
signify one of those forms of intellectual activity familiar to us from our
own school and college days. "Real” education, we reason, leads ulti-
mately to some skill, body of knowledge, or habit of mind useful or
desirable in adult life. Even learning to count from 1 to 10 foreshadows
learning to multiply, divide, and — decades up the road — decide
whether one’s corporation should tuck its spare cash into 90-day Ireas-
ury bills or use the money to buy back some of its own stock. Such
learning is serious.

By contrast, many adults coaclude, most of the activities so visible in
preschools — the seemingly aunless put.ering about with sand. water,
paints, and things that go bong — have no payoff in 1ater life, they'r~
pointless, they're trivial, they're time-killers, they're just . . just kid
stuff.

Yet kid stuff is precisely what preschoolers should be engaged in at
their stage of life, for play is the natural way that children learn the
lessons most important to their healthy maturation during the preschool
vears. Far from being pointless, play helps them develop increasing
precision and discrimination in the use of tiny muscles, from the fingers
to the eves, it leads naturally into the expanding use of spoken language.,
the essential base for reading and writing later on. it accustoms the small

human — until now the center of most parental attention in the home —
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shared, egalitarian environment, it affords voungsters a richer, more
varied range of activities and materals to explore than all but the most
fortunate homes and most doting parents can provide, and it offers
preschoolers the chance to do all these things under the supervision of a
teacher trained to interpret the shifting interests of young children —
the behavioral cues they mauifest from hour to hour and day to day —
and to build on those interests instead of tiving to shove them in a
different, more academic direction

Thus, the curriculum m a fine preschool program is determinea Oy
the cluldren themselves, not by adult savants who prescribe “what’s
good for them.” This does not mean that a good early childhood program
15 an anythmg-goes, up-for-grabs anarchy, one of the most important
lessons of growing up 1s that there are hmits on acceptable hehavior. But
it does mean that compared to a predetermmed curniculum designed to
rehearse preschoolers m the three R, a childs spontaneous interests
are a much better guide for sensitive, productive mtervention by an
adult mstructor — and a much more powerful motivat:n for learning.

These distinctions are admttedls subtle and not easily explaned to
taxpavers who helieve that if preschooling 1s to justify mvestment, it
mwst launch youngsters from playpen o honor roll as quickly as possi-
ble But these distinctions are also essential to creating early childhood
programs that serve children’s needs at the preschool stage rather than
cater to adults’ needs. If parents want early academics for their children
— fine, let them go elsewhere. But the school hoard. superintendent,
and principal should stand firm in mmsisting on a program that heips
children do children things - - instead of pressuring them to do school
things.

Because making this case to well-meanmg but anvious parents can be

tough for the heleaguered educator, NAESP considers itself fortunate to
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have been mvited to join the High/Scope Educational Researchi Founda-
tion in presenting A School Administrators Guide to Early Childhood
Programs Here, in thoughtful detail, is the rationale for a child-imtiated
preschool program, from an authoritative source. Winle enthusiasts
this field come and go, some making a sudden splash and substantial
buck with this vears book or theory, High/Scope has been quietly and
patiently explormg the nature of quality in early childhood education
since 1970. Its findings from such projects as the Perry Preschool pro-
gram in Ypsilanti, Miclngan, have commanded the attention and mflu-
enced the thinking of all serious researchers and practitioners m this
field I commend this book to every principal and education poheymaker
who recognizes that a human’s earliest years have a lifelong napact —
and who wants to help our current crop of preschoolers derve the

greatest value, pleasure, and fulfillment from their chuldhosd.
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THE RATIONALE FOR
Goop EarLY CHILDHOOD EDUCATION

oday, numerous carefully designed experimental research
studies point out the great potentia! of high-quality early child-
hood education, especially for childreu at risk of school failure.
In this chapter, we present these research results in straightforward,
nontechnical language, so that you in turn can present them to parents,

teachers, and others.

WHAT Goop EaRLY CHILDHOOD PROGRAMS
CAN ACCOMPLISH

In one of our experimental studies of the effects of early childhood
education, the Perry Preschool study (Berrueta-Clement, Schweinhart,
Barnett, Epstein, & Weikart, 1984), we randomly assigned children at
risk of school failure either to a “preschool group” that attended the
Perry Preschool Program or to a “no-preschool group” that attended no
preschool program, the two groups were almost exactly alike in back-
ground characteristics. In assessing effects of the preschool program, we
considered subsequent differences favoring the preschool group to be
program benefits and would have considered differences favoring the
no-preschool group to be program costs. In fact, from the time study

participants were four years old up to the time they were nineteen vears
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old. we consistently found program benefits. not costs, we are now
collecting data from participants at age twenty-eight to discover if pro-
gram benefits extend even into adult hfe.

The study so far has revealed very interesting results. Not only did the
program provide an iinmediate benefit to parents in the form of supple-
mental child care, it also produced short-term benefits including im-
provements in children’s mtellectual and social skills at elementary-
school entry, and long-term social benefits including reduced risks of
educational handicap, of school drop-out, of juvemle delinquency, of
unemployment, and of the need for welfare assistance. These long-terin
social benefits resulted in less need for various costly public services, a
significant long-term financial benefit for taxpavers (Appendix A con-
tains more information on this cost-benefit analvsis as well as other
details of High/Scope’s Perry Preschool studv.)

As might be expected, ours are not the only studies reaching these
conclusions. Many other studies have verified the short-terin effects of
good early childhood development programs, and a few others besides
ours have examined and found long-term effects. In addition to ours, the
long-term studies we consider here are the Early Training study in
Murfreesboro, Tenness~e, a Head Start study in Rome, Georgia, and
three independently conducted studies in New York State — the Harlem
study, the Mother-Child Home study, and the New York Prekin-
dergarten study. As shown in Table 1, these studies have discovered
short-term, mid-term, and long-term effects of good early childhood
programs for poor children. The evidence indicates that such programs

* Do help improve children’s intellectual and social performance
as they begin school. These short-term effects have been found in many
studies of Head Start and other programs (McKey et al , 1985).

19
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TasLe ]

SIGNIFICANT EFFECTS OF Goop PRESCHOOL PROGRAMS
FOR POOR CHILDREN

Finding Preschool No-Preschool
Study Group Group
1Q at ¢'smentary school entry

Early iraining 96 86
Perry Preschoul 94 83
Harlem 96 N
Special education placements

Rome Head Start 1% 25%
Early Training 3% 29%
Perry Preschoot* 16% 28%
New York Prekindergarten (age nine) 2% 5%
Mother-Child Home (age nine) 14% 39%
Retentions in grade

Harlem 24% 45%
New York Prekindergarten 16% 21%
High school dropouts

Rome Head Start 50% 67%
Perry Preschcol 33% 51%
Additional Perry Preschool findings:

Literacy (average or better score) 61% 38%
Postsecondary enroliments 38% 21%
Ever arrested 31% 51%
Nineteen-year-oids employed 50% 32%
Nineteen-year-olds on weitare 18% 32%

NOTE. Adapted from J. R Berrueta-Clement, L. J. Schwenhart, W S Bamett, A S Epsten, 8D P
Weikart, Changed Lives: The Effects of the Perry Preschool Program on Youths Through Age 19,
Monographs of the Migh/Scope Educational Research Foundation, 8 (Ypsilant, MI- High/Scope
Press, 1984), pp 2. 26, 36. 49, 96, and 102 and referencas cited theren Each finding presented i1s
statisticalty signrhicant with a probabiiity of less than 05 (1 out of 20) of occurring by chance

Entries in this row refer to the percents of total school years spent in special education
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* Probably help children achieve greater school success. Half a
dozen studies found the mid-term effect of fewer poor children being
placed in special education programs and having to repeat grade levels
‘Lazar, Darhington, Murray. Royce, & Snipper. 1982)

* Can, over the long-term, help young people achieve greater
sacioeconomie success and social responsibility (Berrueta-Clement et
al . 1984).

As you have probably noted by now. the findings we have been dis-
cussing occurred mn studies of child -en who live m poverty and are at
risk of school faillure There 15 less evidence f early childhood program
effectiveness for children who are not poor or otherwise at nisk of school
failure  There is some evidence, however. that a preschool effect found
for poor children would also apply to middle-class children, but to a
lesser extent. An evaluation of the Brookline Early Education Project
(BEEP) mn Massachusetts found that after a comprehensive five-vear
early childhood program, the school problems of participating middle-
class children were reduced somewhat. This study of mostly middle-
class children had a preschool program group and a comparison group
that did not participate in a presclool program. At the end of grade two.
mappropriate classroom learning behavior was shown by 14 percent of
BEEP preschool group as compared to 28 percent of its no-preschool
group, reading difficulties were identified in 19 percent of the preschool
group versus 32 percent of the no-preschool group (Pierson, Walker, &
Tivnan, 1984)

programs. they need

21
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Research reveals that long-term benefits result only from high-quality
early childhood development programs — ones characterized by a child
development curriculum, trained teaching staff, administrative leader-
ship and curriculum support, small classes with a teacher and a teaching
assistant, and systematic efforts to mvolve parents as partners. Such
programs may be expensive, but their high return on the mitial invest-
ment makes them more economical than a prorram that costs less mi-
tially but provides little or no return on the investment. It is probable
that poorly funded programs with untrained staff provide nothmg more
than an immediate henefit of supplemental child care for families.

Also, research suggests that preschool programs that are highly aca-
demic are not appropriate for young children Findings from another of
our long-term studies, the Preschool Curnculum Comparison study
(Schweinhart, Weikart, & Larner, 1986), suggest that direct instruction
in reading and arithimetic — what some call “formal schooling” — do<s
not suit the mtellectual and sccial developmental levels of young chil-
dren. We found that young cluldien do best when they experience a
developmentally appropnate curnculum in which they mitiate their
own activities with the support and asustance of well-tramed and

caring adults

Why Cu:Lp-INmiaTED AcTiviny Is InPoRTANT
IN EarLy Criiopnoon ProGRrans

Today, the early childhood field recogmzes the value of child-mitiated,
developmentally appropriate activities i helping young children
achieve their full potential. The 54,000-member National Assoctation for
the Education of Young Children has issued position statements (19864,

1986b, 1988) on developmentally appropriate practices m early child-
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hood programs from birth through age eight. As exemplary practices,
the Association (1986a) lists classroom settings in which

+ Adults provide opportunities for children to choose from among
a vaniety of activities, materials, and equipment, and time to explore
through active involvement. (p. 10)

* Children select many of their own activities from among
a vanety of learning areas the teacher prepares. (p. 23)

* Much of young childr- .’s Jearning takes place when they direct
their own play activities. (p. 6)

+ Learning takes place as children touch, mampulate, and
experiment with things and intera.t with people. (p. 7)

Parents, too, are placing more value on children’s independence and
nitiation of their own activity, Duane Alwin (1984) of the University of
Michigan’s Institute for Social Research cites surveys finding that par-
ents in the 1950s highly valued obedience and good manners in their
children, while today's parents prefer their children to be independent
and self-rehant. His analysis attributes the shift to various changes in
society: i"e increase in labor force participation of mothers, in numbers
of single-parent families and highly educated parents. in technological
complexity, and in urbanization, the decrease in famly size, and
the change in attitudes towards childrearing, especially among Roman
Catholic ethnic groups.

