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Early Childhood Education: The Way Forward

introduction

in many cowmrics. whether we approve or pol. stiuctures e changing
Something approaching one in three marriages in Fagland now ¢nd n divoree
and lone parents constitute 19%. or onc i five. of all families Cluldren who
svperience family disruption are more hikely to suller social. educational and
heaith problems than a comparable sample whose famdics remain mtact. This
1s not to apportion blame. stmply to remind oursehyes that critical social
changes arc occurring.  Such changes are sinptar “in North Arwerica and
throughout many parts of the post-industrial worid. I addition. modcern
children arc born into markedly smaller fanulies. where women work of
necessity.  We can also save and support deformed and apparently maladaptive
children with much greater facility than ever before. with all the cusuing
cthicsl. moral and social consequences  Our children are born into media-rich
soctctics and are bombarded with advertising pressures from a very carly age.
Who. then. is able to provide. or assist mn providing. a consistent. caring.
benign ey ironment for our young? Should such provision be lefi to chance. to
haphasard circumstances. to market forces. or should its nced now be fully
recognised. planned for and carefutly implemented”?
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The answers to the above questions are clear in the legislation and commitment
of countless countrics. Some. like France. have over a century of such firm
commitment as part of their historn.  But. whatever the tradition. carly
childhood cducation and carc arc issucs currently high on mam political
agendas.  Few can any longer dispute that changing family and social
circumstances now make it imperative that socictics systematically provide
high quality. well-funded. appropriatcly resourced facilitics for our young.
This not to deny that some families can themsclves provide these and will do so
as a matter of principle and behief. even taking on the dutics of statuton
cducational provision at times. However. it is not our intention (o discuss this
latter groming. but important. group: rather. here we wish to cmphasise that
many families have a need of such tucititics and that many young mothers have
1o be back at work within a scar or so of their child's birth.

The contributors to this volume know that ¢evidence from studies m various
conntries points incontrovertibly to the long-term socictal benefits of good care
and carly cducational provision In countless parts of the world. the arguments
now arc not WHE I'HER there should be such institutions but HOW BEST they
should be coistituted and how their staff may best be trained.

Strangely. there arc still those who hanker after ‘market forces’ sohtions. ov
who hope to turn the clock back and see again some (mythical) Viclorian
mother devoted to the upbringing of her thirteen children! But the debate has
changed fundamentally. Children ARE social constrycts in part. and theis
childhood 15 too precious and too important for our future survival for it to be
Jeit to casual decision. chance encounter. or local profit-making organisations.

In this. the secoud of our books on carly ¢childhood cdicaton. we attempt to
take the debate forward. We know that many countrics are already now ahead
of England. We know. for instance. that others have tried voucher systems’
and found them leaving much to be destred - We know too. that many countrics
arc debating how best to ensure high quality provision and how to assay 1. We
know that many arc wrestling with questions of how best to embed the training
and status of carly seurs personnel more sccurchy m appropriate professional
desclopment. or i mstitntions which enhance imagination and purpose.  Many
countries are concerned with mulu-professional tcams. recognising that the
seamless coat ol care and cducation needs different skills and  different
emphases 4t different tesf the "garnient’ 15 to prove usclul for a hifctime
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We know that all children lcarn from the moment they are born. They tearn
desirable and undesirable things - often with cqual facility. By the age of five
or six they will have acquired thc dominant featurcs of the knowiedge and
attitudes that will last them for fife. Mindful of the otd Jesuit adage. ‘Give me
the child until he 1s seven ... we recognise that much of our basic value
svstem. our scif-csteem. our locus of control. our views of responsibility will be
largely in place by the time our chidren attend clementary or primary school.
This atone should senve to remind us how fundamental it is for individual and
socictal well-being that we GET I'T RIGHT. We arc concerned with the way
forward. with children's life-chances. with the nature and quality of our culture.
We should also remind oursclves that. whitst parents arc partners - and have
vital and inalicnabic rights - it is the child who is the ‘client’. our futurc. our
hope. not the parcnt.

Much evidence from the USA points to high quality childhood provision being
more dependent upon high quality professional practice than upon any other
single environmental circumstance (Saracho and Spodck. 1992).

Here. then. is a book from both sides of the Atlantic which looks at the ways
fornard. It draws upon comparative experience distinctly broader than that of
North America and the UK. It is consistent in its message. There is much to
be gained from taking the debate away from the sterile ‘'should we. shouldn't
we' of politicians and into the arcna of making it better. To paraphrasc Lillian
de Lissa (1939). that pioncer of carly childhood cducation from Australia. we
must ‘prild with viston and conrage on the foundation already lard’. We know
what needs to be done. Let's do it!

Philip Gammage and Janet Mcighan
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Expanding combined nursery prévisiou: bridging the gap
between care and education

by Iram Siraj-Blatchford

Introduction

“While m the past some countres ie g the US have made very clear
distimctions hetween the functions of care and educaton, this 1s now
changig. Care and education should be mtegrated.  Cood teachers
secduc atorsy both care for, and care about the children w thewr charge.
Stmilarly. good parents wnderstand that carmg for a child mvolves the
enconragement of carh learmng  The seamless web' inking education
and care v a kev feature of best practice This principle has some
important consequences for the organisation. responsthihiy and traiming
of staff for carly learnpu, and 1is ks with the home won the one hands
and the primary school von the other handy ™

(Ball. 1994, p 28)

The report. Start Right: the unportance of carly learnmg. was the outcome of
the wotk of 2 non-goyernment advisors comnuttee. set up by the Roval Society
for the Arts and directed by Sir Chrstopher Ball and Professor Kathy Sylva
This independent report recommended.among other things. the devclopment
and increase of combined or integrated provision for all children aged three
and four whose parents wanted 1t

In fact this is the third major report in recent years on carly childhood
cducation and care which has nuade this recommendation  In 1989, the House
of Commons Education Sclect Comnutiee (charred by Timothy  Raison.
Consernvatine MPY on Fducational Provision for the Under-I'nes (HMSQO,
1989y and the report which followed soon after. Starting with Quahne Report
ol the Companttee of nqurny into the Iducatronal 1 xperiences Offered to Three
and Fronr Year-Olds (DES. 1990). (chaired by Angela Rumbold. Conservative
MP) made simitar recommendations, about the need for increased combined

proviston as the best way forward to meet the needs of today's famulies and
children
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In spitc of these recommendations the major political partics and many of thosc
working in social scrvices or cducational carly vears settings remain largely
unaware of the work of combined nursery centres.  If combined provision is as
desirable as the above reports suggest. then why is this ignorancc so prevalent?
There arc two main rcasons.  Firstly. there arc only a few combined nursen
centres in the whole countrs. the National Association of Nurscry Centres
cstimates. from their membership. that there arc approximately 50-70 such
centres. Neither the UK Department for Education nor the UK Department for
Hcalth and Social Scrvices keep the records required to cstablish the precise
numbcer. Sccondly. this kind of provision has been scen as cxpensive. as family
support is provided. and these centres usually cater for the age groups below
three years as well us the three-and-four year olds provided for in aiternative
pre-school settings.

In this chapter | want to cstablish the holistic nature of combined provision.
what 1t entails and how it can mect the needs of children and familics. 1 want
to explore this in the current context of. what 1 consider. the disorder and
disarray of carly childhood scrvices: what some refer to as 'diversity and
choice'  In terms of policy 1 am particularly interested in the role of the state
scctor.  This chapter will also raisc issucs around a loosc and flexible
framework for the kind of quality issucs which arc important 1o combined
provision. Somc references will also be made to some of the main tensions
which can cxist in current combined provision as it stands.

Diversity and choice or disorder and disarray?

Sheila Lawlor. a well known adviser to the Conservative Government and a
member of the right-wing Adam Smith Institute. argucd from selectivels
chosen references in her pamphlet. Nursery: Matters (1995). that diversity in
‘mirsery' provision is the best way forward for the cxpansion of carly child carc
and cducation services. Lawlor is of the opinion that there are only (wo major
voices in the call for reform in increased provision of carly years services. On
the one hand there arc those who want to see the continued capansion of
diversity 1n provision with an increase in ‘choice' for parents, which she arguces
can be achieved through a vouchers svstem. something 1 will come to later. On
the other hand. Lawlor rccognisces that there arc those who would wish for a
morce interventionist and co-ordinated provision. and an incrcasc in the scrvices
provided by the Government  Lawlor hersclf favours the former and asserts

‘1
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Combined nursery provision 3

that carlv child carc and cducation can only improve and expand under a free-
market philosophy where parents arc recognised as consumers and clicnts. The
latter voices arc dubbed by Lawlor as the 'nanny-statists’. thosc who would wish
to take power out of the hands of the ordinary parcnt and put it in the hands of
local government. an arca which has alrcady been made almost cntirchy
impotent under the last sixteen ycars of Conscrvative Rule.

‘I he current reality is that children under the age of five can be found in a wide
range of carly childhood scrvices, and onc could arguc that this scctor has
always been in a frec-market situation.  Their situation should. perhaps. scrve
as a warning for other scctors/institutions contcmplating competition in a 'frec’
market (c.g. schools who opt-out of local authority control') The many forms
that carly vears provision take include: day carc. a scrvice catering mainly for
the under- “ours and provided by local authority day nurscries/family centres.
childminders and private day or workplacc nurscrics. There are other tvpes of
fanuly centres. a large nuniber of playgroups and the combined nurscry centres
all of -ahich provide a service for under-five-year-olds.  There are also local
cducation authority and private nursery classes and schools. as well as a ven

large number of four-year-olds in infant school classcs.  The following
comment in the Guardian newspaper. made by the journalist Peter Kingston. is
not unconnmon “/he jumbled world of carly learning and care...contained 33

categories  of  provider - al the last count..” (p 2. Guardian Fducation.
27 6 1993),

Senvices for children under five m the UK arc thus. not surprisingly.
characterised by a scrious lack of co-ordination. too much diversity and paucity
of provision and differences of provision in geographical location.  This all
feads 10 a severe lack of choice and availability of any particular scrvice for
parcnts to choose from. Lawlor (1995) appcars to be totally unaware of the ad
hoc development of carly child care and education. or if she is aware of it. she
appears to be happy that it should continue m this way. Diversity and choice’
is promoted as a scnsible 'common scnsc' policy. and sct. far from being
sensible. such policics will actually exacerbate the very problents that Lawlor
asserts would be solved  Of course. many would beg to differ with her views on
a nuniber of other counts too

Gillian Pugh. Director of the Early Childhood Uit at the UK National
Children's Burean, and a long term campaigner for the rights of familics and
voung children to a co-ordinated. cffective, flenible and integrated senviee. has

MRS
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written extensively on the key issues for debate. Many of these issues can be
identified deeply within the istorical devclopment of services run by the mam
different providers - education, social services, health authoritics and voluntary
and private groups and individuals  Historically, the many different senices
that have been mentioned above have been administered by different
governmnent departments. agencies and interest groups.  These have been
departments and nterest grosps that have held different aims and goals  Thus.
mn turn. has resulted e the development of scttings that have differcnt
adansstons criteria and hours of opening, that set fees at <en different levels
and that are staffed by people (largely womien) with different training. who are
on different fevels of pay and enjoy different condutions of service (Pugh. 1988,
Foon 1992 Sviva Sirg-Blatchford & Johnson. 1992, Ball, 1995)

The current UK Government has now comnutted itself to a £730 willion
voucher scheme to gnve purchiasing power (o parents. This 1s a direct tesponse
to the Prime Muster's statement that the Consenvatives would pledge to
provide a ‘nirseny’ place tor all four-vear-olds.  Unfortunately it s now
become cleas that the Prime Muster did not actually understand what exactly
constiutes a ‘nurseny” place 1t is now apporent that e was also assuming that
four-vear-olds mn reception classes of up te 50 chaldren in priman schools were
Ao bemg provided with a ‘nursery” cducation. On July 12 1995 the British
Assoctation for Farly Childhood Education arote to the Sceretary of State for
b ducation and Employ meat. Gillian Shepharg and cautioned that.

Tndouhtedy such a scheme cof voucherss would give purc hasimg
romer’ o some parcuts. but ol not mabe Nurserv | ducation
avardable o thase families o low mcomes. Vouchers wall help those who
abcady pay fees for private school provision of Nursery fees

The detier goes on to argue that the voucher system wilt st result iy
axpanston of good quahity provision, and that due to the loose mspection
standards, standards of provision and service will fall devmancally having o
kuock on effect to schoot achievement.

Worst of adl the vouchers will not provide tamtics with the choiee that thes are
promised i the provision they wish for 1+ simply unavinlable Agam the
hardest It will be those children in State provision who are often there because
they e rdenufied as having a spectal ‘need’ for care and education (see,
Children Act, DES, TYRY) - Where a senviee is more espensive s i the cise

14
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of combined nurseny centres. there is more reason for concern over who will be
able 1o use the service. A voucher is worth approvimately £1.100 per chuld. ¢
annui, whereas a state nursens place can cost public [unds more than £3.000
(althoush most cost less) 13y contrast a voluntany sector play group place can
cost as Hittle as £ 13 avear to the pubhic purse  The tatter being based on poorly
tramed staft who are often expected 1o pay for therr own training and rely on
virtualy free fabour from mothers. This 15 not 1o suggest that play groups can
not achicve quahty core and cducation. some do despite the constramts, and
come mothers might already hold trining qualifications - teachimg nirsing
cte which they can draw 6 for expertise  This s not the point. what 15 at
rssue are the optiens for proviston ona wide scake nationally

AMany niothers are happy 1o work \olunlzlrll.\.bul the esplontation of female
abour in the ficld of carly chuld care and cducation is also an issue which
requires deeper exploration and anabvas This is an rssue that teguires more
space than atlowed for m tus chapter Tt s also soberg 1o mahe the
comparison between those. often uncntically accepted. costs 1o the public
purse. that relate 10 non-statutors post-sinteen education. Costs of £3 000 and
above are commonplace for A-levels students  Should we aceept that the
cducation and care of three and four-vear-olds 18 worth' less than seventeen
and crghteen-vear-olds” Would we aceept an education for these older chuldren
engaged 10 non-statutory post-sizteen education that cost £13 that was tun by
volunteers for <hort periods of time 1 very varving condions across the
countin’

Under 2 Gosernment where connmitices and experts hiave concluded that we
need to expand mtegrated and combined provision (DES. 1990 HMSO. 1989).
the voucher system is not a sensible policy. even allowing therr own arguments
In terms of admumstration alone it 15 a Hawed policy. the costs would be
piolibitne  So the disputes over future poliey for catly child care and
cducation are set 1o continne. 1 the UK we are stilf i the very carby phase ol
the voucher svstem which s only currently peared (o cater for provision fon
four-vear-olds - Provision for 0-3-year-olds has been completeh 1gnored  The
matn expanston of carly child care and education has been 1t the private sector.
and this trend looks set 1o contimie  European compartsons of chiddren aped
thiee-to- fve attending publicly funded services shows the UK Laggang behind
couttries Ithe Belgrum, Denmark, France. Genmany. Greeee taly. Spam and
sweden (Pugh 1992, Ball, 1994, wlile these and other countries continue to
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improve their provision and training. we are still battling with the cost-
cffectivencss arguments.

Thosc invohved n carly child carc and cducation hin ¢ been. and continuc to be.
a close-knit community. and all would arguc to sharing an important cmotional
and intcHectual commitment to voung children and their familics. However. 1t
would bc unwisc to play down the tensions. and the differences n claims to
quahity and the levels of appropriatc funding required. which have existed
between the various factions in recent vears. This is an issue which 1 shall turn
to next while making onc case lor improving and cxpanding combined nursen
provision. But it is also vital to mention here that these tensions have also
created positive outcomces, for the first time in the UK there 1s an organisation
which represents a national voice for carly child carc and cducation. The Early
Childhood Education Forum (ECEF) has now been cstablished by the majonity
of groups represeating carly childhood care and cducation. LCEF cmerged in
responsc to a plethora of national Government policics which affected the carly
years in important arcas including the curriculun. training. and vouchers. the
deniads of the Children Act (1989) and the Education Reform Act (1948).

Inequality in diversity - winners and losers

I'want to arguc in this scction that there is currently msuflicient provision. and
that the current diversity actually disadvantages those children who have the
greatest needs  Demand for child care and education far outstrips the current
supply. This has resulted in a lack of rcal chotce for parents and uncqual
benefits to children.  Particular services are framed within  distinctive
discourses which favour specitic mputs and cmphases. this i turn can create
‘winners and losers' in terms of outcomes  Somce rescarch cvidence has
suggested that different services cater for different children. Osborn &
Milbank (1987). for cxample. showed that independent and voluntiry provision
wis more likely to be used by parents of socially advantaged chiidren while
children from  socto-ccononucally  disadvantaged backgrounds were over-
represented e day nurseries and nursery schools. However, there is growing
ovidence that more rural communitics in particular arc suffering from a lack of
appropriate child care (Statham. 1995)

Even withan the state sector of day nurseries and fursers classes important
differences have been dentified. Syvlva. Siraj-Blaichford & Johnson (1992)

o
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explain that day nurscries can provide whole day care and arc administered and
staffed by social services workers.  They normally have a iwo vear training
with the primary cmphasis being on young children’s secial and emotional
development.  These nurserics do not normally cmploy trachers. By contrast.
education sector nurseny classes/schools are administered and staffed by
cducation workers with a four vear graduate teaching qualdication: they are
supported by nursery officers with a two year training The primary cmphasis
here is on voung children lcarning through a quality curriculum. Sylva ct al.
showed that children attending day nurscrics. where the mest 'needy’ children
are over-represented. did not have access to a sufficiently well-thought out or
high qualits curriculum. Clearly. this would be difficult in a scrvice focusiug
fargely on ‘care’.  However. it is also very wornving given that many of the
groups disproportionately represented in these centres (working class. cthuic
nnnority. poor ct¢.) arc later identified in the school system as underachieving.

Sadly. the number of voung children living in familics suffering from relative
poverty has grown dramatically in the last fifticen vears. During the sanec
pertod rescarchers (Clark. 1988) and other educationalists have cuphasised the
importance of these children being exposed to stimulating activity based
enperiences. At the same time the four vear training of teachers has undergone
Government reform which has seen the shortening of courses and the demisc of
mmportant training components such as child devclopment “and courses on
social factors which influence lcarning sce Siraj-Blatchford. J. & Siraj-
Blatchford. [.. 1995).

It therefore seems that we have arrived at a situation where some cducation
nurserics might not be providing cnough of the ‘carc’ component. while some
day nurscrics do not provide a sufficiently cducational curricuhim. Clearly this
makes no sense from the child's perspective where care and cducation should
be inscparable. The historical development of these services has created an
incquality of provision that clearly requires urgent attention A voucher systemn
will not alleviate present shortcomings in such a complex system: particular
providers in cach scctor will now strive to defend their own form of provision
and position. What is nceded is a radical rethink of what is nceded. based on
the needs of voung children and the wishes of parents.  This can only be
achicved if parents have access to more information about carly childhood
senvices. which currentls. they do not. There is currently no single source of
information and advice for parents nor s there sufficient co-ordination between
local and national services to provide planning. delivery and support of the

“* i
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service. Traimmg continags (o be demarked between education and care and
we are sull moa siuation whcre some providers have hardly any triuning
resourees at atl.

The developinent of combined nursers centres the first of which was set up
abmost twenty five vears ago. was sumed at providing a niore flexible and
integrated senviee to children and parents The aim was to draw together the
advantages of comuning care and education under one. integrated system.
Fhis has beenr a system funded by both local authortty education and social
senviees departments  The centres hine atmed to provide the greatest
conttmaty of evpericnee tor children from 0-5 vears between horme and school
Lhe mnvolvenent ef parents kas thus been seen as a vital part of the senvice
Ginen a genane frecdors to choose. and gnen the mformation upon which to
mahe that choiee. parents would undoubtediy prefer this option.

Phe centres are normally adnumistered by local cducation departinents and
sote of the problems assoctnted with the dilTerences e the conditions of
service and responstbithies of the education and care staft have caused
difficutties  These difticalues should not be exaggerated, 1 an carly study off
such centres these difficatues were atse found to be reflected 1 other senvices
and are not confined soich 1o combined nursery centres (bFerrn et al. 1981)
However the nature of these centres has brought into focus somie of the
problems winch exist m the wider context. and perhaps that s why we only
hine seventy or so such centres  Havmg made this point #f 1s also worth
mentionme that a number of these centres are widely recognised s 'centres of
eneellens from witlun the carly vears communiy and that they are vistied
regutacly by carly chitldhood educators both from within the UK and overseas
te g Penn Green Nurseny Centre mn Corby and Hiflficlds Nurseny Centre
Coventryy

{he benehits that combimed nursery centres have to offer s substantad and 1t 1s
reflected m the integrated. holistic approach they adopt I spite of some of the
exteratly nmposed orgamsational problems. combined  provision has been
shown (o provide i flexible service responsive to locial needs (Murphy. 1989,
Yates, 199y I particubiar combiued centres can ofter

« e and education to chitdren regardless of prionty or ‘need’.

+ noscparation of the children with the greatest social dutTicalies.

Q &+
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support and cducation for parcnts within the local community:

a service for children within the family ccology:

a service to children from as voung as a few months to school age:
the skills and expertise of teachers and nursery officers:

flesible hours to suit the needs of parents and children:

a combinationr of the training strengths and expertise from education

(¢ ¢ on the curriculum) and from the social services (c.g. child
protection. Children Act cte.):

a service responsive to the need for continuity of care and fcarning
between the home and school for under-fives \

Combined nurseny centres offer all of these advantages over other forms of
provision. In cducation nurserics for iustance. there is a dominant discourse
which gives priority to individualism. individual progress and achicyvenient.
This is somctimes pursucd without cnough regard to the role of parents and
familics or for the impostance of continutiv in lcarning and carc between home
and school.  While, in recent vears. we have scen the development of carly
Iteracy (¢ g Hamnon. Weinberger & Nutbrown. 1991) and numcracy
progranimics attned at promoting, learning within the home and creating greater
partnership with parents. this has been aimed at developing the individual
child rather than providing any systematic support or cducation for their
parents. In contrast combined nursers centres work within a discourse of the
child as a member of a wider context of family and community. They aim to be
responsive to the voung child ip terms of. education and care: community and
scrvice, carers and children within familics and teachers and the nursern
officers enpertise  In termus of future developments. the kind of flexibility that
combied nurserny centres offer should be attractive to parents (Holtermann,
1992).

The Nattonal Assoctition of Nursens Centres (NANC)Y which s the national
body representing a network of support for combined centres and those
interested in their work (address supplied at the end of the chapter) aims:
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"

to promote high qualiuy. fully integrated care and cducation in
partnership with parents and carers.  The Association believes m the
value  of  working  as  mudti-disciphnary teams  co-ordmating
qualificanons, experience and skills.”

(NANC. 1994)

Gneen that the centres function m an unco-ordinated system. their success in
achicving the above aims often depends on the extent to which the centres are
part of a local authority's general policy on under-fives. They also need to
adopt single systems and policics for accountability in arcas such as
curriculum. record keeping and asscssment

There is a desperate need for further rescarch into the cffectiveness of
combined provision and how it could be improved further.  Currently, such
provision is only available in urban and rclatively poor arcas: the conscquences
of amy cexpansion would need to take into account the implications for a wider
set of community contexts. Given what has been already been said about what
combined nursery centres arc capable of offering. and the changing needs of
familics. an cxpansion 1 this type of provision is important  Familics are
under greater stress in both urban and rural arcas and the increasc in poverty
has meant that over four million young children in the UK today live in poverty
stricken houscholds (Kumar. 1993). Morc than onc in three children is now in
a single parent houschold - Wherever nursery centres arc. the issuc of quality is
vital. and quality can vary in amy service.  Some of the following issucs
therefore need 10 be considered in order to provide a quality service. and
indeed. an equality senvice.

Issues of quality in integrated provision

1 he whole notion of what constitutes quality m carty childhood services is a
contested one and the debates continue.  Grven the constrains of this chapter,
we clearly cannot cngage with these debates in any depth.  The following
references will, however, be helpft to readers anxious to understand some of
the current trends and tensions' Harns & Clifford. 1980: Clark.  1988:
Children Act. 1989, European Comnussion Childeare Network, 19907 bBlfer &
Wedge. 1992; Moss & Pence. 1995, From my own cngagement m this debate.
I have come to behieve that the fotlowing quality principles that can be found in
good combmed provision. should be considered in anv future expansion of
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combincd provision  All of the centres which | have contact with are striving
to rcach their full potential in these arcas and miny of them have coming close
to achicving it

_ Equal opportunities - these encompass a posttive approach to 'racc'. gender.
— class. dis/ability. age and any other special or particular difference among
children or adults (both staff and parents). Evidence of this can be scen in the
practicc and development of policies. resources. environment and  staff
planming and action. Paper statcments arc not cnough. there should be clearly
visible, structural. cultural and interpersonal cqual opportunitics practices in
evidence daily. For instance. cvidence of achicvement can be reflected in the
staff composition. the resources used and in the daily interactions and planning
with. and for. children and parents (sce Straj-Blatchford, 1994).