Business and education leaders have also recogmzed the importance
of using educational approaches that prepare young children to become
self-directed and goal-oriented adults. Several important proposals for
educational reform have placed high prority on fostering mdividual
imtiative. In defining employability. the Committee for Economic De-
velopment (1985). speaking for the busmess connmumty. focused on the
future worker’s sense ~f responsibility. self-discipline, learning ability,

and problem-solving skills. The mfluential Carnegie Forum on Educa-
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tion and the Economy (1986) echoed this educational vision, saying that
tomorrow’s adults rust be able “to figure out what they need to know,

where to get it, and how to make meaning out of 1t.”

Research Gives Us Some Answers

Recent research supporting the importance of child-initiated activity in
early childhood programs comes from High/Scope’s long-term Preschool
Curriculum Comparison study. This study has examined the effects on
voung people through age fifteen of three well-implemented programs
based on different preschool curriculum models — a Direct-Instruction
Curriculum, the High/Scope Curriculum, and a typical nursery school
curriculum (Schweinhart et al., 1986). The Direct-Instruction Curricu-
lum empha:ized teacher-directed activity, while the High/Scope and
nursery school curricula both emphasized child-initiated activity (The
High/Scope Curriculum was based in part on joint planning by teachers
and children, while the nursery school curriculum was based entirely on
teachers striving to respond to the child’s needs and interests.)

The mean IQ of the children in the three programs, regardless of the
curriculum model used, rose a remarkable 27 points during the first year
of the programs, from 78 to 105, and remnained in the normal range

thereafter, with an average 1Q of 94 at age ten. We therefore concluded

It appears that programs
providing children with
opportunities to initwate their
own learning acticities have
better long-term results than
programs that rely mostly on
teacher-directed activities



O

ERIC

Aruitoxt provided by Eic:

10 A SCHOOU ADMINISTRALOR'S GO

that well-implemented preschool programs had a positn e effect regard-
less of which curniculum was used.

Then. in a later stage of the curriculum study, we were quite sur-
prised to discover that at age fifteen, the High/Scope and nursery school
groups each reported engaging m only about half as many delinquent
acts as the Direct-Instruction group Persons reportmg over 15 delin-
quent acts constituted only about 6 percent of the High/Scope and 11
percent of the nursery school group. as compared to 44 percent of the
Direct-lustruction group. It is mportant to note that this study cannot
tell ns whether the Direct-Instruction group reported more delin-
quency than it would have without the preschool program It does tell us
that the Direct-Instruction group reported more delmguency than did
the other curriculum groups.

Other studies of preschool curriculum models, althongh they did not
examme progran effects on juvenmle dehinquency., did conwider a vaniety
of other short-term and long-term outcomes (Miller & Bizzell, 1984,
Karnes, Schwedel, & Willuas, 1983). These studies have found that m
the short run, Direct-Instruction preschool prograns can sinprove 1Qs
even more than other programs can but that this 15 not the case in the
long run Karnes et al. (1983, pp. 157 - 160 found that by the end of igh
school, their Direct-Instruction group did relatively poorly on several
measures of school success  For example, Ingh school graduation was
achieved by 70 percent of therr mirsery school group but only by 48
percent of their Direct-Instruction group However. by the end of hagh
school none of these vmup differences were big enough to be statis-
tically sigmficant.

These studies all support the conclusion that direct instruction n the
preschool years can lead to large, though probably onlyv short-term,
mmprovements in children’s mtellectual performance and clementary-

school aclnevement However, thev also present evidence that direct
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mstruction in the preschool years is not as effective as other preschool
programs over the long term. In particular, there is clear evidence that
the approach has little effect in preventing delinquent behavior and high
school diop-out

The explanation for these negative lorg-term findings inay be that the
early childhood years are a developmental stage during which certain
expenences help children develop the dispositions and skills by wlich
they later avoid problemaiic or antisocial behavior. The Direct-Instruc-
tion preschool approach may have failed to take full advantage of the
opportunities that were available to positively influence the develop-
ment of young children’s social problem-solving skills. After all. its
stated ubjectives were academic, while the other curricula in the com-
parisons included social objectives. such as children learning to share,
get along with one another. and engage in com ersation with one another
and with adults. Kamii (1986). applyving psychologist Jean Piaget's theory
of moral development to these findings. suggest. that the Direct-In-
struction approach prevents children from developing autonomy, be-
cause the teacher is authoritarian and uses rewards and pumshments,
whereas the other two curncula encourage children’s autonomy, because
they allow teachers and children to discuss their pomts of view with one

another.

Finding the Balance

In considering how to provide the best possible eariy childhood educa-
tion experience for children, we must find the common ground between
extremes. Young children will not “just develop by themselves.™ as some
would argue, but also should not be pushed to perform bevond their
developing abilities, as others would have it. Young children are ready

for appropriate educational experiences but not for early acadenuc
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learning  We must consider both the child’s emergent abilities and the
child’s mterests in relation to proposed learning activities (Hunt, 1961)

One example of the current difficulty in grappling with this issue is
the growing trend to require academic pertormance in U.S. kinder-
gartens. As a result of recent cries for educational reform in the public
schools, students from the early grades through high school must dem-
onstrate higher standards of academic performance. Many states and
school districts have identified various academic skills that students are
to master at each grade level (McNamara, 1987). Establishing expecta-
tions for five-year-olds is not inuppropriate in itself, but these expecta-
tions must take into account the nature of voung children’s thinking
(Egertson, 1987). Young children’s merging abilities are best nurtured
m programs that allow them to explore their environment freely under
the purposeful guidance of adults who have a good knowledge of early
childhood development. With this basic principle in nind, let’s consider

what we know about high-quality early childhood education.
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THE HALLMARKS OF QUALITY

eople who are new to early childhood care and education often

assume that its purpose 1s merely to teach young children let-

ters and numbers — the ABC’s of our culture. While voung
children must learn these symbols at some point in their lives, they will
not be using them in reading and arithmetic until their elementary
school vears. It is more important for young children to be learning
directly through their senses and through physical activities. Further-
more, since an early childhood prograin is usually the child’s first oppor-
tunity to learn from adults outside the family and within groups of
children of similar age. it should enable the child to develop a positive
attitude towards such learning. In this chapter, we explain how to oper-
ate a program of high quality that enables young children to lrarn as
thev learn best and to develop a sense of ownership of the learning:
process.

As an administrator of an early childhood prograin, you should know
the answer: to two important questions: What are the crucial differences
between high-quality and low-quality early childhood programs? What
are the critical components of high-quality early childhood programs?
We can look to experimental research on early childhood programs to
help answer these questions, but such research does not answer them
fully. As explamed in Chapter 1, most of this research compares children

who attended a program and children who did not Research of ths
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design can tell us how successful programs are but cannot pinpoint
exactly which program elements are responsible for this success. We
have considered program quality in light of findings from several f
these experimental studies — High/Scope’s Prescliool Curriculum Comn-
parison study, ziie by Karnes, and one by Miller — that have analyzed
the effectiveness of various curriculuin models. And we have examined
the findings of the National Day Care Study, conducted by Abt Associ-
ates in the 1970s (Ruopp, Travers, Glantz, & Coclen, 1979), which con-
ducted surveys of representative day care centers to assess several basic
program features and to make policy recommendations about them. In
the final analysis, however, we have relied not only on these and other
scientific studies to define high-quality programs but also on the varied
program experiences that we and the rest of the early childhood com-
mumty have accumulated over the years (Epstein et al., 1985).

Our definition, presented in Table 2, agrees with the accreditation
criteria of the National Academy of Early Childhood Programs of the
National Asscciztion for the Education of Young Children (NAEYC,
1984). It also agrees with the definition used by the Public School Early
Childhood study conducted by Bank Street College of Education and
Wellesley College (Mitchell, 1988).

It 15 also important to note that a good early childhood program can
take place in any setting that has adequate luniancial and physical re-
sources and an adequate number of qualified staff — in a private nursery
school, public school, Head Start program, day care center, or day care
home. Minor program modificalions may be necessary in some settings,
but the basic definition of early childhood program quality applies to all
programs. Examples of minor modifications are as follows. Home care-
g vers are more likely to provide supervisory support to each other than
to receive it from nonprogram administrators, enrollment limits are

lower 'n mfant and toddler programs than in programs for three- to five-

'S
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vear-olds, and developinentally appropriate activities vary with the ages
of the youngsters served.

Administrators must keep in nund that it 1s possible to strive for a
high-quality program even when obstacles prohibit the full realization of
certain components For example, a kindergarten classroom with 25 or
30 children cau nevertheless maintan a child development curriculum
based on child-initiated learning activities. (We are not advocating com-
placency about large class size, but we do not see this as a legitimate
excuse to stop striving for high quality.)

Each of the components is important in the operation of a high-quality
early childhood program, but the most important component is the child
development curriculum. In fact most of the other components directly

support the implementation of such a curriculum.

TasrLE 2

CoMPONENTS OF HIGH-QUALITY
EARLY CHILDHOOD PROGRAMS

A child development curnculum

Low enroliment limits, with teaching/caregiving teams
assigned to each group of children

Staff trained in early childhood development

Superwvisory support and inservice training for a child
development curniculum

Involvement of parents as partners with program staft

Sensitvity to the noneducationat needs of the child
and family

Developmentally appropriate evaluation procedures

30
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A CHird DeEvELOPMENT CURRICULUM

Imagine that you have a message to deliver to one of the kindergarten
teachers in the school where you are principal. You enter the kinder-
garten classroom and do not see either the teacher or the teaching
assistant 1 the front of the room. Gazing around the classrecom, you see
children busily at work, barely noticing that you came in. They are in the
art area, the block area, the music area — and there’s the teacher
kneeling on the carpeted floor talking to a boy in the quiet area. There's
also a teachmg assistant with several children m the house area, trying
on “dress-up” clothes. The teacher notices you and beckons. You walk
over and join the teacher in a bnief conversation. On your way out, you
stop to ask a girl n the art area to tell you about the picture that she is
pamnting

You have just imagmed a scene from a good early childhood program
‘The adults in such a program recogmze children’s intellectual, social.
and physical needs and encourage them to imtiate their own learning,
activities within a supportive environment that 1s based on a child devel-
opment curniculom  Theie are several types of child development cur-
ricula — High/Scope’s (Hohmanr Banet, & Weikart, 1979),
Montessor's (1967), and Bank Street’s (Biber, Shapiro, & Wicken- 571,
for example While each has ats own traditions of development and

research, they all embrace certam cluld development prineples.

Increasig Recognition of the Value of
Children’s Play

As US psychologists became mvolved i early childhood education m

the 19605, they developed earlv echildhood curniculum models based on

various psychological theories. Some of these models emphasized cluld-
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mitiated activity, others emphasized teacher-directed mstruction Some
curriculum developers, including High/Scope President David Weikart
and his colleagues, began to recognize the validity of theories like those
of developmental psychologist Jean Praget. Piaget's concern was with the
cognitive development of preschoolers, which he claimed was centered
on their thinking about the physical world of toys and objects rather than
about the symbohce world of reading., writing, and anithmetic  Accord-
ingly, manv early childhood educators began to emphasize in their pro-
grams ciuldren’s cognitive development as well as their social-
emotional and physical development.