Family and community - this mcans much morc than the rhetoric or slogan
‘parcnts in partnership' suggests! Family and community involvement s a vital
part of good practice for many centres (among other centres doing an excelient
job in this respect the Penn Green Centre in Corby has become world famous
for th),  Many centres aim to provide parent ‘cmpowerment' by increasing
parcnt confidence in themselves and in therr parenting and ‘teaching’ skills,
After a self-awarcness course held by stafT for parents at the Hillficlds Nursery
Centre all of the parents who took part reported bencfits in confidence. This
was also evident in the parents incrcased imvohement in the Centre and for
some. therr advancement to further and higher ceducation. At the Camrosc
Nursery Centre in Northampton the parent-fricndly cthos has cncouraged
parents to sct up their own support nctworks for discussions over weckly
lunches. keep-fit classes and speaial educational events for sniall groups of
cluldren (c.g. nature trails).

The cxamples are endiess. but again the evidence should be not only upon
policics but also upon daily practices. particularly those which support parcnts
i parenting skills and those which mvolve parents in the governance and
decision-making  procedurcs  These may be related to the curnculum,
mspections. behaviour policies ete. The very good sign of good practice where
centres have created a respectful. power-sharing cthos is where parents
themselves come forward with maovative ideas and the questtons which matter
to them  Centres need to reflect upon and respond to the struggles within the
local communtty - So that. for example. of racist attacks occur. they have a role
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in providing information for parents on their rights and on where they can go
for further support.

It nceds to be remeimbered that the staff and the children arc also a vital part of
a centre's community.  Centres should. however, be primarily geared towards
the care and cducation of the child and it should be recognised that adults who
fcel valued and supported will provide a better environment for children.

Primary educators - Rousc & Griffin (1992) arguc that smaller children need
intimate  relationships with a significant. responsive adult.  Centres can
strengthen and support children's development and learning by cstablishing a
dav-to-day. onc-to-onc link for parcnts and children.  This can be with a
particular cducator who is responsible for monitoring the quality of carc and
cducation a child receives. Primary educators should have a key responsibility
to liaisc with the parent/carer. to collate records of the child's devclopment and
10 act as a sigmficant reference point for information on the child and her
family.  This will be cspecially umportant where. for instance. 1f a child
protcction issuc arosc or the neced for home visiting,

Interactions - the quality of these are of the utmost importance to both
children's development and to the trust that parcits will develop in a centre
otaff Much has been written from an education perspective about the quality
of child-to-child intcraction and about adult-child intcraction. lcss has been
written about the valuc of adult-adult interaction. be it with parcents or with
other staff.  Centres arc busy places and unless this arca of quality is wecll
planncd for and rcgularly monitored it can casily become intuitively exercised
by somic rather than carcfully applicd by all

Curriculum - having tcachers on the staff certaniy helps in this arca and they
are usuatly the oncs who take a leadersiup role in planning the curriculum
programmces and for supporting stafl i devcloping lcarning activitics.  An
awarencss of the way that children have Iearnt at home through their "natural
curriculum' is vital: as is a strong understanding of the kind of curriculum
children are likely to face in their reception vear in school.  All centre staff
should contributc towards providing an cssential continuity between home. the
centre and the school. 1t s also essential that staff understand the role of play
in ¢hildren's development and of the role of adults in facilitating play which
develops  children's social.  cmotional.  cognitive,  physical and  creative
aptitudes
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Assessment - no sensible curriculum is possible without carcful obscrvation.
assessment and record keeping.  Children's knowledge. concepts. attitudcs.
skills and feclings must be taken into account here and cducators can Icarn
about these through carcful obscrvation and regular discussion about the
obscrvations. these in turn will help to determine the cffectiveness of the
curricutum  on offer. Asscssment also includes the monitoring  and

development of the centre as a whole. relationships with parents. and staff
development.

Staff development - combined nurscry centres have been fortunate in being
ablc to borrow from the best of social services and educational provision in this
respect  Most centres offer their stalf regular ‘supervision' and support
sessions. and onc-to-one discussion of an individual's progress  In terms of
training. centres usually have access to cducational in-scrvice (INSET) training
on curriculum. asscssment and reporting to parcnts.  Social services can also
provide centre staff with training on issucs of child protcction. home haison
and the care of under-threes. Of course there is much morc to training. and
because of the many agencies centres work with. they often build up good
relations with heaith visitors. soctal workers. specch therapists and others In
cveny case. these help in developing staff's anarcness of important arcas to both
children and their parents.

Environment - the quality of the building. ontdoor cnvironment. the
play/cducation resources. the avaitability of free snacks and meals and the
expertise of staff all contribute to quakity Parcnts are also. like staft. concerned
about health and safety issucs: with very voung children atiending, the centres
most of them need a laundry senvice and safe cquipment for children to play
with.  Many centre heads have become innovative. Creative Cntreprencurs.
raising money from local industry. community and charitics to devclop their
work and to improve the quality of the environment  Many centres also act as
a locus and focus of activity for others involved in child carc or cducation.
Childminders. nannics. carly years special education peripatetic  tcams.
mothers' groups among others have all been known to usc combined nurscry
centres

Mudti-disciplinary expertise - most centres arc commtted to the development
of a multi-professional team rather than the promotion of muiti-professional
people.  Lach person thus has special responsibilities related to their arcy of
expertise  In fact it would be wnrealistic and naive to cxpect any
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cducator/worker to be cxpert at all the roles that centres have demands for.
Economically. and in terms of time and resources. the recognition and
utilisation of comparative advantage is scen as a sensible policy. While all staff
receive both carc. health and cducation INSET training. their initial training is
also valued.

Management matters - centres require a unique form of management. and
perhaps that's why so many centre managers show a flair for creativity and
innovation.  Managing a multi-professional tcam and attending to the variety
of support scrvices involved as well as the children and parents can be ven
demanding. Onc of the centres | know has a stafl of over thirty working flexi-
time. and over two hundred and fifty children on roll. Most ¢entres arce open
fifty weeks of the year. This is very different to a nursery class with 46 part-
time children. a tcacher. and onc nursery officer. or to a dav care centre with
nurseny officers and children.  The nearcst form of comparable management
would probably be the community school. Most managers have little training
for their role. but the nature of the work usualls leads managers to adopt styvles
which are more democratic than hicrarchical and which focus on good
communication skills.

Of course there is much more to qualits in combined nurseny centres than has
been mentioned in this chapter  If the child s at the heart of the learning and
development process. with the recognition that families arc an integral part off
this. and that famulics arc also in nced of support. then surchy any future
nursery expansion must consider scrvices that take the parents role scriously
and tnvest in them as one tniportant way forward.
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Notes:

I. Thanks arc duc to Sheila Thorpe and Bernadette Duffy. both Heads of
combined nursery centres. for letung me learn from them. their centres and
from the NANC.

2 | am indebted and grateful to Dorothy Rouse Sclleck and Brenda Griffin for

talking through and helping me compile the outline of these quality principles
in the section on quality in combined nursery centres. The versian presented
here is. however. the sole responsibility of the author.

The NANC Address Hllficlds Nurseny Centre.
Clifton Street,
Coventry.
OV SGR
UK
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Developing appropriate home - school partnerships

by Jennifer Littie and Janet Meighan

"Partnerstup requires a shared sense of purpose, mutual respect, and the

'

willingness to negotiate "
(Lochric ctal.. 1993, p.1)

I'he importance of parents and tcachers working together to cnsurc the best
passtble cducational opportunitics and expericnces for children. is now morc
widely recogmsed. There exists. however. considerable diversity in the nature
of these relatronships.  The term ‘partnership’ is trequently mis-used  to
deseribe a range of involvements without defining the key issuc of shared
responsibility upon which rclationships arc bascd if they to be scen as mutual
partnerships. Thus. sceing parents as ‘assistants for tcachers' is misrepresented
as partnership.

The colluboration of parents and tcachers. based on the need to promote the
positive development of children. provides a common basis for action.
Mcaningful parinerships arse out of mutual respect and joint cxpericnces
where both teachers and parents sharc in the planning. decision making and
covaluation.  This chapler will cxamine various historical. social and
international nflucnces affecting the development of such partnerships and
appratsc the critical nature of parents’ initial involvement as their children's
first tcachers. In addition, i will review the relationship between children's
progress 1n school and the ce :tinuing involvement of parents in a partnership.
with schools. Finaily. it will point to ways forward.

Changes in parent-teacher relationships: a historical framework

The changes in the nature of home-school rclationships in the last century have
been based on varied assumptions of parcntal roles in the education of theis
children. ‘I'he introduction of mass schooling in the 1800s brought with 1t a
transfer of responsibility away from parents to schools. Before this period of
compulsory schooling. cducation for the masscs at home had been based on
acquiring the skills of "}9. I;'lllli]). such as farming. spinning. weaving. and
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baking  Most parents lacked any systematic. book-based cducation and this,
together with the limited nature of home environments. particularly in terms of
basic Interacs. led them to feel inadequate in contributing to their children's
formal education. This was not helped by the stance of teachers in exciuding
parcnts from schools

The hmitations of a schoolig system. based on a scparation of homic and
school. became apparent.  The poor. impoverished backgrounds of mam
children and the ignorance of parents contributed to the  gulf between home
and school. tfforts were made to educate parents to give them a greater
understanding of their children and to influence their attitudes to school
Margaret McMillan in pioncering the open-air nursery school cstablished in
Deptiord in 1914, was convineed that schools couid not have much success
when children were dirty. hungny and discase ridden.  She attempted to deal
with the consequences of poverty by working with familics to overcome their
rgnorance  ‘Partnership’. however. did not enter into her work: she took on the
"total expert role’ of dictating what was best.

In the 1930, Susan Isaacs. comvnced of the critical influence parents had on
thetr children's devclopment. concerned herself with cdncating and assisting
them in providing the best possible enviromment for their children. She wrote a
senes of pamphlets. Concernmg Children, that were intended to give parents a
better understanding of child development. Her attempts at parents’ education
imvohved developing their confidence and reducing their anxicty. in order to
instit in them a belief in their own prowess as parents. Even carlicr. in the
1800s. Pestaloszi and Froebel. recognising that education began at birth - the
parents bemng the first educators - sought to cnhance the carly experiences of
the home in their own schools. Frocbel encouraged mothers to observe and
participate n the games and activitics in his kindergarten so they could watch
the teachers and use therr methods.

Parthy inspired by the work of these pioncers and parthy by the findings of
rescarch studies. confirmed in the Plowden Report. (CACE. 1967). that
idicated that there was a significant association between parental interest and
encoutapement of therr children and their school achicvements. the 60s and
700w mamy itiatnes intended to break down the barriers between home
and ~chool. 1o foster parents' confidence and understanding in their
red itonships with schools.  This was a period when parents' invelvement
prine ~chools was highlighted.  Citics such as Liverpool and Coventry sct
v ntosmonon statls in shops and large stores in their cfforts to reach parents
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and stimulate infcrest in cducation.  Schools started to open their doors to
parcnts: providing them with information. ¢ncouraging them to visit, attend
meetings. fundraise. help in classrooms, talk about their work and hobbics. and
accompany children on school visits,  The nature of their participation.
however. was dictated by the teachers. and in some situations continued to be
very himited as there was a mated professional intention to imvolve parents.
Teachers, however. became increasingly aware that  parents could provide
them with erucial information about their children: data that would benefit the
learming/ teaching situation The Plowden Report (op cit.. p 30) gave support (o
the devclopment of more viable partnerships.

“Teachers are linked to parents by their uldren for whom they: ave both
responsthle The triangle should be completed and a more direct
relativitship established between teachers and parvents  They shoudd be
partners i more than wame thew responsibiiny become jomt. "

As part of this process home sisits and mectings between parents and teachers
were reconmnended to establish relationships and further the understandig of
both partics

Wollendate ¢1992) adentilicd  the most common  examples of paicnt
nnvohvementn schools which pradually emerged over recent decades:

Parents assisting cither in the classroom or elsewhere in the school.
Generally. i thrs capactty. parents read with children, help out in other
curriculum areas or assist with preparation of materials.

Communication links between home and school wluch keep both
tcachers  and  parents  mformed. These  usually  imvolve  written
communication from cither parents or tcachers. newsletters. home visits.
parcnt/school councils. parent/teacher intenviews.

Parents involved in assessment, particularly when a child has special
cducational needs Regular home-school consultations to monttor progress
and plan future programmcs.

Parents involved as school governors,

Participation in local and national interests groups which link with
schools (eg. CASE. Campaign for the Advancement of State Education),
Parents involved as teachers in the home, participating in home reading,
programmes and assisting with projects.
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The 1980s saw numerous inutiatives by schools to involve parents in their
children's reading. as 'learning coaches', despite  limited encouragement
from oflicial sources. HMI  reports (¢ g Lducanon 5 1o 9. DES. 1982)
whilst cndorsing parcnts' interest in reading by cncouraging looking at
books. reading siories 10 their children and recommending that children
borrowed school books o takc home. did not suggest an explicit role for
parents in hearing children read at home.  The initiatives launched by
schools. however. offered various forms of participation for parents covering
both school-focused and home-focused imvofvement. Whilst the approaches
adopted tn the various mutiatnes vared. all attempted to change home-
schoot relationships by advocating a learning coach’ role for parents and in
some cases fannlies. The Hartngey and Belficld Reading Projects developed
Jau open approach 1o parents partictpation by cnconraging parents to hear
therr chitdren read books seat home by the schools with teiachers giving only
peneral advice  Other projects. such as parred reading. were more
preseriptive with teachers providing specific recommendations (o parcnts on
the support they gave to therr children. Hannon's (1995) comprehensive
aarvey of evidence resulting from many of these mitiatnes. reflects both the
aceeptance of the parents' role as educators and the recognition of a closer
partnership with teachers in colluborating with a mutual gosl  Hannon
(p 150) concludes,

"It as poss almost mconcenvable that there could be a return 1o schood-
contred views of literacy as something children ondyv learn as a result of
Bewng tanght i school. of parents as margial or even harmful i
cinldren’s literacy: development or of divect parental involvement i the
eacluny process as impracticahle and undesirable  We have learned
that much leracy - perhaps most < 18 learned at home, that parents or
ather fanndhe members are central 1o children’s development. that
parcntal - exclusion v wmpushfichle. and mmvolvement s feasthle,
resardmg. and can help meet the godals of schoois and families.”

Parents as educators

v cducatton experience begins e the home and the quality of that
evperence s viral ”(Chazan and Latng, 1982 p 31)

I he recognition of the importance of the parental role in the cducation of their
children 1s not a phenomenon of the 20th century. but has long been recognised
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with Puritan writers Robinson and Abbott stressing the importance of the
family influcnce in building a foundation for lcarning. Morc recently,
psychologists' estimates of substantial intcHectual development by age 4 fend
credence to Charles Darwin's comment, that the first 3 vears of ‘children's lives
arc the 3 vears in which they Icarn most.

Parcnts and famihy arc inextricably linked with voung chnldren's ci’fons o
walk, talk and imteract with their cnvironment. Diifering  parental
contributions incvitably affcet the extent of children's fearning. 'The National
Association for the Education of Young Children (NAEYC. 1990, p.22
comments that

"Children who come to school with a lustory of rich experiences. have a
rich background of - firsi-hand experiences wpon which later learning
can he hased ™

Although changes have occurred over the years in the understanding of
language and how it develops in voung childeen. language experience in
infancy is critical from any perspective and no onc has disputed the important
contributions parents make to this developmernd. fcarning onc's first language
entatls much more than simply fearning gramrmar and vocabulary.  Chomnsky's
entensive study into language acquisition has concentrated on the construction
ol the epliat grammar of language.  Althcugh he considers every child to
have an wmnate faculty for language that is genctically predetermined. he
sugeests that evperience must be converted into knowledge of a particular
Language (Chomsky, 1986) It is the interaction of experience with the genetic
predispostiion (o fanguage acquisition that creates meaning.

Wells echoes tins rdea and states that rescarch over the fast foew decades has
made clea that " HHgnan mfants are born with a drive to make sense of thewr
CApEFLCILE i owerth certain effective stratesies for domg so” (Wells, 1991,
p v Cortal o the optimal development of language is the construction of
micaniy Hot readts from the collaboration between comniunication and

expeniet. e i e words and sentences both refer to the shared situation
and e s sncudar orentation to i " (Wells, 1985, p.102). It is through
the en vroi nees of cluldren and therr families, and the language that is
e rares that voung children are able to gamn meaning of the
Wt o b ncreastmgly use.

o coaie anstemn s in place and a child has acquired a basic

~ cohensand words. expenience becomes the springboard of
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J




Q

ERIC;

PAFullToxt Provided by ERIC

Home-school partnerships 23

meaning. Children nced continual opportunitics 1o interact with words.
phrascs and sentences and to practice them in meaningful contexts.  In this
process it 1s the adults who need to make “the effort 1o understand the child's
mtended meamng and extent it terms the child can understand” (Wells,
1991. p.17).  As meaning develops in the course of a child's expericnces. in
responsc to vocalisations. mtonations and rcactions to actions. it is the parents'
rolc to talk 1o their children and help them. not only to find words to express
needs. feelings and experiences so that they can communicate with others. but
to respond in turn to what others arc communicating to them. It is during the
carly years of lifc within the familiar circle of the family. that a child finds such
opportunitics to usc language to cxplore. construct and communicate idcas.

Recent decades have seen a growth. particularly in the UK. USA. Canada.
Australia and New Zcaland of parcnts who choose to educate their children at
home bevond the start of the age for schooling. Thesc are not the wealthy who
have always used their wealth to provide home-tutors if they so chose. but a
cross-scction of socicty. with a particular concentration of familics at the upper
working class and lower middic class icvels. The ninc common rcasons given
by the familics for choosing home-bascd cducation arc variations on the same
underlving motive - that school is not working. or not likely to work for their
children. Studics from a number of countrics have found that whilst the
motives and methods of home cducating familics may differ. their success rates
arc increasingly undisputed. and rescarch on  home-based  cducation
clicctiveness (Mcighan.1994) confirms a growing acceptance of the view of
parcnts as cducators.

Many familics when interviewed. however. explain that they would prefer to
work in co-opcration with tcachers. on a flexi-time basis. sharing resources and
participating in joint activitics. In 'Home Schooling - Parents as Educators'.
Mavberry. ct al. (1995). point to cxamples of public schools in California
cnrolling home-cducated children for Indcpendent Study Programs (ISP). and
in San Dicgo co-operation between parent cducators and schools has resulted in
the development of Community Home Education Programs. These cnable
home-cducating familics to have access to such things as text books and
curriculum guides. hands-on scicnce cxpericnces and computer laboratorics
staffed by teachers. In addition. a bimonthly newsletter providing information
on services is circulated. and ficld trips and mectings for parents are organised.

These initiatives ansing out of home-based cducation illustrate that parcnt
cducators and teachers are able to co-operate successfully. and provide valuable
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indicators for the development of viable parent-teacher partnerships and could
be scen as one of the forces of change in these relationships.

Forces of change in home-school relations

Underlying the initiatives to bring about change 1 the naturc of parent-tcacher
iteractions, for the benefit of the children. are the many forees bringing about
changes in socicty . imncluding:

The partial success of schools in producing a generation of more
literate parents. For cxample in the 1870s few parents could read.
whercas in the 1990s most can

The information rich nature of the home environment due in part to
the communications technological explosion.  Thus most homes have
radio. TV and may have video. computer. tclephone. and hi-fi sound
system

‘The move accessible forms of up-to-date information. There has been o
prolific growth of spccialist magasines. ranging from cookeny o
computers. and the very latest information 1< communicated by racio and
I'V programmcs.

The changing nature of parenthood. Dinvorce has become widespread
and there has been a rapid growth of single parent familics. partly because
Britarn has the largest percentage of teenage pregnancics in Europe: the
cffects of these trends are somewhat variable. somctimes leading to the
dependency of some parents on tcachers for support. and somctimes 10
closer co-operation I addition. the gradual disappcarance of extended
familics has resulted v a reduction 1n the scope and variety of children's
relationships.

The cffects of migration on the continuity of children's learning
experiences.  The opening of borders in Europe end the scarch for
cmployment opportunitics has cncouraged greater mobthity. resalting 1
less stabihiny

Changing employment patterns. The growth in part-time cmploy nient.
redundancy . high uncmployment and carly retirement caused by the
collapsc of work has created opportumitics for mwore parents  and
grandparents to take an active rote in children's education,

Policy developments in cqual opportunities. The women's hberation
movement and more widespread usc of birth control have influenced more
women to pursuc carcers and interests outside the home
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Government legistation and its effects. This has raisced the cxpectations
of parcnts regarding their greater voice and power in cducation. c.g. the
alliance of governors and parcnts in opposing cducation cuts in the Spring
of 1995,

¢  Opportunities for parent education. Somc parcnts take on the rolc of

learners participating in workshops. courses and conferences which
cncourages their scif-cstecem and readiness for a partnership role.

Many of these forces continue to influence the relationships between home and
school and bring about changes in attitudes and cxpectations on the part of
both parents and tcachers. .

Differing parental and teacher roles affecting partnership

In the hundred vears that have past since the introduction of mass schooling.
when the view of parental exclusion and of education left solcly in the hands of
the professionals previanded. the rate of change in how parcents and teachers
view their respective roles m the education of children has been slow. This is in
spite of an cvolving cducation system and changes occurring in socicty. Many
parcnts arc still happy to lcave it to the professionals and. likewisc. muany
teachers have not moved very far towards working closcly with parents. The
concern amongst teachers to cstablish a professional identity is at times in
variance with accepting a partnership rofe with parents.

Even in the arca of carly childhood cducation. where most change has
occurred. not all parents arc ready to accept the role of partner with tcachers in
thc cducation of their children.  Mcighan (1989) identified a range of
definitions of the varyving roles of parents. including parcnts as problems. as
pre-school cducators. as para-professional assistants and as partners. which can
be scen as a scrics of 'staging posts' along a continuum. The task. then. is how
to support parcnts moving towards a partnership role.  For cxample. parents
who arc facing chatlenges in their own lives and require support in developing
their sclf- csteem. together with their understanding regarding their children's
cducation. may move towards becoming voluntary assistants tn schools at the
mvitation of tcachers. before being i a posiion to even consider estabhishing a
partnership role. Even so. they will continue to be the principal providers of the
basics: love. nutnition, health carc. freedom from abuse. and stinmlation 1n
language and cxpericnees on which to basc futurc learning. and also a vital
source of information about their own children.

o9
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Traditionallv. mothers have tended to be the active participants in their
children's schooling. both in terms of interaction in the home and visiting and
assisting in various invited roles in schools.  With the changes in roles both
within the family and in the world of work, it is evident that the contributions
that fathers can make should be recognised, but onc could arguc that fathers in
the 90s have become much more involved in the carc and cducation of thetr
children.  Whilst this involvement may not yct be at a level cqual to that of
traditional maternal involvement. it scers to be a step in the right direction.
To this cnd. it is with both parents. where this applics in any given situation,
that an cffective home-school partnership should be cstablished.

Following Government lcgislation in the 1980s which madc schools more
accountable to parcnts and gave them representation on governing bodics to
participate in dccision making and sharing of power. a limited number of
parcnts now accept the role of governor of their children's school. taking
responsibility for the shared decision making in the running of the school.
This rolc. however, may be sclf-contained in itsclf. and parents will not
necessirify have adopted a mutual partnership retationship with teachers.

The role of parents in respect of schools and cducation is defined in starkly
contrasting wavs in different countrics and within different  countries.
Initiatives in Scandinavian countrics. other European countrics, the U.S A. and
Canada arc cncouraging scrious and mutually constructive partnerships in
which the parents' role involves them n taking an active part in devcloping
lcarning and tcaching processes jointly with teachers and children.  Spain
regards education in the carly vears as an experience to complement that of the
family, and with this in mind. thc Ministry of Education has ruled that
“Schools must share the task of education with the family" (Odina. 19, p.105).
As a result -parents arc involved not just in the activity of the school. but
additionally have a democratic relationship of power sharing in the operation
and management of the schools. Parents are scen as “an wntegral part of the
school and the lnk between the outside and inside of the institution” (Odina,
op.cit., p.105). Experiences within the Folkeskole in Denmark have provided
further valuable models of democratic relationships between parents and
teachers and continuc to do so.