A child development curriculum is grounded in Praget’s (1970) persua-
sive rationale for the learnmg value of children’s plav He held that
children learn by actively exploring their environment with all their
senses, by thinking about their actions, and by engaging in conversations
with each other and with adults. There’s ample opportunity for children’s
play in a child development curriculum, where children have many
opportunities to initiate their own activities and take responsibility for
completing them; the adults role is to help children as they make deci-
sions, not to make all the decisions for them The adults do not rely on
workbooks or attempt to maintain strict control. They are preparng
children for academic learning — not by presenting precisely sequenced
lessons of reading, writing, and arithmetic, but by emphasizing chil-
dren’s decision making and problem solving. Such an approach prepares
children for the vork demands of both the academic and the wider world
that they will eventually face.

Today’s experts concur that the core of the child development curncu-
lum is “children’s play.” that is, child-mitiated activaty. In child-initiated
activity, chiidren choose an activity within a supportice learning frame-
work created by the teacher. Children then carry ont the activity as they

see fit, unconstramed by the teacher’s defimtion of the “correct” answer
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or the “correct” use of materials. Child-imtiated activaty 1s distingmshed
from random activity by its purposefulness. it is distingwmshed from
teacher-cirected activity by the fact that the child controls what hap-
pens. As an example of child-mitiated actiaty, consider children elect-
ng to pant pictures of their own design This is not a random activity,
because as & framework within which chitdren’s selt-directed activity can
occur, the teacher has provided the pamt, the paper. the space, and the
conditions of use. Furtherniore, as the teacher and children later discuss
the pantings, it 1s the cluldren who describe and explam their work to
the teacher, enabling the teacher to label each painting wath the child’s
words and perhaps ask the child to elaborate his or her response by
telling a story about the painting that the teacher writes down.

The primary alternative to child-mitiated activity 1s teacher-directed
mstruction. which 1s virtually svnonvinous with formal schooling n the
minds of many people. !t is important for administrators to understand
that the elements of teacher-directed instruction — lectures, teacher-
centered discussions. and paperwork — all of which are standard prac-
tices in the nation’s public schools, are largely inappropriate when

young children are involced

Some Prineples of Chdd-Initiated Activity

Drawing on early cinldhood development theory, research, and prac-
tice, we can state several mterrelated principles that distinguish clild-
mtiated activity.

Child-initiated activity acknowledges both the developmental limits
of young children and their potential for learning. At one extreme are
some educational thinkers who overlook the value of early childhood
education, believing that the developmental hiats of yvoung children

preclude meamngtul learning outside their homes At the other extreme
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are those who virtudly denv any developmental lmts of voung clil-
dren. holding that cluldven can learn any thing, meluding readmg. wiat-
mg, and arthmetic, if it w orgamzed in small steps

The best early childhood learning activities are child-initiated, devel-
opmentally appropriate, and open-ended. Thev are child-inituated to
take advantage of children’s curtosity and motivation to learn trom such
actiities They are decelopmentally appropriate. meaning thev are
matched to chuldren’s inter sty and abihties, neither too casy nor too
dfficult They are open-ended m that they allow for more than one
correct response or wan of acting. a characteristic toumd more often than
not in real-hfe situations

Open communication between teacher and child and among children
broadens children’s perspectives as they learn to share ideas that are
not directly imposed on them by the teacher. A bodv ot research on
teaching and cluldrearmg has pomted to the supernorty of o “demo-
cratic,” or “authontatne,” stvle of teaching or duldiearmg that v an
alternatinve to both “authortarian™ and “pernussne” styles (Bavimrind.
1971 Puget explained that as cluldren griow up, they learn to tuke on
the perspectives of other people. perticularhy thewr peers. if gnen the
opportumty to do so If they mamh interact with lughlv authoritaran
adults, they will not learn the balanced give-and-toke that is essential

much human interaction (Praget. 1932).

The way adults and chiddren
commumeate says a lot about
the quality of an early
chddhood program

4
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Low EnroLLMENT Linvrrs

It1s essential to mamtain the favorable staff-child ratio and small group-
size that are nallmarks of high-quality early childhood prograins. Ac-
cording to the National Day Care study, three- to five-year-olds develop
best in classes with enrollment limits of 16 to 20 children with 2 adults
present — a teacher/caregiver and an assistant The study found that
children in these groups, as comnpared to those in larger groups, re.
cewved more staff attention, engaged more frequently in reflection, in
mtiation of conversation, and in cooperation, engaged less frequently in
aimless wandering, exhibited less noninvolvement during free play, and
experienced significantly greater improvement in knowledge and skills
(Ruopp et al , 1979, pp. 84-97, Travers & ( oodson, 1980, pp. 101-217)
The National Day Care study found that for three- to five-year-olds
with 2 adults in the classroom, an enrollment linit of 20 is required for
children * » merely maintain a normal rate of development of knowledge
and skills (Ruopp et al., 1979, pp. 93-95) Such an enrollment liinit
therefore seems appropriate to programs for children of average or
above-average mtellectual ability and socweconomic circumstances.
However, the same study found that an enrollment himit of 16 would be
best for a Head Start or state prekidergarten program that primarily
serves children who live in povertv or are otherwise at special risk of
school faillure. (Although High/Scope’s successful Perry Preschool pro-
gram had enrollments of up to 25 poor children, 1t also had 4 teaching
staff, which is a stafl-child ratio of about 1 to 6 ) For children below age
three, the National Day Care study recommends the following: a 1to 1
adult-child ratio for infants, an enrollment limit of 8 children (with 2
adults) for children trom mfancy to age two, and a limit of 12 chy! wren
(with 3 adalts) for two-year-olds (Ruopp et al., 1979. pp 158-160).

What does this mean for those of vou who have enrollments well
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above the recommended levels? Elementars school prineipals often find
themselves in a position 1 which the enrollment Inmts of their kinder-
garten programs and even prekidergarten programs snbstantially ex-
ceed the hmits recommended here. In a snrvey of large nrban school
districts m the 1985 — 86 school year, for example. the average nnmber of
children per adult for pubhc-school-rim prekindergarten programs was
10. and abent half of the programs had larger nmmbers than this The
average mnnber of cluldren per adult m regnlar public-school kider-
garten programs was 25 (Schwemhart & Mazur, 1987),

In such arenmstances, yon shonld still enconrage vour teachers to
emphasize cluld-mitiated. developmentally appropriate achyvities, even
thongh it 15 a more diffienlt task, yonr staft will need strong admimstra-
tive support. Yon unght enconrage them to mnite parents to assist them
u the classr om. There may be older students or elderly persons in the
commumty who conld offer classroom snpport Such volunteers need
comsiderable snpervisory support. but their contribntions can be sub-
stantial. Ultimately, yvor nmst jom w.th the school district adunmstration
to decide whether your early childhood programs are operating with
adeguate funding, and of they are not, von must decide on a conrse of

action to rectify the sitnation

TrAINED SrArE

Adults who provide care and edncation for voung cluldren need spe-
aalized traimme and expenience in child development and early ¢inld-
hood edncation A kev set of findings of the National Day Care study
established the valne of teachers and caregivers having courses and
practica i day - are. ecarly childhood education. child decelopment,

child psychology and elementary education In a comparison of pro-
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grams, those programs with a greater percentage of staff with such
tramung | tuced children who hed a better relationship with the lead
caregiver, were more likely to fimsh what they started, and imtiated
more conversations durmg free play. The cluldren also were more m-
volved i classroom activities m general and showed sigimficant improy -
ment m knowledge and skills Similarly, when programs had staff wath
more vears of day care expenence, the children exmbited less hiequent
annless wandering and, durmg free-play activities, more frequent task
persistence and less frequent nonmvolvement, the chaldren also experi-
enced greater ir wovement in knowledge, skills, and vocabulary (Ruopp
et al., 1979, pp. 98-102, Travers & Goodson, 19580, pp. 101-217)

As an administrator, you should recognize that the care and education
of young children is a legitimate teaching specialization. Famlianty
with teaching children in the upper elementary grades does not quahiiy
a teacher to work with four- or five-ycar-olds, m fact, such experience or
traming may even be a landrance if the teacher does not shift to a more
nurturant, nondirective teaching stvle and a set of expectabons appro-
priate to four- and five-vear-olds It you must ask teachers who are un-
trained i carly childho d to teach in prekmdergarten or kindergarten
classrooms, you should enconrage them to obtam carly cluldhood tram-
mg as soon as possible

In the long term, however it as important that you employ well-
trained staff who are eertified to teach in programs for young chaldren
1t appears that states are beginnmg to recognize the need for this type of
staff traimng, and this may help yom cause  In 1986, for example. 39
states and the District of Columbiaoffered early cluldhood teacher certi-
fication, either as an elementary specialty o1 as a separate certification,
38 states required earlv cluldhood certihcation for prekindergarten
teaching, and 31 states required either early childhood o1 elementars

certification for kidergarten teachmg (1htz, 1986) In general, to be
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certified. a teacher must have a bachelor's degiee with a major area ot
specialization, such as early childhood  Another approach to early child-
hood teacher certification 1s the competencyv-based Child Des elopment
Associate credential now admmistered by the Counail for Earlv Cluld-
hood Pro cssional Recogmition, a subsidiary of NAEYC

1t and when vou encounter persons who argue agamst requinmg such
credentials or other evidence of early childhood trammg. claimung that
amy body can take care of young childrer, explam that such a clam s not
comitent with research findings Nor does at recogmize the speanl
teaching/caregiving styvle required to work snccesstully with groups of
voung children — a skill that mcorporates and goes bevond parenting
skill True, some people are naturally @fted with this stvle, but most of
us must develop it through traimng and experience 1t s also true that
adults without early childhood credentials can contribute constructinely
toearly childhood programs, but they must he well superyised and must
receive mservice haming.