"New models of communal planmng and the evaluation of teaching i
connection with individual classes are to be tricd out.”
tJensen., ctal (1992
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Teachers also exhibit a repertoire of roles (Mcighan, 1988) which fall into two
groups. authoritarian and non-authoritarian. A non-authoritarian. co-
opcrative. democratic role is onc which can facilitatc a flexible range of
behaviour. A mutual partnership with parents which involves shared goals and
dccision making. allows for differing contributions.  For cxamplc the
partnership may benefit from the teachers' cxpertisc. consultative and
organisational skills. whilst rccognising thc distinct naturc of parcnts'
contributions. The current UK stress on authoritarian approaches in schools

_ militates against such co-operation.

Hannon (op.cit..p 48) in cxamining the deprofessionalization of the tcaching of
litcracy. in linc with new views about litcracy development. points to the new
positions for parents as the naturc of their contribution is morc widcly
recognised.  Parents and familics. howcver., may nced tcacher support to
cngage fully in the notion of the ‘litcracy club’ as cxpounded by Smith in
‘Joming the Literacy Club' (1988). The majority of teachers in the UK. as vet,
have not cxpericnced training to develop appropriate skills in supporting
parents and developing  partnerships. and thereforc do not automatically scc

~ this as part of their professionai role.

Rescarch by Swick (1991) has indicated that when both tcachers and parents
possess  certain attributes they arc morc able to cstablish mcaningful
partnerships. Seme of these. such as warmth. a positive sclf-imagc. sensitivity
arc found to be positive influcnees in both parents and tcachers. When parents
cnjoy harmonious rclationships within their familics. arc open to the idcas of
others, the collaboration has a flyving start.

Teachers' attnbutes, such as flexibibty. reliability and accessibility. together
with cffective tcaching and management skills, appear to positively influence
rclationships with parents.  On the occasions when parcnts need help in
developing partnership skills. tcachers need to provide a positive cxample by
being supportive. dependable and responstve. Planning to involve parents, and
on-poing profcssional development are also cited by rescarchers as beng highly
related to successful partnerships.

Empowenng parents to becoine continmng, active  parhcipants in - their
children's education, however, may nstil in some teachers a fear of the power
that they pereeive parents may wicld. It is cssential that teachers' sclf-csteem,

and their rccognition of the value of working co-opcratively for the bencfit of
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their pupils. cnables them to overcome any tendeney to adopt a defensive
stance.

Home and school working in partnership

It tukes a whole village to educate a child ’ (African saving)

In surverving the cstablished and developing initiatives in the 1990s. it is
possiblc to find many models in which appropriatc. meaningful partnerships
can flourish.  Guidclines that have proved successful in nany situations wili
provide a framework for schools as they cstablish a model of parcni-tcacher
partnership based on their individual needs.

There have always existed more opportunitics for dialoguce between parents and
tcachers in nurseny schools and classes than clsewhere in the school system.
Whilst initially these arosc out of parents delivering and collecting their young
children, there now caists a v.ide range of possibititics for parcnts and teachers
to work closely together  Parent and toddler groups. parent discussion groups.
courscs for parents. Parents' Centres attached to schools. run side by side with
parcnts supporting teachers in school and on wisits. nunning toy and book
hibrarics. and working with teachers in their own homes.  The facilitics.
resources and opportumtics found in Combined Nurscry Centres cncourage
strong, home-school links (Siraj-Blatchford paper).  Athey (1990) suggests that
mvolving school stafll parents and other professionals within the communty
can cnhance children's intellectual development.  “Parents and professionals
can help chuldren separately: or they can work tagether for the greater benefit
of cluldren” (Athey. 1990, p.66). It 1s these partnerships of parents and
professionals that enhance learning  In the development of an cflcctive
relationship between parents and professionals, commitment and cffort arc
nceded rom the educators. it 1s their responsibility to ensure that parents have
access to relevant information and opportunitics to discuss their children's
needs.

In the United States, the NAEY C (1990, p.22) recognises the impact of parents
on their children's educational achievements. “since parental expectations are
the mast powerful predictor of children's later school success”. This
recognition has led the NAEYC to identify parental involvement as onc of the
kev clements in quality  carly ycars prograinmes. specifically  through
strengthening the parents’ role as first teachers and providing opportunitics for
parent education  Such o partnership 1s enhanced by scheduling regular
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parcnt/tcacher conferenees or interviews. welcoming parents into school at all
times and respecting cultural and family differences.  Parents should be
enconraged to usc the tcaching skius they have in the classroom as well as at
home. Reading storics. sharing cultural and family traditions and assisting
with decision-making where appropriate will strength. .+ the home-schoot links
and crmpower parents to continuc their rolc as the first cducators of their
children,

In Canada. the British Columbia Ministry of Education (1992) addresses the
issue of establishing parent  partnerships  with  schools by focusing on
communication between the home and school as the important link. Parcnis
need to continue thetr involvement in the lives of their children, even as
children move into the school vears and a long list of suggestions ranging from
infornial notes to formal conferences are offered to bridge the gap between
honte and school. In addition. a resource booklet. Nupporting Learmng’. has
been prepared for distribution to parcents of children  attendiug schools in
British Colunibia "The booklet provides cvidence {rom educatioral rescarch of
how children fearn and make meaning of therr world and cxperiences.
Although the booklet provides information for parcnts as they continue to be
teachers of their children. it is a support document that cnables parents to
contribute to the education of their chifdren as well as to receive information on
thetr progress and learning.

Alsoin Canada. Alberta Education (1984) stresses that whilst the family has a
key role. 1t s @ shared responsibiitty of "parents, staff and community services"
lo support the development of children. secially. emotionalls. intellectualiy,
physicatly and creatively.  Alberta Education places a great deat of importance
on the mmvolvement of parents in kindergarten programunes.  Since parents
have had a spectal refationship with their children from the moment of birth., it
15 paramount that these relationships continue. cven as the child moves from
the home environment to that of the school.  These kindergarten programnics
snpport parental involvement, not onfy by offering an open-door policy with
respect to classroomt  participation, but by providing parcnt  cducation
programmes designed to increase parents’ knowledge of chitd development.
Parcnts arc afso involved in an advisory capacity with respect to decision-
making related to policy devclopment and programme implementation and
avaluation.

Most schools in Alberta have parent representatives on @ schoot council and
their input, whilst it 1s advisory in nature. 1s generally valued and considered.

S
:
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In addition to discussing curricnhnn matiers. the parent councils often raise
funds to cover cxtra activitics that thc school budget cannot sustain and
organisc school-wide events and celebrations. ‘The involvement of parents on
the school councils docs not preclude their valued input in the classroom as
assistants who arc actively involved in their children’s Icarning. since most
Alberta schools encourage parcnts to be dircetly involved iu the classroomn.

ltaly. too. highly regards the important role that parents play in their chuldren's
schooling. Althongh parcnts arc limited in their involvement of ptanning and
organising the cducational activitics. the law regulates parental involvement on
two levels. First. the Parcnts' Asscrmbly. comprised of the parents of all the
children of a particular class or school. is required by law to mecet and discuss
the educational provision of the school.  Sceond. an clected representative from
the parents of cach class attends an Interclass Ceuncil where cducational
innovations arc discusscd and proposcd. Although the ltafian laws aimed at
parcnt imolvement have been cstablished for scveral vears, the degree of
mmplementation is dependent upon local practice and is not consistently
enforeed

The principles and practice of the preschools of Reggio Emilia in laly are
gaming considerable international attention (Fy fc. 1994) The schools strive to
be welconng, open and democratic to cnsure the well being of cluldren.
tcachers and familics.  They imvite an exchange of ideas, with parcntal
participation rcgarded as an cssential clement in the process.  The role of
parents takes mamy forms, including day-to-day interaction during work in
schools and discussions on cducational issucs. but the schools arc cager to
cncourage greater parcntal involvement in the monthly planning. appraisal
meetings to cnable parents to become full partners in the cducation process

Dav et al (199¢. p.206) caution against using parcnts solchy as classroom
assistants, as not only will the proportion of parcnts involved be small, it can
also be threatening to teachers. Their teachmg can be publicly viewed and
superficially cvaluated without a deeper understanding.  In order for parcntal
imvolvement to be cffective 1t is essential to develop

" dear and articudate phitosophy: of education with respect 1o the
dosired relations hetween home and school, for without this, the head
has no enteria by which to decide between opposing possibilities ™

May ctal opcitp 197
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Im ol ing percnts as working partners results in bencefits to all stakcholders
(Day ct al.. op.cit.). Not only is the academic performance of their children
cnhanced. but parents gain first-hand knowledge of the functioning of the
school. thus providing a firmer foundation and understanding for discussing
the progress of their children. In addition. the parents can offer a wide range
of skills and interests that can benefit the cducational programmie and
administration. In a parnership that involves trust and easc of
communication. teachers stand to gain important information from parents that
may assist in developing programmes for future Icarning. Parents who arc
betier informed and awarc of the activitics of the schoel will be stronger
supporters and thus become important public relations speakers for the school.
Whilst recognising the importance of parcnts as public rclations officers for the
school. Strahan (1994) stresses that communication and participation arc the
intcgral clements in developing a meaningful partnership based on mutual
respect and understanding.  Involving parents in the cducational procees
requircs carcfr' consideration of the needs of children. teahers and parents.
and frequent discussion of the extent of the partnership and the dircction that it
1s taking in order to cnsure the optimum developnmicnt of opportunitics to
entend children's kearning,

Often .. parents tend to undervalue therr own mfluence and potential as vital
factors e thewr culdren's learmng. except over matters where they see
themselves as competent™ (Blatchford ct al. in Clark. 1988, p.74)  Parcnts
must be empowered by the school to participate in the cducation of their
children. They need. 1in many cases. 1o regain a fecling of worthiness. respect
and partnership with schools in order to ensure the best possible cducation for
therr children. Neufeld (1990) supports the positive influence that parents can
have on pupil achicvement.  She (p.264) cites Chubb on the importance of
interweasing cffective school organisation and parent involvement:

"The  largest  estmated influence  of  the  effectiveness of school
organtsatton 1s the role of parents i the school. Al other things beng
equal, schools i which parents are Iughly mvolved, co-operative and
well-mformed are more likeh to develop eftective orgarisations than are
schools o which parents do not possess these qualities.”

The interweaving of school and parents mwst be dependent upon the
individuality of school approaches. Each school must be given the flexibility to
develop partnership models which are best suited to their individual needs

.
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"There is no set of clear and unequivocal “answers' 1o maor quest -ms
on how to work effectively with parents and governors hecause the
solution to a problem has to be found m that situation and not imported
from outside that school's environment.”

(Day ctal.. op. cit. p.198)

As Jennings (1977, p.vii) has said "It is only fools who learn by experience.
ise men do not have to learn of the existence of every brick wall by hangimg
thewr noses on 11", and guidelines discussed in this chapter. that have proved to
be successlul m many situations. witl provide a framework for schools as they
cstabhish a modet of home-school partnershups based on their individual niceds.

Conclusion

Stiee the carly 1500 ther s heen a sigmificant change in the thinking about
the role of parents in their children’s education. It is now recognised that much
lcarning takes place outswc schoois. and that the family are central 1o
children's development  In spite of all the reeent rearcssive tendencics in

British cducation it is haid te sagine that there couid be & return to the
exclusively  schoot-centred  views ¢f carlier times.  Existing modcls of
meanmgful partnerships between home and  school indicate that  these
relattonships help mect the goals of both parents and teachers to the benefit of
the children,
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The way forward

The acceptance by all stakcholders of the concept of mutual partnership
involving shared goals, shared cxpertisc. a shared understanding of the
leaining nceds of the children, and shared dccision-making (curriculum
planning and cvaluation . asscssment of pupils).

The recognition that initial tcacher cducation and continuing professional
deveclopment must prepare tcachers for working in partnership with
parcnts and should include considcration of new initiatives. rescarch and
internationai expericnee,

‘The recognition that parents and tcachers will incrcasingly become part of
multi-profcssional tcams in which they. together with assistants. carers and
others. will cngage in a proccess of critically interlinked cducation and carc.

The cncouragement of initiatives in nursery schools. classcs and centres
which build on parcnt partnerships. and arc then appropriately modificd
in later stages of schooling,.

The sigmficant move towards the involvement of children in developing
responsibiaty for their own Icarning and asscssment. not in isolation, but
in partnership with parcnts and tcachers.

The promotion of family-centred schools which includes the development
of a caring curriculum that focusscs on thc shared lcarning process
amongst children. parcnts and tcachers.

The vital necessity for continuing rescarch into the aspects of homie-school
partnerships that arc most conducive to promoting children's Icarning.

A coordinated and comp'rchcusn'c c¢ffort by all those concerned - familics,
cducation. hcalth, social scrvices - to work together to provide the best
possible cducation and carc for voung children
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Stories from the classroom: what works?
Developmentally appropriate practice

by Jennifer Little

The Butterfly

[ remember one mormng when I discovered a cocoon m the
hack of a tree just as a butterfly was making a hole in its case
and preparmg 1o come out. I waited awhile, but it was too
long m appearing and | was impatient. | bent over it and
breathed on it to warm it. | warmed it as quickly as I could
and the miracle began to happen before my eves, Jaster than
life. The case opened. the butterfiv started slowly crawling
out, and | shall never forget my horror when 1 saw how ity
wings were folded hack and crumpled: the wretched butterfly
tried with its whole trembling body to unfold them.  Bending
over i, 1 tred to help it with my breath, in vain.

It needed 1o be hatched out patiently and the unfolding of the
wings should be a gradual process in the sun. Now it was too
late. My breath had forced the butterfly to appear all
crumpled, hefore ts time. It struggled desperately and, a few
seconds later, died wi the palm of my hand.

That hittle bodyv s, I do believe, the greatest weight | have on
my: conscience  For [ realize today that it is a mortal sin to
violate the laws of natuwre. e should not hurry, we should not
he wnpatient, but we should conficc atly obey the eternal
rhvthm (from Zorba the Greek, Kazantakis, 1952).

A growing number of cducational associations have cmbraced the notion of a
developmentalls  appropriate curriculum  for young children that is age
appropriatc and individual appropriatc. In such a programme, cmphasis is
placed on "active, hands-on learning: conceptual learning that leads to
understanding along with the acquisitton of basic skills: meaningful, relevant
learmung experiences; mteractive teaching and co-operative learning, and a
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broad range of relevant content, mtegrated across traditional subject
divisions” (NAEYC, 1990 p.22). It is thc nceds of the children that arc
paramount in the school, and whilst social, cconomic and political forces have
engincered change in socicty over the vears, the basic developmental needs of
children have remained constant. The demands of a National Curriculum and
thc ominous prescnce of attainment targets may pressure teachers into
presenting nursery and receptien children with a more structured and
inappropriate version of the curriculum. onc designed to preparc them for the
Key Stage 1 SATs, taking little note of individual differences and rates of
growth and development. The problem of a downward cxicnsion of primary
school into kindergartens and nurscrics can be casily overcome by cnsuring
devclopmentally appropriate practiscs match the child's developmental level.

Children often come to their first school cxperience hke Zorba's butterfly -
from the sccurity of their home cocoon. where they have plenty of time to
stretch out their wings - all too often to a school cnviromment where
expectations may be unrcasonable for some children.

Max came 1o year one expecting to find a room full of the
kinds of things he had lefl behund at the end of kindergarten.
le did not want to write.  Any attempts produced faint,
spidery markings which even Max could not explain or
decipher, nor did he wish to explain them, as he had no
interest at all in activities that required writing.  lle had
great difficulty sitting still and was not in the least interested
in reading.

Max especially enjoved maths times where he could explore
the manipulatives in the tubs. One day, he sat engrossed, for
a much longer period of ime than he had previously done, in
an activity using geometric shapes.  Clean-up came and,
still, Max continued to work, oblivious to the children around
him. Iinally he came to take me to see what he had made - a
hghly designed, three-dimensional model of a four-wheeled
vehicle. s the model could not be saved 'forever', | took a
picture of it and Max was very anxious to WRITE about the
picture. The pride on his face was evident - the gradual
process of the unfolding of his wings had begun. From that
point on, Max began to flv, slowly and tentatively, but with a
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newlyv-acquired confidence that he. too, could accomplish
what he saw others domng

As cducators. it is important for us to cnsurc that the ‘butterflics' that arrive in
our classrooms have a chance to let their wings dry so they can fly. Instcad of
expecting children to come to school prepared for the rigid demands of a highly
specific curriculum. it is the schools that must meet the needs of all children

and cndcavour to provide opportunitics that will maximisc progress for cvery
child for eveny year.

This is because “ ... learming 15 a continuous experience and children learn in
different wavs and at different tmes, even though they happen to he the same
age” (Alberta Education. 1990) In order to provide continuity in lcarning for
children. it is important for schools to develop instructional practices that are
based upon principles of child development.  These principles are conclusions
formed by rescarchers in education. and atlow for a broad range in children’s
nceds. lcarning rates and styles. knowledge. experience and interests. with the
underhving factors being that children arc individuals and that cach chiid is
unique

In a recent British national sunves (Blenkin and Yue. 1994) it was shown that
heads of carly ycars collcges consistently ranked knowledge of child
development as the prime feature of influcnce in the professional development
of practitioners. Interestingly. heads of schools ranked it similarly. There is
not an cstablished number of principles of child development.  Educational
rescarchers. however. have identificd many important principles that cnable
tcachers to provide instructional programmes that do maximisc progress. The
following storics illustrate the relationship between ten principles of child
development and examples of instrictional practices that arc compatible with
continuity in learnmng,

Children need a positive self-image in order to develop their
individual potentials

The way they feel about themselves s related to the way they learn (Bruner,
1960, Phillips. 1994) This idea. that children with a positive sclf-concept arc
morc likely to become involved in learning activitics. is highlighted in many
countrics (Spain. Odina. 1993; jtaly. Puscr. 1993 Sweden. Bergman, 1993
Canada. British Columbia. 1992 and Albenta, 1988).
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Max's stony illustrates that, as he demonstrated his abilitics with blocks and
reccived positive feedback from his teacher and his classmates. his scif-concept
was cnhanced and he gained the confidence to try other learning activitics.

Children ought to be presented with frequent opportunitics to mect and master
mcaningful challenges. Positive self-cstcem can be encouraged in programmes
that offer choice and cxploration in a widc varicty of arcas. Tcachers should
cndcavour to cnsurc. in the daily choice of activities. the availability of
matcrials  and  lcarning situations involving. amongst other things.
conversation. literature, story-writing, mathematical concepts. designed to mect
thc programmc objectives. The feedback that children reccive. from the
teacher and from peers. will support and nurture feclings of productivity and
success in the lcarning envircnment.

Instructional practices that promote a positive sclf-concept arc:
- lcarning centres
- project work
- usc of manipulatives for scicnce and maths
- Readers and Writers' Workshops
- co-operative learning stratcgics
- involving children in setting goals and sclecting topics of study
- encouraging children to be involved in the evaluation of their own
work
- provision of multi-cultural activitics and resources

Children need to make meaning of their world, based on the
experiences they have already learned, experienced and constructed

In carly ycars, expericnces enhanced by continual and mcaningful involvement
and interaction with the environment sct the pace for future Icarning (Piaget.
1977 Cainc and Cainc. 1991).

Jasmine was having a difficult time i her year one class
trviag to make all the connections she needed to read. She
strugreled on, always cheerful, but making Iitle: progress.
Towards the end of the vear, as she worked diligently. but
with little success, trving to read some very sumple maths
stories, she asked if she coudd continue to work whilst the rest
of the class came together for story time. Gradually, we
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hecame aware of a small voice in the backgrouad - reading!
“Jasmine can read’” the children on the carpet exclammed,
and she  certamly could'  The look  of pride and
accomplishment on her face, as she heard the excitement in
the voices of her classmates, was truly wonderful. Jasmine
had finally put together all the components she needed 1o
make sense of printed materials and the last four weeks of the
school vear were taken i leaps and hounds as she spent
much of her tune reading to herself. her classmates and her
sthlings.

Children need to be encouraged to make connections between new knowledge
and old. and to usc this information to solve problems and to make sensc of
new experiences.  Teachers must recognise the importance of the children's
previous fcarning as a basis for new learning (Dowling. 1995).  As children
rcalizc the importance of their own knowledge and experience to the learning
process. they will become more involved and begin to take ownership of it.

Instructional practices that cncourage these connections arc:
- brainstorming. webbing. nctworking,
- co-opcrative learning projects
- language caperience storics and charts
- Readers' and Writers' Workshops
- inteprating language learning into all curriculum arcas

Children shou!d be involved in active rather than passive activities

Although rapid wal growth gencrally slows down after the age of five,
chiidren in the carly vears of school. including reception and year onc. need
physical activity to help them comprehend new concepts (Katz and Chard.
1989). Children should have opportunitics to manipulate real objects instead of
just rcading about them. looking at picturcs of them on a workbook page or
listening to tcachers tell about them.

When the children e a first-srade class were asked to give
therr mmpressions of a mampulative meths  programmme
which they had worked on all vear. thewr responses clearly
mdheated the active aspeet of it
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“1 like math bekus it is fun. Werking with mony and
werking with kownters."

"1 like math becos we do the Good Food Restrant. 1 like
tubs becos it is fun."

“I likc math becus it is fun and we Imc lots of things.
Befor | didn't kno wat 10c was but now I do and the
tubs arc ncte and fun and intrising. 1 relly likc them.”

The children's answers speak for themsclves.  As they actively cngage in
manipulative, lcarning activitics. children will make conncctions to real-lifc
situations. The tcacher should cstablish an cavironment which will link

children's explorations to their developing concepts in the different arcas of the
curriculum.

Instructional practices that encourage development through active ecngagement
in the cnvironment arc:

- usc of manipulatives for maths and scicnce

- water and sand tablcs

- cxploration centres

- play centres (drama. blocks)

Children acquire, develop and express their understandings through
the use of language - written and oral language develop concurrently

When children cngage in interactive conversations with peers and teachers,
their communication skills arc strengthened. cnabling them to cxpress in
writing the understandings they have acquired through talk (Lemke. 1987).

In co-operatve learming groups, the year one children
were working on a science activity that involved dissolving
different substances in water. When questioned ahout what
was happening, the children could respond that the salt or
sugar went away', but they did not yet have the word
issolve’ in their vocabularies. Once given this new word,
they used 1t often throughout the rest of that dav and for
the next several davs. Journal entries talked about Kool-
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id, bath salts and sugar 'dissolving’ in various situations
at home.

In order to reccive. process and express an understanding of what occurs in the
lcarning cnvironment, children need to successfully acquire and usc language
and thinking skills. Unless the lcarning cnvironment offcrs opportunitics for
dialoguc. paraphrasing and cxtending mcaning. language. as a vehicle of
thought. will not be utilised to its maximum potential.

Instructional practices which encourage the acquisition of these skills arc:
- discussions centres aound thematic units of study
- brainstorming. webbing, networking
- Readers' and Writers' Workshops
- a reading programme bascd on quality litcrature
- journals
- co-operative learning activitics
- multi-age groupings
- book buddics
- peer coaching

Children pursue learning in an holistic way, without restrictions
imposed by subject-area boundaries

All the domains of devcloprent - social. emotional. cognitive. physical and
creative - are integrated (Caine and Caine. 1991). Each influences and is
influenced by the others.

Jordan had returned from a visit (o a museum and was
extremely anxious (o relate the wonderful things he had
learned about dinosanrs.  Although the class was studying
dmosaurs, the activitios and discussions centred around this
theme were scheduled for later i the dav. Jordan took an
carly opportumty to write about his trip in hus journal, share
s information with the class as he read his journal from the
author's chawr and show the classroom dinosaur models 1o
further explamn his new knowledge. Jordan’s 'write and tell’
all took place during a part of the day usually designated as
a language learmng period. Later, when we actually worked
on our theme study of Dinosaurs, the class all had questions,
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hased on Jordan's talk. that they wanted to research further.
Whist they acquired new information related to science,
these students also  developed ther skills m language
learning, mathematics and art, as they read, wrote, talked,
measwred and drew

Children are continually making connections between the knowledge they have
acquired in the different domains and do not nced to distinguish learning by
subject arca.

Instructional practices which encourage holistic connections are:
- integrated curriculum
- themiatic units
- brainstorming. networking, webbing
- journais
- project work
- lcarning centres
- opportunitics for spontancous play

Children vary widely in their rates of physical growth and the timing
of their growth rates

Fach child is a unique individual with an individual pattcrn and timing of
growth (Alberta Education. 1988. NAEYC. 1990).  Although the following
story is about just onc child. the storics of cach of the cluldren in our
classrooms illustrate this uniqueness.

Amvwalked into the clussroom on the first dav of school with
an obvious air of cemfidence. She was physically very small,
but excited about this new experience in her hife. s the vear
progressed, some of Amy’s confidence flagged. particularly
durmg some of the physical education activities Ly just
could naot co-ordmate all the movements she needed to ship
with a rope. Many of the other children in the class were
able to jump rope carly on i the year, wd my Jound her
mabithiy m thus area to he a great frustration. She
persevered, though. with encouragement from her cldssmates
and with many opportrmiies to practice amn the physical
cducation: programme and on the playeround. 1t was not
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until late spring that the children came in after play break
one day to tell me excitedly that Amy had skipped “three
times ina row”.  Amy herself wav thrilled at  this
hreakthrough and each day after would rush in i report her
increased abilitv. It was not long before .lmy was able to
Jon her friends in skipping games. Amy's time 111 come.

Children nced a varicty of opportunitics to mcct the various stages of
development within a particular classroom and they should be allowed to
progress at their own pace in order to maximisc their lcarning,

Instructional practices which allow for individual rates of development are:
- usc of manipulatives (particularly for maths and scicnce)
- co-operative learning situations
-~ Readers' and Writers' Workshops
- daily physical cducation with a varicty of different-sized cquipment
and opportunitics to practice different levels of skills
- multi-age groupings
- lcarning centres

Children learn through collaboration with others

What children do together todav. they can do alonc tomorrow (Vygotsky.
1978). Children involved in co-operative lcarning situations lcarn better.
develop more positive sclf-concepts. get along better with their peers and arc
more accepting of thosc who :re different (Fiske. 1992).

Conmie was a special needs student . our year one
classroom. In addition to special learning needs. Connie was
extremely shy. She was integrated with the regular classroom
activities for most of the dav. Whilst much of the programme
was adapted for her. Connie was a part of co-operative
learning groups for maths and science activities The other
children in her group were very patient and seemed to know
mstinctively how to adapt the actvaties for her and how to
explam what was happemng.  Connie blossonied in her
surroundings - she began to look her friends and teachers in
the eve, she lost the stoop in her walk, and. most surprising
to many of us, she began to respoud approoniately 1o class
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discussions. It was the support and feedback that Connie
received from her peers that helped her to grow and to
continue to grow when she was apart from her support group
in the classroom.

Children develop socially. cmotionally and intclicctually through interaction
with others, Teachers need to recognise the importance of developing positive
peer-group relationships and provide opportunitics for co-operative lecarning
situations that cngage children in conversation. challenge their thinking and
cxtend their ideas.

Instructional practices that provide opportunitics to dcvelop these positive
rclationships arc:

- co-operative group projects

- peer coaching

- Readers' and Writers' Workshop

- lcarning centres

- multi-aged groupings
A - inclusion policics tor all children

L enk

Families play a significant role in the growth and development of the
L child

Parcnts arc the first tcachers of their children and should continuc to be
involved in the cducational process. cven as their children enter formal
schooling (NAEYC. 1988: ECEC. 1991).

Donald was very quick to respond 1o nuni-lessons i
language learming or discussions of concepls in other
curricutum areas with, "l know that. \Mv dad already taught
me that.” It was important to Donald that his dad also knew
the things that he was learning n school. We invited
Donald's dad to come to the classroom and speak to the
¢hildren on a topic of special interest to him. Donald's pride
and dehght were evident on his face as his dad shared
» stories, demonstrated the differences in seeds, taught the
5 children about reforestation and gave cach of them the
e opportunify to plant a tree.
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Parcnts should be viewed as integral partners in the instructional process. They
hav e nurtured and taught their children up to the first day of scheol. They will
continuc to tcach their children. cven as the school vears go by, As partners in
cducation. parcnts can provide powcerful insight to the school with regards to
their children's Icarning stvles. interests and cxpericnecs.

Instructional practices that encourage the partnership of home and schooi arc:

- frequent communication with parcnts

- home visits by the tcacher

- cncouraging parcnts and other family members to participate
classroom activitics and assist with lcarning  groups. as wcll as
making materials

- ¢ncouraging parcnts to share cultures. traditions and umque skills
with the class

- providing parcents with opportumtics to assist with decision-making,
where appropriate

Children learn through play

At one tme or another. we have all heard the saving "Children’s playv s thewr
work” (CACE. 1967 Abbott. 1994). And hard work it 1s. At any onc time.
a play situation in nurseny. reception and cven vear once. children plaving in a
group may be imvolved not only in collaborating. negotiating. choosing,
organising. questioning. 1esponding. explaining. but in many aspects ol
cogmtine phssical and creative development.

Foma . Kelly and James were plaving af the sand table.
Using moulds  to make castles and thew hands 1o fashion
moats and hridges. they worked carmestlyv together. 1herr
chatter was contmual as they busied themselves with thew
work.,  They discussed castles, flags, hghts and battles.
When none of them could remember the name  for the moat.
fama came to the classroom assistant. took her to the sand
table and asked what the “deep road filled swith water” was
reath: called — Kellve swanted 1o know why castles were
surronnded by moats, while James was cagerly powring water
mto the moat and drawms the others attention to how the
sand caved i as the water ran around — The three than began
a discussion of how 1o strengthen the moat walls and tried
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various  solutions.  lmongst manyv other new  learning
experiences, all three children added a new word to their
vocabularies . Fmma wrote about the ‘maot, James about the
‘mt' and Kellv, who was n vear one of this multi-aged
reception vear one class. wrote a lovely storv of ‘a sand
hingdom'. the mote’ construction being an important part of
the story.

At the sand table described above. where the three children were. for all intents
and purposes. plaving. language development was cnhanced as opportunitics
for oral spcech were encouraged and topic specific vocabulany was introduced.
practiscd and reinforced. Thinking skills were cnhanced through questicning,
observing. testing and problem-solving.  Social responsibility was devcloping
as the children interacted with cach other in a co-operative situation. involving
sharing, compromising and tcamwork  Physically. both finc and gross motor
skills were developed as the chitdren, with and without utensils.  maniputated.
scooped. lifled and pourced the sand. Their lcarning was further extended as
they later wrote about their experiences at the sand table: recalling. writing.
reading and illustrating.  All in all. a great deal of work by any standards. but
all accomplished in the context of play. 1t is evident that play which is both

purposclul and cnjovable is an important componcnt of carly ycars
programmes. “The conclusion of the Rumboid Committee (cited in Abbott. op.
cit.. p.52) sums up the importance of play: “/t has a fundamental role i carly
childhood education, supplving the foundation upou which learning s butlt”.

Instructional strategics that encourage learning through play are:
-the provision and resourcing of play centres (sand. watcer. blocks)
-the provision of arcas in the classroom allowing for rolc play
-opportunitics for and access o outdoor play

Assessment of young children should be 'authentic’

Authentic assessment involves engaging children in meaningful activitics from
the real world that require knowledge in use (Willis. 1993). 1t is on-going. 1t
imolves seif-assessment 1t reflects the process of learning. It should mecasure
whether or not teachers have oftered children opportunitics for cexploring.
constructing and communicating meaning. 1t involves a partnership of child.
parcnts and teacher  Portfolios. or profiles. can provide authentic evidence of
lcarning that shows progress over time.
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John was six and hard of hearing.  Ile could communicate
with signs and was beginming to speak as well. An assistant
was assigned to the class to give him help as he requred 11,
John had experienced a great deal of difficulty in hus prior
school experiences at nursery and reception. At the begimning
of vear one, his teacher explained to the class the purposes of
their portfolios and how they would themselhves contribute to
them.  John was an eager participant an the portfolho
selection from the start  When anterview time came. John
climbed onto the middle of the table and dumped the contents
of lus portjolio e proceeded to take each sample and lead
s parents through a discussion of what he had done and
learned.  Lhs parents cand the teacher) struggled with damp
eves for the dwration of the interview.  1hs parents were
cestatic that Joln's attitude towards learning had — become
such a positive one - so worried were they about his apathy
and negativeness m s prior schooling — Apparentiy, ohi's
own pvolvement and notion of hanself as a contributor to his
learinng  and  evaluation changed s athitede towards
learnmg

As John's story illustrates. the usc of portfolio assessment often cvolves
naturally into chld-led parent/tcacher conferences.  He was cager and
dehighted to present his portfolio contents to his parents and to cxplain his
lcarning and undcerstanding as he demonstrated, with work samples  that
showed progress over time. the processes that often led to his comprehension of
the curriculum.  John's parents, in turn, expressed amazement, not only at the
lcarning itsclf. but ai the way their chuld could articulate his own lcarming.
‘Teachers must make daily decisions that will affect the learning of the children
in their classrooms  Only teachers, who arc at the grass roots levels of the day-
to-day school lives of their pupils. can recommend the appropriate intervention
strategics that wiil meet the unique needs of cach child.  They will need
assistance. cspecially for ven voung children. {rom parents: from involved
agencics and from the ¢children themsehes in order to make the best possible
decistons that will promote children’s learning.

Instructional strategics that ensure autheatic assessment arc.
-usc of portfolio asscssment
-recorded ancedotal obscrvations
-intervicwing children
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-using performance based-asscssment

-involving the children in their own assessment through seif-reflcction
and sc!f-cvaluation

-involving parents in the assessment process

Rescarchers have provided cducators with a view of pupils as "learners who are
actvely mvolved in building up a personal knowledge of the world around
them through action, experience and reflechon” (British Columbia Ministry of
Education. 1990). 'The ten principles of child development highlighted in this
chapter. along with many others. provide direction for tcachers to support
icarning through a balanced emphasis on social. cmotional. physical. creative.
cognitive and moral development . beginning in the carly ycars and continuing
through primary school  As teachers. we want children to enter school and
continuc a journcy of lifclong icarning. ‘The chalienge for us. then. is to ensurc
that the "content of the curriculum 1s taught so as to take optonum advantage
of the child’s natural abimes. mterests  and  enthusiasm  for learning”
(NAEYC. 1990) in order to mavimisc the overall progress of cach pupil cach
vear. Using the principies of child development as a guide. tcachers can casily
accept this challenge and plan a developmentally appropriate programme that
stimulates the children and encourages them to be actively involved in their
fcarning journcy. not as Montessori (1919, p 14) cautioned "hke hutterfhes
mounted on pus, the children are fastened each to s place, the desk,
spreadmg the useless wings of barren and meanmgless knowledge which they
have acquired”. but, as Zorba discovered. gradually and paticntly being
allowed to unfold their wings. “obeving the cternal rhvthims”.

A Glossary of Terms

Co-operative Learning 1s an “orgausational structure vt which a group of
chuldren pursue acadenue goals through collaboratve efforts. Children work
together wm small groups, draw on each other's strengths, and assist each other
i completing o task” (Hilke. 1990). Co-operative learning fosters co-operation
amongst cluldren. encourages positive group relationships. develops  sclf-
estcem 1 children. and cnhances academic achicevement.  Co-operative
lcarning builds upon the strengths of cach child in a group and encourages
communication and social skills that arc nceded to develop a good working
relationship.
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Language Learning 15 the term used by Alberta bducation to cncompass
children's learning in reading. wnting, speaking and hstening. ‘The rationale
for grouping these under the umbrella of language learniag states that “m
fanenage learmmg, the processes of listemng, speaking. reading and writing
are mtervelated and mudnaily supportive™ (Alberta Education. 1993)

Performance-based Assessment: Chluldren are assessed as they carry out
specilie tashs designed to replicate real-tife situations.  Often this can be an
cpen-ended problem that has the [lexibitits for mamy solutions or roads to
<olutions that tike mito account individual diversity m learning sty les and rates
of devclopment

Project Work "1 project is an m-depth stiedy of a particidar topie that one or
more duldren undertake " (Katz and Chard. 1989). A project explores a topic
or a theme over a period of days or weeks depending npon the nature of the
study and the ages of the children imohed. Children are involved in planning
the vanous aspects of the project and are imvolved in activitics relating to the
project for several days of weeks  The teacher supports the chuldren's fearning
by cncouraging and helping them to make meaning of their interactions with
adults and peers. with objects and with their environment.

Readers' Workshop provides opportunitics for "chuldren to become readers
and to continee to grow as readers: choosmg thewr own books, spending tine
readmg and taltkmg about them, responding to them from thew hearts and
expertences and recommendmg them to one another” (MacKenvzic. 1992 p.g).
During Readers' Workshop. pupils choose and rcad books alone. or with a
group. writc personal responses in journals or dialoguc letters and present and
recommend what they have read to their classmates. 'The tcacher collaborates
with the children. supporting them in their choice of literature, helping them to
read. conferencing with them. reading and writing in responsc journals.
tcaching whole or small group lessons and modelling. themsclves, what a ‘real
rcader’ docs (Mackenvzic, 1992).

Writers' Workshop provides opportunitics for ¢hildren to choose the topics
they wish to writc about and time to do pre-writing. drafting. conferencing.
revising. editing and publishing.  Pupils are assisted by the tcacher and peers
who act as resources. sounding boards. cditors and audience  The teacher
supports fcar g by presenting, whole class or small group lessons based on
obscrvations of what the pupils require to improve their writing
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Questions of quality

by Tony Bertram and Christine Pascal

Introduction

Quality is the busz word of current educational debate.  Almost cvery reeent
carly childhood book and conference scems to have the word in its titic.  This
focus on quahty is intcresting and disturbing.  As an aspiration for which we
all strive, quality can give us a feeling of common purposc, cven though we
might not be surc of what it is or how it is rcaliscd. That is part of its
attractivencss. Quality is universally admired as long as it is not madc cxplicit.
As soon as we begin fo define it more tightly. our conscnsus begins 1o
disappcar.

There is a danger in this. If quality is only acceptable when it is a generalised.
vaguc goal, it loscs its meaning and becomes of little help to those secking
genuine improvement. We can sec this beginning to happen now. The word is
over used and abused in much the same way as the word 'standards’ was during
the vears of the debate surrounding the Education Reform Act. 'Standards' has
now become much less fashionablc amongst those in scarch of rigour in
provision for voung children and has been replaced by the more ncbulous term,
‘quality’. An uncasy fecling remains amongst many carly vears' practitioncrs
that the ubiquitous cmphasis on the pursuit of 'quality’ is a cloak for the same
inappropriate, de-skilling. threatening processes of asscssment that have gone
before.  The danger is that when quality cvaluation becomes viewed as
somcthing that is going to be donc to them, by somcbody. under conditions
over which they have no control. practitioncrs can become fearful and
alicnated.

Our fecling is that 'quality’. to usc the vernacular. is having a 'bad press' and we
wish to reclaim it and make it cxplicit. In this chapter, we want to explore
definitions of quality and 1its asscssment, and show how it can be achicved
through a process of effective, democratic evaluation. [n this way the process
of cvaluation can, in itsclf, lcad to the cnhancement of individual provision,
and the development and cmpowerment of staff within their scttings.
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Why is quality on the agenda?

I he movement to expand provision for voung children is happening world
wide. Fyen The World Bank is now arguing that the development of third
world countnes is more dependent on raising the aspirations of women than on
the building of high profile constructions like dams. A former Deputy Director
of the OECD. George Papadopolous (1993). has also acknowledged that
cducation must-be available from the cradie to the grave. In this respect he saw
that much had been done in the post-school period but that little. as vet. had
been done to address the educational needs of the pre-school child. In the UK
we have sonic of the finest provision in the world with purpose built sctiings
and eraduate level stafT, but it is not universally available. Provision is patchy.
and often. part time and of variable quality

lte UK has one of the poorest records for state provision of pre-school
provision m the European Union (Moss 1990y This puts us at an cconomic
disadvantage with our continental competitors who. because of therr greater
nsostmient in pre-schoot provision. have a larger pool of wonien to call on 1
tirctr workforce  The move to cmploy women. often part-time. in dextrous
wsetbly work or in service industrics s characteristic of new business growth
md 15 matched by the increase in unemployment for wmen. who were
taditonally engaged in the heavy industries such as coal or steel. There arc
Clearh cconomic reasons why provision needs to expand and this pressure will
drease should the UK opt into the Soctal Chapter 1t is at present the ondy
comtiy to exclude itself The situation will be further exacerbated as we
_metee trom reeession and the effects of the demographic tiime bomb. masked
i present by the stitl high unemployment figures. become more apparent “The
hneg falt i the sections of the poputation who wilf be school leavers over the
nest 10 vears means that industny must look to therr female workforee as
antee of cheap labour  Such factors seem veny far from the coneerns of carly
s warhers but they are vers much part of the realpolink  of the modern
sohihieal world

an eldinon 1o these econontie and demographic Lactors. there are changes
~en which are mipacting on provision for young children  Fhie woren's
avanent e this as e key arca e therr jast goal of total cimancipation ol
comer ot onldy is s a powerful and influential fobby group which s
L1oane o basie right but ot s also helped by national and Bwopean

Vacon amied at climimating diserimination Whilst we applaud 1l
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movement. we also feel it 1s wrong 1o view provision for yvounp children s
stmply an ssuc for women. 1t is an issuc for socicty and families. and
fundamental to the development and fulfilment of all the indnviduals within w
Nevertheless. the cqual opportunity  lobby arc key  plasers in potiine
Government to address the problem of lack of provision for the young child

Another factor which is highlighting the nced for a review of pro-schoet
proviston 1s the changing pattern of fanmuly fife. Concern has been expressad
many agencies about the pauvcity of many  children's carly  expueriences
(Rowntrece Report. 1993).  There arc fewer opportunitics for play  and
caploration in our urban communitics than in the past.  Parents are more
fearful for their children than were their parents and they are also working
longer hours. Morce women arc raising their children as single patents and
need help and support from socicty to do so. Many single parents arc trapped
into poverty by lack of adequate provision for their cinldren and could be much
more cconomically productive if they had aceess to it. Pfeffer and Cootc (1991)
and Holtermann (1992) calculate that there would be a net gam to the
exchequer through reduction in benefits and pavment of tax if Government
addressed the need for more free provision .

Why is quality important?

All of these influcnces. however. are essentially concerned with the question of
increasing the quantity of provision To some extent they provide a smoke
screen for the arguably more important debate about incrcasing the quality of
provision. Yect there have been a wealth of national reports over reeent ycars
which have highlighted the need. not only for provision to be incrcased. but
also. for it to be of high quality (DES. 1990. National Commission on
Education. 1993; Start Right Rcport. 1994: Housc of Commons Sclect
Commitice. 1994a).

The issuc of quality has been given further impetus by the growing body of
rescarch cvidence that shows that the quality of provision 1s a kev aspect of
successful ontcomes for children's attitudes to learning, for their development
and. indeed. for the coherence of socicts.  Sslva and Wiltshire (1993)
summarnise some of these findings. and increasingly we arc also obtaiming
cvidence from the ficlds of anthropology. behavioural and — devclopmental
psvchology. social cognition. sociology, pacdiatrics. ncuro-psychology and
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cognitive sciecnce which add weight to the evidence. Important in these is the
work of Gerald Edclman (1992) and his concept of 'Ncural Darwinism'. which
suggests that the brain develops through a process of natural sclection rather
than through ‘lcarning'. This process is a dialoguc between the genetic
predisposition of children and -their cnvironment.  The challenge for carly
childhood cducators is to shapc the environment to maximisc discovery and
development. and to cnsurc that others are there to support. challenge and
reward this lcarning.  There is now available rescarch evidence from around
the world (Sylva and Wiltshire. 1993) which conveys the clear message that if
it is to be effective. carly childhood provision has to be of high qualitv and
display certain characteristics.

How do we define quality?

There is a wide consensus about the cssentials of quality in carly childhood
provision. Qur cxperience in working with some 750 practitioners from all
over the UK during the Effective Earlv Learning Rescarch Project. EEL.
(Pascal ct al.. 1995) has confirmed this. Brucc (1987) has pointed to a value
basc of corc agreed principles that have cxisted histerically in the 'common
tradition’ of carly childhood philosophyv. It is on these principles that the
conscnsus on what constitutes the dimensions of quaiwy provision for voung
children rests.  Williams' (1995) review of quality approaches in carhy
childhood reveals how the uaderpinning principlies of the Children Act.
Volume 2 of the Guidance (Dept. of Health, 1991). the Rumbold Report. (DES.
1990) and the RSA Start Right Report (Bail. 1993), all acknowledge these
principles, to a greater or Iesser extent. In addition. the National Children's
Burcau (Cowlev, 1991). the Kids Clubs Nectwork (1989). the Pre-school
Play groups Association (1990 a. b) and the National Childminding Association
(1991, have all produced guidelines or rccommendattons which cncompass the
same principles.  In the US. the Carncgic Report (1994) and the NAEY(
Guidcelines on Deyclopmental Learning (Bredckamp, 1987) also affirm thesce
same principles.  New Zcaland and Australian carly vears cxperts concur
(Earlv Childhood Carc and Education Working Group. 1988). The EXE
Project in Belgium (1.acvers, 1994) and the world wide High Scope Programmce
can also be scen to fit these core values  There 1s thus a strong. historical,
comparative. diverse grouping of carly childhood cxpertisc which shares this
view of high quality. and agree over the arcas that must be evaluated for it to be
achieved.

)
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The dimensions of quality identified by the EEL Rescarch Project ( Pascal and
Bertram. 1994ab) mayv be taken as tvpical cxamplc and demonstrate the
breadth of issucs that any definition of quality must embrace. They include:

aims and objectives

curriculunvicarning expericnces

lcarning and teaching stratcgics

planning. asscssiment and record keeping

staffing _

physical environnient

rclationships and interactions

cqual opportunitics

parcntal partnership. home and community liaison
monitoring and ¢yvaluation

Using a carcfully structured. rigorous framework. participants 1n the Project
Irom a wide range ol carhy childhood scttings have collected cvidence tor cach
of the dimensions of quality. using a varicty of rescarch techn:ques.  ‘They
receive traming m these techmques but. essentially, the process 1s onc of
validated. sclf assessment.  Williams suggests that "/t Aas demonstrated that
qualty can be evaluated constructively: even wielst embracing s subjective
nature” (1995)

This reference to subjectivity. perhaps. needs to be claborated further in our
discussion of quality definitions Judgements about quality are incvitably valuce
laden. 1t is impossible to evaluate without making judgments about what 1s to
be valued. Interpretations and emphasis will depend upon the belicts, attitudes
and values of thosc whom vou ask.  Politicians. parents, managers,
practitioners and the children. themsclves. wmay all have differing perceptions
about what. for them, makes a quality sctting.  For this rcason, the Effective
Early Learning Project deliberately secks to adopt a democratic approach in
evidence gathering, ensuring that all views arc represented.  Evervbody has a
voicc. ceven though those voices may not carry cqual weight.  Participation,
however, 18 recognised as important in getting a complete picture! It is also
important i sccuring, agrecment about successful outcomes. Evaluation. after
all. must oe hnked to development and 1f a feeling of partnership and shared
owncrship is cstablished 1 the evaluation phasc, there is a greater chance of
suceessful implementatron when mprovement is tackied. So judgments about
qualits arc linked to perspective and the more triangulation and active
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involvement there is in the evidence gathering. the more comprehensive will be
the picturc.

The notion of quality as being centred in the cxperience and cnlightened
awarcness of the individual is a central conclusion in the novelist Pirsig's
(1974) dcbate on quality. 1t is not a romantic notion. Business gurus such as
Handy (1994) and Peters (1992) 'supporl it.  Japancsc car manufacturers
recognise that quality docs not come from manuals and targets sent down from
on high but by empowering the individual operative to take pride in producing
work of the highest quality. 'They make judgements about that. with support
and help from cxternal moderators and with continual training. The 'intuitive
fect good' approach as Williams (1995) calls it. has a very hard-noscd and
rigorous cdge. and has been tested by some of the most demanding managers in
the world of industry and commerce.

Other factors in defining quatity arc thosc of time and place. -Quatity is not a
fixed point on a scale. it changes. What may be high quality at onc time. in
onc sct of circunistances may not be viewed as high quality at a later time. or in
a different place. or in different circumstances. A dcfinition of quality
thercfore has to allow for its dynamic nature. Brighouse (1995) talks of
“tmproving on previous best'.  Pfefler and Coote (1991) talk of fitness for
purposc. of responsivencss and of democratising the evaluative process. ‘These
definitions of quality allow for the change. Our definition concurs with this.
We believe that quality judgments in carly childhood scttings should be dcfined
by the shared reflections and agreement of the stake holders using a rigorous
and systematic process of cvaluation. Quality comes from a constant cycle of
cvaluation and development which mcrementally moves the sctting up a spiral
of improvement.  Quality thus is ncver fully achicved but is a constant
aspiration and challenge. ‘There is always something morce to be done.

How can quality be developed?