Another important pomt related to the protessionalism and trammg ot
carly chldhood educators concerns salurnies Onee teachers and care-
givers are adequately trained, they have achieved professional status
and should receive salaries that reflect this professionalism. To attract

talented young people to the early childhood profession, it seems rea-

Preschool staff must he

development und early
chiddhood education

adequately tramed m clald
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sonable that we offer them salaries on a par with those of clementary
school teachers. But the average annuai salary of experienced early child-
hood teachers today, mostly in Head Start and private child care, 1s
under $10.000 — several thousand dollars less than the average annual
starting salary of elementary school teachers (Grubb, 1987). Despite
these lower salaries, some of the most nghly educated and expenenced
early cluldhood teac! ers can be found working in Head Start and private
ch.dd care. You should not overlook this valuable resource for advice

about how to operate your early childhood programs

SUPERV15SORY SUPPORT AND INsERVICE TRAWNING

As an admmistrator, you need to understand and actively support the
goals and operation of un early childhood program and its curnculum
You should be prepared to do the following,

+ To e.plain and defend vour curnculum to parents, other
teachers and staff, ether adimistrators, and commumty leaders

* To assure that stafl, caldren, and the program itself are evalu-
ated by developmentally appropriate measures and standards

* To provide the program with the equipment and recources nec-
essary for a developmentally appropriate curriculum

* To hire qualified stafl. see that they recene adeguate compen-
sation, and encourage teamwork among staff in each classroom

* To enable staff to spend at least 30 mnutes a day in program
planning

* To allocate staff time for monthly inservice traming sessions and
assure that these sessions lead to svstematic apphication of chald develop-
ment principles in the clissroom

+ To work wath staff and parents to resolve parents” after-school

child care needs
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Admmistrators are espeaially responsible for the inservice training of
early childhood staff. Such traming ought to take place at least monthly
to address 1ssues that arise in the program’s day -to-day operation When
you provide good inservice tranmg, you gnve your staff the opportumts
toncrease their professionalism and to recen e emotional support from
other teache s as well as from you m their effe ts to mplement the
curricelum Some building princaipals and program directors can take
adhvantage of the mservice trmmng opportumties provided Iy their dhs-
tnct’s or agency s early childhood specialist If vou do not have such
opportumties. yon can encourage your early childhood staff to torm
study groups i which they read and discuss early childhood materals,
such as articles in the NAEYC journal. Young Children In addition. you
can send your staff to v anous early childhood conferences and/or educa-
tion programs at local unnersities, where they will associate with other
early childhood educators and stav current with the most recent devel-
opraents m the early childhood field (To help vor m such efforts, we
have mcluded a hst of national mformation sources on early claldhood

progeams m Appendix B )
PareNT INVOINEAE N

You know that parent mvolvement 1s essential to good education pro-
grams at all age levels, but many of vou find 1t ditficult to develop.
particularh when so may parents are m the work force, There are no
casy solutions to this problem  Nevertheless, we affism that parcat m-
volvement s especully important i hagh-quahty early childhood pro-
grams and encourage vou to think creatively about how to overcome the
obstacles vou may encounter m trving to achieve successful parent -
volvement m vour school

A high-quahty carly clildhood program mvolves parents and i sensi-
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tne to their needs. Recognizmg parents” crucial importance - luld’s

development. you and vour stafl should form a partnerslup =+ wem

Bemg partners means that you and your staft should bhe o * o .plam

child developne nt principles to parents  Bemg partuers 1ieans diat if

parents want to h lp their four-vear-old learn to read. you can show
them how to focus on the emerging language skills that are most appro-
priate for cluldren at this age

Being partuers means neither bemg too authoritarian towards parents

(tor example, clamng to know what’s best for the cluld regardless of

parental perceptions) nor beg too accommodating to them when they
want mappropriate acadennc demands placed on voung cluldren Bemg
partners means vou and your teachers are the recogmized experts or
principles of child development and should be acknowledged as such In
parents — but parents are the long-standmg experts on therr cluldren’s
behavior. trats, and fanuly background. When you can help parents see
therr cluldren’s familiar behavior m developmental terims, you and you
staff provide a valuable service

Bemg partncr with parents means you and vour earlv cluldhood
program staff he'p parents develop appropriate expectations for their
voung children. Some parents hold unnecessarilv low expectations for
their cluldren, “hev do not recognize the potential value of early child-
hood eduacation m helpmg their cluldren aclueve deselopmentally ap-
propriate knowledge, skills, and positive attitudes Other parents hine
evpectations that are too high or mapproprately acadennce Inappropr-
ate expectations tor chuldren. either too low or too lugh, may be held by
parents of amy sociweconomic level You and vour staft have the oppor-
tunity to help these parents For example. 1if parents drop off and pick up
their child at school. vour teachmg teams can seize this opportumty to
talk wath them about their child’s progress Ideally, your staft should

alvo meet with parents, mdmadually or as a group, at least monthly to
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disenss program-related topies. In some cases, staff mav have to reach
ummolved parents by scheduled home visits: Because most parents are
cager to learn more about clnld development. vou conld offer discus-
sions at parent meetings on how' to disaiplne cluldren properhy, how to
torm developmentalls appropriate expectations tor cluldren, how to pro-
vide for cluld-imtiated learnmg, how to engage in parent-child activities
that promote desvelopment. and how to assess a clild’s develor:ental
status and progress. Your active partiapotion in parent-stafl meetings
can contnbute greatly to their success

Bemg partuers with parents means encouraging, parents to come mto
the classroom. Parents can adneve greater understanding of and sensi-
tnats to cnld development by joimng the teachmg/careginmg, team m
the classroom as well as m daly plamung sessions. Parents should always
be welcome m the classroom i« meaningful capacity — erther as

mformed observers or as volunteer waching/caregin mg assistants

SENSITIVITY 10 THE NONEDUCATIONAL. NEEDS OF
CiiLpreN anD Favunies

In addhtion to wanting toknow how to help their voung cluldren develop
m age-appropriate wavs, famihes are wresthng with w ther issues.
Consder. for exaple, that the mothers of 53 percent of children under
age six are in the labor force (1'.S. Burean of Labor Statistics, 1987
Most of the voung chuldren with emploved parents need chidd care
arrangements for the parents’ full work day If they are m a school-based
carly childhood program that operates either part-day or for the full
school day, they need some kind of clald care arrangement for the re-
mainder of the work dan Nearlv half of this cluld care is provided In
fannly members and other relatises either m the cluld’s home or w theor

own home A little over one fourth s provided by nonrelativ es i private
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homes, and nearly one fourth 1s provided in day care centers and nurs-
ery schools {U.S. Bureau of the Census, 1987Dh).

For these reasons, it would be helptul for vou and vour staff to get to
know the cluld care providers of the children in your school These may
he providers who operate day care centers or day care homes or who
participate m less formal arrangements. A primary point of contact for
public school staff and child care providers is in arranging transportation
for the children. If school buses are provided, srrangements can he
made for transportation between the school and the child care facihty
The public school could also serve as a convement site for meetings
of the community’s early childhood teachers and caregivers

When families have both parents einployed, parent-staff communica-
tion is difficult to schedule and must be pursued vigorously. Encourage
vour staff to schedule evening conferences, possibly in parents’ homes,
to accommodate the schedules of working parents. But this problem
mvolves the business commumty as well as parents and teachers. The
Committee for Econonmie Development recommends that “business de-
velop flexible policies that allow and encourage both parents and m-
terested nonparents, especially those who are hourly employees, to
participate actively in the commumty’s schools™ (1985, p 26) Such a
recommendation should be apphed as well to prekmdergarten programs

that are not in schools Try to work out cooperative arrangements with

Adnunvstrators play a eruaal
role i assurig program
success They must
understand, accept, and he
willing to defend the goals of
an early childhood program
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local businesses that would provide release time for parents to attend
school functions or to serve as volunteers m classrooms.

Consider also the issue of child and family poverty The poverty rate
among children under age sis was 22 percent in 1986 Fortunately, this
rate has steadily declined from its high point of 25 percent in 1983, hut it
is still snbstantially above its low point »f 15 percent 1n 1969 (U.S Bureau
of the Census, 1987a). Since it began operation in 1965, the national
Head Start program has focused primanfy on children living in poverty
Today, half of the states have also mitiated their own early childhood
programs, and most of these programs are aimed at children who
are living in poverty or otherwise at risk of school falure (National
Governors™ Association, 1987),

Experience has shown ihat if an education program tor impov erished
childreii 1s to make sense. the noneducational needs of the children and
their families must be addressed. Children need adequate nutnition.
and young children living in poverty may verv well need meals to be
provided at the carly childhood program site. Also, poor famulies may
need assistance in finding “gencies and services to help them Parents
who are poor cften lack education and may be \literate. Lateracy train-
ing for parents can go hand in hand with carly childhood programs. A
recent evaluation found that Kentucky's Parent and Child Education
program (PACE) led 49 percent of participating parents to complete
their high school equivalency certificadon (GED). In a comparable con-
trol group in adult hasic education, only 15 percent attained the GED
(Kim, 1987).

Although you cannot be all things to all people, you and vour staff are
in a unique position enabling vou to offer referral and to serve as coun-
selors and friends to children and families who hive m poverty or who

experience other social problems.
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DEN ELOPMENTALLY APPROPRIATE
EvaruatioNn PROCEDURES

Your early childhood teachers make decisions about cluldren, and as an
administrator. vou make decisions about both children and teachers,
decisions that are based on either formal or informal evaluations of
teachers’ and children’s behavior and activities. Formal evaluation pro-
cedures, by making exphcit the criteria for decisions, can make decisions
more fair (see Spodek, 1982, pp. 523652, Goodwm & Driscoll. 1980).
The two main objectives of early childhood evaluation are to assess
program quality and to assess children’s development.

Assessing Program Quality

Program quality can be assessed by comparing what is observed in an
early childhood program to a set of standards for quality To assist vou in
assessing the quality of vour program, we have constructed an early
childhood program quality questionnaire (presented in Figure 1).
Other general program-rating instruments are the Eurly Childhood
Environment Rating Scale (Harms & Clifford, 1980) anc the NAEYC
standards of program quality (1984) The choice of more cetailed curricu-
lum assessment depends on the particular curriculum model that s
bemg implemented For example, tramed observers can assess the im-
plementation of the High/Seope Curriculum with High/Scope’s Program
Implementation Profile This instrument, available m draft form from
the High/Scope Press, looks at room arrangement, matenals and equip-
ment. daily routine. content of teacher-child interactions, team eval-
uation and planning. parent involvement. inservice traiming, and

supervision
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Fiunr |

EAr1 CHILD10OD PROGRAM
QUALITY QUESTIONNAIRE,

A. Enroliment and Staffing

1 How many children are enrolled in each early childhood classroom in
your school?

2 Given the number of teaching staff assigned to these classrooms. what
1s the adult-chiid ratio?

. __to

3. How many early childhood teaching staff members are at each of these
levels of child development/early childhood education training?
-...— master's/doctorate in early childhood deveiopment/education
-- - bachelor's degree in early childhood developmentieducation
_____ Child Development Associate credential
—___. some college courses in early childhood development'education
—-. ho training in early childhood development/education

B. Supervisory Support and inservice Training

4. How much time do you spenc discussing the educational curriculum
and program operation with your early childhood teaching staff?

.. __minutes/day minutes week . minutes/month

5 How much time does your early childhood teaching staff have for team
pianning, when they are on the jJob but not in contact with children?

. _ .. minutes/day _ minutes/week minutes;month

46
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6. How many hours of inservice training did your early childhood teaching
s* ff have last school year?
- .. hours

7. What were the three most recent inservice-training topics?

C. Parent Involvement

8. How much time does your early childhood teaching staff spend with
parents in informal discussions about children?

,,,,,,, _minutes/day ________ minutes/week ______mnutessmonth

9. How many meetings with parent groups did your early childhood
teaching staff hold during the last school year?
o meetings
10. What were the topics of the last three of these meetings?

11. How many meetings with individual parents, at school or in the parents’
homes, did your early childhood teaching staff have during the iast
school year?

meetings per family

D. Noneducational Needs of Children and Families

12. Does your early childhood teaching staff know what other early child-
hood care and education arrangements their children have?

- no . yes

13 Did your staff meet during the last school year with these other teachers
and day care providers?

_no ____yes

14 Does your early childhood teaching staff know how to make reterrals to
social agencies for families who live in poverty or face other problems?

.no ____ yes
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15. Does your early childhood teaching staff recognize chilzren’s handicaps
and know how to make appropnate referrals?

_.__.nO __ . ___yes

E. Child Development Curriculum

16. Are the early childhood classrooms arranged in interest areas?

______ _no _____yes

17 Do the early childhood classrooms have a balance of matenais, com-
mercial and noncommercial, that are accessible to the children and that
have a variety of uses?

e . ..no ___ ___somewhat _______ vyes

18. Do children in the early childhood classrooms spend a substantial por-
tion of ime each day engaged in activittes that they initate themselves
with teacher support?

... _-no ___ . somewhat ._....yes

19. In group activitias, are the children given opportunities to make choices
about activities?

— .....ho _. ._somewhat _ ____ yes

20 Does your early childhood teaching staff spend substantial time talking
to children as indlividuals and i» small groupings?

——_....no ____.__somewhat ____ _yes

48
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Assessing Childrens Development

Children’s development may be assessed by tests, systematic in-pro-
gram observation by trained observers, and ratings by teachers. The
various types of tests for young children mclude tests that screen clul-
dren for potential educational problems, tests that diagnose the nature
of these problems, tests that measure children’s school readmess, and
tests of curriculum outcomes

Amy test or other assessment method that 1 used should meet the
established eriteria for validity and rehability (American Educational
Research Association, Amernican Psychological Association. & National
Counal ou Measurement m Fducation, 1985) In the assessiment of
voung children’s performances  two aspects of vahdity have special nm-
portance — developmental validity and predictive validity. Dev lop-
mental vahdity means that the performance items bemg measured are
developmentally appropriate for the chuldren hemg assessed At the
early childhood level (azes three to seven), performance items should
represent what Piaget called preoperational thmking This includes such
mtellectual skills as placing things n categones and rankmg them by
some physical attnibute. Predictive vahidity means that an early clnld-
hood measure can predict children’s later school success or failure, as
defined by achievement test scores or acadenne placements (that 1s, on-
grade, retamed m grade, or placed m special education) durmg the
elementary grades. Over the longer term, predictive vahdity can even
refer to stuch potential outcomes of the educational process as hiteracy,
employment, or avoidmg crumnal activity

Sometimes, assessment measures are used to screen children for pro-
gam entry. I an early clnldhood program 1s ot open to all clildren ot a
certamn age, children must be selected for the program by some criteria

These enterra generally focus m some way on risk of school failure
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Unfortunately, valid and rehable sereemng tests are virtually non-
ewstent for children under three vears of age, and only a handtul et
for three- to siv-vearolds. A recent review of sereenmg imstruments
recommends only four of the many that are on the market — the Denver
Developmental Screemng Test, the Early Sereenmg Imventory, the
McCarthy Screemng Test, and the Mmneapolis Preschool Sereenmg
Instrument (Mewsels, 1983). Not all options mvolve tests, how ver For
example, one option s to select for program entry cldren hving m
porerty (regarding school fulure, it may be argued that poverty 1s more
predictive than existing screeniug tests)  Another option 1 to select
cluldren on the basis of sonie sereenmyg test that wdentifies them as bemg
at nisk of school fulure. A third option 1s to use some combwnation of
the poverty entenion and the screenmg-test enterion

You should be aware that tests that resemble academic achievement
tests, whether they are used for screening or for outcome assessment,
are wholly inappropriate for young children in content. format. and the
sustained attention that they require of children. Except for carefully
defined mntellectual skills, most young chudren are not ready for many of
the skills of reading and anthmetic computation expected m el mentars
school Children’s progress in developing academic skills does not need
to be assessed before first grade. Early childhood education does not
speed up children’s academic achievement; rather, it builds a solid
foundation for it.

High/Scope’s Child Observation Record 1s an example of a develop-
mentally valid mstrument. 1t relies on svstematic n-program observa-
twns of voung cluldren’s performance by ttamed teachers or observers
It is based on aseries of written records of cluldren’s performance over
the course of several weeks, Child Obsersation Record items represent
High/Scopes key-experience categonies of language, representation,

classification. seriation {placmg things m orden). number, spatial and
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temporal relations, movement, and social/emotional des elopment, It has
been field-tested successfully We recommend that it be used only by
persons who are well trained m the implementation of the High/Scope
Curriculum. (Copies of the Child Observation Record and accompany-
mg manual are available from the High/ Scope Press.)

Now that you have reviewed the hallmarks of a hugh-quality early
childhood program, the next step s to see how such a program fits into a

public school setting.
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How EArLY CHiLpbHOOD EjpucarioN FiTs
INTO A PUBLIC SCHOOL SETTING

dministrators trving to operate early childhood programs in

public school settings have many important questions to con-

sider. What about postponing kindergarten entry? Should a
prekindergarten program for disadvantaged children emphasize direct
instruction m the basic skills? What are the dangers of labeling young
children by placing tl:em in early childhood special education programs?
Is a Montessori program a good way to go? What is the role of child care,
in centers and in private homes? How does good early childhood educa-
tion compare with Madeline Hunters educational approach? How does
good early childhood education fit into an “effective school™? To answer
these questions, you must be aware of the various ideas and theories
about the purposes and practices of early c.aldhood programs that we
presented in the previous chapters. In this chapter, we describe today's
most widely used approaches. Qur goal is to help you make decisions
about how vou will operate vour early childhood programs.

Since child-initiated learning is so important in early childhood edu-
cation and has such widespread appeal in the early childhood field,
many formal and informal curricula now embrace it. Child-initiated
activity, as we have defined it, 1s central to the curricula espoused by
such early childhood education schools and training facilities as Bank
Street College in New York City, the Erikson Institute in Chicago,
Pacific Qaks College in the Los Angeles area, and the High/Scope Edu-
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cational Research Foundation It has smmlar status m the curncular
approaches advocated by the early cluldhood departinents of the vast
majority of U.S colleges and universities and of the Clnld Development
Associate traming being conducted by the National Association for the
Education of Young Clnldren.

But some well-known early cluldhood curriculum approaches do not
emphasize all aspects of child-imtiated activity A basic tenet regarding
child-mitiated activaty 1s that it should melude open-ended commumiea-
tion between teacher and child that can broaden the child's perspectne
as he or she learns to share ideas that are not imposed directly by the
teacher. This type of interaction acknowledges both the developmental
limits of voung children and their vast potential for learmng, thus, the
resultant learning activities are detelopmentally appropriate In devel-
opmentally approvnate iearnmg programs, young children engage
purposeful learnn g and make deasions about their activities

With thisy focus to gade 1w, we will first deseribe the High/Scope
Curniculum, one ty .+ of developmentally appropriate cannculum. Then
we will entique five other ieading educational approaches used with
voung children  the Direct-Instruction appiodch. the diagnostic-pre-
seriptive special education approach. the Gesell Istitute approach, the
Montesson approach, and the Madehne Hunter approach We will con-
clude by considermg how good early childhood education can promote

effectinve schools
The. Hicn/Score Cunrgic v

The Thgh/Scope Curniculmn 1s 4 coordmated set of ideas and practices
m catly cluldhood education ongmally formmlated m the 1960y and 1970+
by the staft of the High/Scope Educationai Research Foundation, under
the leadenslup of David P Weak it (Hohmann, Banet, & Weikart, 1979,
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Welkart & Schwembhart, 1987) Todav, tae High/Scope Curriculum s
bemg svstematically emploved i thousands of classrooms throughout
the US. and in manv toreign countries

The tundamental premise of the High/Scope Cnrnculum, based on
the child development ideas of Jean Praget, 1s that <hildren are active
learners who learn best from activities that they plan and carry out
themselves Teachers and children work together with mutual respect
The teachers arrange mterest areas in the classroom and mamtam a danly
routie that persmts children to plan and carry ont their own activities
Durmg these activities, the teachers jomn m and ask chldren questions
that help them think. The teachers keep in mind and encourage various
key experiences that help chiuldren learn to place things m categonies, to
rank things m order. to predict consequences, and to engage m other
actions that promote healthy mteHectual development

Unlike many curniculum models. the High/Scope Curnicuium does
not require the purchase of special matenals, the onhy cost involved 15
that of equippimg the classroom m a way typical of any good nursery
school program. While the mitial changeover to High/Scope methodol-
ogy may be difficult for some adults, once mastered, this methodology
frees them tor comfortable work wiath children, other adults, and super-

visors. The High/Scope Zurriculuin has worked well with childeen m

The High!Scope Curriculum
is being implemented in
thousands of U'S dlassrooms

and in many forewgn countries
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many countries over the vears It 1s firmly limke 2 to both developmental
theory and historical practice, and 1t has been validated through long-
tuchnal studies over the past 25 vears Perhaps most important, it lends
iself to adult traming and supervision. so that parents and admnustra-
tors can rest assured that high-qual.iy programs are being provided

for cluldren

Actree Learning by the Child

The cntical prinaiple underlving the High/Scope Curriculum s that
teachers must be fully comnutted to providing settmgs m which chil-
dren lear: activelv and construct their own knowledge The child’s
knowledge comes from personal interaction with the world — from
direct experience with real objects and the application of logical thinking
to this experience The adult’s role is to encourage these experniences
through room arrangement and by using a supportive questioning stvle,
thus helping the cluld to think about the experiences logically. In a
sense, chiidren are expected to learn by the scientific method of obser-
vation and mference, at a level of soplistication consonant with their
development The essence of the scientific method is learmng from

experience, and even the voungest child can do that

Role of the Adult

Children anda adults alike are active learners m the High/Scope Curncu-
lum By daily evaluation and planning. adults analvze their expr aences
with children and conside. classroom activities that occurred that day In
this way, adults strive to achieve new insights mto cach childs umique
skills and interests Adults strive to challenge themselves by observing

one anvther’s pertorivance and mteracting with fellow staff in mutually
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supportive wavs

Anmportant aspect of the curriculum s the gurding role of the adult
While broad developmental milestones are employ ed to momtor cll-
dren’s progress. the adult does not attempt to teach defined subject
matter Instead. adults histen closely to what children plan and then
work with them to extend their actimities to challenging levels. The
questioning style adults use 1 one that ¢ uerts mformation from the child
— mformation that can help an adult participate in the activity or that
can lead to the cluld’s further activity For example, “test” questions
about color, number. or size are rarely used, mstead. adults ask, What
has happened? How can this be made? Can you show me? Can vou help
— — (another child)? Such a supportive questioning style pernuts
free conversation between adult and child. It also serves as model lan-
guage for children to use with one another This approach pernuts adults
and children to mteract as cooperative thimkers and doers rather than
as active teachers and passive pupils. All are sharing and learning as
they work