‘The recent priority accorded to developing quality across the diversity of carly
chitdhood scttings in the UK has spawned a growing number of ‘quality’
mitiatines.  Some of these initiatives have a clear focus on mcasuring or
asscssing quality as part of a policy for qualily inspection or assurance.
Examples of these include the British Standards BS 5750 or BSEN/ISO 9000
Scheme (BSI 1991). the OFSTED Inspection Framework (1993) and the PLA

O
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Accreditation Procedures (PPA. 1993). Other initiatives arc gearcd towards
quality improvement or total quality management. developed as part of a
) . providers commitment towards raising standards in their provision. Examples
- - of the latter inciude the Thomas Coram Scif Evaluation Matcrials (Mooncy ct
i al.. 1994). the Strathclyde. Fvaluating Ourselves Project (Wilkinson and
} Stephen. 1992) and the Effective Early Learning Project (Pascal. Bertram and
_ Ramsden. 1994a. Pascal ct al..1995). A uscful topology and critique of these
- various approaches can be found in William's cvaluation of approaches to
quality in carly childhood scrvices (Williams, 1995).  All of these schemes
butld upon the cstablished consensus of the kev clements of quality provision
. (DES. 1990, DoH. 1991). and cach has an cxpressed commitment to raising
B standards in carhy childhood provision. In the rest of this chapter we shall
R draw on the expericnce of these approaches to identify some key issucs faced by
_— those concerned with developing future strategics for quality improvement in
-k carly childhood scrvices.

It scems astonishing given the current plethora of school mmprovement and
schoo!l cffectivencss schemes that. to date. there has been virtually nothing
developed with a clear focus on improving the cducational experience of
children in under-fives settings. ‘This is despite the wealth of evidence pointing
to the period of birth to five as being perhaps the most critical stage ina child's
lcarning carcer.  The lack of action was pointed out powcerfully by Sir
Christopher Ball in the RSA Start Right Report (Ball 1994) when he stated.

"Hhe diverse pattern of provaston an the UK makes it difficult to
ascertam and momtor the qualiy of learnung experiences offered (o
voung children. There 1s a lack of thorough and systematic quality
review, and a need for appropriate and rigorous procedures for qualiy
development and assurance for all centre based learning, One of the
purposes of a national evaluation of the diversity of provision would be
1o enable parents to make mformed chotces At present. there are no
meentives (o cncourage the evaluation of qualiyv and the pursutt of
straiegies of improvement.”

tBall, 1994, para. 6.12)

Stnce this Report was published e March 1994, schemes 1o improve the
quality of Icarning  carly chiidhood scttings have begun to have a profile and
an mpact.  Lookine across some of the current mitiatives and referring. in
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particular. to the Effective Early Learning Project. we can draw out some kcey
issucs to be addressed by those planning strategics for quality improvement.

‘The need for urgent action is clear, and we in carly childhood ceducation should
not fail into the trap of feeling we have to start from scraich in our scarch for
cffective improvement strategics. There is much experience we can draw upon.
and a growing wcaith of Jiteraturc on School Improvement. School
Effectivencss and the wider ficld of Total Quality Management. There is also
much in this hitcraturc to rcassurc us that improvement nced not be a
thicatening process but can be achicved in a positive. cmpowcring way.
Loookmg across the litcraturc we have found substantial agrcement as to the
stratcgics which appear to facilitate cffective quality improvement and thosc
which do not (Hopkins. 1986 & 1992: Louis and Miles. 1991: Fullan and
Hargreaves. 1992: Goddard and Leask. 1992: Scheerens. 1992. West-Burnham,
1992, Murgatrond and Morgan. 1993. Sallis. 19937 Handv. 1994). These
comimon strategics reveal that:

Judgments about quahity nced te be made.

an outsidc perspective 1s required but that the assessed and the asscssor
know and trust cach other.

evaluation should cmerge from an open, honest and collaborative dialogue
using, a shared vocabulany.

this dialoguc should be gencrated over an extended period of time.
the dialoguce needs a clear, systematic. agreed francwork and format.
the evidence for evaluation is gathered together and shared together.
the ¢cvaluation process should Iead to action plans.

the action should be followed througn. supported and monitored.

the scttings should take owncership of the process and its outcomes.

all participants in the process should be encouraged to make a contribution
which is acknowiedged and valucd.
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e compulsion and hicrarchics do not work. Collaboration and participation
do.

These common characicristics of cffective quality improvement provide a
sound basis from which to plan further action in the ficld of carly childhood.
This conscnsus. and the expericnce of four years devclopment work on the
Effective Early Lecarning Project. have convinced us that any quality

improvement process for carly childhood should adhcre to the following six
principles of action.

1. Adopting a dynamic. devclopmental approach which views the processes of
cvaluation and improvement as inscparablc.

2. Utilising procedures which arc sharcd. democratic and collaborative.
3. lmplementing a bottorn up process which is opted into and not imposcd.

4. Creating a rigorous. systematic and agreed cvaluative framcwork which is
implemented over an extended period of time.

5. Ensuring the action is supported and s <ancomes which are monitored.

6. Aiming to develop a process which cmpowers and develops practitioncers.
parcnts and children.

Each of these six principles throw up a key tssuc which has to be addresscd by
thosc who arc looking ahcad to futurc development. All the current approaches
to quality in carly childhood have had to tackic these SIX issucs. somc
managing it morc successfully than others.

Issue 1: Adopting a developmental approach

Witliams (1995) makes the distinction between approaches to quality which are
dynamic and thosc which are static. Dynamic approachces arc concerned with a
morc devclopmental, incremental approach to quality improvement.  They
focus their attention on aspects of practice which can and should be subject to
on-going devclopment and th~ processes by which this development might be
brought about. Static approachcs arc morc concerned with putting into place
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mechanisms for achicving a fixed. predetermined and defined standard of
qualits. They focus their attention on the systems and procedures which will
cnsure an organisation ts able to achicve a defined standard i.c. the capabifity
to dcliver. rather than cxploring the actuality of whether these standards are
achicved or not i.c. the actual performance.
¥

We have alrcadsy stated our belicl that quality is "a dvnamic concept which
varies with time and place” (Pascal and Bertram, 1994b) 1t follows. thereforce.
that we feel it would be inappropriate to lay down fixed. staic. predetermined
delinitions of quality. Wc have found that if any organisation is to succeed
consistentiy, and over tinic. it must put into place procedures and processcs of
quatity evaluation and improvement which arc a permancent and normal part of
its ongoing professional activity.  To view quality as somc kind of magic
threshold over which a setting may cross. colicciing a kite mark of quality on
the way. and then scttlc back content would be. in our view. a grave mistake
Rather. quality should be viewed as something to be pursued by all providers
and practitioners at every step in their carcer. in a positive. developmental and
absolutely profcssional manncr.

We have found this developmental approach to quality to be veny helpful in
motivating practitioners and providers who have been mvolved in the Effective
Farly Lcarning Project. Working in widely difterent carly childhood contexts.
it would have been extremely difficult to impose on cveryone a fixed. tightly
defined. sct ol quality standards towards which they should alf work. Some of
our scttings would havc found the demands of this totally overwhelming and
would have been threatened and discmpowcered by the whole process. Others
would have found these quality standards to be totally irrclevant as guidarce
for the futurc devclopment of the high quality provision they were alrcady
achicving. and they would have been demeancd by the process.  Added to this
was our awarcncss that to imposc a fixed. static sct of quabty standards might
have led to the impression that once these had been achicved. and
acknowledged. then there was littie more to be done. in fact. some of our most
developed scttings sct themsclves even greater chalienges in their commitmient
towards 'tmproving on their previous best'.

A further mechanism to factlitate the kind of ongoing. developmental
comnutment we were tning (o put 1 place was the intertwiming ot the
processes of evaluation and improvement so that they had to be viewed as
inscparable. In the Effective Early Learning Project. the procedures for
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gathering cevidence and making judgments about what this cvidence revealed.
arc mextricably linked by both personnel and techniques. to the action required
for quality improvement. We belicve that separating out these two processes
Icads 1o the dangerous allegation that the judgments made arc inappropriate.
Incking in credibility and limited in their understanding of the context. We can
also crupathisc with tcams of practitioners who refuse to comply with the
suggested diagnosis of an cvaluative process in which they have plaved no part.
tixperience has shown that scparating cevaluation from improvement is fatally
Tawed.

Issue 2: Uitilising a democratic approach

Given our stated belict that assessing and improving quality is a subjective and
value-laden enterprise. it therefore follows that any process for achicving this
must cmbrace this notion at its heart. It must facilitatc and cncourage the
expression of the values. preferences and opinions of all those who play a part
m the hfc of the setting.  Involving the so-called ‘stake holders' (Moss and
Penee. 1994) in the gnality evaluation and improvement process is an idea that
we concur with wholehcartedly in terms of meanmg. if not in terms of
semantics Adopting a ‘democratic’ approach requires that all those who have
close involvement in the carly childhood sctting should be invited to play a part
m the development process. ‘This micans involving managers. practitioners.
parents and. importantly. children  In this sense. the whole process should be
sonicthing which is 'done with' the participants. rather than ‘donc to' them.

This approach coheres with the views of Pfeffer and Coote (1991) who
critiqued the existing ‘traditional’. ‘scientific’. 'managerial' and 'consumerist'
approaches to quality which are generally utilised in the welfare services. They
arguc that cach of these approaches fail because they do not acknowledge the
important distinction between commerce and welfare.  Alternativels. they
proposc a ‘democratic' approach which recognises the central importance of
providing cquity in scrvices and ensuring that evervone has the epportunity for
expressing their needs and preferences.  We support this approach strongly.
both philosophically and professionally. It acknowledges and cclebrates the
subjectivity of defining quality as an empowering and strengthening process.

In the Effective Early Learning Project we have tried to ensure that quality 1s
defined by the shared reflections and agreement of experienced managers.
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practitioncrs, parcats and chitdren. The definition is validated and scrutinised
for accuracy by thosc closcst to the cxpericnce that is being cvaluated. The
Project is therefore firmly founded in democratic principles and we have
worked hard at putting in to place a process which dcpends on partnership.
collaboration and tcamwork. (although wc might discuss at somc length the
distribution of powcr within thesc  relationships). Qur philosophical
commitment to this approach was reinforced with the hope that it would also
cnable the individual scttings to become more responsive. morc fitted for their
purposc and able to cmpower those within them.

Some recent quality inttiatives have adopted a sinular inclusive. collaborative
approach (The Pre-school Plavgroups Association. PLA. Accreditation Scheme.
1993 and the Strathelvde Project. 1994).  Others have tended to view the
process as being more cifectively carricd out by an external tcam of ‘experts’
who come into an carly childhood sctting and implement the quality evaluation
process (the Bntish Standards Scheme. 1991 and the OFSTED Inspection
Scheme. 1993). We belicve. however. that if ongoing quality improvemeni is
viewed as part of a complex sct of continuously cvolving relationships between
providers. children and their fanulics. then it is crucial that approaches adopt a -
participativc. collaborative mode of opcration. For us. this is a key issuc to be
addressed by those concerned with developing quality. Wc have found that
parents. children and practitioners need to be encouraged to work tn a mutually
open. hoaest and supporiive partnership which is dirccted towards cnsuring the
highest qualtty of cariy learning expericnees possible.

Issue 3: Implementing a bottom up process

Worhking with carly childhoed practitioners over many years has convinced us
of thetr deep comnutrent to providing children with the best quality of carhy
¢aperiences possible. We have not found the need to coerce practitioncrs into
imiprovement schenics as long, as they feel it will help them practically to do a
more effective job.  In fact. we have found practitioners from all scctors
acinvely seching opportunitics o become more skilful cducators The biggest
comphunt we hear is of the tack of available and appropriatc profcssional
development opportunttics. and the difficuttics they face i being able to take
up what 1s available duc to madequate funding. hmited time and the liack of
access Lo cpertise  We see tune and again practitioners who are willing 10
pive up therr own time. cnergy and monegy to cnpage in a process of
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professional  development.  The pool of cnthusiasm and passion for
improvement displayed by the staff who work with voung children is notable
and thosc who arc devcloping quality schemes can only bencfit from this.
Experience across industry throegh Total Quality initiatives confirm our
expericnee on the Effective Early Learning Project. and reinforce our belief that
quality improvement is most cffective and powerful when it is a bottom up
process into which participants opt because they can sce its relevance. rather
than a top down. management imposed. directive.

However. this cmphasis on quality schemes which arc practitioner and provider
owned and opicd into. rather than centrally prescribed and imposed. docs have
a proviso. Wc belicve strongly that all carly childhood scttings should be part
of a nationally rcgulated and carcfully monitored system of provisiot: for voung
children. in which all providers arc required to reach a basclinc of quality
before they arc allowed to operate at all. Once the initial opcrating basctine is
achicved. cach provider should be encouraged to hink into an ongoing scheme
of quality cvaluation and improvement as part of their commitment to
cstablishing high standards across the scctor.

Issue 4: Developing a systematic and rigorous evaluative framework

Any process of quality cvaluation and imiprovement must have at its heart a
clearly articulated framcwork on which to basc its reflection and action. We
have spoken of the growing conscnsus. which is well laid out in both DES
(1990) and DoH (1991) publications Looking across the spectrum of quality
schemes there is a significant degree of overlap in the cvaluative frameworks
used.  The OFSTED Framecwork. thc PLA Accreditation Scheme. the
Strathclyde Project and the Effective Early 1.carning Project all fook at similar
‘domains' or 'dimensions' of policy and practice. ‘These dimensions generally
include  management  procedurcs.  policy. staffing. curriculum, physical
cmironment, interpersonal relationships. cthos and homne links. We have
found that working from this agreed cvaluative framework has been
cnormously  helpful in cnsuring a cohesive, coherent and comprchensive
response to the quahity movement. I cach carly childhood provider was to
work to an individual cvaluative framework. further fragmentation and
dispartty of quality within the system as a whole would follow. Yel. three key
points need to be cmphasised.

-¥
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Firstly. to be cffective any cvaluative framework must be rigorous. systematic
and bascd upon thc best knowledge we have about cffective tcaching and
lcarning in the carly years. This will involve the development and utilisation
of accessible and practicable techniques for gathering and analysing cvidence
on which 1o basc the cvaluation and the training of practitioners in cmploving
them. At the heart of thesc techniques should be focused obscrvations of aduits
and children within a sciting. but they will also include a range of other
qualitative and quantitative methods of gathering information. The model of
practitioner as rescarcher should therefore be viewed as central to the quality
improvement process.

Secondly. while the framework itsclf has to be robust and transfcrable. it also
has to be flexible so that cach clement within it can be interpreted to mect the
particular context 1n which it is being applicd. Thc diverse range of carly
childhood scttings within the UK. and the need for these to be responsive to the
familics and local community they serve. demands that there is room within
any quality framework for it to be applicd in a range of diffcrent ways. This
flexibility should allow individual scitings to offer parents real choice whilst
reassuring them that the core clements of quality are being addresscd.

Fhirdly. all thosc participating in the evaluative process must be awarc of this
quality framework and agree on its validity and applicability to their particular
context Where dispute ariscs as to the relevance or appropriatencss of any
aspect of the framework. the cffectiveness of the wholc process is threatencd.
The evaluative framework being uscd must have credibility and acceptance
amongst all members of the organisation which is being cvaluated.  This
requires good communication. time for cveryonc to familiarisc themsclves with
the framework. and opportunitics for an open dialoguc about it.

kxpericnce has also taught us that a dip stick approach to quality cvaluation
and improvement scvercly limits its effectivencss. In order to obtain a compre-
hensive. truly representative and valid picture of the quality of provision in any
onc sctuing. which can be uscd as the basis for fundamcntal improvement
which will have a lasting impact. a long term time frame has to be used. 'The
Effcctive Early Learning Project's evaluation and devclopment process takes
between 6 to 9 months to go through just onc cycle of focused development
Other schemes also have an extended time period for their implementation ¢ g.
the Strathelyvde Project took over 12 months and the PLA Scheme has no tinic
limits We have found it is important that the process of quality improvement is
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not viewed as a short. sharp blast of activity which can be done periodically
and then put on onc side. Rather. we would promote a model of on going,
profcssional activity dirccted at a constantly rolling cycle of evaluation and
. improvement. in this way short. medium and long term goals can be planned
_—_ for. and worked at systcmatically. and at a pace which individual scttings can
o manage within the normal cbbs and flows of their activity. Wc have found this

: to be not only pragmatic and rcalistic. but also motivating for thosc involved
beeausc they feel in control.

n Issue 5: Monitoring and assessing the impact

: ‘The issuc of momtoring and assessing the impact of any quality improvcment
stratcgy is onc which must be considered carcfully. for it is full of both pitfalls
' and potential.  With limited resources it is important to have somic cvidence
. that any action undertaken has achicved w'iat it sct out to do.  Accountability
L and valuc for money arc part of the clim:fe in which we arc all working. but
S they only form part of the reason for foctising on this issuc. Early childhood
' cducators arc primarily concerned with providing children with the carly
lcarmng expericnees that will Eay a sound feundation for the child's future. To
get this wrong at this stage will have far reaching conscquences for individual
children and for socicty at large. The central purposc of any improvcment
strategy. therefore. should be the enhancement of the quality of the teaching
and lcarning processes offered. and it is 1hercfore important that we have

mechanisms which can asscss this.

Unfortunatcly. asscssing the quality of the processcs that go on within any
sctting is i1 very tricky task. It is not casy to identify the constituent clemeats
within a quality capericnce and to gather ‘hard' cvidence about changes in
these  We arc only just beginning to understand the subtle qualitative nuances.
interpersonal relationships and factors which constitute effective teaching and
lcarning at this stage. but it is clear that these arc the critical factors in
determining a quality cducation or not  As a result of this lack of well
developed techniques. process measures do not scem to carry the same
attraction to those who monitor quality in carly childhood. Outcome mcasures
which can provide tangible and often quantifiable evidence arc often seen,
nustakenly m our view, as preferable. This is despite the fact that the outcomes
of educational inputs in these carly stages may not be evident until the child
reaches maturity
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Yet. we would be wrong to polarisc the debate. i is important that we focus
our attcntion on the devclopment of mcasurcs to assess the impact of any
programme of professional improvement within a sctting.  Somc of thesc
impact mcasurcs may focus on cducational outcomes and these would includce a
child's social competence. emotional well being. behavioural characteristics.
linguistic skills. mathcmatical competencics. amongst them. Given. however.
the cmphasis placed upon lcarning processes at this stage (DES. 1990). we
urgently nced to develop impact measurcs which provide reliable and
accessible evidence of the quality of these processes.  These mcasurcs arc
beginning to cmerge and to be utilised within quality improvement schemcs.
For example. the Effective Early Learning Project has worked with Professor
Ferre Lacvers to develop two obscrvational asscssment techniques which aim to
measure quantitatively the quality of the lcarning and teaching processes. The
Involvement Scale (Lacvers. 1994) focuses on the quality of the lcarning
process and the Engagement Scale (Bertram. 1995) focuscs on the quality of
the tcaching process.  These two structured obscrvational technigues arc
managecablc and accessibic and have provided invaluable cvidence to
practitioncrs. providers and consumers. which may be uscd diagnostically and
cvaluatively to monitor developments in quality over time and to make
comparisons. Morc work clearly nceds to be donc in this important arca in

devcloping asscssment techniques. but also in convincing dccision makers of
the validity and rcliability of such process mecasurcs. 1t is interesting to note
that amongst thc quality schemces currently available to carly childhood
providers. fow arc really addressing the issuc of monitoring the mpact of
improvements on the quality of tcaching and lcarning at all.

Issue 6: Aiming for empowerment

Despite a devcloping national profile and the incrcasing accepiance of the
importance of carly childhood. thosc who work with young children continuc to
suffer from low status. a lack of profcssional acknowledgement and the
perception that their work is less valuable than thosc who work with older
children (DES. 1990: Pascal. 1993; National Commission Report. 1993: RSA
Report. 1994). The cficct of this is felt throughout the system and at all levels
and so any long tcrm strategy to improve quality in carly childhood has got to
tackle this issuc vigorously. In a compctitive world, resources gencrally follow
status. visibility and power and we in carly childhood do badly on all these
counts. 1t would also be disingcnuous for us to pretend that any substantial
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imprevenient in the quality of provision for young children could be achicved
without tackling the broader social and political context in which such
provision is sct. At present, despitc a number of recent reports which have
protested against the incquity in the funding dirccted at the cducation and care
of voung children. a substantial shift of resources in favour of carly Icarning
has not been achieved (DES. 1990: National Commission Report, 1993, RSA
Report, 1994: Houses of Commons. 1994b).

We need to continue to campaign natioaally and locatly for this shift. but
underpinning all of this should be a strategy which aims to cnhance the
profcssionzi  competence, confidence and assertivencss of carly childhood
cducators. This must feed into all initial and in service training. but can also
be greathy facilitated through the development of approaches 1o quality
improvement which cclebrate and cmpower the practitioners themscives. We
have found through the Effective Early Learning Project that our strategy of
acknowledging the skills and expertisce of those who work with young children,
giving them the responsibility for taking their practice on and supporting them
i this process. has had a tremendously ecmpowering cffect on those with whom
we have worked. 1t has helped them become cicarer and morc articulatc about
their practicc and their requirements for pulting into place high quality carly
learning cxpericnces for the children in their care. 1t has also given them the
confidence and the cvidence to start asserling their nceds to the decision
makers who oversce their work. 1t is this that gives us most causc for optimism
1n the future. At last we arc beginning to realisc the importance of our work in
carlv childhood and to have high cxpectations of thosc who should be
supporting us in carrving it out.

In conclusion

Putting in placc high quality carly lcarning cxperiences which arc available for
all children will not be achicved overnight, and nor will it come cheap.
Subsiantial imvestment in quality provision for young children is urgently
nceded and long overduc. We have to be absolutely clear, as limited resources
arc made available to us, how these might most cffectively be used. what kind
of quality provision we arc aiming to put in place and what the first steps arc in
achicving this. We must also make surc that we do not losc the small gains in
quality we have made in the current rush to cxpand provision quickly and at
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the least possible cost. The question of quality in carly childhood is a crucial
onc and onc which we cannot afford to get wrong.
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Integration: children of ali abilities working together in an
inclusive classroom

by Shannon Lee Fletcher

What is integration?

Integration is a stratcgy that provides opportunitics for children with special
L cducational nceds (SEN) to lcaru in regular classes in ncighbourheod schoois
-0 with peers who do not have lcarning difficultics or special necds.

£ . What is an 'inclusive classroom'?

- The ‘inclusive classroom' is a regular school classroom where children of all
abilitics are welcomed. accepted and valued.  Children lcarn to work together
in a cohesive. supportive lcarning community. Each child is accepted as a
unique individual whose individual nceds arc planncd for.  Eivery child's
contribution to the class no maticr how small 1s valued. Each stcp of Icarning
progress is cheered and cclebrated.

~ Now that we have working dcfinitions of both intcgration and an intcgrated
classroom. the questions begin. | hope to make the advantages of  integrating
children with SEN into an inclusive classroom cicarer by first of all presenting

a case study.

TLG-123: The development of a multi-aged, teaching-learning,
irclusive community

This case study gives an account of how one group of carly childhood cducators
butlt an inclusive community - We chose the name Teaching Learning Group:
One. Two. Three (TLG 123) to indicate the multi-age tcaching learning
community we were striving to butld.
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As | began planning for the next school year. | was scarching for a morc
cffective way of providing an cducational programme for my children with ven
high nceds.  Through the past vear 1 had gradually increased the time the
children were in the regutar classrooms. but was that time productive and did it
provide meaningful oppertunitics for intcraction? 1 was also wanting to sct up
an  organisational  structurc  that would facilitatc incrcased teacher
communication and morc connected Icarning for the children.

Within my school there was a group of classroom tcachers who were going 1o
tcam together to build a learning community including children from gradcs
onc to three. As all of my high needs children were in grades one to three. |
wrotc a proposal to include my high nceds children in the group. The proposal
included my belicfs about how children learn. the advantages for all the
children and tcachers. sonic organisational approaches and implemesitation
idcas.

Iapproached cach of the teachers in the tcam sceparately and asked them to read
the proposal and consider including the high nceds children and me in their
tcaching-lcarning group. This tecam aiso included a special education tcacher
who would pive support io children with mild lcarning disabilitics. These
teachers were very welcoming,  What has happened in the vear following this
proposal has excecded my expectations and | would like to sharc what has
beconte an exciting learning adventure.

Planning

We began in May by asking for administrative approval and support. Wec
asked for classrooms physically close to cach other. We asked for scheduling
censiderations which included opportunitics to usc the whole gymnasium and
the music room for large group instruction. To facilitate the inclusion of
children with SEN. we needed adequate assistant support and the ability to do
flexible and creative scheduling of assistant hours.  We wanted special needs
children of all abilities particularty thosc with moderate and mild needs to
receive support in the regular classroom setting rather than being segregated.

Our team planug. which mcluded three regular cducation teachers and two
special education teachers. began by choosing themes. Year plans were begun
1 Junce and watten over the swmmer.  Regular classroom teachers were
provided with background information and modification strategics to facilitate
the cffective participation of the high needs children.
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Implementation

1 All the children participated in a dailv opening activity that enhanced
the theme. provided group academic instruction and  sharing
opportunitics.

. Ali the children participated in lcarning centres bascd on the theme
activitics. During this time the children were divided into sixteen
conststent multi-age Iearning groups. Four lcarning groups participated
in the centres in cach of the four classrooms {including the special needs
classroom).

. A TLG chant was written and a TLG song chosen and used dails.

4. All the children participated in large group activitics that increased the
building of community and provide connccted learning activitics. These
activitics included theme. music. and litcrature presentations.  Frequently
children were involved in choosing the litcrature sclections chosca for
thesc farge group activitics.

‘N

.All the children rarticipated in physical cducation at the samc timc,
Somc physical ccucation units were organised by using a whole group
opening and then a scrics of centres.  This was donc for gymndstics
themes, Canada fitness. and inside and outside games. Other units were
carricd out in two multi-age groupings.

>

All the children participated 1 similar art activitics connected to the
lcarning theme and to the devclopment of specific skills.  Art was
somctimes presented in farge group and then the children divided into
smaller groups to complete the activity.

~1

The children participated in multi-aged reader's workshops.  Special
needs children were accommodated well within this lcarning structure.
Somec verny high needs children also participated with peer or adult
assistance. A special education teacher gave support to the children with
nuld fcarnmg difficultics 1 the classreom during this tinie,

& ‘The cluldren participated i mulb-aged writers workshops  SEN
children were accommodated with  this learmmg structure as well
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Additional support was provided by a special cducation tcacher during
this time aiso.

9. High nceds children had daily Icarning partners who volunteered to be
that child's partner for the day. They would join their partner for regular
classroom activitics. physical cducation activitics and would also
participatc in a short learning activity in the special education sctting.

Results
. Al children have interacted with many peers and adults and learned
to accept cach individual's ahilitics and contributions.

Adults and children feel confident and valued hy belonging to a
supportive learning cor:nunity. Children have learned to assist and

support cach other.

Effective communication and regular planning for all children occur
hetween classroom teachers and special education teachers.

Learning for all children is continuous and connected.

Children with SEN have increased social skills, developed
friendships and lcarned to follow classroom routines.

Classroom teachers have hecome very comfortahle and capable of
modifying activitics and tcaching special needs children.

Children have developed an increased interest in literature and in
the reading and writing progress. High needs children have also
demonstrated increased interest in hooks.

Specific individual needs of children have heen more fully met.

A more authentic assessment system has heen deviloped by using
portfolios to demonstrate the progress of each child.

We have moved towards more child-centred lesriing and self-
evaluation hy including self-chosen work samples in the portfolio; by
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children setting their own learning goals, evaluating their own
learning and conducting the progress interviews with their parents.

My participation in TLG-123 strengthened my belicfs about lcarning and
incrcascd my resolve 1o teach. lcarn and act in accordance with those belicfs. 1
know that 1 have grown profcssionally and personally as a teacher and as a
lcarncr. Thank vou to a tcaching tcam who have shared their expertisc and
given mc support. Thank vou to a group of diverse children who have
demanded cxpertisc in teaching and have exemplificd cnthusiastic lcarning.

Through participation in TLG-123 my special nceds children have reccived the
opportunitics nccessary for them to demonstratc significant progress in
learning and to incrcase the quality and fullness of cach of their lives.

Making Room

During the next schoel vear. my role in the TLG--123 changed. 1 became a
regular classroom tcacher instcad of a special cducation tcacher within the
tcam. 1 would now have the opportunity and the responsibility of building an
inclusive supportive classroom that included all children. 1| had always
wondered if my expectations for including all children. from gifted to thosc
with scvercly high nceds and providing optimum opportunity for their unique
needs. was unrealistic. Now was my opportunity to practisc what I belicved.

Planning

We mct in the spring of 1992 as a teaching tcam that included the classroom
teachers and special cducation teachers to prepare for the next school vear. We
renewed our commitment to TLG by reviewing our belicfs and policics. We
also planned some additional strategics to increasc cducational learning and
build the fecling of community. As a tcain we took the opportunity to attend a
week long workshop on co-operative lcarning. W were hoping to learn morce
stratcgics to promote cffective lcarning and increasc our usc of strategics to
build an inclusive community. We wanted to teach children to accept and
respect cach other and to value cach other's contributions.

We decided to implement some conststent classroom routines and activitics
that would increasc scll cstcem and model valumg  We continuwed our
‘Celebrate With Us' bulletin board where every child had the opportunity 1o put
up a display about hinvherself. We began a Celebration Board where children
could writc notes of appreciation to classmiates. We. as teachers. modclied this
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activity by writing a notc to cvery student cach weck identifying  their
accomplishmcms' and strengths.  Wc continued to have a weckly planning
mecting to plan lcarning centres. physical cducation activitics. ficld trips.
special presentations. asscssmient strategees.

Implementation

Because of our commitment to provide optimum lcarning opportunitics for
children in a supportive. inclusive community. we implemented twenty cight
srrategics. structures. activitics and routines (scc appendix for listing).

Discussion

‘I he case study raiscs a number of further questions for consideration.

Do children with special educational needs who are included in-an
mclusive classroom have the opportunity to develop therr full potential”

Research has shown that most children's development ncreascs through
mtegration  Including SEN children n the classroom often provides them
opportumtics provided to all children in that classroom plus ¢xtra support and
assistance bult into the regular classroom routine. Each child should progress
along their own continuum of learmng supported by an inclusive lcarning
community. The mclusive classroom supports continuity provides strategics
that accept and utilisc individual differences

Does mtegranon it the nights of other children”

It has been demonstrated that other children. especially young children. quickly
fearn to accept and understand children who have different nceds.  As special
needs children become perceived as part of their school community. other
children learn to be caring and supportive.  An mclusive classroom stresses the
burlding of a1 supportiv ¢ and co-operative lcarning communnity

Daoces the weinston of SEN chuldren mean reduced teacher support for
other children™

No. not1f the special needs child has been appropriately placed and has his/her
programme plinned and mplemented with the support and resoutees needed i

&Y
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place ‘Tcaching strategics and classroom organisations should support
personalised cducation for all children as needed. Often a 'regular’ child can
benefit from extra support provided to a classroom for a special needs child,

Do special needs children who are included 1 regular classrooms lose
aceess 1o specialised. personal resources”

Chiidren who have SEN must be given support according to their own unique
nceds. 1t is possible in most cascs to provide these services within the regular
classroom sctting  After carcful consideration of the individual's nceds onc or a
combination of the following supports should be provided.

. A special education teacher who provides consultation. programming,
and appropriate teaching stratcgics.

. Spectalised materials and resource information.

. Community  resources  like  speech  therapists.  physiotherapists and
psychoiogists.

. Instructional assistants

. Teacher tramng for regular classroont teachers

In addinion. it is prudent to cvatuate all resources avatlable and use them in
creative combinations to provide the most effective programming, for children.

What are the most cffective ways of utilising the senvices provided by
special needs reachers to enhance the mtegration process”

For every schoo! this will be dufferent. Eveny school must carchuily consider
the unique needs of their children and then consider the available personal
resources and utihse their strengths A combination of several implementation
mcthods is usualiv needed to cnable the building of successful inclusive school
communttics 1 he followng are some wans to uttlise spectad needs teachers fo
facihitate continuity in learning and inclusive classrooms

Ny
v \J
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a) Special needs teachers provide consultation and assessment

b) Special needs teachers facilitate the co-operative development of
indiv idual education programics.

¢) Special needs teachers assist with programme planning, and
modfication.

d) Special needs teachers provide in class instruction through teim
teaching and small group or individual instruction.

¢) Special needs teacher can provide in-senvice for other teachers.
instructional assistants and parents,

f) Special needs teachers provide information on available
COMNNINUY FeSOUrees

Early childhood educational beliefs that support integration and the
building of inclusive classrooms

fhus scction will explore the connections between carly childhood cducation
behiels and the integration of children with SEN. The fundamental beliefs that
diive the practices of carly childhood cducation and the building of inclusive
cliassrooms are not only compatible but arc cnabling and supporiive of cach
other

Learning is continuous. Proponents of both practices believe that all
children have a right to lcarning cpericnces that provide for an
unimterrupted  continuum ol progress and  that  enhance individual
devclopment.

One of the mam philosophics in butlding an inclusive classroom is'
Teachers establish a community of learners while respecting the
individual.  Both carly childhood cducators and those practismg the
plilosophy of the ‘inclusive classroom’ welcome and include all chitdren
i the learning activities. routines and soctal hifc of the classroom




Integration 83

t:ach child has the right to Icarn in a securc environment that promaotes
positive  self-esteem  and  self-concept.  Each child’'s abilitics.
contributions and progress arc valued and ccicbrated.

Both carly childhood cducators and proponcnts of inclusive classrooms
behieve: Children learn with and trom peers. All tcachers who
factlitate the inclusion of SEN children hase lcarned the importance and
value of peer teaching. peer modclling. buddy systems and lcarning
pariners.

Many carly childhood teaching strategies are based on the
assumption that children are active, inquisitive learners. All children.
especially children with spectal educational needs. learn cffectively by
participating in stimulating. concrcte and multi-sensony expericnces
Both philosophics concur that participation in a large varicty of creative
expericnces and interacting with many different peers and teachers will
provide a motnating and exciting Icarning envtronment.

Early childhood cducators promote the active role of parents in ¢cach
child's education.

Special educators believe that parents must be consulted regarding the
cducational placement of their child and should be actively unolved
programming decisions.

All learners, children and teachers, actively seek connections,
Conncctions from the past to the present. to future cpenences.
connections between home. school and the community: connections
across subject curriculum.  Each Jearner creates personal  meantng
through making connections Special - educationahsts have  long
understood the importance of functional and connected learning

Assessment is primarily  carried out to help children in their
learning. [t documents the progress of the learner and gutdes plannng
tor the lutnre

he ovaluation of an mdinidual’s development. mstead of companng the child
1o a set standard of achievement. altows a comprehensive assessment technrque
that 1s useful for all children  Farly childhood cducators behicve m authentic
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asscssment and have long uscd obscrvation. anccdotal records and children's
work samples as asscssment vehicles.  The use of portfolio asscssments arc
cffective for lcarners of all abilitics. Teachers of children with high nceds miay
nced to be crecative and innovative when developing the child's portfolio.
Central to both perspectives is the view that continuity between assessment and
Icarning cxpericnces is cssential to authentic asscssment.

Now that the conncections between carly childhood cducation. the integration of
special needs children and the role of the inclusive ciassroom arc cstablished.
this chapter sccks to answer to the most important question. How to build an

inclusive classroom that supports chiidren of all abilitics. particularly thosc
with SEN?

Characteristics of schools that provide for integration and the
establishment of inclusive schools

Schools which successfully provide for the integration of children with SEN
through developing an inclusive school community have the following common
characteristics::

1. A mission statement that supports inclusiveness and continuity

These schools have gone through a change process that has resulted in an
articulatc mission statement that cncompasscs the nceds of all children and
reflects the belicfs and values of the school community,

2. Use of tcaming approaches

These schools usc a varicty of teaming apprcaches to fulfil many nceds. ‘Teams
provide all partics with a support network. ‘lTcams arc a powerful tool for
problem solving. They provide a mcans ol using the resources and expertisc of
many. ‘Tcams involve parents in a meaningful way. ‘T'hey provide for shared
responsibility and increased conimitment  ‘l'cams provide more holistic and
connccted learning for all children.

3. Changges in the role of professionals

Adnimistrators  support collaborative teams and address in-senvice needs
retated to improving teaming skills.  Administrators share decision making
power with tcams so decisions become more child-centred and the commitment
of all partics mncreases  Teachers move {rom teacher specialists working n
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isolation to tcacher generalists working in tcams. ‘Tcachers participate in tcam
planning and tcam teaching. Teachers provide support. sharc responsibility.
and exchange expertise

4. Changes in the role of parents

All parents arc wcicomed as partners in the tcaching-learning process and
participatc in the school community in a varicty of ways: they arc welcomed as
an cqual member of a tcam of school professionals working in behalf of their
children; they develop ongoing relationships with teachers. They become more
committed to their children's educational prograramcs.

Organisational structures that provide for integration and the
establishment of inclusive classrooms.

While there is no onc perfect organisational structure that facilitates the
integration of special needs children and the building of inclusive classrooms:
there are many that arc supportive to the practice of both. By considering the
individual nceds of all children and the available resources both human and
material. an organisational framework can be constructed using a combination
of stnuctures.

‘The following arc key considerations when developmg an organisational
framcwork:

needs of the children n all developmental arcas

profcssional training and attitudes of tcachers

availability of support personncl. resource specialists and instructional
assistants

physical environment

Team planning: This provides communication between regular classroom
tcachers. specialist teachers and  instructional  assistants it promotcs
opportunitics for continuity within the programming for children with SEN
and allows opportunitics to share expertise. Good communication increases the
opportunity lo discuss and verify children's development and then plan
programming changes according to that development.
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2. Team teaching: This allows the children to benefit from the expertise of two
or morc profcssionals. It also provides opportunitics for morc individual and
smail group instruction while including children with SEN in the rcgular
classroom activitics.

3. Multi-aged grouping: Children and teachers have the advantage of an
extended time together (o provide for continuous progress from ycar to scar.
This structurc involved children of many varied abilitics lcarning together
assisting and supporting cach other.  Children with SEN casily fit into this
large continuum of progress.

4 Consultative teams: The consultatine team provides a tcam of prol‘cssiol’n‘illsr
with a varicty of abthtics and resources to programme for the special needs of
chiidren  Each special needs child should have a stable programme co-
ordinator that provides the continuty for that child's programme.  This tcam
would mclude parents. classroom teacher. specialist teacher. programunie co-
ordiator and others mvolved with that child (ve. instructional assistant.
comnmunity resource spectalisis)

Scheduling: Integration 15 enhanced by flenible schedubing that altows
ficstble cross-grade grouping. impleruentation of spectal projects. learning
centres and subject arca mtegration and tume for children to plan. engage .
respond and reflect on learning eaperiences  This provides also tor more
connccted. meanmngful learnimg lor special needs children.

Strategies that provide for classroom inclusiveness and are
compatible with early childhood educational practises.

Classroomt strategies that focus on the process of learning and not on the
product arc more cnabling for voung children. mtegration and classroom
mclusnencss

1. Co-operative learning

Ctutdren of all abthities can work together (o he ome g valued micmber ol a
tearning community  Children learn to assist. support and co-operate together
Votunteer learning partners, who choose to work together wath o child that has
spectal needs provide an cffectnve win of ivolving both children i learnmg,
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Young children grow mmmenscly from participating in co-operative fcarning
groups When a classroom of children first come together they should bec givea
as many opportunitics to participatc in paircd activities with a varicty of
different partners.  Objcctives. rofes and conduct guidclines must be clearly
stated.  After working together in this way the children may become part of a
farger co-operative group  These children should be of vaning abilitics and
remain working together for several projects and activtties. ‘They will lcarn
acadeniic. social and organisational skills from the group members.  Academic
achicvement of these groups usually surpasses what individuals could producc.

For example. three six and seven-ycar-old boys rescarched and wrote a book
about whales. complete with illustrations and clay models.  One of these
children had autistic tendencics that cffected both his communication and fine
motor abilitics. The co-opcrative task benefited the child greathy.  The
cficouragement and cxample of Ins peers: increased his frequency of spcech and
developed more appropriate language patterns and social skills

2. Peer modelling

Children icarn by modelling the behaviour of their peers.  The regulay
classroom sctting provides many opportunitics for children with special
educational needs to model appropriate lcarning practices. classroom routines.
and social behaviours of their peers. Through the modetling of his peers. |
watched a young child who was scvercly intellectually  and physically
disadvantaged Icarn simplc hoop handling skills during a physical cducation
class.

3. Theme studies

The use of themes provides important connections m- learning across the
curriculum. During theme studics. individuals or groups of children may work
on morc or less difficult projects according to tharr abilitics.  Theme studics
create a feeling of inctusivencess and community purposc.

4. Learning centres

{.carning centres provide opportumties for children to participate in creative
learnmyg experiences  Children have opportunities to make choices and direct
their own learming  Ofien centres provide opportunitics to discover new
concepts through concrete manipulatives or muiti-sensory activities. 1.carning
centre activities arc an cxcellent way of providing motivating learning,
enpenences for children with varied abilitics

(AN
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5. Language learning strategies

The teaching and lcarning strategics that have been developed and are
currentty being uscd to implement tanguage Icarning, encourage the inclusion
of SEN children. The following are some of thesc strategics:

Recader's Workshop - this provides a wide variety of choice of literature at
different abthty fevels
Writer's Workshop - all yvoung children progress through natural writing
stages  Each step ol progress for cach chidd is valued and celebrated.
whether the child has produccd Leginning representative letters, single
words. phrascs. sentenees or a full story.
Responsce Journals and Learning Logs - cach child explains what he/she
has lcarned through participation in a learning experience
Individual chitdren's conferences
Mini Icssons for specific needs
Learnmg togs
Book sharnng

-teacher read selections

-dramatisation

-chanting

6, Processed-based programmes in mathematics and science

Programmcs that develop understanding of new concepts by relating these new
concepts to chitdren's current knowledge ard every din experiences assist them
in making connections.  Maths manipulative progranmes usc concrete objects
and cxpertence to teach coneepts.

7. Portfolio assessment
Portfolios provide for the tracking of individual learnig progress regardless of
the ability of the child They demonsirate in a clear. natural way the chrld's
progress. including cach step of achicvement  Portfohios facilitate  selt
evaluation and provide opportunitics for scll directed leaming  ltems that may
he included m a portiolio,

a) Photographs

b Personal mlormation on the unigqueness of the chutd

¢) Work amples

d) Video

¢) Ancedotal records

1) Table ol contents




ER

PAFullToxt Provided by ERIC

Integration 89

¢) Honie journal
h) Responsc journal
iy Children's sclf-cvaluation

8. Development of individual cducation plans (IEP) for special needs
children .

Parents. children, classroom teachers and spectabist teachers need to work
together to develop the TEP. Imohement in HEP development increases the
commutment of all imohved to provide tor the implementation. When both the
regutar classroom teacher and the specialist teacher know the goals and the
resourees v atlable. implementation 1s cnhanced

The classroom teicher can provide opportunitics lor the student to participate
i activties that meet the stated goals Programnic modifications can be
drecussed and mplemented  Modifications are achicved through i@ change m
performance expectiitions. through the use of adaptne materials and through
using i varety of presentation strategics

Al personnel imvolved m the devetopiment of the 1P should be imvolved 1
reviewing the child's progress and modify the plan according to the chuld's
changtng needs

9. Use of instructional assistants

frsirnctional assistants provide for the miclusion of SEN chuldien 1 classroom
acinties that a child cannot independentls participate in. Linder the drirection
ol the teacher. tnstructional assistants can preparc modificd maternials. assist
with child wteraction. provide help with children's work. conimunicate child
obsen ations to the teacher and mamtam bricf anccdotal records

Conclusion

| had the wonderlul opportunity ol watching a4 young autistic ¢hild with severe
language ane’ motor disabilitics become an mtegral part ol our classroom and
11.G comnpiady  Alter attending his ciase conference. consulting with parents
and cducational specialists. we decided he would be a full participant of a
repular grade one prograniic Supports were butlt into the classroom (o
provide assistanee accordiiig 10 his unique needs.
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He had the support of a part-time instructional assistant and had the
opportunity to receive individualised instruction and access to a computer. We
provided a consistent and safe lcarning environment. He changed from a child
who would not look. touch or tatk to his peers. to a child who initiated
conversations and greeted friends with a hug.  He went from a child who
ritualistically paced the playground. to a child who plaved four squarc and wall
ball with his friends. He went from a child who would not speak in front of the
class. to a child who cagerly shared his rescarch report with the class. He was
a contributing member of a co-operative lcarning basc group. He taught caring
and respect to an aggressive classmalc.

[ also had the challenge of providing cducational programmmes for five
children who were having mild learning difficultics. Support for these children
was provided by the special education tcacher on our team. She provided
formal assessments.  Individual cdication plans were planncd and written
together. We decided upon several strategies that would provide these children
with successlul learning opportunitics. The specral educator worked within the
classroom providing one to onc and small group instruction.  She provided us

with daily ancedotal records of success and concerns. As a TLG tcam. we
divided the children of the three classrooms into four groups for Writcrs'
Workshop and lcarning ccntres. This way all the children received instruction
in smaller groups. Children who were not dentificd as SEN children had the
benefit of the spectal education teacher's experience and expertisc. The special
education teacher also took small groups and individuals out of the classroom
into a less distractible environment if this was the most beneficial for the
children’s needs.

I'have also lcarned that instructional assistants are a wonderful resource, |
planncd weekly with the assistant who worked m my classroom which gave her
advance information on upcoming activitics and themes. 1 was also able to
teach her strategies 1o use with children. | developed some  individual
programmes  for children and modelled implementation  and recording
procedurcs.

Parents provided additional support through at home readmg programmes and
in class assistance. 1 had several fathful parents who came regularly. One
muin never missed a Wednesday afternoon.
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My class this vear also included two children who were gifted in language
learning. By using stratcgics such as Rcader's Workshops. Writer's
Workshops. literature circles and rescarch projects. these children were
encourage to stretch their limits.  Multi-age grouping provided peer tutoring
opportunitics for children of all abilitics to fcarn fiom cach other.

By using a process-based mathematics programme which was built around the
usc of manipulatives it was casy to mnctude two or three levels of a skill i an
activity tray  Also by working within a multi-age tcam. children could be
provided with the instruction they nceded. Onc of iy gifted children usually
worked on more advanced skills with older children. This really chatienged
him and boosted his sclf-confidence

Cluldren learned to enjoy cach other and to aceept and appreciate cach other's
differences  Every child had received the opportunity to participate m optimum
learning, cxpericnces and cach child demonstrated academic progress. ‘Two
children with identified lcarning difficultics achicved grade level standards.
Other children with learning difficultics did achicve more than a ycar's ratc of
progress (identified by standardised testing) even though they did not mect
grade evel standards.

Many children achicved beyond therr grade level in language learning and
mathematics. Children felt that they belonged to a school community and arce
excited to continue to be part of the TLG 123 comniunity net year.

| appreciate the opportunity that I have had to help build a canng and
supportive lcarning community. It has been a richly rewarding cxpericnec to
watch children of all abilitics learn and grow together  In the past. 1 have
thought of mysclf as an advocate for children with special cducational nceds.
Now | am an advocate for all children 1t 1s exciting to be part of a supportive
professtonal educational team. | appreciate the expertise and dedication of my
collcagnes. When a child enters my classroom door and asks "ls there room for
me?"  The answer 1s a resounding "YES" [ look with cagerness to the
challenge of tomorrow's children
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Appendix
Suggested 'ways forward’

. Multi-age lcarning groups of children (cg. in grades onc. two and
three)
. Multi-age Reader’'s Workshops
. Multi-age Writer's Workshops
. Co-operative Icarning
-basc support Icarning groups of three
-lcarning centre groups
-ad hoc groups
At home rcading programs
. Litcrature bascd rcading programs
Learmng centres
8. Ficld trips
Y Maths trayvs using manipulatives
10, Team Planning
I'l. Team Teaching
12. Portfolios including:
-all about me scction
-work samplcs sclected by the children and/or teacher
accompanicd by a written reflection
-hists of books thev have read
-lists of wnting they have pubhished
-audio cassctte of their reading,
-journals
-rcading and writing suncys
-individual program plan/goal sctting sheets
Themes/topics
Inclusion of special needs children
Development of an inclusive learning commutiity
-weekly large group instruction
-centre groups
-multi-age physical education groups
-HL.G chamt
-T1.G song
10 'Celebrate With U< Bulletin Board
17 Celebration chart
I8 Weekhy celebration

PAFulToxt Provided by ERIC




PAFullToxt Provided by ERIC

- Integration 93

e

. Child-dirccted confegences and goal setting with parents
. Newsletters

. Part in-scrvice

. Parcnt involvement

. TLG "Guest Book'

. Reflection on their learning

. Literaturc Circles

. Readers' Theatre

. Rescarch projects

. Author stuaics
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Initial teacher education

by Philip Gammage

Introduction and background

“In the flurrv of reports there has been a notceable absence of
articulation about the role and nature of carly duldhood  teacher
education which reflects an assumption that carly: chiddhood personnel
preparation mirrors elementary and secondary teacher education.”

(Lewis ctal. 1992 p.3T)

‘The above quotation is taken from a relatively recent Australian paper. It
shows that the assnmptions of our government agencics. whilst deplorable. may
be sadly by no means unique

In the late 1990s it would appear that there 1s one dominant view of teaching
{and lcarning) held by the “responsible” government agencics. This view is onc
of telling children and of “delivering” a curriculum to groups of largely passive
recipients (Stoncs. 1992)  How is it that such a view has come about and how
does it fit with the perspectives held by the profession and by educational
rescarchers?