The High/Scope Curnculum shares this emphasis on the child as an
active learner with historic eanly childhood approaches, like those of
Froebel and Montessor1 1t differs from these approaches. however.
that 1t uses cogmtn e-developmental theory to place primary emphasis
on problem solving and mdependent thinking. while the historic ap-
proaches have focused on social development and relationships In the
High/Scope niodel. teachers continuowsly gauge the cluld's develop-
mental status and present mteliectual challenges intended to stretch the
child’s awareness and understanding. In social-development approaches.
the child’s active learning takes place because the teacher stands out of
the way and permits 1t to take place, not because the teacher encourages
it to happen. In some Montessori programs. for example, teachers view

themselves almost as guests in the child’s classroom environment.
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A Daly Routine to Support Actice Learming

To create a setting m which children can learn actively. a consistent danly
classroom routine 15 mamtamed that varies onhy when the child has farr
warnmg that things will be different the next dav. Field tnips are not
surprives, and special classroom visits or events are not planned on the
spur of the moment. This adherence to routme provides a learning
enmvronment that enables children to enjov the opportumty to make
mdependent decisions and to develop a sense of responsibility for their
actions

The daly routme m the High/Scope Curriculum 1s made up of a plan-
do-review sequence and several additional elements The plan-do-
1eview ovele iy the central device m the curniculum that gnes children
opportumties to make choices about their actinities and vet keeps the

wcher mtimately mvoived in the whole process. The elements m the
dailv route are described m the following paragraphs

Planning time. Children make choices and decisions all the time, but
seldom are thev encouraged to think about these decisions m a systema-
tic way or to reabize the possibiities and consequences related to the
choices they have made Durmg planning time. children have the op-
portunity to express their ideas to adults and to see themsehes as mda-
viduals who can act on decisions They expenence the power of
independence and the jov of workimg with an attentive adult as well
as with peers

The adult and child together discuss the childs plans before they we
carnied out Thas helps children form mental pictures of their ideas and
obtan notions about how to procecd  For adults, developmg a plan with
the child provides not onlv an opportumty to encourage and respond to
the chuld’s ideas and to make suggestions to assure the plan’s success but

also a chance to understand and gauge the chld’s unique level of devel-
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opment and thmking style Both cluldren and adults recene henefits
Children feel supported and ready to start their plans, while adults have
e s of what to look for, what difficulties children night have, and
where help mav be needed In such a classroom both children and
adults assume appropriate roles of equal nnportance

Work time. The “do” part of the plan-do-ieview evele s work time.
the penod after children have finshed plammg 1t 1v generally the
longest single time peniod m the dwly routme and s a busy and active
pertod for hoth the children and adults.

Adults new to the curnculum sometimes find work time confusing
because they are not sure of their role. Adults do not lead work-time
actiities (children execute thewr own plans of work). but neither do
adults just sit back and passively watch, The adult’s role durmg work
time s first to obserte children to see how they gather mformation.

and then to enter into the

mteract with peers, and solve problems
children’s acticities to encourage, extend. and set up problem-solving
situations.

Clean-up time. Clean-up tine » wedged into the plan-do-review
cvele m the obvious place, atter the “domg ™ Durmg this tune, children
return naterials and equpment to their places and store their mcom-
plete projects This process not only restores order to the classroom but
provides opportumties for children to assume responsibihity for domg so
as they sort matenals and put them away

The way the classroom 1s orgamized 15 of special importance  All ma-
terials in the classroom that are mtended tor childrens use are within
their reach and on open shelves. Clear labeling and ordermg are essen-
tial, usually with pictures or simple drawings and printed labels pm-
pomting where the objects are to be stored o the shelt. With such an
orgamzational plan. children can realisticallv return all work materrals to

theiwr appropriate places and use many basic cogmtive skalls in domg so
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Recall time. Recall time 15 the final phase of the plan-do-review se-
yuence. The children represent their work-time expenences inavanety
of developmentally appropriate ways. They nught recall the names of
the children they involved in their plan, draw a picture of the bulding
they made, or recount the problems they encountered Recall strategies
mclude children drawing pictures of what they did, making models,
reviewing their plans, or verbally recalling the past events Recall time
brings closure to children’s planning and work time activities. The
adult’s role 1s to help clildren realize the connection between their
actual work and their original plans.

Small-group time. The format of small-group time is fanubar to all
preschool teachers. The teacher presents an actvity m which children
participate for a set period of time These activities are drawn from the
cultural background of the children, from field trps the group has
taken, from the seasons of the vear, and from other age-appropriate
group activities mvolving cookmg. art, music and movement, and <0 on.
Although teachers structure the actwity, children are encouraged to
contribute 1deas and solve 1 their own way problems presented by the
adult Activities follow no prescribed sequence but respond to the clul-
dren’s needs, abilities, interests, and cogmtive goals Once children have
had the opportumty to make personal choices aud solve problems, the
adult can further extend the children’s ideas and actions by asking them
open-ended questions and by settmg up additional problem-solving
situations.

An active small-group tume such as described here gnes cluldren
valuable learning experiences, mcludimg opportumties to explore
materals and objects, use their senses, make chowces and decisions,
solve problems, and work with adults and other cluldren

Large-group/circle time. At circle time, the whole group meets to-

gether with an adult for 10 to 15 minutes to play games, sing songs, do
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finger plavs, do basic movement exercises, play musical mstruments, or
re-enact a special event Circle time provides an opportumty for each
child to participate n a large group, share and demonstrate ideas. and

learn from the ideas of others

Key Experiences in Child Decelopment

Cluldren’s progress i the curriculum s reviewed around a set of key
experiences. Wlile the plan-do-review sequence conducted withm a
consistent dailv routme 1s the hallmark of the Higl/Scope Curriculum
for the child, the key expeniences are the central feature for the teacher
Key eaperiences are a wav of helping the teacher support and extend the
child’s selt-designed activity so that developmentally appropriate exper-
ences and opportunities for growth are constantly avmlable to the child
They provide a way of thinking about the curriculum that frees the
teacher from the actiiaty workbooks that chacterize some early cluld-
hood programs or the scope and sequence churts that dommate the
behavioral approaches.

The key experiences are important to the gros th of rational thought
in all children, regardless of nation or culture They are also very sunple
and pragmatic The broad areas of key expeniences identified thus far are
the following.

+ active learnmg

using language

representing experiences and deas

classification

seriation

numben concepts

spatial relations
&

.
¥

time
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These areas are further dimided mto types of expenences For ex-

ample, “active learnmng” v subdinvided as tollows

evploring activehv wath all the senses

discorermeg relations through direct expernence

manipulating. transtormmg. and combhimng matenals

choosing materials. activities, purposes

acqurnng shills with tools and equipment

usme the large muscles
¢ taking care of one’s own needs
“Number concepts” has the follow mg subdi mons
« comparmg number and amount moredess. same amount
moredewer. same . ber
« comparg the number of itenis m two sets by matchimg them
up m one-to-one correspondence iexample  Are there as mam
crackers as there are children”
« enumerating (countme) objects, as well as counting by rote
The kev experiences are not mutually exchasnve, and any gnven learn-
mg activity may molve more than one tvpe of expenience Yet tins
approach gnves the adult a elear frame of reference m thimking about the
program and the youngsters In addition. the kev-expenence approach
provides structure to the curriculum while allowmeg room tor new ty pes
ot experiences Thus, as High/'Scope statt develop the curmenlum m the
areas of soctal-emotional development. movement. music. computens,
and drama. additional kev experiences will be identified The kev expe-
riences assure that the hgh/Scope Curniculunm will contimue to evolve
and to promote children’s healthy growth and development
Throughout this discussion of the curriculum model. we have mdi-
cated ats Hevdality w varous wavs Perhaps, it wor ld be better to call

the curniculum a methodological framework vather than a model Adults,
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workmg withm the curnculum framework, establish the context of the

program, the children actually provide the content

Role of Purents and Communty

From the outset of development of the High/Scope Curniculum, parent
participation has been one of its hallmarks In the imtial period, teachers
made home visits each week to each participatmg fanuly, wath the focus
usually on the mother and participating child  The key to eflective par-
ent mvolvement 1s recogmition of the mterrelatedness of the roles of
parents and teachers While school staff have valuable knowledge to
impart to the family, parents have equally imeoriant nformation to
unpart to the school staff about the child — about the famly's culture,
language. and goals. The belief that parents and staft are hoth experts m

their own domamns is essential to the success of the program

Training m the High/Scope Curriculum

Effective traming m the High/Scope Curriculum has certam kev ele-
ments. Trainmg has to be on-site and curricnlum-focused. It must be
adapted to the actual work setting of the teacher (to the equipment.
space, and so on) and adapted to the group of children involved (for
example, handicapped. nlingual). It must also be related to the culture
of the children if it 15 to involve parents m some svstematic wa
Trainming sessions are wdeally scheduled about once a month, hecause
teachers need a penod of time to put trammg mto practice. to share it,
to think about it, to see the gaps in therr own thinking, to see the gaps
the program bemg presented, and to make adaptations to their own
setting. There s a stress on consistent delivery to the individual teacher,

mamtained by observations and feedback Through a national program
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of endorsed teacher-trainers, High/Scope staff are helpmg to provide the
support necessary to estabhish and mamtain high-quality programs with

adequately tramed teachers.

DirecT INSTRUC TION

Direct-Instruction programs seek to make teacher-directed mstruction
more efficient by seripting the teachers spoken words and the child’s
likely responses As in all teacher-directed instruction, the teacher
transiits spokcn and written inforination to children and, through ques-
toning, paperwork, and tests, checks to make sure the information has
been receved

In Direct-Instruction programs, teachers initiate all the activities,
children mitiate none of them. These activities may be developmentally
appropriate, but sometimes they are not — as, for example, when flash
cards are used to teach reading or anthmetic to very young children.
Teacher questioning looks for single, “correct” answers and is not open-
ended. The teacher identifies the child’s entry-level skills, then presents
mstruction along predetermined lines, based on these skills. Interaction
among children 1s not a part of the curriculum model.