This chapter sceks to discuss views of initial teacher education in- gencral. but
with particular regard to the work of those teaching children in the “carly
vears  Morcover. it attempts to place the discussion in the context of values
which hold cducation to be fundamentally different from indoctrination and
which sce teaching as an honourable formn of cssential negotiation between
generations in a world where ambiguity and choice have to be faced honestly.
It also reminds us that education is an intensely political process and that. n
Britain especially, 1t is a process which represents something of that still-potent
residue of class differences and conilicts which he deep within the socicty.
After all. at its simplest. a school is simply an orgamisation which is assigned
the responstbility for encouraging teachers and children to commit themselves
to lcarning. Idcally. it should. as Deming suggests. relcase the power of
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intrinsic motivatton and sclf cstcenr in order to further a jov of lcarning
(Deming. 1986). One mmagines that foew would disagree with that. especralhy
thosc concerned with carly vears educatton.

Too often the education of tcachers has been portraved s a “one-oft injection”.
something which has 1o equip a teacher for tite. alinost as though it inocnlated
the learner against alt further learning! There has cven been the danger of that
view bemg prevalent in the profession itself from tume-to-time.  But the
professional cducation of teachers is somcething which should be scen as a
continuous and adaptine process. a process whereby certain skills (and cven
basic competencies) must be added to. expanded. enhanced and reflected upon
and tested against theorices of action.  The author regards the debates about
“loony theon . fostered m some parts of the less reputable press: and even. at
times. by ministers of cducation. as often witfully unhelpful and fargely sterile.
NMorcover, the perspectives taken in this chapter icorporate an assumption
stmlar 10 that of Kurt Lewmn's, that there s “nothing as practical as a good
theon ™. and sces theories of action  and assumed conscquence as central to
professtonal knowledge and to the tmprosement of teaching its1f

teachers are educated and “trained” to some purpose  That purposc 1s. at ils
sunplest. an education thought suitable for those ofticially designated nurturers
of i planners for the expansion of cluldren’s mmds and personahitics 1t
imphes a deeply moral process. that schooling should take place in an
atmosphere of gemine coneern for both the colleetive and mdividual {reedoms
commonly enshrined m the avowed beliefs and charters of civilised socicties
It implies that those so educated and traned to be responsible for our children’s
cducation should themschves be constantly inquiring. growing. reflecung . i
short. life-long learners themselves 1t mas. of course. imply even more than
that  For tnstance. 1t might be thouglit to imply that the education of children
will take place i a culture and an atmosphere m winch children are
themsehves valued and held dear. moshort. in a culture whuch actually LIKES
children

Whilst the abose nis sound unesceptional, almost trite 1t 1s clear that many
do NOT sce the business of teachimg or of tcacher education i guste that way

feachers themselves are semetimes gutlty of encouraging  mcoming  new
teachers to- drop” certinn forms of behin sour (presuntably learned durmg mitial
teacher education and to see the process of educating pupils as somce form of

1
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“trench warfare™! Often. too. the task may be scen as little more than that of
passing on certain agreed or carcfully defined information. Recent fegislation.
and certainly that concerning the National Curriculum in England and Walces,
appears to present knowledge as a refatively agreed bundle of unassailable
facts. such that, having “sct” the curriculum. teachers can then deliver it to therr
pupils. almost as though tcachers were simply “operatives’. or transmitting
stations and the children some group of well-tuned receivers.  This process of
passing on can then be tested at convenient points (ic. at grade levcls, or. in
Fngland. at certamn mvthical - but legislated for - “key stages’) in order to
ascertamn the “quality” of the simple output-input model. The testing can then
¢ be put to good uscs. consonant with the modern industrial-commercial view of
A cducation. by comparing children, teachers. or whole schools as comenient
untts of analvsis. or competitive “products’. At worsc. currently in England
(1993) unual tcacher cducation is regarded. by some. as a rclatively short
apprenticeship and the business of preparing teachcers simply that of secing that
students model themselves on a practising teacher and demonstrate basic
competencics sufficient to “deliver” the nattonat curriculum,

[ANR|

Arguments about how teachers might best be educated and trained are not new.
-" As mamy writers ol cducational histony have pornted out. tradition had it (in
meny socteties) that at “secondan ™ or moderately advanced levcls of schoolmg.
knowledge to degree Ievel was an approxmate guarantee of teaching ability.
At priman/clementany levels. an apprenticeship might suffice. particularly if
«ich teachers were then well controlled At stilf carlier age levels of childhood
. nurture and control were so “natural” that 1t was assumed any woman should be
= able cope. and cven training then was hardly to be deemed necessany. (This is
L not Gerful comment and 1s not stmph a quurk of long-forgotien times: 4
recent British mimster of cducation proposed. 1n 1993, that "an army of
L mtelligent mums” would do for teaching children under cight years.)

Graves has contrasted what one nught tern the transnissive, or technicst and
- mstrumental view of teaching, with that of a broader. “cultural renewal”™ view

fe has emphasised that there have always been questions of whether one is
mereh trainmng teachers. or both educating and traming them. He says that in
recent vears the Department For FFducation (in England) hos stressed “trainmg’”
and hardly mentioned “cducation’™. though. “1f has never made explicit why it
hes done so” (Graves, 1995, p.5)  The technicist. tramimg perspective is one
which often demes that there is anythung more to the task besides that of
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transmitting subject knowledge. 1t thus tends to devaluc theorics of pedagogy
as " woolly ™. or simply unnccessary. James (in 1901) was clcar that an expiicit
and supportive rclationship between practical skills and theory was cssential if
the business of tcaching was to be professional and considered.  His views are.
to somc cxtent cchoed by many later writers. including thosc followcers of
Clarke. Morris. Schon. or of Deming: all of whont stress the reflective nature of
good tcaching and the importance of sclf-knowledge. interdependence and
tcam work. Therc is. too. another aspect to all this. A tcach t has a
PROFESSION. Like medicine or law. it concerns pereeptions and valugs.
These. together with knowledge itsclf. arc dynamic, changing faccets of cultural
lifc. During a carcer of. perhaps. forty vears. the veny fabric of socicty is likely
to change. to transmute.  Knowledge itscli is dynamic.  Even an agreed
‘national curriculum™ will need constant refining, and up-dating.

Core principles

One might rchearse the arguments through many scars. volumces and much
rescarch. The theory and practice of teaching is still a fairly hot issuc (Sotto.
1994) and in some countrics (not nccessarily those classified as emerging
nations or ‘underdeveloped™ ones) the battle for producing docile teachers or
constructing “top~down’” models of desirablc knowledge for them to transmit.
{'dclivered” is the oft-favoured official metaphor) arc rcal and very scrious.
Nevertheless. in MOST countrics of the “developed™ world,  systems of teacher
cducation and training cxist which try to build the initial education of tcachers
around certain core principles and arcas of knowledge: and thesc themsclves
miply  the centrality of the child and pereeptions of any curriculum  as
occasionally imperfect. negotiable and fluid. (it would sccm fair to note that
such core arcas. distilied as they arc from consensus. from rescarch and from
practical cxpericnce. genuinely seem very simlar in many parts of the world
and have applicability in general to preparation for all levels of teaching,)

As Evans points out (1992) the process of cducating adulls to take
responsibility for teaching children requires decisions as to what counts as
vahid knowledge for both the children and their potential tcachers. Morcover.
the two perspectives are inscparable. But. as Elkind has cmphasised. risks arc
preat Defimng the knowledge tempts onc to define the processes by which it
SHOULD occur KNOWLEDGE is much wider than the curriculum. It is

4
X




PAFullToxt Provided by ERIC

Initial teacher education 99

coricerned with atutudes. dispositions and processes as well, about sclf-
knowlcdge and responsibility.  Of coursc. it is always tcmpting to mcasurc
certain limited (usually the more casify ascertained) knowledge outcomes  as
some assurance that tcachers and chifdren are doing their jobs. If so. onc can
then so casily miss the really important accompanying traits and dispositions
which excite and encourage a permanently enquiring mind and which “hook
in’ the children (Elkind. 1993y This is a censtant theme of Lilian Katz (Katz.
1993 and 1995) and onc which has importaut resonances through the last half
century of writings on carly childhood cducation. High guality education of
our young children may well be the result of their heing placed alongside
adults who provide organisations which encourage those key dispositions
rather more than simply address basic ‘subjects’. indced. Sylva and others
have shown quite convincingly that the tvpe of nursery school and kindergarten
experience the children have s critically related to the organisation and by
implication to its staff and their attitudes and valucs (Sylva. 1994 and 1995).
Despite all that. anyone famitiar with tcacher cducation in North America or
the United Kingdom during the last thirty years or so would be welt aware that
crics concerning “back to the basics™. or the desirability of certain forms of
school competition were concomttant with attacks on initial teacher cducation
(Graves. op cit ).

In the muddle of the twentieth centurs. it would have been fair to have
described much of initial tcacher educatton as “under a system of tutclage’.
Morcover. the young. carly scars teacher was invariably female and (usualiy)
cducated and trained in a monotechnic institution. that is onc devoted solcly to
teacher cducation.  For example. circa 1950 in England. USA. Canada.
Australin. New  Zealand.  Austratia, France. Norway. Sweden. Denmark.
Belgmum, West Germany. much teacher education took place i sceond fevel
institutions inferior to the universitics and grandes ccoles and often under their
dircct (and sometimes “licensed’ or “validated’) patronage.  There arc still
residucs U such patronage in some countrics: and certainly. cven though most
tcacher cducation is now thoroughly cmbedded in universities. academic
disdain for tcacher education is stit almost palpable. 'This may change as more
and more countrics insist on some minimal training for university academics
themisehves,  The revolution 1n educational technotogy 1v alrcady having an
ceffect  Stmph telling people what onc alrcady knows is now totally outmoded.
Nevertheless, amy change in the attitudes of academics towards pedagogy and
andragogy will clearly take a long time: all the more so as universilics
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themsehy cs conie under pressure to produce mstrumental. niarketable research
and arc measured on their output. rather than on the satisfactions of students

Early Ycars teachers. from about 1945, were usually “certificated” or “licensed’
and in possession of a diploma rather than & full umversity degree.  The
hicensing authoritics varied.  In some cascs the license was issued by the
training agency and endorsed by the ministry or department of ccacation  In
many cascs the diploma was not casthy tradable inio another profc.<ion. and.
cven if hard-won and rcasonabhy rigorous. likels to lack the prestige of a
“purer” discipline,

should recall that chitdhood itscif is both changing and partly socially
constructed). that conscnsus concerning initial teacher cducation is obscrvable
and scems to hold good for the period of childhood bewween about brrth and
cight scars or so It covers. or unifies. somce eight broad arcas.

! Knowledge about human devetopment and human learning, including
some availability of courses which enhance sclf-knowtedge. Modc!s of
human learning van throughout the world (for instance. some countries.
cg Britain, have virtuolly abandoned work in psycho-dynamic theors.
whereas other countries. such as France. Belgium or Germany. still e it
as essentiah).

2 Relatively high-level conceptual knowledge. usuatly building on that
attatned at school graduation levels (say 18 years) and which develops
the dispositions. knowledge and cxpertise of the student teacher (ic. a
subject discipline).

¢ Knowledge of additional curriculum content  arcas  thought
appropriatc to the age and developniental stage of the child. together
with an awareness of the resources and materials. (Acsthetics. arts and
crafts scem ven important to many countries. since it is thought that
they in particular lend strength to meaningful play and ennch the quality
of the child's tife. Increasigly. technology is atlicd to these.)

4 Ability to communicate cffectively and to understand the relevant

theory and practice.

Ability to manage and organise groups of children o as to maxtmise

their - chances of learning: this including modes of  observation.

|
|
|
|
However coniplen the task of educating carly years teachers miay be (and we
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appropriate cvaluation. diagnostic asscssment and pattcras of working
with other adults.

Some knowledge of sociology. cultural variabilits. social contests.
petterns of nced and of deprivation.  (Within this and 1. above arc
usually inchuded some himited understanding of the range of sariation
and of “special needs™ )

Some concern with values clarification. with principles. idcologies and
heliefs. .

Regular  and  well-integrated  field  experience  (1.c supenvised
practicuum m care. kindergarten and schools which burld on burgeoning
knowledge and confidence).  There are marked differences between
countrics as to how much practical experience ts necessary and how best
this can be integrated with the course. the experiences of regular tcachers
and. sometimes. with that of ongoing rescarch

Another teature clearly assoctated with teaching ability 1s that aspect of the
adult’s personaltty (cmpathy, warmth. enjoyment in children’s company )
which makes an appropriate scedbed for many of those cducational goals listed
above  It1s here. too. that there is often confusion. both in the “public mind’
and. unfortunately. among certain officials  For those features listed. if
abundantly linked {0 intclligent awareness. sensitivity and - rcasenable
ocholarship. can OF THEMSELVES sometimes lead to effective teaching by
those not formatly qualificd or tramed  The argument here. however. is that
onc swallow doesn’t make a sumimer” and that.  however good these people
ight be as “natural” teachers. their skills may be considerably improved by an
appropriate course of initial teacher education. Schott commented (concerning
the education and trning of all levels of teachers).

“There s evidence i the research that affective compelences are
crttical to a a teachier’s success or failure Certennly. school
admmistrators believe these competences are important or they would
not he mclided as consistently as theyv are e teacher evaluation
procedures

(Schott. 1989, p 43%)

What 1s clear s that the cight arcas hsted are quite differently organised and
emphasised in different countries. For example. in many Furopean countrics.
and to a limited extent in USA and Canada. curricular time is seniously devoted
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to the philosophics and tacas of key educational thinkers (cg. Comenius.
Pestalosz1. Frocbel and Dewey). Unfortunately this is not the casc in England
and Walcs today. Wec should also note that the relative balance between. or
emphasts given to these arcas can vary considerably according to the age level
of children intended. “There arc. for instance. real tensions between sccondary
teacher knowledge and carhy childhood teacher knowledge. Bernstein tatked of
this in terms of classification and {raming. positing that the framing was
destrably weak at the lower age ranges (Bernsiein. 1971): a point no longer
deemed fashionable in England as we listen to oflicial exhortations for
specialist subject teaching even at the fower age range of the primary school!

Carrent British approaches

Clearly. 1o other country 1 the “developed” world has yet embarked upon such
an extreme “apprenticeship” modet of teacher preparation as has Britamn, The
establishment of i quango to oversee teacher “training” (the Teacher Trannmg
Ageney. TTA) has created a body not castly subject to criticism or control by
cither higher education or the teaching profession as a whole  Morcover that
this 15 an undemocratic body and one concerned to press certinn views ol
“desirable routes into teachmg™ has not escaped the notice of crther the
unnersttics, or the teachers themsches. But. for the most part. they have been
powerless to alter the current posttion  Whilst many countries throughout the
“developed’ world arc lengthenmg and strengthening teacher preparation
courses and embedding theni ever more securcly 1n higher education. Britain
remains resolute that its new  approach (virtuatly a nincteenth  centun
apprenticeship system) is the best way 1o secure the luture of its children. A
ke feature in all this has been the partial remosal of authority for teacher
education from the unnersities and. despite the rhetosic. away from the
profession. AN this has been undertaken under the banner of “the greater nced
for partnership and practical experience’. m a country. morcover. which had -
some of the largest amounts of practical expericnee in the world in its initzal
teacher educatton  This process of improvement or attrition (depending on
vour views) was started m Britun in 1984 with an carlier (now dcfunct)
quango “The Council tor the Accreditation of Teacher Education. CATIL Flus
had a much more bemgn and creative perspective of teacher cducation more
aktn 10 NCATE 1 USA  Tts successes were in larpe measure duc 1o the
untiring, work of a major cducator/chairman. Sir William Taylor. a man who
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undcrstood teacher cducation and tried hard to batance compcting idcologics
through rational discourse and analysis. Few would disagree with the view
that. for a short time. teacher cducation was subject to a scrutiny which was
channelled to the ultimate good of the children and the profession.  Certainly
the courses thus approved were not limited or merely “technicist™. though. cven
then. teacher educators were never allowed to occupy more than 25% of dmy
guiding committee  (Hardly a measure of respect for teacher educators!y The
stgns were ominous and the strident criticisms of teacher education continued
unabated.

However the recent past s interpreted. the key elements in current Bruish
approaches certainly scem somewhat less amenable to rational discourse. The
tunding mechanism adopted for teacher education is now removed from that
used lor ‘normal” university funding. No longer will it take place via routes
simalar to that of other professions (i.c. through the Higher Education Funding
Council for England. HEFCE). but through the quango TTA  The change in
name to “agency i not cosmetic. but coincides with the current trend towards
embedding cducational tanguage and concepts within the vatues and structures
of the business world.  An agency is consonant with views  redolent of the
langnage of the market place and of competition.  These arc entirely
compatible with current official perspectives of cducation itself.  The TTA
seeks to fund models of “training’ of which it approvcs. and one of its scnior
eneeutives dectared she wished to sce as many routes into teaching as possible
and did not wish to scc certain wounld-be teachers “put-off™ by the hurdic of
conventional university initial education courses (verbatiin comment by Anthea
Millett at Nottingham University. 1995). There is a marked cncouragenient of
I courses run by schools in
conpunction with the Department for Education in England (DFEE)

Criticism of teacher education

Graves makes the pomnt that. in many respects. criticisms of teacher cducation
by the “radical right” in England have been invalid. Such criticisms were often
founded on a nostalgic and half-recatled view of teachers who were
“disciplimanans . or upon a rosy view of the hey-day of Brinsh Grammar
Schools. which untit the 1960s" advent of comprehiensive secondary education
(high schools). tended to segregate the education of appronimately the top 25%
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ol British children (sclected at age cleven by means of inteltigence. verbal
reasoning and maths scores) and send lesser mortals to an educatron deemed
mferior. An oft-repeated and long-running criticism of teacher tramers i< that
too much chitd development. the study of soctology and attention - batmy

pedagogical thecory so misted the teachers of the sinties and sevenaes, that
standards of attainment and disciphnie fell (There 1s httle evidence of falls i
the former and much to the contran ) As a resull. the society became dissotute
and uncompetitive fargely because of poor tuaching.  Such perspectives
abounded in the popular press and much of the eriticisi was focused upoun one

_particular Education Report. the Plowden Report of 1967 Flus smaginative.

detarfed  and  carctul  report would appear 1o have  been  thoroughly
nisrepresented by Journahsts, mimisters and cnvil servants alihe Much of the
carlier strident criticistn was represeuted by the publication ¢late 1908s and
carh 19705y of three “Black Papers’™. which decrnied “progressne’ cducation
and the wavs m which teachers had been “dehberateh ™ nusled by thar
cducators and triers

We should alse recatl that. in both Europe and North America. the cffects ol
the o1l embargoes of the 19708 and the consequent recesstons hastened that
process. allnded to above. whereby  the language of cducation became
fundamentally alicred. Increasingly. the terms of industry and commeree were
heard when deseribing educational processes Children were “units” - Schools
could be “managed”. Curricula could be delnvered™. School-based outcomes
‘measnred” and compared  The drive to be competitnge was paramount
Comments en the nature of “the real warld” were commonly used 1o back up
ihe need for children to compete o el to strive. 1o win - Co-operation and
dared endeavours were ridienled as the result of Chalf-baked™ <ociological
sudies  The Prime Muster of the day declated “soctety™ 1o be a nonsense
word

AN this 1s o vastiy compress and over-simphiy compley recent hustorical lorees
and ideolopes  101s mmportant 1o note that m some cases the criicisms do have
clements of ratonatity and basts  Some of these ¢riticiams resulted from the
example of extreme foolishness 1 one or two cases |In Fngland i 1975 the
cypostire of one exteemely badly -run primany school. The William  Dyndale
School. led to o long-runming, cotnt case and a magor government report ( Auld.
1976) | there hane been ailar examples of notonety - Canada and the

USA  The tendenes then. is for these single cases to feave residues i pohiticat
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minds such that whole movements can be fuelled by them.  Since there is a
great deal of ambiguity and fluidity in modern. post-industrial socicty. it is all
too casy to see the incrcase in single parents, or in crime.  as somchow the
“fault” of the schools. It is then so casy to connect this to the presumed fault of
tie trainers of teachers. I vou add such clements as uncasiness over the pace
of change or in the decline in good manners (as YCU sce it). it is but a short
lcap to a positton whereby vou hold past practice to be supenor. We should
also recall that in England. there is always the different experience of the élite
10 be contended with  Somcthing approaching 10% of British children have
expenienced private schooling 1t is often remarked that. in the recent past.
stich schools'employed gradueates “unsullicd” by the experience of initial teacher
cducation  Indeed the Chiet Inspector of Schools (a4 very senior government
approved position m England) remarked.

“lhe good gqualiy provision made by osome Cuntramed” teachers
mdependent schools cludingg yvery presugious oness couniers the view
that there s a necessary relationship between high qualiy teaching,
Lood gualin: curvicudar proveston and teacher raming. ™

(fetter to M Lally . 1995)

Teacher education for those teaching young children

o It 1s clearly mmpossible 1o separate teacher education from the role of the
5 teacher in general - Fitness for purposc 1s paramount  But. as socictics demand
more from teachers: e that they recognise spectal needs carly. or that they
oy ‘rescuc . soctalise. re-create motivation. ‘provide’ imaginative. flesible children
' who will become tmaginative flexible adults. vet at the same time stick (o
_ tradittonaf values (whatever they were). the demands on preparation grow more
- not lees

S Onver twenly years ago Ryvan said that the problem (in the USA)Y was not onc of
: not knowing hew to prepare teachers properly. rather it was the constant
problem of wanting to train them verny cheaphy and simply (Ryan, m Schott.

opaty In Bntain we have been through some twenty-five vears of ven

comoluted approaches  In the 1900s we were told that Teacher Trammng

Collepes were wronghy named  They became (uitimatehvy Colleges of Higher
tducation. were absorbed 1nto. or became  Polvtechnics and (n 1993
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wniversitics. By 1980 four vcar B.Ed degrees were common modes of
cducation and training for the teachers of the voung  Sccondary tcachers still
tended to “add on” onc vear of postgraduate teacher preparation. We were then
told the B.Ed. degrce was inadequate and that the monitoring of teacher
_ TRAINING would be more rigorous. More recently still a previous minister of
—. education announced that practicc was much more important than thcory.
' “Barm" thcon. he called it.  New routes into tcaching were proposed.
E ‘Licensed teacher’ routes (little more than apprenticeship modes of 'sitting by
—o Nellic') are being tricd. A system of part-time approaches to training have
. been set up via the Open University and some University Schools of Education.
‘The tnitial tcacher education curriculum and the amount of school expericnce
arc now massively constrained. shaped and controtled and dictated to through a
varicty of govenment circulars. Consortia of schools arc openly invited to train
tcachers.

In all this there have been some astonishing attempts to pressurise universitics
and colleges to move back to a three (and possibly two) yvear qualification and
to encourage teachers of primary age children to follow the degree plus post
graduate vear route (an acknowledged poor mode for dealing with the polymath
needs of small primary schools). There arc now published criteria to ensure
that prospective teachers of three to six-year-olds follow virtually the same
“training” routes as the teachers of the older children and that they pay
particular attention to the esting at seven and cleven years of age (the so called
“keyv-stages” onc and two of the National Curriculum).

What is necessary?

It would scem necessary at the end of this short paper to return to the premise
that fitness for purposc is paramount.

‘The overwhelming evidence from throughout the world 1s that early years
education pays; it pays handsomely. Most politicians scem to be becoming
convinced that it pavs socially  More may also begin to see. from the work of
Sviva (op cit). or of Danicls (1995) or of Schweinhart and Weikart (1993). that
it also pavs 1 terms of cognitive gains [t 1s important. however. ot to sce
cither these social or cognitive gains as simply ansing from a watered down
grade-school or secondary school approach They arise from circumstances
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where there are surce signs of appropriate staff for the purposc. (in this resnect
the results of the Effective Early Learning . EEL. project of Pascal et al. 1995,
will be interesting.) Whilst the pivotal role of a good tcacher may be necessary.
it may be cven more important that there 15 a good TEAM. This Icads onc to
the point that modes of carly childhood education reatly appcar to operate best
within a multidisciplinany group of professionals and associates: a group where
carers. assistants. ancillarics. teachers and parents work together in the full
know ledge that care and education are probably best assumed to be inscparable
durning the period of about three to cight years.

This means that the Early Childhood Professional might take scveral routes
for his/her education and training. It mecans we have to:-

Recognise that education and care are so interlocked between birth and.
probably_ latency. that we HAVE to ensure that specialist knowledge and
expertise also interlock.

It means that a scnior professional plans the learning environment and
bascs it on a profound understanding of and obscrvation of his/her charges.
It means there are clear standards of practice {ic. that "quality control” is
clear. reasonably uniform and exptlicit).

It assumes a clear code of cthics and vilues: AND this may imply somc
considerable ability to question policy and to help regalate it

It imphies commrtment te cducation and tramnmg which is repeated. real
and rigorous. {ic It mcans not only high levels of initial cducation and
training. but a commitment to continnied concern for the ideas and
knowledge basc of the profession.)