At 1ts best, the Direct-Instruction approach encourages teachers to
beheve in children’s potential. Direct-Instruction advocates embrace
the concept that anyone can learn virtually anything if 1t 15 organized
to understandable steps They hold that if something 1« not learned, it
15 because such a learning opportunity is not available

But Direct Instruction tends to undervalue maturation as a major
determinant of children’s developmental status. As a case m pont, Carl
Bereiter, a designer of the Direct-Instruction program used in the

High/Scope Preschool Curniculum Comparison study, sees his pro-

M
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gram’s objectives for preschool childien as academic. not preacademic
(1986) But. others beheve that while young children possibly can learn
academic skalls m this way, ermcial opportumties for deselopimg their
social skills may be sacrificed m the process

Another advocate of teacher-directed mstruction, Marva Collins, the
wideh known educator who espouses a plulosophy of high expectations
and “tough-love™ m educatmg ghetto children. touts her success m get-
tmg them to read two grades above national norms, seemimg to mph
that many others can do as wellif treated m a sinlar fashion: The danger
of acceptmg this “anyone can doit” plilosophy about acadenuc achieve-
ment 15 that while some chiidren might succeed bevond expectations,
others. if pushed bevond their current developrental stage, might

evperience only fulure and frustration

DIGNOSHC-PRESCRIPTIN B
SrrC1al. Eptc anion

While diagnostic-prescriptive special education mav occasionalls in-
clude some child-imitiated activity, it 1s essentially teacher-directed m-
struction wherem the teacher 1s i control of the preseribed teaching
This 1s the prevalent approach m early childhood education for hand-
icapped chaldren Its popularity may be due to the fact that it awoids
ambiguties by concentrating on discrete, achievable steps

In this approach. testing 1s mterwoven with teachg First, clildren
are tested to determme their ehgibibity for the program (Mersels. 1955
Neat, children sereened mto the program recene a diagnostic test that
ientifies skills on which they are deficent The teacher then directs the
child m actnaties that are mtended to improve the deficient skills and

that often do. to some extent After teaching. the child 1 tested again,

84




ERIC

Aruitoxt provided by Eic:

50 A SCHOOL ADMINISIRATORS Guine

and the sequence i repeated. Generally. m this approach. childven do
not mtiate their own activities

Expenence has shown that encomagmg hawdicapped children to iti-
ate therr own activities enables them to develop therr strengths as well
a to stiengthen their weaknesses As children develop therr strengths,
thes learn they can do thimgs that they want to do. so they develop
feelmgs of competence and self-confidence

Dragnostic tests categonze children, sometimes unfarly, and the re-
sultant teachmg seldom completely removes clnldren from their desig-
nated categories Thus, a child can be labeled early in hfe and find at
difficult to escape from this association, even af the label 1 no longer
relevant or was incorrect to begm with We believe that the use of
dlagnostic categones m earlhv childhood specual education should be
mmmized. perhaps hmited to the smgle category of “elyalnhty for
service.” Michigan, for example has such a category. called “preprimary

mpared ”

T Grskrl INSHITURE APPROMH

The Gesell Institute of Human Bevelopment presents mstead of a
formal curriculum model, a set of deas about clild development and
school 1eadimess Founded m 1950 by colleagues of Arnold Gesell. the
Gesell Tnstitute has been active m trammg public school personnel
throughout the U'S m cluld development. cluld observation, and the
sereening of voung children for school readmess Gesell Enstitute tram-
mg has often focused on the Gesell School Readimess Sereenmg Assess-
ment For some 25 percent of chuldien, the Gesell Institute expects such
sereenmg to 1esult m recommendations that they postpone entry mto
recular kindergarten or first grade by a vear

Wihile Arnold Gesell's work s constdered maturationist. the Gesell

(]
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Institute today recogmzes that childhood deselopment depends on early
childhood expenience as well as on maturacon  This modern Gesell
approach recogmzes school falure as resultmg either from placement of
less-matme chaldren in grades for which they are ready chronologically
but not developmentally (Ames. Gillespre. & Strefl, 1985) or from a lack
of developmentally approprate learmng experiences m the preschool
vears, particularly among children who hyve in poverty A school district
wmg this Gesell Tustitute approach would ofter prekindergarten pro-
grams as well as transition programs, either before kindergarten entry
or between kmdergarten and first grade

Sereemng children for kindergarten readiness has become an issue m
some school svstems because educational “reform™ has led to mereased
pressure from adinmistrators and parents to place academic expectations
on kindergartners Noted clnld development expert David Elkind (1986,
1987) has argued persuasively that ehildren are harmed by such pres-
sure. both m education and m Amencan society as a whole  While
technologcal advancements have miven voung children aceess to more
mformation than ever before, technology has not ¢anged the way

young children relate to the world Froebel's idea of a “cluld’s garden™ in

Sereentag elildren for
kdergarten readiness s u
hotly debated topre among
today’s carly childhoo-
educators
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which five-yvear-olds play s just as vahid today as 1t was m the early 1800s.
The Gesell Institute speaks for the earlv childhood field when it tells
public school educators that most five-year-olds are not ready for eca-
demic kindergartens and that decelopmental kindergartens should serve
all cluldren, not just those judged to be ill-prepared for academe
kindergartens

The childs developmental age. not chronological age. should he the
basis for his or her grade placement and other decisions affecting the
mdicrdual educational program The Gesell Institute has put this prin-
aiple nto practice by using the Gesell School Readiness Screening As-
sessment to identify the developmental ages of children, although the
measure has not yet been psychometnically vahdated 1t 1s particularly
important that the instrument demonstrate predictive validity — a hugh
percentage of correct placements and a low percentage of mcorrect
placements in the populations for wlich it 1s used Until the instru-
ment’s validity and relability are thus documented. the Gesell Institute
recorrmends that it not be wsed tor placement decisions, except on a
chisical basis and in combination with wmformation from parents.
teachers, and other assessment procedures (sce Mesels, 1987)

Postpoming school entry a vear or spending a year in a transition
classroom could help achieve a better match between developmental
status and grade placement for some cluldren Such a match may be
espectally important in the elementary grades because of the prevalence
of teacher directed instruction  But if child-mitiated learnmmg were moce
prevalent m elementary schools, appropriate grade placement would he

less of an issue

Thne Moxi1essort Merion

The educational method formulated by Maria Montessor: w the early

19005 15 one of the oldest formal carniculum models n carly clnldhood
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education It s a child-centered approach that accepts the special char-
actenisties of the developing cluld and places great faith in cluldrens
potential Particularhy during the past three decades, the Montesson
approach has appealed to Amencan fannhies who could aftord the private
schools where 1t has been provided. More recently. returming to the
conchtions 'n which Mara Montesson onginally developed the curricu-
lum. some Montesson programs have focused on cluldren i less
fortunate circumstances

The learning activities m Montessoni programs are child-mtiated and
developientally appropriate. The Montesson materials, however. to
some extent centrol the cliuld’s learning In bemg selt-teaching and self-
correcting Montesson evhinder blocks, for example. fit together in only
one way. After nitial presentation. the materials can be used m an open-
ended fashion Thus. teachers encourage discovery and understanding
within the limits of the materals Mutual respect. of teacher for child
and of cluldren for one another. is an important part of the Montessori
method, implicit m this mutual respect 1s the deselopment of an under-
standing of the perspectives of others The Montessor method expects
the cild to become a good worker and encourages independent activity
by children Collaborative activity among cluldren 1s not mtroduced
until the age of five

The Montesson curniculum has a solid tradition. an emphawis on
child-imtiated actnity. and a sensitivity to cluld development 1t 18 a
worldwide movement however. and there 1s great varation m teacher
backgrounds and mterpretation of curnculuim prinaiples Another prob-
lem is the lack of longitudinal research on the effects of Montesson
programs The Montessori curnculum. wealls implemented. deserves
to be subjected to rigorous scientific evaluation and longitudinal

research
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Tne Mapecne HunNieRr Arrroact

Madelime Hunter's effort to translate mstructional theory into practice
has gamed great popularity among educators m recent years (e.g
Hunter, 19674, 1967h). For the most part, her approach s compatible
with lugh-quality early childhiood education, as evidenced by her em-
phasis on motivation and makmg learnmg attractive to cluldren, her
emphiasis on positive remforcement, her blending of guided practice and
mdependent practice. However, Hunters approach ties each learning
activity to a specific behavioral objective that is identified beforehand by
the teacher, whereas the approach we recommend encourages children
to intiate their own learning activities. with teachers wdentifving the
learnmg patterns to be facilitated within these activities. The early
childhood teacher we envision, while having potential objectives
mmd, acts on these objectives mi the conteat of clild-initiated activities
and behaviors. Huater's approach resenibles the Montessori approach m
that both emphasize a structured teacher-presentation with a specific
learning objective, and both perunt this to be followed by a vanety of
forms of practice, wcluding clnld-imtiated activities, to mase. -

the obyective

Goob Earty Cuitpnoon Epvcalion asp
i, EFrEcTivVE-SChoons MovEVMENT

The Effective-Schiools movement has been one of the strongest recent
eflorts to reform elementary schools, particularly those serving cluldren
Iiving m poverty This research-hased movement was born of the helief
that the school plavs a enitical role in helpmg poor children become “at

least as well prepared in basie school skills as the children of the mddle
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clas™ (Edmonds, 1979, p 25 Yet, as vou well know, the search for wav s
to muprove the school aclievement of poor cluldren has been frustiat-
ing The tannly background factors that mttuence student learnmyg can-
not easily be changed, and educational factors that could be changed —
rasing teacher salaries, buving more hbrary books, ot constructing new
school bulddimges (Purkey & Sunth, 1983 — have been tound to bear
little relationship to achievement

However, by exanmmmng the schools v here poor children consistently
produced ligh aclnevement test scores. the Effectiv. -Schools research
has identified charactersties that these schools share Ot i3 tactors of
school effectiveness identified i a comprehensive hierature review
{Purkey & Sunth, 1983), 3 are clearh consistent with our cntena for
good eariy childhood education — nstructional leaderstup, curriculum
artict laton and orgamzation. and parental mvolement and support.
Another 3 tactors can meet our earhy clnldhood program criteria with
appropriate interpretation — mavinmzed learming time, clear goals and
commonly shared high expectitions, and order and disaiplme i the
following paragraphs, we consider how these 6 Effective-Schools factors
relate to the good early clildhood practices we have dentified m tins
hooklet More mportant. however, these factors can serve as gurdehnes
for you in establshing effective programs for all the students m vour

school “Fhe remaming 7 factors relate to school-wide functionmg, m

Effectice-Schools research
shows that the princpals
instruc tional leadershap 1
of utmost importance
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which an early chiidhood program mmght play a part, and are not dis-
cussed further here. They are school-site management, staff stabihty,
schoolwide staff development, schoolwide recogmition of acadenuc suc-
cess, district support, collaborative planning and collegial relationships.,
and sense of cominunity )

Effecti» »-Schools research shows that the principals insiructional
leadership is of utmost importance. This should extend to your un-
stinting support for adopting the goals and procedures of a child de-
velopment curriculum in your early childhood program. Just as the
effectine clementary school needs curnculum articulation and organiza-
tion, s0 does goed early childhood education One common element in
both programs 1s respect for children’s developmental levels You should
therefore expect voung children to master appropriate early childhood
thinking skills, just as vou expect children in the primary grades to
master the basic academmnc and thinking skills appropriate to children of
their age

Effective-Schools research has identified parental involvement and
support as a major factor in student achievement. You should therefore
help parents increase their understanding of their child’s learning and
development 1n the context of vour early chuldhood program and of vour
elementary program

Effective-Scheols research focuses on improving academic achieve-
ment. You therefore should understand why good early chlddhood edu-
cation, although it will contuibute to higher academic achievement m
the long run, does not have the short-term goal of improving academ:c
achievement m the basic skills of reading. writing, and arithmetic You
should be able to explain to others that the focus of early childhood
learnmg is on physical activities and spoken language rather than on
abstract activities and written symbols If the overall goals of vour ele-

mentary school are broadened to include this tvpe of early childhood
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learming, the criteria for an effectiy e school can readily be re-mterpreted
to mclude gh-gaahity early chaldhood education

Effective-Schools research has found that maximized learning time,
with classes free from disruptions and distractions, contributes to im-
proved academic achievement. Sonie nught use this finding to push for
more teacher-directed instruction rather than for child-mtiated learnimg
actnvaty m an early childhood program  You should therefore be able to
esplamn that cluld-imtiated learnmg activity 15 the type of learning time
that should be masunized for young chaldren and that it 1y through such
learning that young children develop the knowledge, Sk 1ls. and disposi-
tions that lead to later academic success. Your goal, then, 18 to maninnze
the time deyoted to child-imtiated learnmg activities m vour earlv cluld-
lood program, just as you maunuze learnmg time in later grades.

Effective-Schools research points to the importance of clear goals
and high expectations for work and achievement that are shared by the
stff and students. Effective schools have a distinet climate of attitudes,
behaviors, and values onented towards successtul teachmg and learning.
You should therefore be able to e:.plam how such a clinate i aporopriate
to early childhood education as well, if the goals and expectations are
developmentally appropriate »ud center on child-imtiated learning
activities. You must understand that ehildren who mitiate their own
learning activities will develop the sense of personal efficacy and owner-
ship of learning that results from such shared goals and expectations. By
holding children responsible for their own work, requinng account-
ability, and giving them the chance to exercise power, your teachers are
commmunicating that children are eapected to succeed and that the abil-
ity to do so is under their control You must realize that cldren who
attend good early childhood programs will have many opportumties to
mutiate their own activities and to take responsibihty for completing

them, by emphasizing the student’s emergig decision-making and
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problem-solvimg abilities, a child development curriculum will prepare
children not only for the academic demands of elementars and high
school but also for the demands of therr future careers
Effective-Schools research has found that order and discipline in
effective schools result from clear, reasonable rules, fairly and consis-
tently enforced, and that such orderliness not only can reduce behavior
problems that interfere with learning but also can promote feelings of
pride and responsibility within the school community. Such disciplinary
techmques can work with vounger children as well as with older cnil-
dren This finding may encourage some persons to push for rules that are
too restrictive for voung children and will lead to unnecessary discipline
problems. You therefore should be able to explain t' t a good early
childhood classroom is characterized by the hum of mdividuals engaged
m purposeful activities, much hke adults at a party or 1 an office,
Sometunes one person may be talking, but often there may be many
conversations around the room  Nevertheless, 1t 1s understood that even
at the early childho xl level, the standard rules of politeness apply and

are clearly and, when necessary, assertively commumecated to children

CONCLUSION

Early childhood education — as practiced 1 the naton’s child care
centers and homes, and m Head Start, prekindergarten, and kinder-
garten programs — 15 not merely the transmssion to voung mnds of the
concepts of numbers, letters, shapes, and colors 1t 15 our first public
statement of the values we wish to pass on to our children, We say that
we value personal mitiative, colluborative problem solving, and toler-
ance and respect for others, These, then, are the values that should be
evident in every settmg where voung children spend their time and

have the opportumty to create their own futures
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Tue HicH/ScorE PERRY
PRESCHOOL STUDY

)
3 APPENDIX A ]
The High/Scope Foundation’s Perry Preschool study has investigated
program effects bevond schooling and found them to occur in diverse
areas of early adult life (Berrueta-Clement et al., 1984) During their
school years. children who had attended the Perry Preschool program
experienced greater success in school than did the control group —
better intellectual performance at school entry. fewer years spent in
special education classes, and better attitudes towards school (Schwein-
hart & Weikart, 1980). At age nineteen, program participants were bet-
ter off than the control group m a vanety of wavs. As shown in the
comparnsons of the preschool and no-preschool groups in Figure 2, the
program apparently increased the percentage of participants who were

* Laterate (61 percent versus 38 percent)

« Enrolled in postsecondary education (38 percent versus 21

percent)

+ Employed (50 percent versus 32 percent)
i The program apparently reduced the percentage of partiipants who
! were
* Classified as mentally retarded (15 percent versus 35 percent)
+ School dropouts (33 percent versus 51 percent)
+ On welfare (18 percent versus 32 percent)

« Arrested (31 percent versus 51 percent)
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Fiovre 2

HiGH/SCOPE PERRY PRESCHOOL STUDY AGE-19 FInDInGs

Preschool Group B No-Preschool Group

15% 35% 33% 51% 31%51% 18% 32% 61% 8% % 32% 38% 21%
Mentally School Ever On Literate Employed College/
Retarded Dropouts  Arrested Welfare Voc School

NOTE. All group differences are statistically significam with a probability ot less than 05 (1 out ot 20)
of occurring by chance

The Perry study had an experimental group of 58 chnldren who parti-
cipated in the early childhood deyelopment program and a control gronp
of 65 children who had no early childhood programi. These children
were selected for the study at age three or four on the basis of their
parents’ low educational and occupational status, their fanuly size. and
their low scores on the Stanford-Buuet Intelligence Test Pairs of chil-
dren atched on 1Q, fanuly socioecononne status, and gender werc split
between the two groups, so that the groups were virtually \dentical on a
host of demographic characteristics

The Perry Preschool program used the High/Scope Curriculum
(Hohmanu et al , 1979). an educational approach based on Piaget’s mte -
actional theory of child deyvelopment. Most children attended the pro-

gram for two vears at ages three and four The classroom program was in

50
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session five mornings a week for seven months of the vear, with home
visits by a teacher once a week Because it was a new, experimental
program, classroom groups had about 235 children and 4 teachers. for a
teacher-child ratio of about 1 to 6

Good early clnldhood development programs for poor children can be
an excellent mvestment for tavpavers, according to the cost-benefit
analywis of the Perry Preschool program and ats long-term eftects In a
book titled Intesting w Qur Children, the Commuttee for Econonne
Development, an orgamezation of leadimg business executines and educa-

tors, suminarized the analyvsis m thiy way

If we exanune the Perry Preschool program for sts investment retnn
and comvert all costs and benefits mto curtent values based on a 3
percent real rate of mterest, one vear of the program s an estraordi-
nary economie buy It would be hard to 1magime that society could
find a higher vield tor a dollar of investment than that found m
preschool programs for its at-nsk children (Comnuttee for Economice
Development, 19585, p 44

The total financial benefits to taxpayers of the preschool program
cffects (in constant 1981 dollars discounted at 3 percent annually) were
about $28.000 per participant, about six tines the size of the annual
program operation cost of $5,000 per participant  For each program
participant, taxpayers saved about $5.000 that would have been spent for
speaul education programs, $3,000, for crmme, and $16,000. for welfare
assistance  Additional postsecondary education added costs of about
$1,000 per participant - But because ofincreased hifetime earnmgs (based
on more years of school completed), the aerage parhcipant was ex-
pected to pay $5,000 more 1 taxes.

One year of the Perry Preschool program, at about $5.000 per clild,
cost about the same as one vear m a speaal education classroom. 1t cost

consuderablv less than one year of a college education 1t cost only a
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fraction of the cost o imprisoning a crimnnal for a vear During s
operation, the Perry program was a novel program under development
without extraordinary concern for cost-efficiency 1t was actually rela-
tnelv evpensne for a preschool program. because 1t mamtamed a
teacher-cluld ratio of 1 to 6. The same kind of program has demonstrated
equally good results with a teacher-child ratio of 1 to 8 (Schwenhart et
al . 1986 and has appeared to be as well-run with a ratio of 1 to 10 With
such ratios, one vear of the program would cost onlv $3.000 to $4.000

per child
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I APPENDIX B

NATIONAL INFORMATION SOURCES ON
EARLY CHILDHOOD PROGRAMS

Bank Street College of Education
Public School Early Childhood Study
Anne Mitchell, Project Director

610 West 112th Street

New York, N1 10025

(212) 663-7200

Children’s Defense Fund

Helen Blank, Child Care Director
122 C Street, NW

Washington. DC 20001

(202) 628-8787

ERIC Clearinghouse on Elementary & Early Cnildhood Education
Lillian Katz, Executive Director

University of Illinois #t Urbana-Champaign

805 W. Pennsylvania Aven. -

Urbana, 1L 61801

(217) 313-1386
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High/Scope Educational Research Foundation
David P. Weikart, President

600 North River Street

Ypsilanti, M1 48198

(313) 485-2000

National Association for the Education of Young Chil lren
Barbara Willer, Director of Information Service

1834 Connecticut Avenue, NW

*Vashington, DC 20009

(860, 424-2460 or (202) 232-8777

National Association of State Boards of Edncation
Early Childhood Project

Tom Schuitz, Project Director

701 N. Fairfax Street, Suite 340

Alexandria, VA 22314

(703) 684-4000

National Blaci Child Development Institute
Evelyn Moore, Executive Director

1463 Rhode Island Avenue, NW

Wa hington, DC 20005

(202) 387-1281

National Conference of State Legislatures
Child Care/Early Education Project

Cate Sonnier, Staff Associate

1050 17th Street, Suite 2100

Denver, CO 80265

(503) 623-7800
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PUBLICATIONS AND SERVIGES

High/Scope Press
High’Scope Educational Research Foundation
600 North River Sticet
Ypsdanti, M1 48198
(313 485-2000

NEWSL "TTERS
Highi>scope ReSource, published thiee timesnear, vy charge

Extensions, newsletter of the High/Scope Curniculum, 6 1ssues/year., $30

POLICY PAPERS

No T Shaping the Future for Early Childhood Programs. $10

No 6 Prekindergarten Programs in Urban Schools. $5

No 5 Policy Options for Preschool Programs. $3

No 4 The Preschool Challenge. $3

No 3 Quality in Ecrly Chiddhood Programs Four Perspectives. $10

No 2 The Perry Preschool Program and Its Long-Term Benefits A
Benefit-Cost Analysis. $15

No 1 Early Chiddhood Development Programs i the Eighties  The
National Picture $5
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RESEARCH

Changed Lices. The Effects of the Perry Preschool Program on Youths
Through Age 19, 815

Child Observation Record and Child Assessment Record Manual, $8

Consequences of Three Preschool Curriculum Models Through
Age 15, 85

Follow Through Forces for Change i the Primary Schools, $3

CURRICULUM

Young Children in Action, $25

Study Guide to Young Children in Action, $10

ELEMENTARY SERIES, $42 for set

The Daily Routine. $8

Room Arrangement and Materuals, $8
Planning by Teachers. $8

Writing and Reading. $8

The Daily Routu e, Small-Group Tunes, $8
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Learning Through Construction, $8
Learning Through Sewing and Pattern Design, $8

Children as Music Makers. $8

AUDIOVISUAL MEDIA

Lessons That Last What Makes a Good Early Childhood Program,
12-mimute videotape, $35

Preschool. A Program That Works, 15-mmute filmstrip. $35

TRAINING

High/Scope workshops and programs are now being offered for admin-
istrators, teachers, and teacher-trainers n cities throughout the United
States. Contact the High/Scope Foundation’s Office of Development &

Services today at 313/480-2000 for mformnation on trammg m your area.

Ask about cosponsorship opportunities.
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