It commits the professionats to the constant articulation of principles and
practices to those who questron them

As socreties develop ever more rapidly. as children become more sophisticated.
as famuly structures change. as technology becomes central to the fves of all. so
the role which carls childhood cducation plays becomes large and more
complexy  The age of entny to kindergaricn or nursery becomes ¢ver younger
many countrics  The original role of the teacher expands like o stela nova.
Team work becomes essential and watered-down clementan practices cver
more mappropriate At the same time. that expansion of the media nto
avenones' lives ensures a different pace of life. o different form of
accountabthity and. often. a trivialisation of fundamental vatues  Pehticians
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demand “quick fixes®. This 1s the cra ol sound-bites and the instant expert
Through all this it is tempting to scc schooling. cven that of the ven voung. as
instrumental. quickly assaved.  Any professional mystique is derided: anvthing
not properhy explamed assumed mere obscurantism.  In ail this the carly
childhood cducator has to be ecxactly as Saracho characterised: and the
cducation and training must fit it

a decision maker, observer, organiser of instruction, diagnostician,
curriculum designer, manager of learning and counscllor/adviser; all of
which take place within the parameters of a growing and sensitive
understanding of child development and human worth (Saracho. 1984).

None of this. neither the six clements. nor the cight core arcas. can be donc ina
trice. nor can they be done well in my opion, outside of cffective higher
cducation  They can only be accomplished through genuine partnerships
between policy-makers. the public and the profession  Stalin is reputed to have
said (to H.G Wells in 1936) "where teachers fail, the shock troops will stamp”.

Policy makers. potiticians, industrialists. parents and tcachers owe it to

gencrations of unborn chrldren  that teacher education flourishes and develops.
Now here is dialogue more important than with those who teach the young. In
the world of the future the health and unity of thosc much changed socictics
may well depend on getting the right mix of professionals who give out such
that there ts cohesion, harmony and real human development.

Ben Morris once claimed that he saw the best 1in the “miodern kindergarten'.
where there was an understanding of “mmdividual development and of) the
iward and emotional nature of that development ™. He said.

“Lhe development of confidence mrone’'s own genninie powers - owever
Iimtted these may be - s the first essential of personal growth, and such
confidence 1s rooted woan attitude (o the world which finds it a good
place the people i it worthy of trust and love  In the hegmnmg, helef
m onrselves depends on someone else having believed mows, having
cared for us, having loved us - This s the fivst responsibilityv of parents
and teachers

(Mornis, 1972, p 201)

That's « rubric fit to educate and train teachers by!
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112 Christopher Day

The continuing professional development of early childhood
educators: planning contexts and development principles

by Christopher Day

Farly sears educators are umquely placed to mfluence chuldren's Ines They
hane the opportunity. for example. through the wass 1n which they present
themselves. to promote learnmg as a proceess i which the learner is dependemnt
upon. mterdependent with or independent trom the teacher and other learners
‘They can encourage or discouriage mguiry among their children. segroent work
and play or integrate them: create and develop learning partnerships with
parents. or nierely involve them in i hnted way. provide a vision ol what
nught be a foundavon for the different kinds of learning 1n which therr
children will have to engage throughout their fnves if they are 1o continue to
grow and find purposcful work n the world of continuous. fragmentil change
which they are entering. H children are 1o be supported i starting right’
then athtudes to. and valutng of practices as hfelong learncrs. cducators
themselves will need to provide active role models

Fhis chapter tocuses upon dilferent aspects of continiing professional learning
and development. and  the wans mo wlich the contmuing  professional
development of teachers and other educators may be supported. Continuiing
professionitl developnient (CPD) 1« defined as all those conscious and plannced
activities which are intended to bhe of direet or indirect henefit to the
individual, group or school and which contribute, threugh these, to the
quality of education in the classroom [t 1s the process by which, alone and
with others. teiachers review. renew and extend therr conimitment to teaching.
and by which they acquire and develop eniticatly the knowledge and skills
essential 1o good professional thinking. planmmg and practice with children,
voung people and colleagnes through cach phase of thair teaching lives The
dischssion s based upon ten assumptions about learning and dey clopment.
tcaching and contimung, professtonal development (CPD)

(a1) Learning and deselopment

cducators” own fearanmg s tmphicit Howall occur at different times,
response (o different crrcumstances, and will result an diflerent
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outcomes. The naturc of learning is that it is often ad hoc. unrecorded
and unremarked.

CPD implics planned intervention into cducators' natural lcarning
lives. If the intervention is cffective it should result in systematic
learning. Thus devclopment is different from learning in that it is
planncd. contiguous and rccorded. 1t 1s the responsibility of the
individual and the cmployving organisation. since its success is in the
interests of both.

cducators' learming and development are constrained by practical,
social and psychological factors.

(b) Teaching

teaching 1s @ complex and frequently stressful occupation.  Subject
knowledge. pedagogrc knowledge. technical and organisational skills
hine to be regularly reviewed. reflected upon and updated. Reflective
teaching s, therefore. not oniv desirable but essential.

retlective teaching requires that knowledge and skills arc applied in a
conteat of understanding of the child and his/her developmental
phasces.

teachers need humanity. care and commitment in order to relate their
moral purposcs. understandings. hnowledge and skills successfuily to
the children they teach

teachig requires the co-ordinated application of the head and the
heart (1.1t is both rational and non-rational)

(¢) Continuing professional development
cducators must be activeh involhved in their own Icarning  As with

children, adults cannot be deseloped passively, but only be piven
opporttunitics to develop actively.

whilst the atm ol all CPD must be to improve the learming and
achievement opportunitics for children 1 the classroom. there is no
direet “cause and cffect’ relattonship between the two, 1¢ a4 more
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cffective tcacher will not nceessarily be able to guarantce more
‘cffective lcarning.  He/she can only guarantce better opportunitics for
lcarning.

. in the light of the above assumptions. profcssional devclopment must
be:

a. lifclong. i.c contain batance. progression and continuity

b. differentiated. i.c. targeted upon individual and coliective
needs

¢, relevant. i.c. to the particular work context and life phasc of
the teacher

d  cohcrent. i.c. make sensc to the tecacher in relation to personal
as well as institutional short. mid and long term needs.

The learning world of the early childhood educator

The tcaching world is characterised by its busyness. isolation and stress.
Referring to a plethora of rescarch. Fullan points to the limitations which the
large number of unpredictable short intcractions demanding instant responscs
placc upon reflecton in the classroony

"It draws theiwr focus (o dav-to-day effects or a sShort-1erm perspective:

it limats thew opportunities for sustamned reflection about what they do ..
i tends to mcrease the dependence of teachers on the experiential
knowledge necessary for dav-to-day coping, (o the exclusion of sources
of knowledge bevond their own classroom experience "

(Fultan and Sucgelr uer. 1991, p.34)

Educators have come to rels upon their accrued personal practicat know ledge
becausc it is necessany in order to survive  Whilst the classroom is filled with
people. individual adult educators arc often isolated in terms of development
opportunitics with collcagues. At the very best, they may be part of a tcam.
lfowever. its members will have particular functions and may be cither
unavailable at the time of nced or be unable to provide appropriatc knowledge
of the situation at the time required.  The socially intcractive nature of
classrooms and. bevond this, the conditions of service, often ensure teaching ts
primarily ‘contact with children’. not allowing sufficient time for planning and
reflection,  {f classrooms arc designated as lcarning venucs for children only.
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educators have to find their learning opportunitics outside. Handy points to the
strangencss of this:

“What senstble orgamsation would jorbid its workers to ask their
colleagues for help, would expect them to carry all relevant facts in thewr
heads, would requure them to work i 35 minute spells and then move (o
a different site, would work them in groups of thirty or over and prohibit
anv social imteraction except at official break times "

(Handy. 1989, p17})

Whilst this appliecs more to those working with older children and young
people. it is. nevertheless. relevant to carly childhood cducators

{ he social milicu of the classroom. then. constrains the cducator's on-the-job
learnimg. In addition. it conspires {o predisposc educators to favour only forms
and contents of learning which appear to be readily applicable to their
immediate practical classroom sunval needs (e.g. subject knowledge updates,
curriculum policy inplementation. new assessment procedures).  Whilst these
may be necessary for survival, they are not sufficient for development. The
soctal conditions of teaching which arc designed to promote children's
fcarnmyg. can paradonically. inlubit the development of  their cducators.
promoting ‘short termist’ perspectives. in which classroom repertoires and
routines become tnplicit means of linuting rather than deyvcloping professional
fcarning opportunitics

he tearning lumitations of the classroom may be compounded by the training
nstory of the educator who may have been “brought up' to belicve in a sclf
perpetuating image of the ‘good' teacher as onc on whom cverything must
depend. as an eapert and 'self made' (Brizman, 1986) (1 can remember myself
beig somewhat surprised when. as a young teacher in my first school. | began
sarly on to realise that (a) not eversone o my class was motivated to Icarn by
my teaching approaches. and (b) 1 was unable to provide an answer to all the
questions 1 was asked. In the school staffroom | quickly Icarned that “theory!
was somcthing out there' and not relevant to "practice”.  Professional 'folkiorc!
asserts that the most valued part of training is that which takes place in the
workplace it was not until sontetimic later. however. that 1 reahsed that in
order to develop as a teacher educator | nceded to revisit and fearn more about
the 'why' and thie ‘how' of teaching as well as the "what'. As well as reflecting
in' or “during' my tcaching. 1 also nceded to reflect ‘on' and ‘about’ ruy
tcaching in a more contemplative. svstematic way.)
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Educators develop and hold theorics about children. what they teach and the
roles they play. that tend to be implicit. Because they are cmbedded in practice
and appear nceessary for survival. they become instruments of control rather
than development. Many vears ago now, Argyvris and Schon (1976) described
this lecarning context as “single loop'. and advocated that those who wished to
devclop their thinking and practice should engage in "double loop' learning in
which the private, implicit lecarming world is. voluntarily. subject to critical
scrutiny.  Such a move docs. however. incvitably involve the challenge and
support of others.

In summary. being a professional implics

a commitment to the interests of children by reflection on their well
being and their progress and deciding how best it can be fosicred or
promotcd:

an obligation to review periadically the nature and cffectivencss of
onc's practice in order to improve the quality of one's management,
pedagogy and decision-making:

an obligation to continuc to devcelop one's professional know ledge both
by personal reflection and through interaction with others (Eraut.
1993).

Children deserve to be taught by good teachers. therefore 1t is a responsibility
of the school or other emplovers to provide thesc. At present all that is
guaranteed is that there will be teachers and an agreed curriculum.  Whilst
there is much investment in initial training and development. such investment
1s less in evidence for qualified teachers. There arc two main issucs here. (i)
the broadcr political culture and whether it provides an appropriatcly resourced
framework for CPD: (i) whether the school and local community culture
themsclves are supportive of C'PD.

Trends in CPD
After several years in the job. teachers may well become. 'fraved around the
cdges’. commitment may decline, as may their cnergy levels. A lack of

atiention  to carcer  development may  be accompanied by a sensc of
‘inconscquentiahty' as  cnthusiasm gives way to frustration in response to
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personal, work-related or socictal stressors (Farber, 19910 p.35). By mid-carcer
they may have become disenchanted (Hargreaves, 1993) and “experience a
reduction of personal nvestment: feelmgs of fatigue: having to renounce one's
professional ideals” (Hubcrman. 1993, p.97).

In England. changes in government policy in recent ycars have cnsured that
more fesources for CPD have been devolved dircetly to schools.  Onc
conscquence of this has been a sharp decline in the numbers of tcachers
cnrolling on full-timc Masters degree programmes (Triggs and Francis. 1990):
another has been the growth of “short burst'. half or onc day “training'
activitics. Many of these have been related directly to the implementation of
externally inspired innovation. characterised by immediacy. There is some
cvidence that this lack of cohcrence and continuity produces feclings of
cynicism. frustration and dissatistaction among tcachers (Cowan and Wright,
1990) and that the cvents arc largehy concerned with awareness raising and
information giving (Ncwton and Newtoa, [994).  In Australia. too. the trend
towards instrumentality. technical proficicney and competence means:

"Rather than developmg reflective  practittoners swho are able 1o
understand. challenge and transform their practice, in-service education
m ats current form encourages the development of teachers who see the
world 1 terms of instrumental ends achiovable through the recipes of
tried and true’ practices legitimated by unexammed experience or
wncriically accepted research findings.”

(Sachs and Logan.1990)

If this trend is indced incrcasing nationally. then it rests with the local
communitics and schools themsclves to bear the burden of responsibility to
ensurc that the essential “moral quatitics’ of cducators continue to be nurtured.

Moral purposes of teaching

"Noral qualhities are directly relevont to any kind of classroom practice:
care for the pupils. enthusiasm for the subject, conscientiousness,
determunation, willingness to co-operate with colleagues and a host of
others.  Nobodv, at least on reflection, really believes that effective
teacthmg - let alone reflective educanon - can be reduced to a set of
skills, it requires certam dispositions of character. The attempt 1o avord
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the question of what these dispostions are by emploving pseudo-
practical terms ke “competence’ or professional’ must fail "
(Wilson 1993.p.113)

Above all. teaching is an interpersonal activity intended to influence what
peoplc become as persons.  Sockett defines four dimensions of this activity:
community (which provides a framework of relationships). knowledge or
expertise (with technique subscrvient to moral criteria): accountability (1o
lcarncrs and their famulics): and ideals (Sockett. 1993, pi3). Since they arc
concerned with the betterment of their children. all educators may be said to
han ¢ moral purposc

School support for CPD

One of the most important responsibifities of the school and  community
Icadership 1s to ensure that the ctimate 1s one i which ongomg adult learning
can flounsh atongside puptl learnmg (Stoll. 1994)  Over the years various
terms hinve been coined which describe the kind of leadership and culture

appropriate to this.  Here 1 stmply cite cevidence from rescarch on school
cffectiveness and improyvement 1n support of the necessity of creating a working,
emvtronment which s conduenve to ongoing professional development.  Harris
and Russ (1995) found that a collaborative lcadership sty le made a significant
contribution 1o stalt morale and teaching performance and that. “schools which
were demonstrating improvement were those un which staff development was a
poseerfid component”, Furthermore:

“In the improving’ schools idividnal teachers were enconraged 1o be
leariters themselves  Stafp were enconraged o collaborate by learning
withr and from each other I drect contrast, where schools did not
provide the opportunity for staff to discuss teachimg methods i detail or
to engage m jomt planng. there was less evidence of ant ongomy
commment among staff o professional development When questioned
m more depth. teachers at the latter tvpe of school revealed certam
common  attitudes  about themselves  as  teachers and  thewr own
professional learning it hecame clear that the schools were
argamsed i wavs that enconraged teachers o develop copimg strategies
rather  than  supporting — them e selpsustannng — professional
development

tHarns and Russ, 1995 para 5.3)
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Sammon's.  Hillman's and Mortimorc's  identification  of cleven  key
characteristics of cffective schools provides corroborative evidence it support

of this. Three of these relate directly to CPD. They found that cffective
schools have:

Professional leadership which is purposcful and participative.

A learning organisation in which the school presents lcarning as
somcthing which is for adults as wcil as children, and provides
training and deyclopment for all its staff’.

Home-school partnership in which parents become actively involved
in their children's work and in the lifc of the school (DFEE. 1995).

Whilst none of these findings will surprisc the reader. it is as well to remember
that CPD opportunitics should last across cvery educators' carcer span.  This
prompts the writer to ask. "Hhat do we know about the learnng or
development lwves of teachers that mayv assist in ensurmg that appropriate
support may be provided”" “How can educators themselves best participate i
the plamung of therr own development””

The development lives of teachers: transcending competency

A growing body of literature is focusing upon tcachers' carcer development and
various general phases have been identificd Leithwood (1990). identifics five
stages (1) Carcer entry (2) Stabilisation (3) Experimentation (new challenges
and concerns) (4) Screnity or Disenchantment (on reaching a platcau) and (5
Discngagement (preparing for retirement).  Dreyfus and Dreyfus (1986)
developed a five stage model of skill acquisition which emphasiscs learning,
through cxpericnce.  This broadly bascd theory of expertisc or competence
development is dependent upon a growth in situational understanding in
which:

"the pathwav o competence 1s characterised mamnly by the abihiy to
recognise fedtures of /!ru('lu'rl/ sttuations and to discrimnate between
them, to carry out routine procedures under pressure and to plan ahead”

(Eraut, 1994, p.125)
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Figure 1 Summary of Dreyfus model of skilis acquisition

Level 1 Novice

. Rigid adherence to taught rules or plans
. Littlc situational pereeption
. No discretionary judgement

Level 2 Advanced beginner
. Guidclines for action basced on attributes or aspects (aspects
arc global characteristics of situations recognisable only after
somg prior expericnce)
. Situational perception still limited
. All attributes and aspects are treated scparately and given
— - cqual importance

fil

Level 3 Competent
. Coping with multiple demands

. Now sces actions at lIeast partiallv in terms of longer-term
goals

. Consctous deliberate planning,

. Standardised and routiniscd procedures

Level 4 Proficient

— . Sce situations holistically rather than in terms of aspects
. Sce what is most important in a situation '
- | . pereeives deviations from the normal pattern
T . Decision-making less laboured
' . ‘Uses maxims for guidance, whose meaning varies according

to the situation
- Level § Expert

B . No longer relics on rules. guidehnes or maxims
. Intuntive grasp of situations bascd on deep tacit under-
standing,
. Analyvtic approaches used oniy in novel situation or when
problems occur
. Viston of what 15 possible

(Eraut, 1994, p 124)

Four mayor criticisms of the 'model’ have been made. despite its obvious
attractiveness.  First, 1t neglects the sssuc of “expert fallibility' (Eraut, 1994,
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p.128)  Being ‘an cxpert' should not imply that further devclopment is
unnccessary.  Indeed. 1t may mean that cxpertisc itsclf is used as a defence
against further Icarnimg.  Second. is that whilst the model is based upon how
peoplc approach their work. there may be a temptation to use it as a means of
grading their abilitics in therr work, Indeed. there is some cvidence of this in
the developmeats in Initial Tcacher Education referred to in the previous
chapter (Gammage).  The third criticism is that it implics a ‘stage'
development path. thus ignoring the cffcct of crucial or specific environment
and personal lifc factors on development. A fourth criticism is stated by

Wilson (1993) in the quotation alrcady cited. that effective tcaching “cannot be
reduced to a set of skills”.

Burke. ¢t al. (1984) in examining social mflucnces. suggested that positive
nurturing (present in ctfective schools) will assist teachers, whercas conflictive
cnvironmients have negative cffects: and Ball and Goodson (1985) found that a
lincar conception of development is problematic.  So to rcgard kev points in
cducators’ development which should be particularly targeted for support as
rclating princtpally to role changes. ¢ g induction. preparation for a new role
cte. 18 to ignore the vast majority of potenttal nced amongst “cvennday
cducators’. Development ts multidimensional:
" he fact that tpeeal factors can be found should noi hide the fact
that there are some people who never stop explormg, who never stabilise
or who de-stahlise for psvchologreal reasons: a sudden awareness, a
Change of mterest or values  Iiscontinuties may oceur fram exrinsic
forces, such as accidents, political events or economie crises.”
(Hubcrman. 1993, p.4)

How, then, taking factors of environment. personal history. and life phases into
account. may - contining  professional  development be  most  effectively
promoted?’

Planning for continuing professional development: an approach to
lifelong development

The conditions of tcaching in many countrics are such that tcaching is
becoming or has come to be regarded as an, “unreflectine technical process ..
twith) ‘quality’ as svnonvmous with meeting pre-specificd “standards',
through a svstem of supervision. inspection and control' (Carr. 1989, p2).
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Other chapters in the book provide testimony to this. It is clear from rescarch
and practice that good tcaching is anything but tcchnical or unreflective. The
changing world of the lcarner. the impact of ncw technologics. and the
changing demands of the world of work. all have implications for the kinds of
tcaching and lcarning. with which carly vears cducators must cngage and the
“dispositions' which they must foster  In Canada. the Sullivan Commission
Report declared that:

“In view of the new socal and ceconomic realies, all students,
repardless of their mmmediate plans following school. will need 1o
develop a  flexibility and versatity undreamed  of by previous
generations ..

(Ministry of Education. 1991.p.2)

In America. as well as the applied version of the three Rs. cployers want. “a
set of behavioural skills that arc not taught at all in traditional academic
curricula. such as problem solving. communication skills. interpersonal skills
and leadershipt (Carnevale. 1994).

‘Teachers are at the heart of the lifelong lcarning endeavour They arce expected
more than cver to make a ditference in the lives of their pupils. lnvesting in
cducation means mvesting in the continuing professional development of
teachers. In Australia. this is already recognised:

" f teachers are to perform the highly complex and responsible roles
that will he required of them in ustralad’ short term future, thewr own
ongomg education st be re-vamped in terms of the value placed upon
i, the appraoaches used. and the assumption of responsibility jor 1t "
(Crowther and Postle. 1991, p.1)

The kinds of “revamping' which have resulted from various government
reforms 1n England and clsewhere simply fail to match cither the spirit or the
fetter of what is required. ‘The introduction of tcacher performance appraisal.
given a positive developmental cnvironnient in school. provides a potential
opportunity for systematic review and targeting. Unfortunately. whilst sclf-
appraisal 1s a part of the process. appraisal itsclf is still regarded as being
primarily in the interests of the “managers' who introduced 1t.  Funding for
continuing professional development has been distributed in diffcrent ways
through the school system  The net effect is more school-bascd work. morc
short term training based upon institutional need. and less development work
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which might focus upon longer term need or promote the kinds of reflective
practices described carlier.

It support for lifclong learning for carly yvears cducators is to move beyvond
political rhetoric then it must involve a recognition that Icarning is everyone's
business.  Early vcars cducators. with their twin cthics of caring and
partnerships are well placed to promote personal development profiles.
Whilst portfolios represent a collection of experience. profiles arc a constdered
sclection. synthesis and cvaluation, which together with forward planning.
provide continuity and progression. relevance (to individual and institutionaty
defined need). differentiation and coherence. These would cnable every carly
vears cducator. with the assistance of “critical friends' from the school and
comnunity as participants. to  cstablish. maintain. devclop and. where
necessary. change his or her vision for education.  In schools which do not
alrcady  have annual, reviewable and renewable  development  planning
procedures in which stafl participate actively. which do not alrcady encourage
collcgialits and collaboration. winch do not welcome parental and community
imolvcment. which do not recogmse that cducation involves the whole person.
head and heart. and which are not founded upon a shared vision of the child

growing up. the introduction of personal development profiles may prove
difficult. In devcloping schools.

“fhe learning organisation cannot support personal mastery without
supporting personal masterv i all aspects of hfe. At cannot foster
shared viston without calling forth  personal vistons, and  personal
vistons are alwavs mudtifaceted - they abvavs wclude deeply felt deseres
for our personal. professtonal. organisational and family fives .’
(Senge. 1990, p.307)

It follows that continuing professtonal development must be conceptuahsed as
apphing 1o the development. short and long term. of tcacher as person.
Planning for cohcrence. differentiation.  progression and continuity.  can
account for ndividual and institutional need. life and carcer developmental
phases and internal and external working environments

In elieet. though ownership would be m the hands of the individual. 1t would
form & learning contract between the individual and the school. the school and
the community It would guarantee for the community that cducators will
continue  throughowt their carcers 1o provide the knowledge. shills,
commitment, carc and vision appropriate to the changing needs of pupils and
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socicty. 1t would guarantee for the school that the tcacher would participate
fully in maintaining its growth as a lcarning organisation: and it would
guarantec for the carly vears educator that both school and community would
provide tangible support and genuine commitment for his or her development.

Conclusion

Successful modets of professional development for the 1990s and beyond must
assert connections between thinking about children's Icarning. its planning and
practice. This best occurs through self-generated, reflcctive work. which is
relevant to the individual teacher as well as to the organisation. and which is
shared and cnhanced through appropriate intervention which challenges and
supports. Higher cducation has a key role to play in this. as do collaborative
school culturcs which build and devclop strategics for challenge and support
within the notion of teacher autonomy . Both recogmise the need for teachers to
retain a high degree of control over the direction of their work and the
confidentiality surrounding their contributions. whilst at the same time having
access o appropriate cntical support.

Eissentiath . successful professional devclopment in the future will need to be
based upon closc knowledge of the factors which constitute ‘nced' and which
genuinely support the need in the short and long-term context.  Government
and school policy may thus. through continuing dialoguc between all
stakcholders. become more consonant with individually defined nceds and
supportive of tcacher autonomy. In this way the move towards treating the
tcacher as technician will be prevented.  Personal development profiling
provides onc mecans by which teuchers. the schools' greatest assct. may be
actively involved in their own growth and. through this. play their full part in
improving schools.
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